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Abstract of Dissertation 

Exploring Interagency Collaboration in a Secondary Transition Community of Practice  

This study examined how interagency collaboration occurs within one local 

transition community of practice using Wenger’s (1998) social theory of learning. While 

postschool outcomes of youth with disabilities have improved moderately, there continue 

to be many barriers based upon changes in American society, including the diversity of 

the population, family structures, legislation, policy, and practice (Newman, Wagner, 

Cameto, Knokey, & Shaver, 2010). This situation occurs despite legislative mandates for 

multiple public agencies to provide “transition services” (IDEA, 2004). Studies show that 

fragmentation and duplication of supports and services negatively impact the outcomes of 

youth with disabilities (National Council on Disability, 2008), and research in the field of 

secondary transition over 30 years has identified the importance of interagency 

collaboration (Kochhar-Bryant, 2008). Research has shown that communities of 

practice—based on the social theory of learning, wherein participants collaborate to cross 

boundaries and solve complex issues (Snyder, Wenger, & Briggs, 2003)— are a context 

for effective collaboration (Wenger, McDermott, & Snyder, 2002). 

A qualitative, exploratory study was used to answer the research question: How 

do the four components of Wenger’s (1998) social theory of learning act as the 

mechanisms for interagency collaboration in one local transition community of practice? 

These components are learning as doing (practice), learning as experience (meaning), 

learning as belonging (community), and learning as becoming (identity); the cyclical, 

iterative exchanges between the components create the dynamic of learning by 
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collaborators. The unit of analysis was a unique case called the Local County Transition 

Coordinating Council, a local community of practice in the Mid-Atlantic region.  

The data of this study strongly support and describe the role of the four 

components of the social theory of learning as mechanisms for interagency collaboration 

in this one local transition community of practice, as well as the iterative exchange 

creating the dynamic of learning. Two emerging codes also acted as mechanisms for 

interagency collaboration, adaptation/change and leadership. Further research to explore 

the role of the social theory of learning through communities of practice as a context for 

interagency collaboration within secondary transition is warranted based on the findings 

of this study. 
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CHAPTER 1: 

INTRODUCTION 

Overview 

Youth with disabilities experience lower outcomes after high school than the 

general population of youth in the areas of employment, postsecondary education, and 

independent living (Test, Aspel, & Everson, 2006). While postschool outcomes of youth 

with disabilities have improved moderately over this time period, there continue to be 

many barriers based upon changes in American society, including the diversity of the 

population, family structures, legislation, policy, and practice (Newman, Wagner, 

Cameto, Knokey, & Shaver, 2010). This situation occurs despite legislative mandates of 

multiple public agencies to provide “transition services,” as described in the Individuals 

with Disabilities Education Improvement Act of 2004 (IDEA, 2004). Transition services 

are coordinated activities to facilitate movement from school to postschool activities, 

including postsecondary education, vocational education, integrated employment, 

continuing and adult education, adult services, independent living, and community 

participation (IDEA, 2004). 

To document the outcomes of youth with disabilities over the last two decades, 

the U.S. Department of Education Office of Special Education Programs commissioned 

the National Longitudinal Study-2, which is a follow-up of the original study. While 

postschool outcomes of youth with disabilities have improved moderately over this time 

period, there continue to be many barriers based upon changes in American society, 

including changes in the diversity of the population, family structures, legislation, policy, 

and practice (Newman, Wagner, Cameto, Knokey, & Shaver, 2010).  
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In addition, studies show that the fragmentation and duplication of supports and 

services negatively impact the outcomes of youth with disabilities (National Council on 

Disability, 2008), and research in the field of secondary transition over 30 years has 

identified the importance of interagency collaboration (Kochhar-Bryant, 2008). The 

absence of such collaboration contributes to poor postschool results for these youth. 

Interagency collaboration has been identified in the literature as one of the predictors of 

positive postschool outcomes (Test et al., 2009). A review of the secondary transition 

literature illustrated that an understanding of collaboration mechanisms remains elusive 

(Test et al., 2009).  

Kochhar-Bryant indicated that “collaboration is generally defined as a process of 

participation through which people, groups, and organizations form relationships and 

work together to achieve a set of agreed-upon results” (2008, p. 7). Interagency 

collaboration involves relationships among people in different roles and disciplines in 

schools, among schools, in human service agencies, and in communities. Collaboration is 

the “people part,” while system coordination is the organizational level aspect; the two go 

hand in hand (Kochhar-Bryant, 2008). 

Research has shown that communities of practice provide a context for 

collaboration to address the complex issues required by such public-private-constituent 

partnerships (Wenger, McDermott, & Snyder, 2002). Communities of practice are 

defined as groups of people who share expertise and passion about a topic and interact on 

an ongoing basis to further their learning in that domain. Members typically solve 

problems, discuss insights, and share information. They also develop tools and 

frameworks that become part of the common knowledge of the community. Over time, 
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these mutual interactions and relationships build up and create a shared body of 

knowledge and a sense of identity (Wenger et al., 2002).  

Communities of practice are founded in the social theory of learning, wherein 

participants collaborate to cross boundaries and solve complex issues (Snyder, Wenger, 

& Briggs, 2003). Using Wenger’s social theory of learning (1998), this study explores the 

four components of learning to understand collaboration mechanisms. These four 

components encompass learning as doing (practice), learning as experience (meaning), 

learning as belonging (community), and learning as becoming (identity); the cyclical, 

iterative exchanges between the components create the dynamic of learning by 

collaborators. The purpose of this study was to examine how interagency collaboration 

occurs within one local transition community of practice using Wenger’s (1998) social 

theory of learning. 

Statement of Problem 

Law and order exist for the purpose of establishing justice and when they fail in 
this purpose they become the dangerously structured dams that block the flow of 
social progress. —Martin Luther King, Jr. 

There is a vast achievement gap among students by race, socioeconomic class, 

and disability at all levels of education. Despite the enactment of civil rights legislation in 

the United States, the disparity between youth with disabilities and those without 

disabilities transitioning from school to adult life is alarming. This disparity violates civil 

rights sensibilities. For example, 26% of youth with disabilities dropped out of school in 

2006-07. For students completing school that year, only 56% achieved a regular high 

school diploma (Office of Special Education & Rehabilitative Services, 2010), which is 

required by many employers in the hiring process. When comparing the postschool 
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outcomes of youth with disabilities to same-age youth in the general population, youth 

with disabilities were less likely to enroll in postsecondary programs than were their 

peers in the general population (45% vs. 53%, respectively), and out-of-high-school 

youth with disabilities were less likely to be working (57% vs. 66%, respectively) 

(Newman, Wagner, Cameto, & Knokey, 2009).  

Civil rights legislation such as the Education for All Handicapped Children Act of 

1975 (now the Individuals with Disabilities Education Opportunities Act of 2004—IDEA) 

was established to address these achievement gaps. IDEA authorizes special education 

services and defines secondary transition services to help youth with disabilities 

successfully transition from school to successful postschool outcomes of employment, 

postsecondary education, and independent living. These services are outlined in the 

student’s individualized education program (IEP), which is a written statement for each 

student with a disability that is developed and reviewed in accordance with the law. 

Specifically, transition services are to begin no later than the first IEP in effect when the 

youth is 16 and are to be updated annually thereafter. Within the IEP, transition services 

must be documented, including appropriate measurable postsecondary goals based upon 

age-appropriate transition assessments related to training, education, employment, and, 

where appropriate, independent living skills; the transition services (including courses of 

study) needed to assist the student in reaching those goals; and a statement that the child 

has been informed of his or her rights. The documentation is to include, if appropriate, a 

statement of the interagency responsibilities or any needed linkages.  

To carry out the IEP, there is an IEP team, composed of the parents of a student 

with a disability; at least one regular education teacher; at least one special education 
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teacher; representatives of local education agencies; individuals who can interpret the 

instructional implications of evaluation results; at the discretion of the parent or the 

agency, other individuals who have knowledge or special expertise regarding the student, 

including related services personnel as appropriate; and whenever appropriate, the 

student with a disability. At the very least, the student must be invited to IEP meetings. It 

is through the IEP team that engagement of agencies should occur, creating the 

foundation for interagency collaboration to support youth transitioning from school to 

adult life.  

In addition to IDEA, other civil rights legislation such as the Rehabilitation Act of 

1973 (now contained in the Workforce Investment Act of 1998) established policies and 

program changes to help youth and young adults with disabilities gain the educational 

and vocational skills needed to transition to living, working, and participating in 

community life; these policies are applied through the public vocational rehabilitation 

program, which exists in every state (National Council on Disability, 2008). Additionally, 

dozens of laws, regulations, and policies spanning multiple federal, state, and local 

government agencies legislate programs to support youth with disabilities in their 

transition to what are expected to be postschool outcomes.  

There is a shared responsibility across a community of practitioners, in 

partnership with youth and their families, to address multifaceted barriers experienced by 

transitioning youth (Rehabilitation Services Administration, 2002). Secondary special 

educators and transition coordinators play a significant role in interagency collaboration 

to meet the complex needs of transitioning youth with disabilities (Rehabilitation 

Services Administration, 2002). But in many cases, transition coordinator roles do not 
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exist. This underscores the need for interagency collaborators. Depending upon the 

individualized transition and education needs of youth with disabilities, a multitude of 

agencies and staff can be identified as partners in interagency collaboration, as required 

by IDEA. While some agencies are to be engaged with transitioning youth, many are 

eligibility programs, so their involvement is inconsistent. Other agencies may be 

engaged, but no legislative mandate requires their participation. However, many 

agencies’ roles have been identified as being beneficial to transitioning youth with 

disabilities including, but not limited to career and technical educators; general educators; 

school counselors; vocational rehabilitation counselors; staff at centers for independent 

living; children, youth, and family workers; community rehabilitation providers; 

consumer organizations; county drug and alcohol program staff; county health workers; 

county mental health/mental retardation case workers; military recruiters; vocational 

evaluators; physical therapists; speech pathologists; occupational therapists; 

postsecondary school representatives; Social Security Administration disability services 

staff; social workers; vision teachers; and workforce development one-stop youth staff. 

The potential roles and responsibilities of various partners are described in Appendix A: 

Transition Team Partners and Their Roles and Responsibilities (Rehabilitation Services 

Administration, 2002). 

There is no doubt that the service delivery system is complex, based upon these 

potential partners of interagency collaboration. Due to the fragmentation of programs, the 

General Accounting Office (2003) recommended that the U.S. Department of Education 

improve coordination and collaboration with other federal agencies to address a variety of 

transition problems, such as poor linkages between schools and other service providers. 
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Even though legislation mandates coordination, federal agencies demonstrate limited 

external collaboration with other agencies to meet the needs of youth because of 

stovepipe methods of operation. Local entities have funding constraints and must be open 

to adapting from isolated agency functioning to joint responsibility and blended funding 

(National Council on Disability, 2000). A report of the National Council on Disability 

(2008) to Congress questioned the extent to which laws have resulted in the needed 

changes to facilitate the successful postschool outcomes of youth with disabilities. From 

a systems perspective, recommendations to Congress included implementation of 

coordinated service delivery approaches, blended funding, and improved coordination of 

secondary transition efforts across federal, state, and local agencies. Despite these 

recommendations to Congress, the lack of systems coordination and collaboration 

continue today. The General Accounting Office (2012) reported on the challenges 

students with disabilities face accessing services as they transition from school to adult 

life. Once again, recommendations were made to improve the provision of transition 

services. This report called for better Federal coordination across Education, Health and 

Human Services, Labor, and the Social Security Administration to expand and improve 

interagency transition strategies. 

With the expectations for the education of students and the poor performance, 

there is public outcry for education reform in the United States for all children and youth, 

especially those served in special education. “The inadequacy of the American high 

school is unsettling, especially given that it is a pivotal institution touching the lives of 

almost every adolescent” (Lachat, 2001, p. 10). State education agencies are now 

responsible for reporting postschool outcomes of youth with disabilities exiting the 
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system (IDEA, 2004). Therefore, there is a heightened need to address and change the 

alarming statistics regarding transitioning youth with disabilities.  

To address the concern regarding poor outcomes of youth with disabilities, the 

National Secondary Transition Technical Assistance Center reviewed literature to 

identify evidence-based practices and predictors of improved postschool success of youth 

with disabilities. Of the 33 practices identified, three related to student-focused planning; 

26, to student development; one, to family involvement; and three, to program structure. 

Although interagency collaboration was identified as a predictor of postschool outcomes, 

no evidence-based practices related to it were identified in the literature. Therefore, there 

is a dire need for research in this area of practice (Test et al., 2009). 

Collaborative interagency teamwork has been referenced in legislation and 

literature as a promising transition practice for over 30 years (Bragg & Russman, 2007; 

Clark, 1999; Cook & Friend, 1991; deFur & Reiff, 1994; Hasazi, Furney, & DeStefano, 

1999; Johnson, McLaughlin, & Christensen, 1982; Johnson, Tam, Zorn, Lamontagne, & 

Johnson, 2003; Kochhar-Bryant, 2008; Kohler, 1996; Mattessich & Monsey, 1992; 

Morningstar, Kleinhammer-Tramill, & Lattin, 1999; Noonan, 2004; Noonan, 

Morningstar, & Erickson, 2008; Sadao, 2000; Timmons, Cohen, & Fesko, 2004). 

However, there is little research on interagency collaboration as an important predictor of 

postschool outcomes of youth with disabilities (Test et al., 2006). Despite this lack of 

research, experience and anecdotal evidence tells us that collaboration and systems 

coordination are essential among educators, schools, agencies, and communities and are 

important to overall education reform. “Expectations for collaborative practices are 

embedded in the Individuals with Disabilities Education Improvement Act of 2004 
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(IDEA) and in the No Child Left Behind Act of 2001, as well as in a variety of additional 

laws aimed at protecting educational opportunities and the civil rights of individuals with 

disabilities” (Kochhar-Bryant, 2008, pp. 6-7). Surprisingly, there is little reference, if any, 

to the dynamics of social learning in the collaboration literature.  

It is challenging for local practitioners working across boundaries of government 

to connect the dots between their efforts for positive postschool outcomes, because 

structural impediments limit the capacity for learning, innovation, and collaboration 

across diverse constituencies (Snyder et al., 2003). Conventional bureaucracies seem not 

to be equipped and are not sufficient to address contemporary problems of youth with 

disabilities, because there is a need for flexibility, constant adaptation, and blending of 

expertise across boundaries of organizations. In fact, the nature of diversity and severity 

of disabilities often confound the government agencies and various systems responsible 

for successful transition and postschool outcomes. A flexible, adaptive, and resonant 

option being used by several localities and states is based on social learning and 

communities of practice through a project funded by the U.S. Department of Education 

Office of Special Education Programs with the IDEA Partnership. The effort draws upon 

the thinking of Etienne Wenger and his colleagues, wherein communities of practice 

assist agency personnel in engaging stakeholders in collaboratively solving complex 

education challenges for students served through special education (Cashman, Linehan, 

& Rosser, 2007). 

Communities of practice show promise as a forum that crosses boundaries to 

address complex issues requiring public-private-constituent partnerships (Wenger et al., 

2002). The Office of Special Education Programs has been funding projects to explore 
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the use of communities of practice as an approach to systems change. These projects 

show promise, as they facilitate broad stakeholder engagement (Linehan, 2010). 

However, there is no research on the potential impact of communities of practice as a 

context for interagency collaboration within the domain of secondary transition of youth 

with disabilities. Impact is explored to understand the relationship between social theory 

of learning which occurred in a local transition community of practice and factors 

influencing interagency collaboration. In addition, the potential impact on transition 

practices is examined. Impact is not tied to evidence-based practice criteria utilized by the 

National Secondary Transition Technical Assistance Center (Test et al., 2009) to show 

correlation to improved postschool outcomes of transitioning youth with disabilities since 

there are multiple factors influencing postschool outcomes of youth. Therefore, within 

this context, exploration of the four components of the social theory of learning may 

provide insight into the “black box” of interagency collaboration.  

Statement of Potential Significance 

Despite the lack of research, collaboration and systems coordination are essential 

among educators, schools, agencies, and communities and are important to overall 

education reform (Kochhar-Bryant, 2008). A social theory of learning within 

communities of practice shows promise as a context through which interagency 

collaboration can occur to address the complex issues requiring public-private-constituent 

partnerships (Wenger et al., 2002). By studying one case of a local transition community 

of practice, knowledge can be garnered regarding one context in which interagency 

collaboration can occur and can be used to foster model program replication in the future. 
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Purpose and Research Question 

The purpose of this study was to examine how interagency collaboration occurs 

within one local transition community of practice using Wenger’s (1998) social theory of 

learning. The unique case is called the Local County Transition Coordinating Council; a 

local community of practice is comprised of diverse stakeholders, including educators, 

service providers, students and families, employers, consumers, community members, 

and other members. Formed in 1995 as a community of practice, the council’s mission is 

to plan and facilitate successful transition of youth with disabilities from school programs 

to adult life.  

The research question was: How do the four components of Wenger’s (1998) 

social theory of learning (community, identity, practice, and meaning) act as the 

mechanisms for interagency collaboration in one local transition community of practice? 

Conceptual Framework 

The conceptual framework describes the constructs, beliefs, and relationships of 

the phenomena (Maxwell, 2005). The framework for this study included the domains of 

secondary transition of youth with disabilities, interagency collaboration, the social 

theory of learning, and communities of practice. More specifically, within the domain of 

secondary transition of youth with disabilities, interagency collaboration is one potential 

element that promotes postsecondary transition outcomes of these youth (Test et al., 

2009). One context in which interagency collaboration can occur is a local transition 

community of practice (Wenger et al., 2002). The theoretical foundation of communities 

of practice is social learning. Therefore, using Wenger’s social theory of learning (1998), 

the four components of learning are explored. These four components are learning as 
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belonging (community), learning as becoming (identity), learning as doing (practice), and 

learning as experience (meaning). The interaction between these four components 

facilitates the dynamic of social learning. Through the epistemological lens of 

constructionism, a single case study is explored to unveil how the group created their 

own reality by making meaning of their shared work (Berger & Luckmann, 1966).  

 

Figure 1.1. Conceptual framework of study. 

Summary of the Methodology 

The purpose of this qualitative, exploratory case study was to examine how 

interagency collaboration occurred within one transition community of practice using 

Wenger’s (1998) social theory of learning. Qualitative case study research is appropriate 

because it assists the researcher in understanding how people interpret experiences and 

construct their worlds; further, it allows the researcher to be situated in activities in their 

natural settings (Merriam, 2009). A case study approach is appropriate since it is focused 
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on in-depth investigation and detailed analysis of a bounded system and allows the 

researcher to focus on a specific phenomenon, in this case communities of practice, to 

provide a description of many variables and their interaction over time (Merriam, 2009). 

A unique case was identified for study, here called the Local County Transition 

Coordinating Council, located in the Mid-Atlantic Region of the United States. Studies of 

the context of interagency collaboration over the past 30 years have included various 

types of transition teams or councils at the state, regional, local, and school levels 

(Blalock, 1996; Clark & McDonnell, 1994; deFur, 1999; Garrett, 1998; Halpern & Benz, 

2001; Kleinhammer-Tramill et al., 1994; Kochhar-Bryant, 2008; Kohler, 1994; Lee 

Baker & Stahl, 2004; Morningstar et al., 1999; Noonan, 2004; Wischnowski & 

McCollum, 1995). While this unique case is called a “transition council,” it was 

intentionally formed as a community of practice in 1995, which is unique when compared 

with other teams and councils. Also, the case is unique in that it has received national and 

state attention because of its capacity to use social learning to facilitate the creation and 

replication of transition practices that positively impact the lives of transitioning youth 

with disabilities. This exploratory case study contributes to the understanding of the 

context in which interagency collaboration can occur, and the potential impact of social 

learning on transition practices focused on improving postschool outcomes for these 

youth (Merriam, 2009). 

Qualitative case study research explores in-depth data derived from multiple 

sources to unveil the interaction of characteristics of a phenomenon (Merriam, 2009). 

Three sources of data were used in this study: semi-structured interviews with 

approximately 18 individuals, nine were identified based on selection criteria and an 
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additional nine were identified through snowball sampling; observation of a meeting; and 

review of documents including council meeting minutes, committee minutes and other 

committee documents, and historical records. Data were collected within a 4-month 

window in the fall/winter of 2011. 

Data analysis included first- and second-cycle coding processes, using open 

coding, followed by sorting and naming the categories to develop thematic, conceptual, 

and/or theoretical organization from the first cycle codes (Saldaña, 2009). For this study, 

trustworthiness was ensured through the methods of triangulation, member check, 

nonbiased peer review of data analysis and findings, and an audit trail (Merriam, 2009). 

Limitations and Delimitations 

This study was delimited to a single case study of one local transition community 

of practice, and the results may not be generalizable to other similar transition 

communities operating in various areas of the United States. The results may be 

transferable to contexts for interagency collaboration, by informing practice in the future. 

In addition, replication studies could be undertaken in the future and compared to this 

case. 

In the research on secondary transition, a number of predictive factors have been 

identified as potential contributors to positive postschool outcomes of youth with 

disabilities. For this study, the predictor was delimited to interagency collaboration.  

The study explored one context of interagency collaboration within the domain of 

secondary transition. Other types of contexts exist, such as state, regional, local, and 

school-based transition teams. The results of this study cannot be generalized to other 

contexts of interagency collaboration. 
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Studies have identified many factors influencing interagency collaboration (Clark, 

1999; Hasazi et al., 1999; Johnson et al., 1982; Johnson et al., 2003; Noonan, 2004; 

Noonan et al., 2008; Kochhar-Bryant, 2008; Mattessich & Monsey, 1992; Sadao, 2000). 

However, this case was delimited by exploring the impact of social learning within one 

context, a local transition community of practice. 

The site was selected as a unique case because of demonstrated exemplary 

practices. Also, the researcher has had a consultative role with the group over the past 10 

years. Because of this prior relationship, participants’ knowledge of the researcher may 

bias the data collection process. The researcher’s biases because of prior involvement and 

knowledge of the case were addressed through trustworthy measures, as outlined in 

chapter 3. The agencies, people, culture, and community are unique to this case and 

would not be applicable to other cases.  

Data was collected through interviews of participants, observations, and 

document analysis. As a qualitative case study, the information shared by participants is 

subjective. Because of the nature of a community of practice, many members are core to 

the work and are engaged in various levels of participation. Because of the sampling 

techniques, some members with valuable information and insights may not have been 

interviewed.  

Definition of Key Terms 

Table 1.1 provides definitions of key terms relevant to this study within the 

parameters of the constructs, including youth with disabilities, the domain of secondary 

transition of youth with disabilities to postschool outcomes, interagency collaboration as 
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a predictive factor in secondary transition, the social theory of learning, and communities 

of practice.  

Table 1.1 
 
Terms and Definitions 
 

Term Definition Source 
Individuals 
with 
Disabilities 
Education 
Improvement 
Act of 2004 
(IDEA) 

IDEA is a law ensuring services to students with 
disabilities throughout the nation. IDEA governs how 
states and public agencies provide early intervention, 
special education, and related services to more than 6.5 
million eligible infants, toddlers, children, and youth 
with disabilities. Infants and toddlers with disabilities 
(birth-2) and their families receive early intervention 
services under IDEA Part C. Children and youth (ages 
3-21) receive special education and related services 
under IDEA Part B. 

Department 
of Education 
(http://idea. 
ed.gov/)  

Child with a 
disability* 

According to IDEA, the term ‘child with a disability’ 
means a child— 
“(i) with mental retardation, hearing impairments 
(including deafness), speech or language impairments, 
visual impairments (including blindness), serious 
emotional disturbance (referred to in this title as 
‘emotional disturbance’), orthopedic impairments, 
autism, traumatic brain injury, other health 
impairments, or specific learning disabilities; and 
(ii) who, by reason thereof, needs special education and 
related services.” Often referred to as a student with a 
disability (p.188, stat. 2652). 

IDEA, §20 

Special 
education 

“Specially designed instruction, at no cost to parents, to 
meet the unique needs of a child with a disability, 
including— 
(A) instruction conducted in the classroom, in the 
home, in hospitals and institutions, and in other 
settings; and  
(B) instruction in physical education.” 

IDEA, §20  

Transition Movement from one phase of life into another; in the 
context of this research, movement of adolescents with 
disabilities from school into their next environment as 
young adults in the community (p. 118, stat. 2658). 

Halpern, 
1994 

Transition 
services 

“A coordinated set of activities for a child with a 
disability that—  
(A) is designed to be within a results-oriented process, 

IDEA §20  

http://idea.ed.gov/
http://idea.ed.gov/
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Term Definition Source 
that is focused on improving the academic and 
functional achievement of the child with a disability to 
facilitate the child’s movement from school to post-
school activities, including post-secondary education, 
vocational education, integrated employment 
(including supported employment), continuing and 
adult education, adult services, independent living, or 
community participation;  
(B) is based on the individual child’s needs, taking into 
account the child’s strengths, preferences, and interests; 
and  
(C) includes instruction, related services, community 
experiences, the development of employment and other 
post-school adult living objectives, and, when 
appropriate, acquisition of daily living skills and 
functional vocational evaluation” (p. 118, stat. 2658). 

Individualized 
education 
program: 
transition 
services 
requirements 

“A written statement for each child with a disability 
that is developed, reviewed, and revised in accordance 
with this section. Specifically, transition services are 
defined beginning not later than the first IEP to be in 
effect when the child is 16, and updated annually 
thereafter. Within the IEP, transition services 
requirement include— 
(aa) appropriate measurable postsecondary goals based 
upon age appropriate transition assessments related to 
training, education, employment, and, where 
appropriate, independent living skills;  
(bb) the transition services (including courses of study) 
needed to assist the child in reaching those goals; and  
(cc) beginning not later than one year before the child 
reaches the age of majority under State law, a statement 
that the child has been informed of the child’s rights 
under this title, if any, that will transfer to the child on 
reaching the age of majority.  
This will include, if appropriate, a statement of the 
interagency responsibilities or any needed linkages” (p. 
188, stat. 2709). 

IDEA, §20 

Individualized 
education 
program team 

“A group of individuals composed of: (i) the parents of 
a child with a disability; (ii) not less than one regular 
education teacher; (iii) not less than one special 
education teacher; (iv) representatives of local 
education agencies; (v) individuals who can interpret 
the instructional implications of evaluation results; (vi) 
at the discretion of the parent or the agency, other 
individuals who have knowledge or special expertise 

IDEA §20  
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Term Definition Source 
regarding the child, including related services 
personnel as appropriate; and (vii) whenever 
appropriate, the child with a disability” (p. 188, stat. 
2709). 

Postschool 
activities or 
outcomes 

Postsecondary education, vocational education, inte-
grated employment (including supported employment), 
continuing and adult education, adult services, 
independent living, or community participation 

IDEA §20 

Interagency 
agreement as a 
mechanism for 
interagency 
coordination 

“The Chief Executive Officer of a State or designee of 
the officer shall ensure that an interagency agreement 
or other mechanism for interagency coordination is in 
effect between each public agency described in sub-
paragraph (B) and the State educational agency, in 
order to ensure that all services described in subpara-
graph (B)(i) that are needed to ensure a free appropriate 
public education are provided, including the provision 
of such services during the pendency of any dispute 
under clause (iii).” (p. 118, stat. 2684). 

IDEA §20 

Interagency 
collaboration 

“Generally defined as a process of participation 
through which people, groups, and organizations form 
relationships and work together to achieve a set of 
agreed-upon results” (p. 7). Interagency collaboration 
involves relationships among people in different roles 
and disciplines in schools, among schools, with human 
service agencies, and with communities. Collaboration 
is the “people part,” which goes hand in hand with 
system coordination at the organizational level.  

Kochhar-
Bryant 
(2008) 

Learning “Intricately patterned relations between practices, 
space, time, bodies, social relationships, life courses—
ubiquitous facets of ongoing communities of practice—
are both the content and the principle of effective 
learning” (p. 154).  

Lave (1996) 

Social theory 
of learning 

Social participation as a process of learning and 
knowing, with four integrated components: a way of 
talking about (1) meaning, or our (changing) ability 
(individually and collectively); (2) practice, or shared 
historical and social resources, frameworks, and 
perspectives to sustain mutual engagement in action; 
(3) community, or social configurements that define 
our enterprises; and (d) identity, or how learning 
changes who we are and creates histories in context of 
our communities. 

Wenger 
(1998) 

Communities 
of practice 

Groups of people who share expertise and passion 
about a topic and interact on an ongoing basis to further 
their learning in this domain. Members typically solve 

Wenger et al. 
(2002) 
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Term Definition Source 
problems, discuss insights, and share information. They 
also develop tools and frameworks that become part of 
the common knowledge of the community. Over time, 
these mutual interactions and relationships build up a 
shared body of knowledge and a sense of identity. 

 

*For the purposes of this study child with a disability is referred to as student(s), 

youth and/or young adult(s) with disabilities, transitioning youth and/or young adult(s) 

with disabilities, transitioning youth, young person, or youth. 

 The literature review examining the two constructs of the conceptual framework 

including interagency collaboration within the domain of secondary transition and social 

theory of learning within communities of practice follow in chapter 2. Methods are 

described in chapter 3.  Results are unpacked in chapter 4. Finally in chapter 5, 

conclusions and recommendations are shared.  
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CHAPTER 2: 

LITERATURE REVIEW 

This literature review describes the primary constructs that are the foundation of 

the study: secondary transition, interagency collaboration, the social theory of learning, 

and communities of practice. To develop this literature review, several search engines 

were used: ERIC, Education Abstracts (via EBSCO), JSTOR, Dissertations and Theses 

Online, Business Source Premier (via EBSCO), and Emerald Library. Key search words 

included secondary transition, youth with disabilities, interagency collaboration, 

collaboration, social constructionism, social theory of learning, and communities of 

practice.  

The inclusion of theory is critical to this study as it provides a framework for 

making sense of what is seen in the case study (Maxwell, 2005). In addition, the 

discussion of existing communities of practice and the social theory of learning are 

helpful in illuminating the collaboration mechanisms within one secondary transition 

community of practice that impact social learning and practice. The prior research on 

secondary transition and interagency collaboration was examined to explore the “black 

box” or context of interagency collaboration within the domain of secondary transition 

(Maxwell, 2005).  

The chapter begins by describing the context of the study through two sections on 

the multiple environments of transitioning youth with disabilities and a historical 

perspective on the secondary transition of youth with disabilities. The third section 

explores interagency collaboration as one of the predictors of positive postschool 

outcomes of transitioning youth with disabilities. Through this examination, a framework 



21 

of factors influencing interagency collaboration within the domain of secondary transition 

is presented. To unlock the black box of interagency collaboration, the fourth section 

reviews the dynamics of social learning. The social theory of learning is presented, with 

an emphasis on communities of practice as a vehicle for social learning. The sixth major 

section reviews the literature on communities of practice. The chapter closes with a 

summary that relates the review to the study’s conceptual framework.  

The Environments of Transitioning Youth with Disabilities 

Transitions from one life stage to another are often filled with stress, conflict, and 

redefinition (Clark & Kolstoe, 1995; Carter & McGoldrick, 1980; Turnbull, Summers, & 

Brotherson, 1986). “In special education transition is used to describe a systematic 

passage from school to adult life for students with disabilities” (Morningstar et al., 1999, 

p. 1). A common denominator in this transition from school to adult life is the complex 

set of support needs of youth with disabilities, especially as they seek employment, seek 

to live independently, and seek to participate in postsecondary education and training 

(Morningstar et al., 1999). In addition, the transition of youth with disabilities from 

school to adult life is a developmental process based upon changes over time as they 

mature, perceive, and interact with the environment. This is coupled with an ever-

changing social and cultural environment, as noted by Bronfenbrenner (1996).  

Using Bronfenbrenner’s ecological model (1996), Figure 2.1 depicts the complex 

ecology or environments in which youth with disabilities experience transition from 

school to adult life.  
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Figure 2.1. The ecology of transitioning youth with disabilities, based upon 

Bronfenbrenner Chronosystem Research Model (1996) 

A major element of Bronfenbrenner’s work is reflected in the Chronosystem 

Research Model. In this ecological model, change is constant over time factoring in both 

the environment and the person. This is essential to evaluating the change process during 

the life span. Therefore, time allows for the growth and development of the youth with 

disabilities, considering the changing environment or ecology (Bronfenbrenner (1996). 

Bronfenbrenner referred to an “ecological transition as a major change in which part or 

all of a system or a combination of systems undergoes some major transformation. Such 

ecological shifts occur naturally throughout the human life span” (p. 333).  

Bronfenbrenner (1996) conceptualized four ecological-environmental systems, 

which are nested, interdependent, dynamic structures: the microsystem, the mesosystem, 
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the exosystem, and the macrosystem. With a reciprocal pattern of interaction, each 

structure changes throughout the development process. This ecological model provides a 

framework for understanding transitioning youth with disabilities and these dynamic 

structures.  

The microsystem is “the intimate social and immediate physical environmental 

setting” (Bronfenbrenner, 1996, p. 322), including patterns of activities, roles, and 

interpersonal relations that impact more complex interaction in the immediate 

environment. For transitioning youth with disabilities, this system encompasses those in 

their proximal environment, such as family members, caretakers, and friends. They 

equate to stakeholders in the youth’s growth, development, and transition process. The 

microsystem is continually changing because of the aging process, along with changing 

life experiences. This system can negatively and positively influence learning and 

development, depending upon exploration, experience, and guidance. 

The mesosystem comprises a network of relationships between interacting 

microsystems of youth, such as the relationship between home and school, church, and 

other social groups in which the youth is engaged (Bronfenbrenner, 1996). The frequency 

and quality of interactions through these linkages, or the mutual interrelationships 

between these environments have an impact on learning and development of youth with 

disabilities. 

The exosystem includes structures of the larger community in which youth with 

disabilities live (Bronfenbrenner, 1996), such as their community, state and local 

government, the school system, child-serving agencies, adult-serving agencies, and 

interdisciplinary professions. Decisions beyond the youth’s settings may profoundly 
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impact learning and development. For example, there may be changes in legislation, 

funding, and staffing that influence transitioning youth with disabilities.  

“The macrosystem does not impinge directly on the life of the individual 

adolescent; however, it contains an overarching societal ground plan for the ecology of 

human development [that] . . . asserts very powerful, albeit indirect, influences” 

(Bronfenbrenner, 1996, p. 330). This system includes all aspects of society, as well as 

actions of the federal government, political systems, and economics.  

Bronfenbrenner’s (1996) ecological model rejects simple solutions to 

understanding the transition of youth with disabilities from school to adult life by 

illustrating the complex, multidimensional factors influencing the postschool outcomes of 

youth. The model provides a framework that considers “the different expectations, 

pressures, demands, and experiences that are made on the individual” and views “the 

factors that influence him or her within the context of the home, the family, friends, .. 

school ...and the community at large” (Bronfenbrenner, 1996, p. 338). Through this 

constructionism lens, Bronfenbrenner’s theory allows for the exploration of the world of 

transitioning youth as it is constructed across time through these four systems. 

A Historical Perspective on Secondary Transition of Youth with Disabilities 

A historical perspective of the domain of secondary transition of youth with 

disabilities provides valuable information about the environment of transitioning youth 

with disabilities from a legislative and systems perspective. 

Equitable vocational opportunities for “special-needs populations,” now referred 

to as students or youth with disabilities, were not materializing, as indicated in a report by 

the General Accounting Office (1974). As a result, laws based upon the issue of equality 
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were passed, including Title V of the Rehabilitation Act of 1973 (vocational 

rehabilitation), the Education for all Handicapped Children Act of 1975 (special 

education), and the Vocational Education Amendments of 1976 (vocational education) 

(Bar-Droma, 1982). Despite the passage of the legislation, there was a lack of a coherent 

approach and there were many shortcomings to education and social service programs for 

special-needs populations (Bar-Droma, 1982). Studies of the social service system found 

it to be fragmented and uncoordinated, with a lack of responsiveness to needs of 

transitioning youth (Brewer & Kakalik, 1979).  

A study by the Urban Institute (1975) identified five problems: inequity, 

interruptions in services, insufficient funds, insufficient resources, and inadequate control 

(Brewer & Kakalik, 1979). This study established the importance of interagency 

cooperation and coordination, especially between the three primary agencies dictated by 

the legislation—special education, vocational rehabilitation, and vocational education 

(Hughes & Rice, 1978).  

In the late 1970s, there was a compelling need to capitalize on resources at the 

smallest cost in the provision of services to children and youth with disabilities (Johnson 

et al., 1982). Secondary transition became a priority for youth with disabilities receiving 

services under the Education for All Handicapped Children Act of 1975 (Public Law No. 

94-142). This law created the impetus for special education to seek formal relationships 

with other agencies, thus creating the interagency movement (Johnson et al., 1982). As 

Audette (1980) explained: “The concept of interagency collaboration received 

considerable attention during the 1970s and ‘80s with a growing recognition that the 

parallel, non-coordinated activities of many human service agencies dealing with young 
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children and people with disabilities resulted in a fragmented ‘patchwork quilt’ of 

services” (as cited in Peterson, 1991, p. 89). Problems to be tackled include duplication 

and gaps in services, poor coordination of interdependent services, diminished financial 

resources, and poor accessibility of services (Peterson, 1991). Interagency collaboration 

is an intensive, continuous effort among agencies involved in joint activities and 

commitment, requiring agencies’ autonomy to be relinquished to accommodate the goals 

of the team. Collaboration involves common plans, changes to policies that fit the team’s 

goals, and adaptation of rules to accomplish agreements of the interagency group 

(Johnson et al., 1982).  

The interagency collaboration process was further analyzed and described by a 

Regional Resource Center Task Force (1979): 

• Encourages and facilities an open and honest exchange of ideas, plans, 
approaches, and resources across disciplines, programs, and agencies. 

• Enables all participants jointly to define their separate interests in mutually 
identified needed changes in order to best achieve common purposes. 

• Utilizes formal procedures to help clarify issues, define problems, and make 
decisions relative to solutions (as cited in Johnson et al., 1982, p. 396). 

In the early 1980s, the interagency collaboration movement was advanced 

through a joint memorandum of understanding between the Office of Special Education 

and the Office of Civil Rights within the U.S. Department of Education, requiring 

coordinated activities in enforcement, data collection, policy development, and technical 

assistance to support states’ implementation of Public Law 94-142 and Public Law 93-

112, § 504. As early as 1979, the Office of Special Education had funded a project to 

investigate interagency coordination and to design pre-service training materials. This 

research defined interagency collaborative efforts as more than a paper agreement, 

constituting human interaction leading to “a process through which two or more agencies 
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work together to articulate their separate programs for the purpose of providing special 

educational and related services to handicapped learners and their families” (Johnson et 

al., 1982, p. 396).  

The inclusion of model demonstration research projects in the 1980s and a 

definition of transition in the 1990s special education legislation signaled a noticeable 

shift in special education now included a priority for effective transition from school to 

work, postsecondary education, and community living. The Office of Special Education 

and Rehabilitation Services (OSERS) issued an official document describing the concepts 

and policies for services in school-to-work transition (Will, 1983). The conceptual 

framework of transition views three bridges from school to work: transition without 

special services, transition with time-limited services (such as vocational rehabilitation 

and postsecondary vocational education), and for some, transition with ongoing services. 

OSERS described transition from school to working life 

as an outcome-oriented process encompassing a broad array of services and 
experiences that lead to employment. Transition is a period that includes high 
school, the point of graduation, additional post-secondary education or adult 
services, and the initial years of employment. Transition is a bridge between the 
security and structure offered by the school and opportunities and risks of adult 
life. Any bridge requires both a solid span and a secure foundation at either end. 
The transition from school to work and adult life requires sound preparation in the 
secondary school, adequate support at the point of school leaving, and secure 
opportunities and services, if needed, in adult situations. (Will, 1983, p. 2) 

Further, the OSERS paper stated that these transition services must be “well planned, 

coordinated across agencies, and evaluated responsibly” (pp. 4-5). 

Madeleine Will, the assistant secretary of OSERS, is credited with writing OSERS 

Programming for the Transition of Youth with Disabilities: Bridges from School to 

Working Life, which spurred the transition “movement” (Will, 1983): Public Law 94-142 
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and the promise of a “free and appropriate public education” began for the first time to 

extend into secondary education. New initiatives included secondary and transition 

demonstration programs and systems change grants in supported employment. Ratcheted 

up in the 1990s by the Office of Special Education Programs, there was a broadening 

focus on transition through funding of postschool project demonstration initiatives in 

postsecondary education, multidistrict outreach, dropout prevention, and self-

determination (Cobb & Alwell, 2009). 

Sitlington (1986) reviewed the role of many agencies, including vocational 

education, to determine their potential involvement in assisting youth with disabilities in 

the transition to employment process. Sitlington’s monograph, which synthesized 

numerous follow-up studies from the 1960s to the 1980s, found that many disciplines 

across multiple agencies were focused on transitioning youth with disabilities; legislative 

mandates at the time included special education, vocational education, vocational 

rehabilitation, Job Training Partnership Act agencies, developmental disabilities 

agencies, and other service providers (Sitlington, 1986). Models of interagency 

collaboration were identified in several publications, to include outlining major 

components of interagency cooperation and the roles of agencies (Tindall & Gugerty, 

1982) also involving the private sector (Youthwork, 1980). Sitlington commented: 

All of these models involve a high degree of commitment from the disciplines 
involved. In some cases, this commitment was spearheaded by the formulation of 
state-level interagency agreements. In other cases, the interdisciplinary 
cooperation began at the local level and worked its way up to state agencies. The 
roles of the involved agencies also differ from program to program. (1986, p. 25) 

This synthesis of follow-up studies provided evidence of the complex nature, or “black 

box,” of interagency collaboration. 
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The concept of transition expanded to include a broader array of desired 

outcomes, beyond employment (Halpern, 1994). This view was incorporated in Public 

Law 101-476, the Individuals with Disabilities Education Act (IDEA) of 1990, which 

defined transition services as “a coordinated set of activities for a student, designed 

within an outcome oriented process, which promotes movement from school to 

postschool activities, including post-secondary education, vocational training, integrated 

employment (including supported employment), continuing and adult education, adult 

services, independent living or community participation” (Sec. 300.18). The Division on 

Career Development and Transition of the Council for Exceptional Children 

recommended approaches for delivering transition services, with emphasis on 

involvement of adult service agencies and community organizations in helping students 

with their transition (Halpern, 1994). Legislation required such collaboration: 

The ultimate goal of any such collaboration is inter-agency linkages to produce a 
seamless transition of agency responsibilities, providing whatever services the 
student needs and is entitled to, with minimum disruption of services that are due 
only to agency administrative inefficiency. (Halpern, 1994, p. 123) 

Early interagency and interdisciplinary literature focused on planning between 

special education, vocational education, and vocational rehabilitation or other adult 

services (Cobb & Alwell, 2009). Since that time, this planning has expanded to include 

more and more groups, such as postsecondary education institutions, hospitals, 

correctional facilities, schools, workforce development agencies, and communities (Cobb 

& Alwell, 2009).  

Various practices in transition have been identified and evolved, based upon 

federal laws and federal initiatives (Landmark, Ju, & Zhang, 2010). Through systems 

change grants funded by OSERS in the 1990s, identified practices included interagency 
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collaboration among schools, community service agencies, and employers; transition 

programs; personnel preparation; and self-determination skill development (Johnson & 

Guy, 1997). In addition, states had various reform initiatives to align school-to-work 

projects. While these practices were identified as “best” or “effective,” no empirical 

evidence to support these assertions was provided.  

As the focus on transition expanded, Kohler (1994) recognized the need to 

identify empirical evidence to support best practices in transition. This resulted in a four-

phase study to create a conceptual framework of transition practices. This Taxonomy for 

Transition Programming (Kohler, 1994) included components of school-related services 

that could enhance transition of youth with disabilities to postschool environments: 

student-focused planning, student development, family involvement, program structure, 

and interagency collaboration. While no definition of interagency collaboration was 

provided, a checklist was developed (Table 2.1). 

Table 2.1 

 
Checklist for Interagency Collaboration (Kohler, 1994) 
 
Area 
 

Practice 

Collaborative 
service  
delivery 

• Coordinate requests for information (e.g., to parents, employers)  
• Reduce system barriers to collaboration  
• Offer collaborative funding and staffing of transition services  
• Collaborate in the development and use of assessment data  
• Coordinate and share delivery of transition-related services  
• Disseminate systems information among cooperating agencies  
• Participate in collaborative program planning and development, 

including employer involvement  
• Involve collaborative consultation between special, general, and 

vocational educators  
• Ensure collaboration between postsecondary education institutions and 

the school district  
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Collaborative 
framework 

• Have an interagency coordinating body that includes consumers, 
parents, service providers, and employers 

• Develop formal interagency agreements  
• Clearly articulate roles of service providers  
• Have established methods of communication among service providers  
• Share student information among agencies via established procedures 

(with appropriate release of information and confidentiality) 
• Have a single case management system  
• Identify the “lead” agency  
• Designate a transition contact person for all service providers  

 

While the framework provides a list of the collaborative service delivery and 

collaborative framework factors, lack of a shared understanding of the complexity of the 

factors’ meanings may be impeding progress in the research of interagency collaboration. 

The taxonomy of collaborative practices identified collaborative service delivery 

as being fostered by interagency agreements that clearly articulate roles, responsibilities, 

and community strategies (Benz, Lindstrom, & Halpern, 1995; Blalock, 1996; Kohler, 

1996, 1998, as cited in Kohler & Field, 2003). Collaborative practices pulled together 

educational and adult service providers to address the needs of youth and to identify 

community issues influencing opportunities. “The purpose of these collaborative 

activities is to implement an integrated system that addresses the lifelong learning and 

support needs of a community’s members” (Kohler & Field, 2003, p. 178). In additional 

studies, Devlieger and Trach (1999) found that if interagency collaboration was done 

well, it facilitated the achievement of transition goals for youth with disabilities, such as 

career development activities leading to the postschool outcome of employment. 

During the reauthorization of IDEA in 1997, the primary legislation dictating 

transition services, additional studies and review of the transition literature were 

conducted (Landmark et al., 2010). Greene (2003) identified 10 best practices that were 
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categorized into three types: transition services agency practices (including interagency 

and interdisciplinary collaboration), transition education programs, and transition 

planning practices. Landmark et al. (2003) commented: “The field of transition has 

evolved rapidly under the impetus of federal and state initiatives, federal legislation, an 

array of research and demonstration activities, and practitioner-initiated practices” (p. 

166). IDEA was reauthorized in 1997 and 2004, with the most recent legislation 

providing more stringent expectations for transition services, coupled with an alignment 

of policy and focus of federally funded research (Landmark et al., 2010).  

In addition to legislative activity, in 2003, 30 national organizations established a 

national voluntary coalition, the National Alliance for Secondary Education and 

Transition, to establish national standards and quality indicators for systems improvement 

for all transitioning students based upon current research-based practices, programs, and 

services (National Alliance for Secondary Education and Transition, 2005). Joined by 

over 40 national organizations representing general education, special education, career 

and technical education, youth development, postsecondary education, workforce 

development, and families, the coalition identified benchmarks that reflect quality 

secondary transition for all students. A transition toolkit provided a common and shared 

framework to help schools and communities support youth in their successful 

participation in postsecondary education and training, civic engagement, meaningful 

employment, and adult life. The five standards included schooling, career preparatory 

experiences, youth development and youth leadership, family involvement, and 

connecting activities, are described below:  
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• Schooling imparts knowledge and skills to youth through curriculum, instruction, 

experiential learning, and work-based learning. 

• Career preparatory experiences allow youth to explore career opportunities, 

based upon their interests, abilities, and potential need for accommodations and 

supports. 

• Youth development prepares youth to meet the challenges of adolescence and 

adulthood to achieve their full potential. Youth leadership helps youth build self-

confidence to carry out goals and to promote leadership. 

• Family involvement is defined as participation in promoting growth of youth and 

relies on meaningful collaboration among youth, families, schools, and agencies. 

• Connecting activities refer to the flexible menu of services, accommodations, and 

supports to help youth access and achieve success within postschool options. This 

may include both formal organizations and agencies such as adult-serving 

agencies, coupled with informal sources of support through the community 

(National Alliance for Secondary Education and Transition, 2005). 

These standards were used by the National Collaborative on Workforce and 

Disability (2005) to develop the Guideposts for Success, a tool for transition stakeholders 

to improve transition programs and services, based upon this research. This publication 

provided a statement of principles, a direction that will lead to better outcomes for all 

young people, and a way to organize policy and practice. It was designed for use and 

implementation by multiple transition stakeholders including youth and families, state-

level policymakers, administrators and policymakers at the local level, and youth service 

practitioners.  
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While collaboration was infused in these standards and guideposts, the connecting 

activities provided additional guidance on interagency collaboration within the domain of 

secondary transition. These connecting activities standards, based upon evidence-based 

research, were as follows: 

5.1 Organizations coordinating services and supports align their missions, 
policies, procedures, data, and resources to equitably serve all youth and 
ensure the provision of a unified flexible array of programs, services, 
accommodations, and supports. 

5.2 Organizations connect youth to an array of programs, services, 
accommodations, and supports, based on an individualized planning 
process. 

5.3 Organizations hire and invest in the development of knowledgeable, 
responsive, and accountable personnel who understand their shared 
responsibilities to align and provide programs, services, resources, and 
supports necessary to assist youth in achieving their individual postschool 
goals. (National Alliance for Secondary Education and Transition, 2005, 
p. 57) 

In a review of literature panning 15-plus years, Landmark et al. (2010) identified 

substantiated collaboration practices. “The resulting most- to least-substantiated practices 

were paid or unpaid work experience, employment preparation, family involvement, 

general education, inclusion, social skills training, daily living skills training and self-

determine skills training, and community or agency collaboration” (Landmark et al., 

2010, p. 165). Although collaboration was mentioned, questions remain unanswered 

(Landmark et al., 2010): Why is there limited evidence for interagency collaboration? Is 

it reflective of limited community and interagency collaboration or a lack of follow-up 

studies of its effectiveness?  



35 

Interagency Collaboration in Secondary Transition 

From a historical perspective, the importance of interagency collaboration has 

been emphasized in the literature, in government studies, and in language found in laws 

and regulations. Interagency collaboration is deemed essential in the secondary transition 

domain because of federal initiatives, pressures from youth and families, economic 

pressures, the need to address fragmentation and overlapping service, multiple funding 

bases, multiple planning bodies, and the varying models for service delivery (Johnson et 

al., 1982). However, gaps in knowledge remain regarding the black box of interagency 

collaboration.  

In 1979, the Regional Resource Center Task Force identified the purpose of 

interagency collaboration in encouraging and facilitating honest sharing of ideas, 

approaches, and resources across disciplines and agencies as well as in the identification 

of needed changes to better achieve common purposes (Johnson et al., 1982). The task 

force intensified attention on the need to understand interagency collaboration within the 

domain of secondary transition.  

Special education legislation is the driving impetus of secondary transition of 

youth with disabilities. However, additional legislation addresses the need to provide 

services and collaborate to support youth in their transition, such as the Rehabilitation Act 

of 1973, as amended within the Workforce Investment Act of 1998. Interagency 

coordination models in the Education of the Handicapped Act, Public Law 94-142, 

currently known as IDEA, attempt to join forces at the federal level to encourage a more 

collaborative and comprehensive approach to serving children at the local level (Sadao, 

2000). The Rehabilitation Act, as amended (Workforce Investment Act, 1998) also 
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emphasized transitioning of school youth into postsecondary settings, yet, again, its 

statutory language is not based on any empirical evidence.  

While interagency collaboration has been identified in research as a mechanism to 

contribute to postschool outcomes of youth with disabilities, in a recent review of the 

literature to identify evidence-based practices (Test et al., 2009), no practices related to 

collaboration met the research criteria to be considered an evidence-based practice. 

Furthermore, even in this empirical review, interagency collaboration was not defined. 

This calls into question the conceptualization of interagency collaboration within the 

domain of secondary transition. To explore this conceptualization, definitions of 

interagency collaboration are reviewed. 

Definitions of Interagency Collaboration 

Over the past 30 years, the black box of interagency collaboration has been 

sporadically explored. A review and synthesis of the definitions of interagency 

collaboration revealed that there is clearly no consensus regarding the definition of this 

construct (See Table 2.2). 

From a practice perspective, the complexity of interagency collaboration leads to 

a lack of shared understanding among individuals, organizations, and agencies serving 

transitioning youth. From a research perspective, this lack of consensus regarding the 

definition of interagency collaboration leads to limited progress in understanding the 

construct.  

Although the definitions are inadequate in describing the depth of interagency 

collaboration, a definition presented by Kochhar-Bryant (2008) aligns best with this 

study: “Collaboration is generally defined as a process of participation through which 
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people, groups, and organizations form relationships and work together to achieve a set 

of agreed-upon results” (p. 7). Interagency collaboration involves relationships among 

people in different roles and disciplines in schools, among schools, with human service 

agencies, and in communities. Collaboration is the “people part” and system coordination 

is the organizational level; the two go hand-in-hand (Kochhar-Bryant, 2008). This 

definition was selected as the foundation of this study because it provides a more 

comprehensive perspective of interagency collaboration and references important factors 

such as the process of participation, relationships, and results, within the perspective of 

systems collaboration.  

Table 2.2 
 
Definitions of Interagency Collaboration 

 

Year Definition 
2009 No definition of interagency collaboration in a review of the literature to identify 

evidence-based practices (Test et al., 2009). 
2008 Interagency collaboration is a broad concept that encompasses formal and informal 

relationships between schools and adult agencies. Resources are shared to achieve 
common transition goals (Noonan et al., 2008, p 133). 

2008 “Collaboration is generally defined as a process of participation through which 
people, groups, and organizations form relationships and work together to achieve a 
set of agreed-upon results” (Kochhar-Bryant, 2008, p. 7). Interagency collaboration 
involves relationships among people in different roles and disciplines in schools, 
among schools, with human service agencies, and in communities. Collaboration is 
the “people part,” which goes hand in hand with the organizational level of system 
coordination.  

2004 Each agency participates in its own system at its own pace, while focusing on better 
collaboration with others (Timmons et al., 2004). 

2000 Collaboration is defined differently across systems and agencies, by first 
emphasizing teamwork and partnership with cooperation and communication 
towards a common goal (Sadao, 2000). 

1999 Interagency collaboration is more than a one-time activity and is a dynamic, ongoing 
process needed to plan for movement from school to adult life (Morningstar et al., 
1999). 

1996 Interagency collaboration is the involvement of relevant service providers and 
employers and agencies in transition, where there are clearly stated roles, 
responsibilities, communication strategies, and other collaborative activities 
necessary to strengthen transition service delivery (Kohler, 1996). 
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Year Definition 
1995 Organizational collaboration is “a process in which organizations exchange 

information, alter activities, share resources and enhance each other’s capacity for 
mutual benefit and a common purpose by sharing risks, responsibilities, and 
rewards” (Himmelman, 1995, as cited in Bragg & Russman, 2007, p. 22). 

1994 Interagency collaboration is sharing resources, providing support to youth, and 
finding ways to influence agencies that typically function independently to shift to 
interdependence (deFur & Reiff, 1994). 

1991 Collaboration is a style for interaction between at least two parties voluntarily 
engaged in shared decision-making towards a common goal (Cook & Friend, 1991). 

1989 Collaboration is a process where “parties who see different aspects of a problem can 
constructively explore their differences and search for solutions to go beyond their 
own limited vision of what is possible” (Gray, 1989, p. 5). 

1989 The levels of collaboration include networking, coordination, cooperation, 
collaboration (Gardner, 1989). 

1982 Human interagency leads to “a process through which two or more agencies work 
together to articulate their separate programs for the purpose of providing special 
educational and related services to handicapped learners and their families” (Johnson 
et al., 1982, p. 396). A process in which two plus agencies integrate resources to 
meet needs of students with disabilities in transition to postschool activities. 

 

Because interagency collaboration is complex and a single definition falls short in 

describing it, the purpose, process, and characteristics of interagency collaboration are 

described to provide a deeper view. Interagency collaboration is a dynamic, ongoing 

process of interaction of those individuals, organizations, and agencies with a stake in the 

transition of youth with disabilities from school to adult life (Morningstar et al., 1999).  

The purpose of interagency collaboration is to meet the needs of and provide 

supports to youth and their families through the many aspects of the transition process by 

strengthening the transition service delivery system (Kochhar-Bryant, 2008; Kohler, 

1996; Morningstar et al., 1999). The common purpose—supporting youth transition from 

school to adult life—is facilitated through a combined and shared vision (Friend & Cook, 

2000; Gray, 1989; Montiel-Overall, 2005; Noonan et al., 2008). This involves sharing 

risks, responsibilities, and rewards (Himmelman, 1995, as cited in Bragg & Russman, 

2007). Based on the nature of transition issues, people tend to focus on problems; the 
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collaboration allows for participants to see differing aspects of a problem through their 

disciplines’ or agencies’ lens to develop possible solutions (Gray, 1989). 

Interagency collaboration is a process of participation of people, groups, and 

organizations (Johnson et al., 1982; Kochhar-Bryant, 2008). Nonhierarchical 

relationships may be formal or informal and are strengthened through trust (Kochhar-

Bryant, 2008). Experience with collaborative activities demonstrates that often people 

view transition, and thus problems to solve, through the mandates, traditions, and 

bureaucratic rules of their own agencies. These often get in the way of trust. There are 

levels of collaboration built upon teamwork and partnerships, which lead to cooperation 

and communication (Sadao, 2000). From an organizational or agency perspective, 

collaboration involves two or more agencies who shift from operating independently to 

operating more interdependently in practice (deFur & Reiff, 1994). Agencies participate 

in their own systems, at their own pace, based upon legislative, policy, and program 

guidelines (Timmons et al., 2004). However, through the process of mutual engagement 

in collaboration, agencies enhance each other’s capacity and mutually benefit (Drucker, 

2002). This process includes joint planning, deciding, and acting (John-Steiner, Wever, & 

Minnis, 1998). It is beneficial for the roles and responsibilities to be shared and clearly 

stated (Kohler, 1996). Therefore, the process of participation is a complex maze of 

relationships and requires a great deal of flexibility of those stakeholders engaged in the 

work.  

Though it seems axiomatic, communication is essential to promote collaboration 

(Kohler, 1996; Sadao, 2000). Collaboration based on honest, direct communication can 

lead to changes in practice to meet the needs of youth and families throughout the 
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transition process (Wenger et al., 2002). For instance, there are language barriers (jargon) 

across agency boundaries as well as lack of trust due to struggles around resource 

allocation. 

An important characteristic of interagency collaboration is the need to solve 

problems by focusing on addressing barriers to knowledge because of the complexity of 

the service delivery system (Kochhar-Bryant, 2008). Information is exchanged and 

knowledge is created to address complex problems. This learning occurs through ongoing 

communication, shared meaning-making, joint decision-making, and thinking together. 

One context for this level of learning collaboration is a community of practice, where 

groups of people share passion for something they do and interact regularly to learn how 

to do it better (Kochhar-Bryant, 2008).  

A number of studies have been conducted to examine the factors acting as barriers 

or facilitators of interagency collaboration. These factors are discussed in the next 

section. 

Barriers to and Facilitators of Success in Interagency Collaboration 

For the past 30 years, the black box of interagency collaboration within the 

domain of secondary transition has been analyzed to identify barriers to and facilitators of 

successful interagency collaboration. To deepen the understanding of this construct, these 

factors have been identified and synthesized. Studies have identified over 40 barriers and 

over 65 factors contributing to the success of interagency collaboration; these are outlined 

in Appendix B: Barriers to and Facilitators of Successful Interagency Collaboration in 

Transition of Youth with Disabilities. Despite these multiple studies, a synthesis of 
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factors influencing the success of interagency collaboration has not been presented in the 

literature.  

Many of the factors were identified as both potential barriers to and facilitators of 

successful interagency collaboration. In comparing the factors influencing interagency 

collaboration within secondary transition, several themes emerged. The themes and 

factors, which were analyzed by the researcher and reviewed by three additional 

knowledgeable professionals, are summarized in Appendix B, which includes three tables 

describing barriers, facilitators, and a synthesis of these interagency collaboration factors. 

Based upon the synthesis of these factors, Table 2.3 presents the categories and factors 

influencing interagency collaboration within secondary transition, which is used to 

unpack the black box of interagency collaboration. Three peer reviewers were 

practitioners from across the United States with extensive experience in secondary 

transition and interagency collaboration. The researcher presented three tables—barriers, 

facilitators, and the researcher’s synthesis (themes and codes). Each was asked to review 

and make recommendations for revisions. Based upon the review, the codes and themes 

were revised and resubmitted to the three reviewers, until there was consensus.   

Table 2.3 

Factors Influencing Interagency Collaboration Within Secondary Transition 
  
Category 
 

Factors 

Ecology or environmental 
factors 

• Complexity of transition system of agencies 
• Agency cultural differences 
• Change processes 

Participation and engagement • Interpersonal relationships 
• Agency relationships 
• Agency commitment 
• Interagency leadership 
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Vision and action • Interagency vision and goals 
• Interagency planning 

Resource allocation • Resource allocation 
Processes and structures • Interagency processes and structures 

• Interagency agreements 
Knowledge and learning • Interagency information sharing and data 

management 
• Information sharing and communication 
• Learning 

 

Figure 2.2 illustrates the black box or context of interagency collaboration, based 

upon the synthesis of the literature and the researcher’s efforts to fit the factors into 

meaningful and universal categories or themes. The relationship of these factors to the 

conceptual framework is described in forthcoming sections.  

 
 
Figure 2.2. Conceptual framework of factors influencing interagency collaboration 
within the ecology of transitioning youth with disabilities. 
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Ecological or environmental factors. Ecological or environmental factors 

include the complexity of the secondary transition system of agencies, coupled with 

cultural differences among agencies and transition stakeholders (Clark, 1999; Johnson et 

al., 1982; Johnson et al., 2003; Mattessich & Monsey, 1992; Sitlington et al., 2000; 

Timmons et al., 2004). The growth and development of transitioning youth as described 

by Bronfenbrenner (1996) also adds complexity to the ecology or environmental factors. 

Furthermore, because of continual changes, the environment is complex and dynamic 

(Melaville & Blank, 1991; Kochhar-Bryant, 2008; Johnson et al., 1982, 2003).  

Participation and engagement. Interagency collaboration requires the 

participation and engagement of individuals and agencies. Therefore, both interpersonal 

relationships and the relationships among agencies can influence the success or failure of 

collaborative efforts (Johnson et al., 1982, 2003; Mattessich & Monsey, 1992; Noonan et 

al., 2008). Of course, agency commitment to secondary transition and interagency 

collaboration is essential (Hasazi et al., 1999; Johnson et al., 2003; Kochhar-Bryant, 

2008), but how far these commitments reach often relies on agencies’ unique 

organizational cultures, mandates, and traditions. The highest level of engagement is the 

leadership that is needed at all levels of the collaboration (Bruner, 1991; Johnson et al., 

1982, 2003; Kochhar-Bryant, 2008; Mattessich & Monsey, 1992; Melaville & Blank, 

1991; Noonan et al., 2008).  

Vision and action. Interagency collaboration requires the collective’s vision and 

action. A commitment to a shared or common vision is important, coupled with clearly 

defined goals and objectives (Johnson et al., 1982, 2003; Johnson et al., 2002; Mattessich 

& Monsey, 1992; Melaville & Blank, 1991; Noyes & Sax, 2004). Translating the 
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common vision into serious planning that leads to action is vital to the strength and 

sustainability of the collaboration (Bruner, 1991; Hasazi et al., 1999; Johnson et al., 2003; 

Kochhar-Bryant, 2008).  

Resource allocation. To actualize the vision and goals into meaningful action, 

appropriate resources need to be allocated. Such resources include staff time and 

assignments to collaborate, as well as adequate funding and funding mechanisms to 

support the work of the collective (Hasazi et al., 1999; Johnson et al., 1982, 2003; 

Mattessich & Monsey, 1992; Noonan et al., 2008). As an example assigning staff from 

various agencies to collaborate as a team, coupled with funding joint initiatives, would be 

beneficial to transitioning youth with disabilities. Another example of a state was the 

braiding of funds through a financial memorandum of understanding between special 

education and vocational rehabilitation, to fund multiple transition projects. 

Processes and structures. For the collective to operationalize interagency 

collaborative efforts, certain processes and structures are necessary. These may include 

organizational structures, procedures for collaboration, long-term development processes 

focusing on youth, governance issues, policies, and service delivery processes (Agran et 

al., 2002; Benz, Johnson, et al., 1995; Bruner, 1991; Clark, 1999; Johnson et al., 1982; 

Kochhar-Bryant, 2008; Mattessich & Monsey, 1992). In addition, written agreements are 

recommended to articulate policies, procedures, agency responsibilities, and goals 

(Hasazi et al., 1999; Johnson et al., 1982, 2002; Noyes & Sax, 2004). These often take 

the form of cooperative agreements or memoranda of understanding.  

Knowledge and learning. Instrumental to interagency collaboration within the 

domain of secondary transition is the role of knowledge and learning. To foster learning 



45 

and knowledge building by all stakeholders, information must be shared across agencies. 

Data management sharing is vital also, particularly in respect to youth data (outcome 

data, follow-up data) and program evaluation data (results/needs for programs, outcomes 

of collaboration) (Clark, 1999; Johnson et al., 1982, 2002; Kochhar-Bryant, 2008; 

Noonan, 2004; Noonan et al., 2008; Noyes & Sax, 2004). Open and frequent informal 

and formal communication among agencies and transition stakeholders is central to 

knowledge and learning. Such communication may involve flexible scheduling, meetings 

with agency staff and transition councils, agency meetings with youth and families, and 

communicating the success of the collaborative efforts (Agran et al., 2002; Benz, 

Johnson, et al., 1995; Johnson et al., 1982; Johnson et al., 2003; Mattessich & Monsey, 

1992; Melaville & Blank, 1991; Noonan et al., 2008). While these factors are easy to 

recommend, they take concerted efforts to accomplish.  

Learning is at the crux of factors influencing the success of interagency 

collaboration. Learning creates synergy based upon intricately patterned relations 

between practices, space, time, and social relationships (Lave, 1996). The primary focus 

of secondary transition is to provide youth with free and appropriate public education, 

preparing youth for employment, postsecondary education, and independent living 

(IDEA, 2004). In transitioning youth and families, it is important to recognize the 

importance of advocacy techniques (Johnson et al., 1982; Noonan et al., 2008). Advocacy 

skill development for youth and families is essential, often connected to the goals of the 

group. In addition, learning is essential for individuals participating in the collaboration, 

because of the need to build their knowledge and skills in the areas of leadership, team 

development, problem-solving, decision-making, and practices associated with 
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collaboration and team building (Bruner, 1991; Clark, 1999; Hasazi et al., 1999; Johnson 

et al., 1982; Kochhar-Bryant, 2008). To facilitate learning, cross-agency training and 

state-supported technical assistance are important; often these facilitate a better 

understanding of the complex nature of transition services and the interagency 

collaboration process (Agran et al., 2002; Benz, Johnson, et al., 1995; Hasazi et al., 1999; 

Johnson et al., 1982; Noonan et al., 2008).  

Studies showing factors in action. These factors are evident in a case study 

funded by the U.S. Department of Education Office of Special Education Programs. A 

community transition team model in Oregon was studied to determine its success over a 

9-year period and its ultimate downfall (Halpern & Benz, 2001). The findings 

demonstrated that engagement and participation of the community transition teams 

included a variety of transition stakeholders such as people with disabilities, family 

members, school personnel, adult agencies, and the general public/employers. The teams 

experienced many challenges because of the complexity of the transition service delivery 

system and the ecology or environment. Success was linked to local control, a 

developmental perspective on the process of change, a focus on change efforts for 

program capacity, and the building of a network to link together efforts of all 

participating teams. Ultimately, the model’s community transition teams were not 

sustained after resources were no longer available through the grant to support the 

collaborative. This may have been due to a lack of integration of this approach with 

ecological or environmental factors, such as a change in the structure and culture at the 

state level, because there was not an appreciation of the complexity of the sustainability 

process.  
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As another example, Lee Baker and Stahl (2004) analyzed interagency 

coordinating councils whose purpose was to create and support the process of planning 

for service delivery and to fully involve stakeholders. They found that the process of 

participation and engagement was seen as evolving, and the council composition needed 

to be continually revisited. Overt leadership was important, and processes and structures 

that acted as mechanisms to support the councils were identified. Allocation of resources 

was essential to the work of the councils. Finally, the ecology or environment influenced 

the success of the teams when there was focus on timelines for changes in policies and 

practices (Lee Baker & Stahl, 2004).  

Summary. The context of interagency collaboration within the domain of 

secondary transition is a complex, ever-changing environment complicated by cultural 

differences in agencies. Even though factors (as organized in categories or themes) such 

as participation and engagement, vision and action, resource allocation, processes and 

structures, and knowledge and learning have been identified, it is important to explore 

various contexts in which the interagency process can occur. Research is needed to 

provide evidence for each category of factors. The next section summarizes the major 

empirical studies on interagency collaboration.  

Interagency Collaboration: Other Empirical Studies 

While much of the existing literature focuses on identifying the factors 

influencing the success of interagency collaboration, additional studies have researched 

the impact of interagency collaboration on postschool outcomes of youth with disabilities 

using case studies, model site analyses, surveys of practitioners, data analyses, and 

correlational studies (Bar-Droma, 1982; Bullis, Davis, Bull, & Johnson, 1995; Hasazi et 



48 

al., 1999; Kohler & Field, 2003; Repetto, Webb, Garvan, & Washington, 2002; Sadao, 

2000; Test et al., 2009).  

Researchers have attempted to identify the number and type of agency 

involvement as well as transition activities and youth outcomes. For example, a study of 

youth who were deaf three to four years after graduation found that youth transitioning 

with engagement of three to six community-based organizations were more likely to be 

employed or in postsecondary education (Bullis et al., 1995). In a model transition site 

analysis, interagency collaboration was associated with not only an increase in 

employment and postsecondary education of youth, but also higher percentages of youth 

participating in co-funded career assessment/development and employment programs 

during high school (Hasazi et al., 1999). Oertle and Trach (2007) found that interagency 

collaboration and support for transitioning youth was a factor that facilitated youth 

achievement of transition goals, but when it was done poorly, it impeded those goals. 

They commented: “The benefits of interagency collaboration are established yet the 

practice eludes special educators and rehabilitation professionals who are key players” 

(p. 36). One demonstrated benefit of interagency collaboration in research was better 

postschool outcomes of youth with disabilities (Benz, Lindstrom, & Yovanoff, 2000; 

Gowdy, Carlson, & Rapp, 2003; Horn et al., 1998). These studies spanned several 

decades and were rarely replicated to validate results. Therefore, additional research is 

needed to better understand the context in which interagency collaboration can occur. 

In addition, numerous studies found that effective transition services required a 

shift in traditional professional roles, requiring professionals from various disciplines to 

share a common perception of roles and expectations (Everson & Moon, 1987; 
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McCarthy, Sitlington, & Asselin, 1991; Stark & Karan, 1987; Taymans & deFur, 1994; 

White & Shear, 1992). In a study to identify and validate competencies for transition 

specialist practitioners from across agencies, deFur and Taymans (1995) identified the 

following competencies, emphasizing the importance of interagency collaboration in the 

transition process: 

• Knowledge of agencies and systems change 

• Development and management of individualized transition plans 

• Ability to work with others in the transition process 

• Vocational assessment and job development 

• Professionalism, advocacy, and understanding of legal issues 

• Job training and support 

• Assessment (general) (p. 40) 

Addressing the multifaceted support needs of transitioning youth with disabilities 

is a complicated task, requiring skills and knowledge beyond those held by a single 

person. Collaborative planning and service delivery require team members that 

understand agencies and resources, have the ability to work with various people, are 

willing to share knowledge and resources, and accept responsibility for decisions made 

by the group in carrying out agreed-upon plans for youth (deFur & Taymans, 1995).  

In addition to this research on interagency collaboration, studies have explored 

various contexts or vehicles through which it can occur. Blalock (1996) identified five 

types of teams with differing purposes that might have the flexibility and adaptability to 

meet those complexities: 

1. Individualized transition planning committees  



50 

2. School-based transition committees (for school wide practices) 

3. Community transition teams (for partnerships to influence and improve secondary 

and adult services, programs, and life choices) 

4. Regional transition teams (similar to community transition teams) 

5. State-level transition teams (for the state-level infrastructure needed for 

communities to develop and improve services) 

In an analysis of transition services databases compiled over six years in Florida, 

the context of interagency collaboration in a transition interagency council was 

investigated by the relationship between transition program characteristics and positive 

postschool outcomes of youth with disabilities. In those interagency councils that 

involved multiple transition stakeholders, created artifacts such as agency directories and 

agreements, and demonstrated transition support characteristics (e.g., agency referral 

processes, integrated service delivery models), youth were more likely to be engaged in 

postsecondary education and training following high school graduation (Repetto et al., 

2002).  

Social Theory of Learning 

Collaboration is a process of discovery where relationships and new knowledge 

are constructed through a synthesis of ideas (Kochhar-Bryant, 2008). This construction of 

new knowledge is an outcome of social learning, where various disciplines can make 

decisions, define actions, solve problems, develop new policies and processes, and 

develop practices (Kochhar-Bryant, 2008). A context in which social learning is 

facilitated is a community of practice (Kochhar-Bryant, 2008). Communities of practice 
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are social “containers” or vehicles, encompassing the basic building blocks of the 

competence that makes up a social learning system (Wenger, 2000). 

In exploring interagency collaboration within the context of communities of 

practice, it is important to understand the theory upon which communities of practice is 

founded—the social theory of learning (Wenger, 1998). This theory makes several 

assumptions regarding the nature of knowledge:  

• The central aspect of learning is that we are social beings. 

• Knowledge is a matter of competence in an individual’s valued enterprises (e.g., 

discovering, writing, growing up). 

• Knowing hinges on participation in pursuit of such enterprises, or active 

engagement. 

• Meaning, which is created through our engagement in what is meaningful, is what 

learning produces (Wenger, 1998). 

Based on these assumptions, the primary focus of social learning is social 

participation. “Participation here refers not just to local events of engagement in certain 

activities with certain people, but to a more encompassing process of being active 

participants in the practices of social communities and constructing identities in relation 

to these communities” (Wenger, 1998, p. 4). Therefore, the social theory of learning 

integrates these components that characterize social participation, as depicted in Figure 

2.3. 
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Learning 

Community 

Learning as 
belonging 

Identity 

Learning as 
becoming 

Meaning 
Learning as 
experience 

Practice 

Learning as 
doing 

 

Figure 2.3. Components of a social theory of learning: an initial inventory. Reprinted 
from Wenger, 1998. 

 

Wenger (1998) described each component as follows: 

Meaning: a way of talking about our (changing) ability—individually and 
collectively. . . . 
Practice: a way of talking about the shared historical and social resources, 
frameworks, and perspectives that can sustain mutual engagement in action. . . . 
Community: a way of talking about the social configurations in which our 
enterprises are defined as worth pursuing and our participation is recognizable as 
competence. . . .  
Identity: a way of talking about how learning changes who we are and creates 
personal histories of becoming in the context of our communities. (p. 5) 

The four components in this theory characterize learning and knowing as deeply 

interconnected and mutually defining. At any point, depending upon the context, any of 

the four components of practice, meaning, identity, or community could be placed in the 

center as the primary focus (Wenger, 1998). Therefore, there is a natural tension among 

the four components in the process of social learning.  
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The Social Theory of Learning in the Context of Other Intellectual Traditions 

The social theory of learning (Wenger, 1998) is at the intersection of intellectual 

traditions along two main axes, as shown in Figure 2.4. The social theory of learning is 

the construct utilized in this study’s conceptual framework (See Figure 1.1).  

 

Figure 2.4. Two main axes of relevant traditions for Wenger’s social theory of learning. 
Reprinted from Wenger (1998). 

 

The vertical axis in the figure is central and reflects the tensions between theories 

focusing primarily on social structure compared to action, as described in Table 2.4 

(Wenger, 1998). 

Table 2.4 
 
Social Theory of Learning: Tensions Between Social Structure and Action (Wenger, 
1998) 
 
Variable Theories of social structure Theories of situated experience 
Description • Institutions, norms, rules 

• Culture systems, discourse, 
• Dynamics of everyday existence, 

improvisation, coordination, and 

Social 
theory of 
learning 

Theories 
of social 
structure 

Theories 
of identity 

Theories 
of situated 
experience 

Theories 
of practice 
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history  
• Explanatory structures—

social patterns under 
specific circumstances 

• Most extreme deny agency 
or knowledgeability to 
individual actors 

interaction 
• Emphasis on agency and intention 
• Interaction relationships of people in 

environments 
• Focus on experience and local 

construction of individual/interpersonal 
events (activities) 

• Most extreme ignore structure 
Theoretical 
roots  

Plato; Giddens, 1971; Marx, 
Durkheim, Weber, as cited in 
Giddens, 1971; Lévi-Strauss, 
1958; Blau, 1975; Foucault, 
1975 

In philosophy: Heidegger, 1927; Dreyfus, 
1972, 1991; Winograd & Flores, 1986; 
Packer, 1985 
In psychology: Maturana & Varela, 1986; 
Wingrad & Flores, 1986; Gibson, 1979; 
Clancey, 1997 
In education: Dewey, 1922; Schön, 1983 
In sociology: Blumer, 1962; Mead, 1934; 
Goffman, 1959; Suchman, 1987; Jordan, 
1989; Whalen, 1992 

 
 

Wenger (1998) commented on these tensions: 

Learning as participation is certainly caught in the middle. It takes place through 
our engagement in actions and interactions, but it embeds this engagement in 
culture and history. Through these local actions and interactions, learning 
reproduces and transforms the social structure in which it takes place. (p. 13) 

The horizontal axis—theories of social practice and theories of identity—is the 

primary focus for this study’s conceptual framework in that it mediates the poles of the 

vertical axis, with a focus on practice and identity. This constitutes continuity and 

discontinuity of social and historical structure (Wenger, 1998), as described in Table 2.5. 

Table 2.5 
 
Social Theory of Learning: Tensions Between Practice and Identity (Wenger, 1998) 
 

Variable Theories of social practice Theories of identity 
Description • Production/reproduction of ways of 

engaging with the world 
• Everyday activities/real-life settings 
• Emphasis on social systems of shared 

• Social formation of the 
person 

• Cultural interpretation of 
the body 
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resources by groups that organize/ 
coordinate activities 

• Mutual relationships 
• Interpretations of the world 

• Creation and use of 
markers of membership 

• Categorization, associa-
tion, differentiation to 
understand the person as 
formed through complex 
relationships between 
individuals and groups 

Theoretical 
roots  

Marx, 1944; Lave, 1988; Bourdieu, 1972, 
1979, 1980; De Certeau, 1984; Fish, 1989; 
Ortner, 1984; Chaiklin & Lave, 1996; 
Turner, 1994 
Concept of practice influenced by Ehn, 
1988; Engeström, 1987; Habermas, 1984; 
Jacobs, 1992; Latour & Woolgar, 1979; Orr, 
1996; Star, 1989; Vygotsky, 1934, 1978; 
Willis, 1977, 1981, 1990; Wittgenstein, 
1953 

Strauss, 1959; Giddens, 
1991; Eckert, 1989; Linde, 
1993; Sullivan, 1993 

 
 
In this horizontal axis between theories of social practice and identity, learning is 

pivotal and central and is the vehicle for the evolution of practices and the inclusion of 

newcomers, while developing and transforming identities (Wenger, 1998). 

The three core concepts and processes occurring within and across communities 

of practice include participation, identity construction, and practices (Handley et al., 

2006). Participation involves individuals engaging in practices of social communities and 

constructing identities within the communities, through which meaning is negotiated. 

Participation is negotiated by the individual; variations include peripheral members 

(newcomers), full members (old-timers who participate at the core of the community), 

and marginal members (those who are kept at the periphery) (Wenger, 1998). Also, 

participation may occur both within and between communities of practice (Handley et al., 

2006). With identity construction, which rests upon social identity theory, individuals 

embrace or reject increased participation in communities of practice depending upon the 
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fit with their current senses of self. Wenger (1998) defined practice as “doing in a 

historical and social context that gives structure and meaning to what we do” (p. 47).  

Because of the tensions that exist, learning is a dynamic, collective process 

(Wenger, 1998).  

Over time, this collective learning results in practices that reflect both the pursuit 
of our enterprises and the attendant social relations. These practices are thus the 
property of a kind of community created over time by the sustained pursuit of a 
shared enterprise. It makes sense, therefore, to call these kinds of communities 
communities of practice. (p. 45) 
 

Communities of Practice as Vehicles of Social Learning 

Communities of practice are social “containers” or vehicles encompassing the 

basic building blocks of the competence that makes up a social learning system (Wenger, 

2000). Therefore, it is helpful to frame the understanding of the four components of the 

social theory of learning—community (learning as belonging), identity (learning as 

becoming), meaning (learning as experience), and practice (learning by doing)—within 

this context. 

Community (learning as belonging). Wenger (2000) identified three levels of 

belonging, which is referred to as community in the social theory of learning. Knowing is 

an act of belonging. Modes of belonging vary depending upon the levels of interaction 

and participation by stakeholders. Engagement describes how stakeholders or members 

of the community do things together, communicate, and produce artifacts. Imagination 

involves how members construct an image of themselves, the community, and the world 

to reflect on situations and explore possibilities. Alignment is aligning the community’s 

local efforts with other processes so they are effective beyond an individual’s own 



57 

engagement. It is beneficial to understand these modes of belonging, as they may coexist 

and one may dominate given different social structures.  

The three elements of communities of practice include joint enterprise (what 

brings the collective together), members building the community through mutuality 

(engagement resulting in norms and relationships that reflect their interaction), and a 

shared repertoire of communal resources (language, routines, artifacts, tools, etc.) 

(Wenger, 2000). In the case of secondary transition, the joint enterprise is the desire to 

help youth with disabilities move from school to successful postschool outcomes without 

interruptions. 

Learning defines the progress of communities of practice (Wenger, 2000). Several 

dimensions of progress include enterprise (level of learning energy), mutuality (depth of 

social capital or benefits through social relationships), and repertoire (degree of self-

awareness and its effect on practice). The progress of communities of practice is tied to 

the strength of relationships and a sense of belonging. 

Identity (learning as becoming). Identities are essential structuring elements of 

how we know (Wenger, 2000). “Knowing, learning, and sharing knowledge are not 

abstract things we do for their own sake. They are part of belonging” (Eckert, 1989, as 

cited in Wenger, 2000, p. 238). Identity is critical to social learning systems because 

identities combine competence and experience into a way of knowing; they help decide 

what matters and with whom members identify and trust, thus influencing the 

community’s capacity to span boundaries and engage and suspend their own identities. A 

community’s progress can be described by several qualities that constitute social identity, 

including connectedness (enduring social relationships with deep connections), 



58 

expansiveness (breadth of identity across multiple boundaries), and or effectiveness 

(enabling action and participation) (Wenger, 2000).  

Meaning (learning as experience). Within a community of practice, meaning-

making is evident in the way of talking about individuals’ changing abilities. Meaning is 

negotiated individually and collectively through participation and reification (Wenger, 

1998). Meaning is constructed through interactions involving differing aspects of a 

problem, the exploration of differences, identification of solutions beyond the limited 

vision of one person, the exchange of information, and shared rewards (Wenger, 1998). 

Practice (learning by doing). In a community of practice, practice is a way of 

communicating about shared historical and social resources, frameworks, and 

perspectives that can sustain mutual engagement in action (Wenger, 1998). It involves 

explicit and tacit knowledge and can be represented in language, tools, documents, 

images, symbols, well-defined roles, and codified procedures. Practice is reflected in 

implicit relations—tacit interventions, subtle cues, untold rules, underlying assumptions, 

and shared work views. Practice is influenced by the process of participation and 

engagement (Wenger, 1998). 

The four components—practice, community, identity, and meaning—are deeply 

interconnected and mutually defining (Wenger, 1998). There is a continual shift and 

natural tension between these four components resulting in the social learning process 

(Wenger, 1998).  

Communities of Practice: A Deeper Understanding 

Beyond the definition of communities of practice—“groups of people who share a 

concern, a set of problems, or a passion about a topic, and who deepen their knowledge 
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and expertise in this area by interacting on an ongoing basis” (Wenger et al., 2002, p. 

4)—communities of practice are viewed as a social construction wherein knowledge 

occurs (Koliba & Gajda, 2009) and as involving the reflective nature of practice, with 

reflection defined as an “ongoing process of critically examining current and past 

professional practices against an overarching philosophy as a method of improving future 

practices and increasing knowledge” (Buysse, Sparkman, & Wesley, 2003, p. 267).  

Snyder and Wenger (2004) argued that communities of practice have existed 

since Homo sapiens evolved 50,000 years ago. In ancient times, communities of practice 

formed in classical Greece through corporations of metalworkers, potters, masons, and 

other craftsmen, which had both a social purpose and a business function. Artisans across 

Europe in the Middle Ages also formed communities in a similar fashion. The major 

difference in today’s society is that people work within large organizations rather than 

independently (Wenger & Snyder, 2000). Wenger (1998) argued that communities are a 

part of our everyday lives, existing informally and formally in our social lives and in our 

communities. To fully understand the conceptualization of communities of practice, it is 

important to review the transformation of the concept chronologically.  

Development of the Construct 

The construct of communities of practice is an outgrowth of learning theories, 

focusing on forms of relationships and ways in which members share knowledge with 

one another. In 1991, Lave and Wenger studied apprenticeships and “legitimate 

peripheral participation” and were the first to use the term communities of practice in that 

context (Cox, 2005). They proposed a shift in the view of learning from that of cognition 

to one of constructivism and situativism (identity). These shifts entail movement from 
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teaching to learning, classroom to in situ, and planning curriculum to learning from 

others informally, driven by a task (Cox, 2005).  

Brown and Duguid (1991) reported on ethnographic studies of workplace 

practices and emphasized the importance of reassessing work, learning, and innovation 

within the context of communities of practice. They stated that it is difficult to separate 

learning from practice and that innovation occurs in a community of practice because of 

the ever-changing members (newcomers and old-timers) and their continual 

reconstruction of their environment. To address learning-in-work and innovation, 

organizations are challenged to restructure as a community of communities.  

Since 1991, there has been a transformation of the communities of practice 

concept. It has been seen as a social construction wherein knowledge occurs (Koliba & 

Gajda, 2009) and as involving the reflective nature of practice. In 1998, Wenger more 

clearly defined communities of practice as a group involved in mutual engagement or an 

enterprise, creating a common repertoire. He focused on identity and defined different 

levels of participation and the tensions of membership in multiple different communities. 

Wenger described communities as tightly knit, with an undefined scale, no clear 

boundaries, specific to an enterprise, purposive, creative, and voluntary and proposed that 

we place learning “in the context of our lived experience of participation in the world” 

(p. 3). Wenger et al. (2002) expanded the depth of the communities of practice literature, 

speaking to managers and their need to cultivate communities of practice as a means to 

promote organizational learning and change.  

To understand the social learning system within a community of practice, it is 

helpful to understand how they are formed and cultivated. 
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Formation and Cultivation of Communities of Practice 

The strength and effectiveness of this social learning system are based upon three 

structural dimensions (Snyder & Wenger, 2004): domains, community, and practice 

(Table 2-6). Membership can be full, peripheral, or marginal (Davies, 2005). To form a 

community of practice, members must meet three criteria: (a) share common 

characteristics (interests, expertise, roles, goals); (b) interact directly (physically or 

virtually), resulting in a shared repertoire; and (c) possess a common domain and set of 

practices (Koliba & Gajda, 2009).  

Table 2.6 

Common Dimensions of Communities of Practice 

Dimension Description 
Domain • Defines identity and what it cares about 

• Creates passion important to personal identity of members 
Community • Reflects the quality of relationships that bind members together 

• Is led through a community coordinator and core group 
• Feeling of community provides strong foundation for learning 

Practice • Is developed by the community as members share and develop 
knowledge 

• Includes a repertoire of tools, frameworks, methods, and stories  
• Is related to learning and innovation 

Range of activities Face-to-face 
Formal 
Public 

Virtual 
Informal 
Private 

Methods of 
communication 

List-servs, teleconferences, projects, visits, e-mails, phone calls, 
face-to-face 

Rhythms Ongoing, daily, weekly, monthly, bimonthly, twice a year, yearly 
 

An early demonstration of the development, growth, and value of communities of 

practice occurred in 1999, when the American Health Information Management 

Association (AHIMA) implemented an online community of practice (Perry & Zender, 

2004). AHIMA members, primarily responsible for managing personal health 
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information, were adapting to a change from paper to electronic records. After forming a 

task force to determine how to best support its members, AHIMA adopted a communities 

of practice model, with members driving the process. Care was taken in defining the 

frequency and timing of information sharing, the focus of educational topics, and the 

design of a credentialing program for the AHIMA. Five years after the implementation, 

members could access a full range of knowledge resources, interact dynamically with 

other members, and share professional practices and solutions. Voluntary facilitators 

were found to play an instrumental role in the success of communities of practice. By 

2004, there were 200 communities and 300 facilitators, and 25,000 of AHIMA’s 48,000 

members were connected at various levels to communities (Perry & Zender, 2004).  

In a case study of an IBM Global Services community of practice, Gongla and 

Rizzuto (2001) identified five stages of communities of practice: potential, building, 

engaged, active, and adaptive. In the potential stage, individuals connect around a domain 

and potential members are identified. In the building stage, core members learn about one 

another, begin to share knowledge, and create norms and a common language. In the 

engaged stage, members develop trust and commitment to the community, reach out to 

other members, tell community stories, and actively contribute to the shared knowledge. 

In the active stage, collaboration occurs: community members engage with others to 

solve problems, may form work groups and connections across communities, and receive 

organizational support based on the knowledge and value they may contribute to the 

business. During the adaptive stage, innovation and generation occur: ideas are created, 

knowledge advanced, new communities sponsored, and new challenges responded to 

(Gongla & Rizzuto, 2001). 
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Communities of practice are used to impact the knowledge necessary to solve 

complex workplace challenges and are therefore relevant to the understanding of 

complex interagency collaboration within the domain of secondary transition.  

Knowledge Impact of Communities of Practice: Solving Complex Workplace 

Challenges 

Workers are required to diversify their knowledge to solve complex dilemmas on 

the job. Innovation and knowledge of today’s workplace drive the economy. In addition, 

today’s diverse workplaces hinge on collaborative relationships (Partnership for 21st 

Century Skills, 2008). Businesses are challenged to create information-sharing 

opportunities for workers by using self-managing teams and cross-organizational 

networks to gain a competitive advantage. The changing landscape of today’s labor 

market is driving the need to focus on effective workplace learning strategies.  

How do communities of practice impact workplace learning? In a study of 

organizational learning, Nicolini, Gherardi, and Yanow (2003) proposed a practice-based 

view of knowing and learning in that  

organizational knowledge and learning cannot be conceived as mental processes 
residing in members’ heads; rather, they must be viewed as forms of social 
expertise, that is, as knowledge in action situated in the historical, social, and 
cultural contexts in which it arises and embodied in a variety of forms and 
medias. (p. 3) 

Wenger (2000) focused on communities of practice as a means to construct social 

learning systems within organizations. For organizations to embrace social learning 

systems, the information learning processes of communities of practice must be valued 

and supported by managers and organizations. 
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One of the first ethnographic studies of workplace practices involved the 

formation of communities of practice among machine repair representatives at Xerox 

(Orr, 1987a, 1987b, 1990a, 1990b, as cited in Brown & Duguid, 1991). As 

representatives identified problems, they began to develop informal communities of 

practice, first through telling lengthy stories to one another about problems fixing 

Xerox’s machines that were not addressed in the manual. This study suggested that 

canonical knowledge of work, as presented in employee manuals and formal training, is 

flawed. Without non-canonical knowledge gained through communities of practice, 

employees are ill equipped to perform their jobs. Non-canonical knowledge is defined as 

situated, narrative, improvised, collaborative, collective, and a place in which identity is 

gained.  

In two case examples, Wenger and Snyder (2000) demonstrated how communities 

of practice learned together by addressing work-related problems. Through this process 

of generating knowledge, they became self-perpetuating. Because communities of 

practice are informal and self-organizing, managers must cultivate them by identifying 

potential communities of practice that could enhance performance, providing 

infrastructure to allow them to grow, and using nontraditional ways to measure their 

effectiveness. Providing sponsorship, rather than managing and controlling the group, is 

also important. Wenger and Snyder indicated that communities of practice can add value 

to organizations by driving strategy, starting new initiatives, solving problems, 

replicating best practices, and expanding professional skills.  

Knowledge management occurs in the combination of domain, community, and 

practice. Wenger (2004) presented a case study of DaimlerChrysler engineering, wherein 
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the parts of the cars defined the domains. “Domain provides a common focus; community 

builds relationships that enable collective learning; and practice anchors the learning in 

what people do. Cultivating communities of practice requires paying attention to all three 

elements” (p. 3). To develop their knowledge, members need to be cognizant of 

knowledge gaps and ways to address them. Managers need to determine how to infuse 

the knowledge into business processes; they also need to support the communities of 

practice, bringing people together and encouraging mutual engagement, and provide the 

technological infrastructure for communication.  

Studies have confirmed that global knowledge and knowledge workers lead to 

competitive advantage (Pillania, 2007). The focus on knowledge creation and transfer 

encompasses both hard issues like information technology and soft issues like culture, 

which can be nurtured through communities of practice.  

Anthony, Rosman, Eze, and Gan (2009) discussed the value of communities of 

practice as a knowledge management strategy. Innovation can occur as insightful learning 

is promoted throughout an organization. Anthony et al. stressed the importance of 

managers understanding the intrinsic motivators for employees to search, learn, and gain 

new knowledge. For virtual communities of practice, there must be a balance between the 

supply and demand for knowledge, and members must feel comfortable sharing; they 

may hold back in a bureaucratic and rigid system, as often occurs in governmental 

organizations.  

Workers increasingly face complex dilemmas on the job in today’s workforce, 

requiring learning to occur within a social context. Complex dilemmas are considered 

workplace challenges such as ambiguities, conflicts, unknowns, or surprises that workers 
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are unable to resolve because of inadequate knowledge. According to Kolb and Kolb’s 

(2005) propositions describing experiential learning, “learning requires the resolution of 

conflicts between dialectically opposed modes of adaptation to the world. Conflict, 

differences, and disagreement are what drive the learning process” (p. 194).  

Brown, Collins, and Duguid (1989) argued that it is impossible to separate what is 

learned from how it is learned, whereby activity and situations are integral to cognition 

and learning. Knowledge is embedded in a situation that contributes to its structure and 

meaning and is then spread across the minds of individuals and in the world. Challenging 

education and teaching practices, Brown et al. (1989) proposed the construct of cognitive 

apprenticeship methods to engage students in authentic practices through activity and 

social interaction. Such methods were very similar to the ethnographic studies of Lave. 

Apprenticeships promote learning through activities, tools, and culture, with an emphasis 

on the role of narratives and conversations to promote collaborative learning.  

As with interagency collaboration, there are factors influencing the success of 

communities of practice in solving complex workplace problems. 

Factors Influencing the Success of Communities of Practice 

Many variables affect the formation, cultivation, and effectiveness of 

communities of practice. While numerous case studies have documented improvements 

in organizational performance, Koliba and Gajda (2009) indicated the need to advance 

the empirical dimensions of communities of practice by isolating and operationalizing 

these variables or factors. Several important considerations related to the formation, 

cultivation, and measured impact of communities of practice requires further 
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investigation. McDermott (2000) identified challenges associated with the cultivation of 

communities of practice, as outlined in Table 2.7. 

Table 2.7 

Challenges Associated with the Cultivation of Communities of Practice 

Challenge type Examples 
Management 1. Focus on topics important to the business and community 

members. 
2. Find a well-respected community member to coordinate the 

community. 
3. Make sure people have time and encouragement to participate. 
4. Build on the core values of the organization. 

Community 5. Get key thought leaders involved. 
6. Build personal relationships among community members. 
7. Develop an active passionate core group. 
8. Create forums for thinking together as well as systems for 

sharing information. 
Technical 9. Make it easy to contribute and access the community’s 

knowledge and practices. 
Personal 10. Create real dialogue about cutting-edge issues.  

Note: Reprinted from McDermott, 2000. 
 

Communities of practice can be challenging to cultivate because they are informal 

and member-driven, and they can be challenging to measure because change may occur 

in the long-term, rather than the short-term (Anthony et al., 2009). Another challenge was 

identified by Gongla and Rizzuto (2001); they identified the five stages of communities 

of practice—potential, building, engaged, active, and adaptive—and showed that they 

were multidirectional, making it difficult to form, cultivate, and evaluate communities of 

practice.  

Further, the complexities of relationships and leadership must be considered in the 

cultivation of communities of practice to promote workplace learning. For instance, 

Hildreth, Kimble, and Wright (2000) studied the positive outcomes of communities of 
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practice in an international organization, while raising the issues of relationship building 

and trust in a virtual environment.  

Dubé, Bourhis, and Jacob (2005) studied factors contributing to the effectiveness 

of virtual communities of practice in 14 organizations. They found that effectiveness was 

rated low when facilitators were less involved with members and that organizational 

support was lacking in communities of practice that failed. Similarly, Hemmasi and 

Csanda (2009) analyzed communities of practice effectiveness in a study of State Farm 

Insurance Companies. They found that “virtually all characteristics and dimensions of CP 

experience were viewed favorably by the overwhelming majority of case participants” 

(p. 275). While leadership was viewed as important to members, trust did not appear as 

important. Role-based communities also improved members’ job performance and 

productivity. 

Communities of practice and in the social learning systems act as a vehicle to 

solve complex work problems as presented within the domain of secondary transition and 

interagency collaboration. However, it is important to review the literature on the 

conceptualization of interagency collaboration across disciplines since multiple 

disciplines are engaged in it. 

Communities of Practice Across the Disciplines 

As Koliba and Gajda (2009) explained, the term communities of practice “has 

been applied extensively across multiple social science disciplines and professional fields 

and has become a widely utilized theoretical construct since it was first introduced . . . in 

1991” (pp. 97-98). 
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Social sciences. In the social sciences, the communities of practice framework 

has been used “to describe and analyze the relationship between groups, with specific 

attention paid to apprenticeship relations (in anthropology) and identity formation (in 

social psychology and gender studies)” (Koliba & Gajda, 2009, p. 100). As one example 

in anthropology, Sassaman and Rudolphi (2001) analyzed community dynamics by 

investigating gender-specific technology and kinship to identify patterns in practice 

(pottery) and potters’ participation in multiple communities across a region. 

The communities of practice construct, with its focus on social interaction, are a 

natural fit with the field of sociology. In one study of a marginalized community—a 

challenging topic because of the elusive nature of rules about joining, learning, and 

practices—Merriam, Courtenay, and Baumgartner (2003) examined a group of witches. 

Individuals interviewed initially entered the group in the periphery and, through 

association with an elder, moved to the center with more active participation and 

responsibilities. Rituals were learned primarily through practice. The learning that 

occurred in the group became shared knowledge. Over the course of learning, a true sense 

of identity with the group occurred, resulting in a changing identity. Compared with 

mainstream groups, marginalized groups were slower in their move from the periphery to 

the center, in the incorporation of formal knowledge with informal practice, and in the 

evolution of identity. Merriam et al. (2003) also noted that with marginalized groups, “the 

environment must be supportive, safe, and accepting for significant learning to take 

place” (p. 187). 

Education. Stoll, Bolam, McMahon, Wallace, and Thomas (2006) were able to 

show that professional learning communities—with their shared values and vision, 
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collective responsibility, reflective professional inquiry, forum for collaboration, and 

opportunities for individual and group learning—have shown evidence of impacting 

school reform and instructional improvement. In such communities, it is important to 

create a culture of learning, with a belief in the possibility of change, open 

communication, a sense of teamwork, and approachable leadership. Other factors may 

also affect learning community effectiveness, including school size, mix of students, 

history, external community influences, policy decisions, and professional learning 

infrastructure, and need to be further studied.  

Stakeholder participation is essential in educational improvement endeavors but 

faces barriers including lack of trust, inability to speak with a common language, and 

concerns for objectivity. Buysse et al. (2003) examined communities of practice as a 

framework for integrating education research and practice: “The idea that practitioners 

and researchers should work together to co-construct knowledge as part of a common 

enterprise, rather than through separate endeavors, could have far-reaching consequences 

for connecting what we know with what we do in education” (p. 275).  

Waddock and Walsh (1999) explored other disconnects in education: those 

between the university and the community and between theory and practice. They applied 

a community of practice framework in a university in an effort to integrate theory, 

research, and practice across multiple disciplines, develop interdisciplinary professional 

training initiatives, and promote involvement of the university, disciplines, and 

community. To establish a common sense of purpose, the goal was to improve the lives 

of children and families in communities. The communities of practice content, structure, 

process, and outcomes were collaboratively negotiated, and communication was key. 
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Through the developmental process, change began to occur. The term community 

changed meaning by crossing disciplines and becoming inclusive of the community, and 

membership was fluid. The term practice began to link theory with practice through 

discussions that looped around to feed and re-feed each other, intermingling theory and 

practice in new ways. Despite the fragile and complex nature of this systems change 

initiative, combined with its embeddedness in a hierarchical and tradition-bound context, 

multidisciplinary learning within the context of the community began to occur, with a 

strengthened university-community partnership.  

Management. Organizations in a variety of industries have been using 

communities of practice as a way to improve knowledge and learning in this knowledge-

based economy, while bridging this learning to strategy (Snyder, 1997). Several 

management-oriented studies were discussed above in the section on solving workplace 

challenges (Anthony et al., 2009; Pillania, 2007; Wenger, 2004; Wenger & Snyder, 

2000). As companies were reinvented by teams years ago, communities of practice “may 

reinvent them yet again—if managers learn to cultivate these fertile organizational forms 

without destroying them” (Wenger & Snyder, 2000, p. 139). Communities of practice 

differ from other work groups because of their focus on developing members’ capabilities 

and knowledge rather than accomplishing a task, their self-selected membership, their 

cohesion through passion and commitment rather than job requirements, and their 

duration, which is as long as members have interest. 

In two case studies, Hildreth et al. (2000) explored functioning communities of 

practice across international borders. They showed that it was possible to design a 

community of practice with a common purpose and shared domain language and 
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knowledge. However, the challenge was the sharing of soft or tacit knowledge, 

particularly through stories. The use of shared artifacts, in particular planning documents, 

to share soft knowledge across the community acted as a catalyst to apply the soft 

knowledge of the domain collectively. In addition, challenges in the development of 

relationships, confidence, and trust among members required cultivation on the part of 

management. While this research showed that communities of practice can exist in 

distributed environments, it also indicated that a face-to-face element facilitates the 

community’s evolution.  

Interdisciplinary applications. Generally speaking, there were similar 

conceptualizations around the definition and elements of communities of practice across 

the disciplines. However, in the application of communities of practice, the social 

sciences primarily focused on the theory as it related to research, while in education and 

business, communities of practice were seen as a way of improving performance through 

enhancing knowledge and learning within a social context. Because of the complexities 

of the variables related to communities of practice, it is difficult to determine whether 

disciplines used similar definitions to study the application and effectiveness of 

communities of practice. Furthermore, the value and effectiveness of communities of 

practice are difficult to research and measure, beyond the use of case studies.  

Snyder and Wenger (2004), in “Our World as a Learning System,” broached the 

concept of global stewardship through the design of a world learning system to address 

the world’s complex challenges. They suggested the use of communities of practice as a 

framework to design such a system to promote an action learning capacity wherein 

problems are addressed in an environment of constant reflection. Another dimension 
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would be cross-boundary representation, spanning participation across the artificial 

disciplinary and sector boundaries. The third dimension proposed was cross-level 

linkages, wherein learning system activities connect at the local, national, and global 

levels to address civil problems. Based upon the fractal structure of large-scale learning 

systems (chaos theory) as communities of practice broaden, they may subdivide while 

still being connected to the whole system. This allows members to see how local practice 

is relevant to circumstances elsewhere and reinforces that knowledge is truly local.  

The literature shows promise that communities of practice are being successfully 

applied in international, cross-disciplinary, and global issues. Within the domain of 

secondary transition, the IDEA Partnership, which facilitates technical assistance through 

the Department of Education Office of Special Education Programs, is currently being 

funded with the National Association of State Directors of Special Education. Federal 

partners, technical assistance organizations, partner organizations with a commitment to 

transitioning youth, and multiple states are developing and expanding communities of 

practice. This project connects the federal, state, and local levels to facilitate cross-level 

and cross-stakeholder learning. While this project shows promise and has been studied as 

a technical assistance strategy (Linehan, 2010), no research has been conducted on local 

secondary transition communities of practice, which have the potential to act as a context 

for interagency collaboration within secondary transition.  

Summary 

Within the domain of secondary transition of youth with disabilities, interagency 

collaboration is one predictor of the outcomes of these youth. There is a lack of 

consensus regarding the definition of interagency collaboration within the domain of 
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secondary transition. Factors influencing interagency collaboration have been researched, 

but a synthesis of these factors has not been provided. While one context in which 

interagency collaboration can occur is a local transition community of practice, little 

research has been done on the dynamics of social learning and its influence on 

interagency collaboration. The current study addressed that gap. 

As shown in the study’s conceptual framework in Figure 2.5, the study informs 

our understanding of the dynamics of the four elements of the social theory of learning 

within one local transition community of practice, as well as the factors influencing 

interagency collaboration identified in the literature review.  

Expanding the conceptual framework, illustrated in Figure 1.1, and considering 

lessons gleaned from the literature review, a more complete conceptual framework is 

offered in Figure 2.5 by filling in details that comprise interagency collaboration. These 

details contribute to a more thorough exploration of the relationship of factors influencing 

interagency collaboration. 



75 

 

Figure 2.5. Exploration of the relationship of factors influencing interagency 
collaboration within the domain of secondary transition and the dynamics of social 
learning. 

 

The environment for interagency collaboration is complex and is influenced by a 

range of barriers: the environment (complex, ever-changing); engagement and 

participation factors (beliefs, motivations, fears, relationships); and knowledge and 

learning (differences in the levels of knowledge and skills and professionals who 

represent different roles) (Kochhar-Bryant, 2008). The creation of communities of 

practice has been identified as a potential strategy for interagency collaboration 

(Kochhar-Bryant, 2008). Through these communities of practice, connections across 

disciplines of schools and agencies can be facilitated, professional practices can be 

developed, and collaborative inquiry, problem solving, and decision making can be 

supported (Kochhar-Bryant, 2008). Through the context of a community of practice, 
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shared learning can be the basis for change and growth (Kochhar-Bryant, 2008). A 

community of practice joins those sharing a common passion or interest—in this case, 

transitioning youth with disabilities—to communicate regularly, share knowledge, and 

develop a shared repertoire of practices (Wenger, 1998). Through the epistemological 

lens of constructionism, social learning is explored within a single case study, whereby 

meaning of the group’s work is constructed through their share experiences (Crotty, 

1998).  

The next chapter details the methodology used in this study. 
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CHAPTER 3: 

METHODS 

The purpose of this exploratory case study was to examine how interagency 

collaboration occurred within one local transition community of practice using Wenger’s 

(1998) social theory of learning. The research question was How do the four components 

of Wenger’s (1998) social theory of learning (practice, meaning, identity, and 

community) act as the mechanisms for interagency collaboration in one local transition 

community of practice? This chapter reviews the study design; procedures for site 

selection, data collection; data analysis; the trustworthiness of the study; and ethical 

considerations.  

Research Design 

A qualitative, case study approach was used to respond to the research question. 

Qualitative research is appropriate because it assists the researcher in understanding how 

people interpret experiences and construct their worlds (Merriam, 2009). In addition, a 

qualitative study provides an opportunity for the researcher to be situated in the activities 

in their natural settings (Merriam, 2009).  

A case study is a research method focused on an in-depth investigation and 

detailed analysis of a bounded system (Merriam, 2009). In addition, a case study focuses 

on a specific phenomenon—in this case, the four components of the social theory of 

learning (Wenger, 1998)—to provide a description of many variables and their 

interactions over time (Merriam, 2009). Without the use of a case study, it would be 
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impossible to garner the knowledge and understanding of the components of the social 

theory of learning (Merriam, 2009).  

According to Crotty (1998), the epistemology of a study is intrinsic to its 

theoretical perspective: “All knowledge, and therefore all meaningful reality as such, is 

contingent upon human practices, being constructed in and out of interaction between 

human beings and their world, and developed and transmitted within an essentially social 

context” (p. 42). This research aligns with the epistemology of constructionism, whereby 

truth comes from engagement in our world and meaning is constructed (Crotty, 1998) and 

how the local transition community of practice creates their own reality by making 

meaning of their shared work (Berger & Luckmann, 1966).  

The goal of this qualitative case study (Maxwell, 2005) was to influence research, 

policies, and practices within the domain of secondary transition of youth with 

disabilities, focusing on the essential element of interagency collaboration.  

Site Selection 

The research site was identified through purposeful sampling because it is an 

information-rich case for in-depth study (Maxwell, 2005). The case, a local (county) 

transition community of practice located in the Mid-Atlantic region of the United States, 

here called the Local County Transition Coordinating Council, was the unit of 

analysis. This case is unique in that through learning, the council replicates, creates, and 

modifies transition practices to positively impact the postschool outcomes of youth with 

disabilities. Based upon the researcher’s national perspective, very few local transition 

communities of practice are used as a context to facilitate interagency collaboration. 

While many local transition “teams” exist to promote collaboration, many exist only for 
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information sharing and do not focus on collective learning and the creation/replication of 

transition practices. This unique case was formed and cultivated as a community of 

practice; however, the founders did not know the terminology. It was later labeled a 

community of practice after the state formed a community of practice, and this Council 

was identified for its exemplary transition practices as a community of practice. Thus, it 

was a unique sample because of its display rare attributes of a phenomenon (Merriam, 

2009).  

Access to the case was provided through the researcher’s established relationship 

with members of the local transition community. This relationship is discussed in detail 

in the subjectivity statement at the end of this chapter. The council leadership, when 

asked, expressed a strong interest in participating in this study, with a goal of learning 

from the experience and providing potential insight to benefit other local communities.  

Data Collection 

Qualitative case study research explores in-depth data collected through multiple 

sources to unveil the interaction of characteristics of a phenomenon (Merriam, 2009). For 

this study, three sources of data—interviews, observations, and document analysis—

provided for triangulation, wherein data were compared and cross-checked (Merriam, 

2009). Data were collected during a 4-month window (December 2011–March 2012).  

Interviews 

Interviews, the most common form of data collection in qualitative education 

studies, were used as a means to engage in a conversation with participants (Merriam, 

2009).  
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Participant selection. Snowball sampling was used to identify key participants, 

who in turn referred the researcher to other participants (Merriam, 2009).  

The initial key participants were nine leaders: three chairs of the Council, one 

fiscal representative, one agency representative, one parent representative, one school 

representative, one secretary, and one past president of the Council. These individuals 

were chosen because they met several selection criteria. The first criterion was holding a 

formal leadership role, based on the rationale that they would then be core members of 

the community, with long-standing participation and in-depth knowledge of the 

community of practice, or council. Another criterion was that each individual represent a 

different agency and role, thus providing multiple perspectives regarding the community. 

These individuals were expected to have insight into the collaboration mechanisms of the 

community and the ability to provide documents and artifacts that may be relevant to the 

case.  

These nine individuals identified an additional nine members of the community 

were interviewed, who were expected to provide a unique perspective on the formation, 

growth, and work of the council: 

• Two founders who established the council in 1995, who were expected to have 

valuable insight into why and how the council was established 

• One individual who coordinated the work of the council in its early life, who was 

expected to have insight into the membership and growth of the council 

• Two current council members who had a unique perspective because of their 

long-term engagement in the core work since the council’s formation in 1995 
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• Two additional individuals who played leadership roles in the council in its first 

five to eight years and could provide an understanding of the council’s early 

growth and development 

• Two newer members, one engaged in a core role and the other who is just 

becoming engaged, who were expected to have unique insights into the current 

workings of the council 

Characteristics of the 18 interviewees are summarized in Table 3.1. 

 
Table 3.1 

Relationship or Role of Interviewees with the Council  

Category Variable N 
Interviewee Roles 
Executive committee Chair (first, second, and third) 3 

Secretary  1 
Past president/advisor  1 
Fiscal representative  1 
Agency representative  1 
Parent representative  1 
School representative 1 

Additional individuals 
identified through 
snowball sampling 

Founder 2 
Founding staff support 1 
Early/long-term member 2 
Long-term member 2 
Newer member 2 

Interviewees Affiliation and Length of Engagement 
Organizational 
affiliations 

Special educators 9 
Agency staff 5 
Higher education disability services staff 1 
Community rehabilitation provider staff 2 
Parent representative 1 

Length of engagement Since council was formed in 1994 4 
Eight to twelve years 5 
One to five years 6 
No longer engaged 3 
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Interview protocol. A semi-structured interview protocol was designed to 

structure the interview process (Merriam, 2009) and answer the research question. 

Appendix C: Design of Interview Protocol, provides a theoretical description of each 

component of the social theory of learning and how the questions were structured to 

address each component. The interview protocol consisted of 14 questions, with the code 

at the end identifying the element of learning (C = community; I = identity; M = 

meaning; P = practice): 

1. Describe your involvement with the council. (C) 
a. How long have you been involved? 
b. How did you get involved? 
c. Are you still involved? 
d. Why do you participate? 

2. What organizations are involved with the council? (I) 
a. Do the same organizations participate all the time? 
b. How do new organizations join? 

3. In your opinion, why does the council exist? (M) 
a. What drives the council’s work?  

4. What does the council produce (e.g., products, outcomes, results)? (P)  
5. Describe how the council builds relationships with others to assist transitioning 

youth. (I)  
a. How do you discuss who should be invited to participate?  

6. Describe how the council interacts with: (C) 
a. Other local efforts 
b. State efforts 
c. National efforts 

7. How would you describe the way the council works? (C) 
a. Describe any traditions. 

8. Describe typical relationships among council members. (I) 
a. If conflict arises, how does the council deal with it? 

9. How does the council decide what to work on? (M) 
a. How do you balance the demands of your organization and that of the 

council? 
b. Describe any challenging situations and how the council dealt with them. 

10. Describe how the council members communicate and interact. (M) 
a. Describe how council members exchange information with each other.  
b. What is the decision-making process for the council? 

11. What role does learning play in the work of the council? (M) 
a. Describe a situation when the council learned, as evidenced in the 

adaptation and adjustment of their work.  
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12. How are roles within the council constructed? (P) 
a. How is the work distributed? 

13. What procedures or structures does the council have in place to facilitate its 
work? (P) 

14. Do the council members have a shared vision of transitioning youth with 
disabilities? If so, please describe. (P) 

 
 

Pilot interview. Following requirements of the institutional review board (IRB), 

the protocol was piloted in December 2011 with one of the leaders slated to be 

interviewed. This pilot interview was scheduled and conducted by telephone on 

December 13, 2011. Based upon the pilot, the interviewee understood and answered the 

questions and the protocol worked well. One question was added to the protocol to ensure 

interviewees had the opportunity to include any thoughts or reflections not covered 

during the interview: Is there anything you would like to add regarding your experience 

with the council? This allowed the interviewees to share final thoughts at the close of the 

interview, which may not have been covered in the previous questions. 

Logistics. The 18 interviewees were invited to participate in the study on 

December 8, 2012, utilizing the IRB-approved invitation and consent form. Each 

interview was conducted via telephone and recorded through Dial-a-Note 

(www.civi.com). This audio transcription service stored audio files in a password-

protected site, and no identifying information of interviewees was disclosed throughout 

the process. Several days following each interview, the service sent an email to the 

researcher indicating the transcript was posted in the password-protected account. The 

researcher downloaded and saved each of the recordings and transcripts according to IRB 

protocols. With prior permission, each transcript was emailed to the interviewee for 

member check, as a measure of trustworthiness. All 18 transcripts, some of which 

http://www.civi.com/
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included member check revisions, were loaded into Atlas.ti 6.2 for analysis. During the 

interviews, the researcher recorded notes, memos, and reflections on the audit trail as a 

trustworthiness measure, and these were subsequently entered into Atlas.ti 6.2.  

The telephone interviews were scheduled and confirmed via electronic 

communication. Times were identified based upon the availability and convenience of the 

interviewees. All consents were received and documented in the audit trail prior to 

scheduling the telephone interviews. Each interviewee was assigned a code to protect 

confidentiality, according to IRB procedures. A follow-up electronic communication was 

sent to each participant confirming the interview date and time, including details of the 

recording process and plans for member check. 

Interviews were conducted between December 13, 2011, and January 30, 2012. 

The length of the interviews ranged from 40 to 90 minutes, with the average being 60 

minutes. 

Observation 

The second source of data was an observation, which allowed the researcher to 

examine a phenomenon through first-hand encounters as it naturally occurs (Merriam, 

2009). The observation consisted of a bimonthly meeting held on January 12, 2012, 

which all members were invited to attend. This source of data provided the researcher 

with insight into the interactions, relationships, and language of the group. As a set 

agenda is used for all bimonthly full council meetings, one meeting provided adequate 

data, as this was also supplemented by prior meeting minutes.  

In preparation for the observation, the membership roster was obtained from the 

first chair of the council on January 3, 2012, at which time the IRB-approved electronic 
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communication recruitment and informed consent form was sent to all members. The past 

president/advisor of the Council assisted the researcher in making arrangements for the 

observation during this meeting. The host site of the meeting provided technical 

assistance by setting up microphones and cassette tape recording equipment. IRB-

approved informed consent forms were received by all meeting participants prior to 

beginning the observation.  

Forty-one members attended this full council meeting. At the opening of the 

meeting after welcome and introductions, the researcher was provided with an 

opportunity to reiterate the information included in the invitation and consent form, 

allowing for an opportunity for questions. No questions were received. The audio 

recording started. The meeting observation lasted approximately two hours. During the 

observation, the researcher took electronic notes on a computer. Following the 

observation, the cassette tape recordings were converted to audio files on the computer 

and submitted electronically to the transcription service. The transcript was received on 

March 16, 2012, and this document, along with the researcher’s observation notes, was 

uploaded into Atlas.ti 6.2 for analysis. 

Document Analysis 

Data mining through document and artifact analysis provided data from a wide 

range of written, visual, and physical materials (Merriam, 2009). For this study, the 

researcher examined council meeting minutes, committee minutes, and other documents, 

as well as historical records. Multiple transition practices are managed by committees, 

which provide the structure and function to do the work. Therefore, committee minutes 

were an important aspect of the document analysis. 
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The researcher visited a council program site on November 22, 2011, where the 

secretary of the council provided many of the requested documents. Also after the 

meeting observation on January 12, 2012, the researcher met with the past 

president/advisor of the Council, which provided many historical documents. An 

electronic communication was sent to the executive committee members and committee 

co-chairs requesting documents and artifacts outlined above, including meeting minutes, 

documents, and artifacts. These were electronically submitted to the researcher by 

council members in January and February 2012. Electronic documents and artifacts were 

uploaded into Atlas.ti.6.2. Paper documents and artifacts were scanned, converted to 

portable document files, and uploaded into Atlas.ti for analysis. The full list of documents 

and artifacts reviewed appears in Table 3.2. 

Table 3.2 

Documents and Artifacts Reviewed 

Document and Artifact Date 
Council minutes  November 9, 2011 
Council minutes  September 13, 2011 
Council minutes  May 20, 2010 
Council minutes  March 7, 2007 
Council minutes  July 18, 2004 
Council minutes  January 13, 2000 
Council minutes  November 17, 1997 
Council minutes  September 26, 1995 
Council minutes  September 27, 1994 
Council second meeting minutes  July 26, 1994 
Council first meeting minutes  June 1, 1994 
Council brochure  May 2011 
Council minutes  May 24, 2011 
Council bylaws final November 10, 2010 
Council history  April 21, 2009 
Council project chart final April 21, 2009 
EmployAbility Expo proposal  September 21, 2011 
Executive committee minutes  March 2, 2011 
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Post-secondary education committee agenda  April 7, 2011 
SWOT analysis for council  November 2010 
Transition Academy info eligibility guidelines September 30, 2011 
Transition Expo minutes  February 24, 2011 
Transition Expo 2011 wrap-up meeting April 26, 2011 
Transition House flyer  Not dated 
Letter to welcome executive committee member Not dated 
State of the council 2010 PowerPoint presentation September 2011 
Council member organizations  January 2011 
Council membership list  January 2011 

 

Data Analysis 

Data analysis is an emergent and inductive process, reflecting a recursive and 

dynamic interaction between data collection and analysis (Merriam, 2009). Categories as 

depicted in themes and patterns were constructed (Merriam, 2009). The researcher 

completed two cycles of coding, using an open coding process, and then sorted and 

named the categories to develop a thematic organization from the codes (Saldaña, 2009).  

First-Cycle Coding 

The first cycle coding utilized the 18 interview transcripts. Within Atlas.ti 6.2, 

quotes were identified and open codes were assigned. The researcher analyzed the data 

by question, across all interviews. After the completion of coding for four out of the 15 

questions, over 200 codes were identified (Appendix D: Data Analysis: First Cycle, Open 

Coding).  

Second-Cycle Coding 

Because of the complexity and interrelationship of the codes, second-cycle coding 

provided the researcher with the opportunity to sort and name the categories to develop a 

theoretical organization from the codes, based upon the social theory of learning 
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(Saldaña, 2009). This facilitated the process of grouping the data in order to answer the 

research question. The four themes identified aligned with the components of the social 

theory of learning: community (learning as belonging), identity (learning as becoming), 

practice (learning by doing), and meaning (learning as experience). Based upon the 

theory of social learning literature, clusters were identified. The codes originally 

identified through open coding were combined and new codes were defined and aligned 

with the themes and clusters. The remaining interview transcripts, observation data, and 

documents/artifacts were analyzed. Because of the volume of the data, the researcher 

found it difficult to code the data within Atlas.ti 6.2. Therefore, a hard copy of the 

interview data was printed and the researcher hand-coded the data to promote accuracy 

and consistency in coding.  

After completing the second-cycle coding, the researcher reviewed codes to 

ensure consistency, and several codes of quotes were changed. Using these handwritten 

codes, the researcher entered the revised codes into Atlas.ti 6.2 for further analysis. 

Subsequently, the two other sources of data were analyzed, including observation data 

and documents/artifact mining. 

Validity/Trustworthiness 

Maxwell (2005) utilized validity as a means to ensure the credibility and 

correctness of the study; validity is evaluated in respect to the purpose and circumstances 

of the study. At least three methods of trustworthiness are recommended in a qualitative 

case study (Merriam, 2009). The trustworthiness methods most relevant to addressing the 

validity of this study included triangulation, member check, nonbiased peer review of 

data analysis, and audit trail (Merriam, 2009).  
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Triangulation using multiple sources of data—interviews, observations, and 

document/artifact analysis—allowed for the comparison of data collected through various 

sources, times, and places (Merriam, 2009). Because of the researcher’s familiarity and 

prior experience with participants, there is a risk that they will respond based upon the 

researcher’s known beliefs. The primary source of rich data was found in the 18 

interviews.  Therefore, triangulation of interview data led to the identification of themes, 

clusters, and codes in the data analysis. Saturation was reached through this source of 

interview data. Therefore, two additional sources of data—observation and 

documentation analysis, were used to further triangulate these themes, clusters, and 

codes.  

Member check or respondent validation was used in the data collection portion of 

the study to obtain feedback on the accuracy of the data transcribed and captured from 

the interviews (Merriam, 2009). Transcriptions, including the member check revisions, 

were uploaded into Atlas.ti 6.2 for analysis. The member check process was challenging 

for the researcher and required extensive follow-up to receive feedback from the 18 

interviewees. While several interviewees edited the transcript for clarification purposes, a 

number indicated the transcripts were acceptable with no revisions.  

Peer reviewers were used in two ways—development of the conceptual 

framework to analyze the synthesis of interagency collaborations factors, as well as in the  

data analysis and articulation of findings to address potential researcher bias.  

First, three peer reviewers with extensive experience as practitioners in secondary 

transition and interagency collaboration were identified across the United States. The 

researcher presented three tables—barriers, facilitators, and the researcher’s synthesis 
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(themes and codes). Each reviewer was asked to review and make recommendations for 

revisions. Based upon the review, the codes and themes were revised and resubmitted to 

the three reviewers, when there was consensus.  This synthesis of factors is presented in 

Appendix B and was used in the conceptual framework (Figures 2.5). 

Second, a peer reviewer was identified to scan the raw data and to evaluate 

whether the findings appeared plausible (Merriam, 2009). This reviewer was a doctoral 

student in human and organizational learning and a classmate of the researcher, who 

studied the social theory of learning and communities of practice in the coursework. 

Therefore, the reviewer had a foundation of knowledge of the theory. As a practitioner, 

the reviewer had no experience in the domain of secondary transition and interagency 

collaboration, to avoid bias. Multiple telephone conversations were held regarding the 

coding process. After coding was tentatively completed, the researcher used Atlas.ti 6.2 

to generate a full list of coded quotes, for a total of 1277. Using all quotes, 273 were 

randomly selected. A document of these 273 codes was created. These codes were 

removed and the instructions, list of codes, and selected quotes were sent electronically to 

the peer reviewer, along with background information such as an overview of the study, 

the research question, the interview protocol, and the dissertation proposal. A 2-hour peer 

debriefing session was conducted via telephone on April 30, 2012. In in-depth discussion 

of the comparison and alignment of codes took place. At the close of the debriefing 

session, there was consensus on the coding of the quotes. Because of the complexity and 

interrelationship of many of the codes, the peer debriefer recommended the researcher 

include descriptions of the themes, clusters, and codes in chapter 4, which are provided. 



91 

A final trustworthy measure used was the audit trail, which authenticated the 

findings for the reader, providing a detailed description of how the data were collected, 

how categories were derived, and how decisions were made throughout the study 

(Merriam, 2009). This was extremely valuable to the researcher allowing her to 

accurately record all activities associated with data collection, data analysis, and findings.  

These trustworthiness methods addressed the researcher’s potential bias resulting 

from extensive experience as a practitioner in secondary transition and communities of 

practice, as well as the researcher’s scholarly examination of these constructs, as 

discussed in the following section. 

Subjectivity Statement 

It is important to examine the position of the researcher to ensure the integrity of 

the study (Merriam, 2009). The researcher has had a consultative relationship with the 

Local County Transition Coordinating Council since 2001, with varying degrees of 

engagement. In its role as leader of a state-level transition community of practice in the 

Mid-Atlantic region, the council was asked to share practices at various regional and 

statewide training events, while the researcher provided technical assistance. More 

recently, the researcher has had loose ties with this council in a regional technical 

assistance role.  

The researcher has engaged in the creation and cultivation of communities of 

practice over the past 10 years to tackle complex systems issues and educational barriers 

of youth with disabilities as they transition from school to adult life. In addition, the 

researcher facilitates multiple learning communities at a regional technical assistance 

center focused on improving employment outcomes of people with disabilities. 
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The researcher’s training in Human and Organizational Learning through the 

Executive Leadership Doctoral Program at the George Washington University has 

provided ample opportunity to explore the constructs of communities of practice and 

learning. Furthermore, the researcher has had over 30 years of experience with the 

context of the study, secondary transition, through roles including direct service, 

administrative, national expert, technical assistance provider, and adjunct instructor at a 

university.  

Human Participants and Ethics Precautions 

In conducting this exploratory case study, every precaution was taken to 

safeguard against any potential negative effects and to limit the risks of those involved. 

The IRB approval process of the George Washington University was followed. All 

precautions were taken to ensure the confidentiality and anonymity of the case study site. 

Prior to interviews, written informed consent was obtained. The researcher will not 

include any identifying information about subjects interviewed or observed in future 

publications and presentations with respect to names and locations. All research records 

were be stored in a secure location, with only the researcher having access to these 

records. These precautions are further described in chapter 5. 
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CHAPTER 4: 

RESULTS 

Data were analyzed to answer the research question: How do the four components 

of Wenger’s (1998) social theory of learning (practice, meaning, identity, and 

community) act as the mechanisms for interagency collaboration in one local transition 

community of practice? The chapter begins by providing background information on the 

research site, the Local County Transition Coordinating Council, and an overview of the 

codes, clusters, and themes identified from the three sources of data—interviews, 

observation, and document/artifact analysis. The results are then organized based on the 

four themes in the research question: (a) community, (b) identity, (c) practice, and (d) 

meaning. The final sections discuss emerging codes unrelated to the research question 

and the high level of interrelationship across themes, clusters, and codes.  

Brief History of the Research Site: 

The Local County Transition Coordinating Council 

 The Local County Transition Coordinating Council was originally formed as a 

result of locally-driven efforts and a state-level recommendation. Prior to the council, 

other special education–driven groups were in existence as early as the 1960s. However, 

on June 1, 1994, the first council meeting was called by a group of special education and 

agency leaders in the county based upon their shared passion and concern over the 

fragmentation in systems, gaps in services, and poor postschool outcomes of transitioning 

youth with disabilities in the county. The group, which comprised diverse stakeholders 

with this shared interest, was described in the first meeting minutes as multifaceted and 
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consisting of individuals who bring unique perspectives, knowledge, and responsibilities 

regarding the transition process. While this group was formed because of local interest, 

guidance was also received through state special education regulations, which 

emphasized the need for regional education agencies to establish local transition 

coordinating councils. In the early days of the council, codified procedures were put in 

place, many of which have been sustained for the life of the group—including regularly 

scheduled meetings, a standard agenda, open membership, and formation of committees 

based upon the needs of transitioning youth with disabilities.  

Since that time, the council has maintained much of this early structure, but has 

adapted and changed to address the ever-changing transition landscape and the complex 

needs of transitioning youth with disabilities. The council developed informally, and the 

common dimensions of a community of practice are evident in its domain (transitioning 

youth with disabilities and their families), community (over 50 members comprising a 

diverse group of transition stakeholders), and practice (shared repertoire of artifacts, 

knowledge, and learning) (Wenger & Snyder, 2000). Not all 50 plus members participate 

in all face-to-face meetings, but they keep abreast of the Council’s work through various 

communication mechanisms of the community. 

Today the council is unique in that it has received national and state attention 

because of its capacity to use social learning to facilitate the creation and replication of 

transition practices focused on positively impact the lives of transitioning youth with 

disabilities.  
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Overview of Codes, Clusters, and Themes 

After the completion of the data analysis and coding process previously outlined 

in chapter 3, the researcher reviewed the data and corresponding quotes a final time. 

Several codes that were closely aligned were combined. The final themes, clusters, and 

codes are listed in Table 4.1.  

Table 4.1 

Themes, Clusters, and Codes 

Theme Cluster Code 
Community 
(learning as  
belonging) 

Engagement The beginning of members’ engagement 
Working collectively 
Communication 
Production of artifacts (e.g., projects, programs, 
events, documents, processes) 

Imagination Construction of an image of the council and the 
community* 
Construction of the world to reflect on situations 
and explore possibilities 

Alignment Alignment of local efforts with other processes 
so they are effective beyond council engagement 

 

Identity  
(learning as  
becoming) 

Qualities 
that constitute  
social identity 

Connectedness (enduring social relationships 
with deep connections) 
Expansiveness (breadth of identity across 
multiple boundaries) 
Empowerment (enabling action/participation) 

Identification Decisions on what matters 
Decisions about whom to identify with and trust 
Capacity to span boundaries to engage and 
suspend identity 

 

Practice  
(learning  
by doing) 

Explicit  
forms of  
knowledge 

Codified procedures and well-defined roles* 
Language, tools, documents, images, and 
symbols 

Tacit forms of 
knowledge 

Shared work views 
Subtle cues, untold rules, and underlying 
assumptions* 

 

Meaning  
(learning as 
experience) 

Construction 
of meaning 
through 

The exchange of information 
Shared rewards 
Identification of solutions beyond the limited 
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Theme Cluster Code 
interactions vision of one person 

Exploration of differences and differing aspects 
of a problem* 

 

Descriptive  
codes 

 Job classification 
Length of involvement 
Role within council 

 

Emerging codes 
(beyond the social 
theory of learning) 

 Adaptation and change 

Leadership 

*Combined code. 

The themes aligned with the four components of the social theory of learning. In 

addition, several descriptive codes provided data on the interviewees, as summarized 

earlier in Table 3.2, and two themes unrelated to the social theory of learning emerged: 

change/adaptation and leadership. A visual representation of the distribution of codes 

appears in Figure 4.1. 
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Figure 4.1. Distribution of codes. 

 

The codes most frequently identified were found within the theme of community, 

including codified procedures and well-defined roles as well as working collectively and 

production of artifacts. 
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All four components of Wenger’s social theory learning were widely identified in 

the data, as depicted in the four themes. As a point of reference, the terms themes and 

components are used interchangeably in the narrative. Figure 4.2 depicts the prevalence 

of these four themes and lists the corresponding data clusters. In this figure and other 

figures throughout chapters 4 and 5, the circles within the figures vary in size to 

demonstrate the variation in frequency of themes, clusters, and codes found in the data 

analysis. Therefore, the largest circles represent codes with the highest frequency and the 

smallest represent those with the lowest frequency.  

 
DATA 

CLUSTER 
SOCIAL THEORY OF LEARNING: 

Theme (Component ) 
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CLUSTER 
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Figure 4.2. Prevalence of themes and clusters. The clusters are color coded to match the themes. 

 

The most prevalent theme or component identified in the data analysis was 

community (learning as belonging). Almost equally represented were identity (learning 

Practice (Learning by doing) 

Meaning 
(Learning as 
experience) 

Community (Learning as belonging) 

Identity (Learning 
as becoming) 
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as becoming) and practice (learning by doing). Meaning (learning as experience) was 

well represented but at a lesser frequency in the data. 

The next four sections present an analysis of the four themes or components of the 

social theory of learning identified in the data analysis. This lays the foundation for 

answering the research question: How do these four components act as the mechanisms 

for interagency collaboration in one transition community of practice? 

Theme 1: Community (Learning as Belonging) 

The most frequent theme found in the data analysis was community, described as 

learning as belonging in the literature. Wenger (2000) identified three levels of 

belonging, which vary depending upon the levels of interaction and participation by 

stakeholders. These three levels are reflected in the clusters—engagement, imagination, 

and alignment. These clusters encompassed several codes (Figure 4.3). The cluster of 

engagement was the most represented and included four data codes. Imagination was 

represented in two data codes, and alignment was evident in one code.  
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DATA CODE 
COMMUNITY THEME: CLUSTERS 

(Learning as Belonging) 
(Component of Social Theory of Learning) 

DATA CODE 
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Figure 4.3. Community (learning as belonging) clusters and codes. 
 

Cluster 1: Engagement 

Engagement was the most prevalent cluster within the theme of community. 

Engagement describes how stakeholders or members of the community do things 

together, communicate, and produce artifacts (Wenger, 2000). Engagement was revealed 

in several codes: (code 1) working collectively; (code 2) production of artifacts; (code 3) 

communication; and (code 4) the beginning of members’ engagement in the council’s 

work. A discussion of each of these codes follows.  

Code 1: Working collectively. A prevalent code found in engagement cluster 

data was working collectively, or how the council did things together. As a community of 

practice, the council was not a legal entity (e.g., a nonprofit corporation) and was not 

“owned” by one organization. Therefore, the group was comprised of volunteers who 

Alignment 

Engagement 

Imagination 
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shared the work. Members’ strengths and interests drove the focus of their engagement. 

Additionally, the council had a welcoming and open nature. Decisions were made by a 

majority rule of the members of the group. Also, there was an assumption of “all hands 

on deck” in the shared work of the council through transition practices such as projects, 

programs, and events touching the lives of transitioning youth with disabilities and their 

families. While there was a core group with long-standing involvement, others were 

continually invited and welcomed into the work if they had a shared interest in 

transitioning youth. It was through the transition practices such as projects, programs, 

events, documents, and processes (artifacts) that people stayed engaged. The following 

quote provides a summary of how the council collaborated: 

We really look at what are people good at, what are the responsibilities of a 
particular position that they’re in and then divvying up, okay, well, we have this 
going on next month, and people are usually very up to say, “You know, well, I 
can do that or I can do that,” then things are divvied up appropriately (Participant 
3, interview, January 9, 2012). 

The council’s work was described as blending formality and informality, focusing 

on transition practices (artifacts) with the goal of assisting transitioning youth with 

disabilities in achieving postschool outcomes. Formally, the codified procedures of 

bylaws and committees provided the structure for the group to accomplish tasks 

associated with these transition practices. Informally, much of the work hinged on 

volunteerism and teamwork. Even though the group collectively managed a large number 

of transition practices, work was chunked and divided among a large group, making it 

manageable. The sense of teamwork was expressed in feelings of being honored to be 

involved, pride in the group, appreciation of one another, and acknowledgment of their 

shared work. This quote is another example of how the council worked collectively: 
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Someone will say, “Well, we need 400 folders,” and we find out that Walmart has 
a clearance sale and they have folders for a nickel apiece [laughter] and we find 
them and pick them up. But the fact that people are willing to do that and so many 
other things is amazing. When we run an event we have several ladies with trucks 
who would go and get the tables that we can borrow for nothing and drive them to 
the event and set them up rather than us pay the fee to have them set up from the 
place where we’re actually holding the event (Participant 13, interview, January 
26, 2012). 

Further data analysis unveiled a transparency in how the council worked together, 

wherein members had ongoing opportunities to openly and honestly be informed and 

involved in the continual revision of the work of the council. Ideas were welcomed and 

encouraged to benefit the group, and conflicts or differences in perspectives were 

acknowledged, respected, and explored. Individual members were eager to share what 

they developed with others on the council, being open to others’ revision and use. There 

was a desire to work more effectively and efficiently through their collective work, and 

an interest in their desire to increase efficiency and effectiveness without reinventing the 

wheel.  

Data accentuating the importance of learning was woven into this code in terms of 

how the council worked together. The data addressed the group’s continual state of 

learning through evaluation of the work with open dialogue, feedback, evaluation data, 

and formal analyses such as SWOT analysis (strengths-weaknesses-opportunities-

threats). There was an expressed desire to continually learn from one another, through 

their individual and collective experiences. In an observation of the council, a ribbon of 

learning was evident, typically focused on transition practice discussions. More 

specifically, co-chairs of the committees opened with a presentation about the transition 

practice (artifact), others commented and asked questions, suggestions were made, 

discussion was held, and continual adaptation and change in transition and administrative 



103 

practices occurred to improve effectiveness and efficiency through empowerment. The 

data supported the driving force of this work: members focused on the potential impact 

for transitioning youth with disabilities and their families.  

Code 2: Production of artifacts. The second most represented data code within 

the engagement cluster was the production of artifacts. Artifacts, which are best described 

as transition practices, appeared to be the core work of the group. They were described as 

projects, programs, events, tools, and documents. Each artifact or transition practice was 

assigned to a committee. There was an underlying assumption that all members would 

volunteer for at least one committee. Each committee had shared leadership through co-

chairs—one education representative and one agency representative, as defined in the 

bylaws. Many of the artifacts were events, and all members of the council were expected 

to by not required to volunteer and participate. As new artifacts (transition practices) 

were identified by the full group, there was a discussion about the best match to a 

committee. If one did not exist or if a grant was required, ad hoc or advisory committees 

were formed. All committees consulted with the executive committee as needed and 

reported to the full council at the bimonthly meetings to do their shared work. 

These artifacts were identified through the use of data collection and analysis 

focusing on the unmet needs of transitioning young people. Since 1999, an annual 

follow-up survey was conducted of special education graduates one year after they left 

school. A committee compiled the data and presented a report to the full council 

annually. The committees were then assigned various portions of the data for analysis and 

interpretation, to determine unmet needs of youth with disabilities, gaps in services, and 

system fragmentation. This analysis was used to establish future priorities, goals, and 
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adaptations to their current transition practices. In addition, all youth and families 

participating in the council’s efforts were surveyed regarding the impact of the artifact, 

including feedback on changes and identification of continuing needs. In addition, 

surveys were completed by parents and school district personnel as issues arose. The 

committees utilized additional sources of data to determine priorities and changes in 

future efforts, based upon current practices. The committees communicated this 

information to the full council and invited all members’ input and feedback to continually 

improve transition practices. Finally, through transparent and ongoing communication, all 

members were encouraged to share challenges and opportunities they would like to 

explore, based upon needs identified in their day-to-day practices in serving transitioning 

youth and families.  

If needs were identified, the group often spanned boundaries to identify other 

program models to replicate, rather than starting from scratch and reinventing the wheel. 

The committee then customized or individualized the transition practice, based upon the 

needs identified by youth and families in the county. If potential models for replication 

did not exist, a diverse group of council members and external stakeholders gathered to 

brainstorm and design the artifact or transition practice. Participant 15 described this 

process:  

To look at exemplary programs that have been funded and to learn from them and 
so we went out, it’s not in the national level but we did seek information from the 
outside to learn about things that we could consider implementing (Participant 15, 
interview, January 16, 2012). 

There were many artifacts in the form of projects, programs, events, documents, 

and processes which had been in practice since the early work of the council. However, 

some had ended and others had been added, based upon needs identified in the data. 
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Appendix E: Local Transition Coordinating Council Artifacts (Transition Practices), lists 

the artifacts (transition practices), including the name of the project, resources (funding), 

duration (length of time the project has been in operation), number of individuals served, 

administrative entity (fiduciary agent), and project description. It is interesting to note the 

multiple sources of resources or funding (public, private, in-kind, community), as well as 

the variations in administrative entities. Typically administrative entities were identified 

by the council through a request for proposal process to determine the most appropriate 

match to the project. This required the council to continually reach out to the broader 

community, as the group was not a legal entity. Beyond the list in Appendix E, additional 

artifacts or transition practices mentioned in the data included the creation of documents 

to streamline linkages to agency services, transition portfolios, and multiple informational 

brochures targeting youth and families, to name a few. 

Many interviewees were in awe of the capacity of the group to produce and 

deliver artifacts or transition practices to meet the needs of transitioning youth with 

disabilities. Rather than having multiple, fragmented efforts across the 18 school districts 

in the county and multiple agencies, these efforts were unified in the shared work of the 

council. One interviewee described the group as follows: 

This really is one of the most unbelievable groups I’ve ever worked with. . . . The 
first meeting I went to I walked out and I said, “Oh my gosh, how do these people 
get all these things done?” I was just totally overwhelmed with the number of 
projects and events they had talked about and then I felt, “Well, they’re just 
making it up; they’re not really doing these things,” because you think it’s 
impossible. Then you’re there for a little few meetings and you realize, no, 
everybody is doing this (Participant 13, interview, January 27, 2012). 
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Code 3: Communication. The third data code within cluster of engagement was 

communication. Communication was ongoing and frequent, through a broad spectrum of 

modalities, as depicted in Figure 4.4.  

 

Figure 4.4. The council’s modalities of communication. 
 
 

The council took care in maintaining a membership contact list or roster, to ensure 

that all members had up-to-date information to facilitate communication. In addition, 

face-to-face meetings occurred frequently, including bimonthly council meetings, 

regularly scheduled committee meetings and calls, and intentional face-to-face 

networking time. Members also connected electronically through conference calls, phone 

calls, and emails. The council was in the process of developing a public website. 

Communication occurred when the council implemented transition practices (artifacts), 

which could include events targeting youth and families, where it was expected that 

everyone contributed. 
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Communication was described as an open dialogue and discussion and a candid 

sharing of opinions, where questioning and exploring differing perspectives were 

encouraged. Conversations centered on the shared work of the council, with a constant 

focus on transitioning youth with disabilities and their families. This quote provides a 

description of how the council communicated: 

Communication is by email, by picking up a phone, by working on committees, 
and by having the networking relationships that either develop through the 
council or were present on the outside and other professional capacities or 
friendly capacities and transition into the council (Participant 6, interview, 
December 13, 2011). 

Communication spanned the spectrum from formal to informal. For example, at 

the bimonthly council meetings, a formal agenda was developed by the executive 

committee with the input of members. The standing agenda was typically followed, 

reflecting the agenda used in the council’s early years. The agenda included welcome/ 

introductions, updating of the membership roster, a formal presentation on an important 

topic, committee reports reflecting on transition practices (artifacts) and administrative 

details, networking time, and information sharing. These meetings followed Robert’s 

Rules of Order, which involve a set of parliamentary rules. Time was dedicated for 

informal networking at the beginning and end of each full council meeting, as well as 

during a long break. Information sharing occurred through open announcements for the 

good of the council as well as through the use of a community table to distribute 

information.  

While committees met regularly based upon timelines of their transition practices 

(artifacts), such as projects, programs, events, documents and processes, there was 

flexibility and adaptability in scheduling committee meetings and conference calls to 
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ensure the participation of the most members. There was a transparency of 

communication through frequent emails, invitation to share ideas, and distribution of 

information.  

Because of the nature of the relationships among council members, many 

interviewees described the ease of picking up the phone to resolve issues. Exploring 

additional opportunities to communicate, a website was under development to include a 

public area and private area to foster ongoing communication among council members. 

One interviewee described communication as a spiral of collaboration, reflected in the 

following quote:  

We collaborate together on these various projects, and then we call on each other 
to help for other projects. And the collaboration—it’s sort of a spiral. You start 
with one and you work together on one thing and then next thing you know, I’m 
working with 10 people I met somewhere else [laughter] on a different project. 
It’s kind of cool because it’s like this big spiral of collaboration (Participant 1, 
interview, January 11, 2012). 

Code 4: The beginning of members’ engagement. The fourth data code within 

the cluster of engagement was how members first became engaged in the council’s work. 

The 18 interviewees first became engaged in the work of the council through various 

means. For many, there was a tradition of involvement by their organization, which was 

passed along as employees were replaced. This related to their supervisors’ valuing their 

organization’s engagement with the council’s work. Others became involved through a 

connection with a member of the council or through word of mouth because of the 

positive reputation of the council in the county and community. Some were invited into 

the work for a specific project, because of their expertise and interest, and remained 

engaged. Most often people were drawn to engage in the work of the council because of 

its expressed value and benefits of the Council’s shared work. 
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In summary, the cluster of engagement within the theme of community (learning 

as belonging) was revealed in the four codes described in the previous section: working 

collectively, the production of artifacts, communication, and members’ initial 

engagement in the council’s work. Continuing in the exploration of the theme of 

community, data analysis of the second cluster identified in the data—imagination—

follows. 

Cluster 2: Imagination 

Imagination was the second cluster identified within the theme of community. 

Imagination involves how members construct an image of themselves, the community, 

and the world to reflect on situations and explore possibilities (Wenger, 2000). 

Imagination was reflected in two codes: (code 1) construction of an image of the council 

and the community and (code 2) construction of the world to reflect on situations and 

explore possibilities. 

Code 1: Construction of an image of the council and the community. The first 

code within the cluster of imagination was how the council constructed an image of itself 

and the community. The council comprised diverse stakeholders, and anyone interested 

in participating in its work was welcomed. Since the council’s inception, meetings were 

opened by welcoming members and guests. Codified procedures such as this agenda item 

and sign-in sheets and rosters perpetuated connections. When new people attended, 

members made a personal connection and reached out, encouraging guests’ and speakers’ 

continued participation. Guests often become members and were folded into the shared 

work of the group. The council’s image was that of truly representing the local 

community, by respondent: 
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It’s very seldom that you have a group of individuals from so many different 
backgrounds and perspectives, and yet in my time there I haven’t seen individual 
agendas. I’ve seen the main agenda of how are we going to help these students be 
successful (Participant 18, interview, January 30, 2012). 

Frequently, the council’s logo was used to describe the image of the group. This 

logo featured a bridge, as shown in Figure 4.5. 

 

 
 
Figure 4.5. The council logo, which featured a bridge. 
 

A description of the logo was found in all sources of data. The mission was 

described as planning and facilitating successful movement of students with disabilities 

from school to adult life—and just like support stones of a bridge, the 10 committees 

supported this mission. The bridge image addressed gaps faced by youth and families in 

their transition from school and adult agencies and provided a system or structure 

whereby youth would not get lost in the complex maze of transition. One respondent 

provides an excellent description of this image or metaphor: 

The idea, of course, is to get us to conceptualize this idea of students—we are 
trying to be that bridge for students from high school to the rest of their lives 
regardless of where that is. So, that metaphor trickles down over everything we do 
(Participant 1, interview, January 11, 2012).  

In addition, the bridge was a vehicle for the council to carry out its mission by 

enriching members’ understanding of other systems; by promoting their professional 

development through the wealth of information, knowledge, and attributes of members; 
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and by creating opportunities to build relationships that facilitated collaboration. The 

group’s image was described in the data as a vehicle of collaboration, with an attitude of 

teamwork, cooperation, service, and commitment. There was an expressed pride in doing 

good/quality work, a sense of honor in being involved, and a view of the council as 

impressive and miraculous in making this happen for youth, as indicated by this 

respondent:  

I’m always so pleased and touched by the amount of collaboration and 
coordination that goes on among systems. Just speaking as a whole, I really think 
that [county] does an excellent job of collaborating across systems. I think the 
council is just another awesome example of that taking place (Participant 16, 
interview, January 27, 2012). 

Code 2: Construction of the world to reflect on situations and explore 

possibilities. The second code within the cluster of imagination was how the council 

constructed the world to reflect on situations and explore possibilities, which occurred in 

several ways. First, challenges were dealt with head on. For example, when external 

environmental factors such as changes in legislation, policies, or funding for the multiple 

membership organizations occurred, the group openly shared information and 

brainstormed solutions. If funding was not available to produce a transition practice such 

as a program or event, members spanned boundaries to explore alternatives. If no 

structures were available, collaborative structures were explored to undertake transition 

practices and bring them to life. Since the council was not a legal entity, when various 

projects were pursued and a fiduciary agent was needed, organizations that may or may 

not be members of the council were invited to collaborate, and formal agreements were 

developed to carry out the shared work.  
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In addition, the world was constructed through a process of ongoing learning. 

Knowledge was shared among various organizations and agencies to understand how to 

navigate the complex maze of transition services. People were continually learning from 

one another, sharing what had worked or what could be improved. Different viewpoints 

were welcomed, and there was ongoing conversation between individuals, within 

committees, and with the full council about how to address gaps in services and the 

system fragmentation experienced by transitioning youth with disabilities and their 

families. Data and feedback were used on an ongoing basis, as described by this 

respondent: 

Through this cooperative process . . . agencies learn and share what kinds of 
things might help a person. So now you’ve got a cooperative effort meeting 
together to help a person rather than an individual agency going it alone 
(Participant 14, interview, January 11, 2012). 

Furthermore, the council constructed the world to explore possibilities, as 

members continually spanned boundaries and invited others with a shared passion and 

interest into their work. When a need was identified by members, the group took action 

by inviting speakers to facilitate learning. The group explored possibilities by visiting 

other sites/organizations to potentially replicate transition practices and shared this 

information with the full council to map out future plans to address unmet needs. Council 

members actively participated in the state’s community of practice on transition year-

round events and especially treasured the opportunity to learn at the summer transition 

conference. This respondent describes this learning process: 

We are constantly learning from one another. Just when you think you know it all, 
you don’t. Constantly bringing people in, speakers in, representatives in from 
organizations or agencies, allowing them to share their experience, what they 
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have to offer—you know, all of that. I think we are constantly learning 
(Participant 8, interview, January 26, 2012). 

The learning was coupled with the council’s perpetual state of renewal and 

reinvention, as the data described the openness to adaptation and change needed to do 

things better. 

As a council, we value finding out what other organizations are doing, what we 
could do better, what other people have tried and have proven to be successful for 
them (Participant 6, interview, December 13, 2011). 

In summary, the cluster of imagination within the theme of community (learning 

as belonging) was revealed in two codes: construction of an image of the council and the 

community and construction of the world to reflect on situations and explore possibilities. 

Continuing the exploration of the theme of community, data analysis of the third cluster 

identified in the data—alignment—follows. 

Cluster 3: Alignment 

The theme of community was reflected in the third cluster of alignment. 

Alignment is aligning the community’s local efforts with other processes so they are 

effective beyond an individual’s own engagement (Wenger, 2000). This definition 

constituted the code for this cluster. 

Code 1: Alignment of local efforts with other processes so they are effective 

beyond council engagement. The alignment of local efforts with other processes was 

driven by the shared desire to address the needs of transitioning youth by overcoming 

gaps in services and system fragmentation. Through this alignment, the group increased 

its capacity to assist youth, as described by this respondent: 
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Together as a council, we could accomplish what each of us as an individual or as 
organizational representative simply do not have the resources to do (Participant 
6, interview, December 13, 2011). 

Furthermore, members were continually seeking opportunities to combine forces, 

collaborate, and coordinate other efforts in the community at large, which could benefit 

transitioning youth and families. There was a thirst for knowledge—seen in a quest to 

invite others with a shared interest into their work. Through this alignment, information 

about various programs and systems was continually garnered to inform the work of the 

council. Also, the group constantly expressed a desire to learn how to do things more 

effectively and efficiently. Finally, alignment was demonstrated in the desire to have 

youth, families, members, and the community at large benefit from the collective work of 

the council. This alignment was described as an ongoing, evolving process of learning by 

this interviewee: 

We learned about each other’s organizations and what we could and couldn’t do 
individually, but then we learned what we could do collectively (Participant 10, 
interview, January 28, 2012). 
 
In summary, the cluster of alignment within the theme of community (learning as 

belonging) was revealed in one code described in the previous section: alignment of local 

efforts with other processes so they are effective beyond council engagement.  

Summary of the Community Theme 

In summary, data supporting the theme of community was demonstrated in three 

clusters—engagement, imagination, and alignment—and their corresponding codes. The 

next section explores the data found within the second theme of identity.  
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Theme 2: Identity (Learning as Becoming) 

Identity was the second theme identified in the data, and it is one of the four 

components of the social theory of learning. Identities, which are essential structuring 

elements of how we know, are critical to social learning systems because identities 

combine competence and experience into a way of knowing (Wenger, 2000). There were 

two clusters within this theme: (cluster 1) qualities that constitute social identity and 

(cluster 2) identification (Wenger, 2000). The codes found within these clusters are listed 

in Figure 4.6. Social identity was more prevalent in the data.  
 

DATA CODE 
IDENTITY THEME: CLUSTERS 

(Learning as Becoming) 
(Component of Social Theory of Learning) 

DATA CODE 

 

 

 

Decisions on 
what matters  Connectedness 

Decisions about 
whom to 
identify with 
and trust 

Expansiveness  

Empowerment 

Capacity to span 
boundaries to 
engage and 
suspend identity 

 

 

Figure 4.6. Identity (learning as becoming) clusters and codes. 
 

Cluster 1: Qualities That Constitute Social Identity 

Identity (learning as becoming) was represented within the cluster of qualities 

that constitute social identity. Within this cluster, three codes were found in the data: 

(code 1) connectedness, (code 2) expansiveness, and (code 3) empowerment (enabling 

action/participation) (Wenger, 2000).  

Identification 

Qualities that 
constitute social 

identity 
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Code 1: Connectedness. Connectedness, a code within the cluster of social 

identity, is described as enduring social relationships with deep connections. There was a 

high level of interaction among council members, both structured and unstructured. The 

bimonthly meetings of the full group and regular committee meetings provided ongoing 

opportunities for members to develop professional relationships, which facilitated a 

comfort level of ongoing communication and connections. Furthermore, personal 

relationships often developed. Some interviewees indicated that the work of the council 

and engagement with other members was an integral part of their lives. This 

connectedness is described in the following: 

They did seem to start out on a professional level, but then turned into a personal 
relationship kind of level. Like I said, it’s so much easier to make sure that you’re 
able to get the information, or the service, or the help you need for your student if 
you know someone on a personal basis, on a first-name basis from an 
organization (Participant 10, interview, January 28, 2012). 

Connectedness was observed during the meeting, where there was a high level of 

synergy focused on transitioning youth, with a culture of openness. Time was built into 

the agenda for networking, where there was frequent laughter, a high level of interaction, 

and an upbeat, positive environment. In a review of the meeting minutes, connectedness 

was expressed through ongoing personal and professional celebrations, as well as overt 

appreciation expressed for the contributions of individuals, committees, and 

organizations. This interviewee provides an example of connectedness: 

It’s always a pleasure to go to meetings, see people, talk about shared 
experiences, talk about our profession because really there are a lot of people out 
there who never have any idea about what we do [laughter], but when we get 
together as professionals and talk about that, our shared interests, our shared 
resources that we have, it’s truly a pleasure and one that I really look forward to 
(Participant 3, interview, January 9, 2012). 
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Connectedness was found in relationships among members and external 

stakeholders, which were described as collaborative, respectful, supportive, courteous, 

and friendly. Because of their trusting and open relationships, people listened to one 

another, were open to new ideas, and apologized when misunderstandings or 

miscommunications occurred. There was a sense of camaraderie, and members felt they 

could admit when they were swamped and ask for help, which was often offered by 

another person, as described by this interviewee: 

So even when something comes up, if someone really disagrees with me or really 
thinks I’m doing something terribly, the cool thing is that they can tell me that 
because it’s all about the student. Or even if I disagree with someone else, I feel 
like I can say that because we’re always keeping the student in mind. So I truly 
believe that it’s all—I think the relationships are good. I think they’re friendly and 
they’re well intended, and I honestly believe everyone has the students in mind 
when we are working together (Participant 1, interview, January 11, 2012). 

Code 2: Expansiveness. The second code within the social identity cluster was 

expansiveness or a breadth of identity across multiple boundaries. The council was a 

partnership of students and their families, educators, service providers, employers, 

postsecondary institutions, and the county community. The roster included 51 

organizations, including all of the 18 school districts in the county; the regional education 

agency; private and specialized schools; the public vocational rehabilitation agency; 

agencies for county mental health, intellectual disabilities, and children, family, and 

youth; community rehabilitation providers; a center for independent living; advocacy 

organizations; a workforce development one-stop center; a community college; and 

universities. Within and beyond these organizations, members represented the following 

roles: special educators; school transition coordinators; vocational rehabilitation 

administrators, counselors, and employment facilitator; agency administrators, program 
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directors, and direct service staff; job developers and job coaches; postsecondary 

education disability services coordinators; family representatives; and a youth 

representative. Members did not need to be affiliated with an organization to be involved 

in the work of the group. 

The council had a wide breadth of identity across multiple boundaries, as stated 

by Participant 6: 

So, looking at who isn’t at the council and who needs to be represented there who 
would be of benefit for the council members and those we serve—. . . I think 
[those are the] criteria for reaching out to folks (Participant 6, interview, 
December 13, 2011). 

In addition, the council members connected to state and national affiliated 

organizations, so information was continually shared from multiple and diverse 

disciplines for the good of the group’s collective work. For example, members of the 

council were also members of the transition community of practice state leadership team. 

As background information, the state formed the statewide community of practice on 

transition in 2002, with the support of the national community of practice on transition. 

This national project is led by the National Association of State Directors of Education, 

IDEA Partnership (www.ideapartnership.org), and is funded through the Department of 

Education, Office of Special Education Programs. The state’s community of practice on 

transition has been held up as a national model for replication in other states. 

Expansiveness extended beyond partnerships in the county and spanned to the 

state and national levels. Members identified themselves as council members, especially 

when sharing information about the group, soliciting support of/funding for the group, 

and presenting at conferences. They spoke on behalf of the whole, rather than from the 

perspective of the organizations where they worked. Members often acted in an advocacy 
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role and were constantly searching for supports and resources for transitioning youth and 

their families across the country. One example was the group’s involvement in the 

statewide transition conferences, where they presented the work of the council and 

learned from others to identify potential solutions to address gaps of youth as well as 

potential transition practices that could be considered for replication by this local 

transition community of practice. 

In summary, the council had a broad expansiveness across multiple boundaries 

(Figure 4.7), which linked to the identity and social identity of the group. There was an 

ongoing interrelationship or continual interaction across these boundaries over time. 

 

 
Figure 4.7. The council’s expansiveness. 
 

Code 3: Empowerment. The third code within the social identity cluster was the 

empowerment of the council. This empowerment led to enabling action and participation 

of the group. The community’s empowerment was evident in their willingness to adapt 

and change, reach beyond traditional organizational boundaries, and focus on improving 
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transition practices, despite ongoing challenges. With its primary focus on positively 

impacting the lives of transitioning youth and their families, the group valued and 

embraced data in every aspect of their work. With this large, diverse group, artifacts or 

transition practices such as projects, programs, events, documents, and processes were 

developed, implemented, and evaluated. By working collectively rather than separately, 

they took pride in their efficiency and cost-effectiveness, which they achieved by 

avoiding duplication or fragmentation of efforts and resources in the county. The 

community’s empowerment was evident in unified and collective efforts reached a 

greater number of youth with disabilities and their families. Even with limited financial 

resources, the human capital enhancing their empowerment was shared by this 

interviewee: 

The resources that you get from those meetings can seem to outweigh the time 
being spent away from your actual physical work environment, and . . . you’re 
able to communicate that to your supervisor or employer (Participant 17, 
interview, January 24, 2012). 

New strategies and shared transition practices resulted from the collaborative 

work of the council and enabled action and participation. Many interviewees expressed 

how their participation helped them do their jobs and be more effective in their positions. 

Additionally, because of shared resources, the group and members expressed the benefits 

of their work with the council. Finally, the group helped members avoid feeling 

overwhelmed or static, since the council’s work was an evolving process that helped to 

address the ever-changing, complex transition systems, as described in this quote: 

I have never seen a group of people be able to do so much with so little. What I 
mean by so little is with the money and the funding there, but yet still be able to 
offer programs and events and such—that for a council that really doesn’t have 



121 

much of a budget but still be able to do, that just kind of blows my mind 
(Participant 18, interview, January 30, 2012). 

In summary, identity—more specifically, qualities that constitute social identity—

were reflected in connectedness, expansiveness, and empowerment. The following 

section addresses the second cluster within the theme of identity—identification.  

Cluster 2: Identification 

The second cluster within the theme of identity was identification. Identification 

facilitated three activities, represented by three codes: (code 1) decisions on what matters, 

(code 2) decisions about whom to identify with and trust, and (code 3) capacity to span 

boundaries to engage and suspend identity (Wenger, 2000). Each of these codes is 

described below. 

Code 1: Decisions on what matters. The identification cluster was demonstrated 

in data relevant to decisions on what matters. The needs of the youth with disabilities in 

their transition from school to adult life drove what mattered to the council, in both 

formal and informal ways. Formally, an annual follow-up survey was completed on youth 

one year after they left school. This survey existed since the early years of the council 

and was continually revised. A committee managed the survey process, with the 

assistance of school personnel, to reach out to youth and families. The committee 

compiled and analyzed the data and presented the findings to the full council annually in 

May. Data were organized to align with the committee structure, and members of the 

committee analyzed and interpreted the data. The committees reported the findings and 

recommended actions to the full council for consideration. Often the actions took the 

form of adapting current transition practices and identifying future priorities and goals. 
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Boundaries were erased to determine if there were any potential organizations and 

resources to address the needs identified in the survey. The recommended actions were 

openly discussed, and differing opinions of council members were welcomed. When 

there was consensus, the committee held the primary responsibility and accountability for 

the work. From this point, the committees consulted the executive committee and 

reported to the full council bimonthly, continually inviting input as described in the 

following:  

We have to learn to set our priorities not just in terms of the vision that the 
council has, but more in terms of what kind of program we're hoping to provide 
and what our needs are, gauging what our needs are going to be so we can 
identify possible funding sources and then not keep having the same funding 
source over and over again (Participant 7, interview, January 26, 2012). 

In addition, the group decided what mattered based upon needs identified by any 

and all members of the council. The bimonthly meeting agenda allocated time to share 

stories about unmet needs of youth with disabilities, challenges in system coordination, 

and gaps in services. Through the open and ongoing flow of communication during 

meetings and among members, priorities and goals were always focused on the mission.  

Code 2: Decisions about whom to identify with and trust. The second code 

within the identification cluster was how the council decided whom to identify with and 

trust. If individuals or organizations could potentially contribute to the success of 

transitioning youth, they were trusted and invited into the work. Because of the diverse 

and broad number of stakeholders engaged in the council, when a need was identified, 

members spanned boundaries to openly invite other individuals and organizations to join 

their work. There were times during the planning of transition practices in the form of 

projects, programs, events, documents, and processes when a need was identified, 
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potential partners were identified, and members reached out to engage them in the work. 

Speakers were invited to share information at the bimonthly meetings and were 

encouraged to become members and join the work of committees, promoting an 

environment of ongoing learning. Others from the community were asked to contribute or 

volunteer during the annual events or programs and came back year after year to assist, as 

described by this respondent: 

It’s just that networking and collaboration that seems to help bring everything, 
everybody in and would help bring in people that might not normally be involved 
but they may have some less direct connection to the council because they know 
somebody on the council and then they get brought in that way (Participant 18, 
interview, January 30, 2012). 

The council continually asked the question: Who else can contribute to our work? 

Therefore, there was a high level of openness and trust in engaging others:  

“You know where we’re really lacking? We’re really lacking members of this 
type.” And then, inevitably, somebody in the council will say, “Well, I know so-
and-so. Why don’t I call them and see if they want to come and join and be a part 
of the group” (Participant 16, interview, January 27, 2012)? 

Code 3: Capacity to span boundaries to engage and suspend identity. The 

third code within the identification cluster was a capacity to ignore boundaries to engage 

and suspend identity. The driving force of eliminating boundaries was the shared 

mission—to help transitioning youth with disabilities successfully transition from school 

to adult life. The cornerstones were communication, cooperation, collaboration, and 

partnerships—a four-legged stool. Through public relations and outreach, members 

attended community functions and educated other individuals and organizations about the 

needs of transitioning youth by representing the council rather than their own 

organization. Brochures and documents representing the council were shared whenever 
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possible, which involved members’ suspending their own identities. Members 

participated in each other’s meetings to build connections, to learn from one another, and 

to appreciate one another’s worlds and perspectives.  

Much of the boundary spanning occurred in the production of artifacts or 

transition practices, specifically projects, programs, events, documents, and processes. 

All members volunteered and worked as one entity, regardless of their organization or 

role. In addition, members suspended their identity on behalf of the council to solicit 

involvement or contributions by nontraditional community partners. A level of trust was 

expressed in the actions of the members as they reached out to others on behalf of the 

group. Boundary spanning occurred at the local, state, and national levels and was 

described as follows: 

Because we cover such a wide range, it seems to me that everybody seems to have 
their own personal connections. And because of all the different people there and 
all their connections, it always seems like whatever project we’re doing there’s 
someone who’ll stand up and say “I have someone here who knows how to do 
this” (Participant 18, interview, January 30, 2012). 
 
In summary, the cluster of identification within the theme of identity (learning as 

becoming) was revealed in the three codes described in the previous section: decisions on 

what matters, decisions about whom to identity with and trust, and capacity to span 

boundaries to engage and suspend identity.  

Summary of the Identity Theme  

In summary, identification of the council was clearly described in the codes 

within the clusters of qualities that constitute social identity and identification. The 

following section moves to the third theme identified in the literature—practice.  
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Theme 3: Practice (Learning by Doing) 

Practice was the third theme identified in the data analysis, reflecting the third 

component of the social theory of learning. Practice is a way of communicating about 

shared historical and social resources, frameworks, and perspectives that can sustain 

mutual engagement in action (Wenger, 1998). The two clusters within this theme 

included the representation of (cluster 1) explicit forms of knowledge and (cluster 2) tacit 

forms of knowledge. These clusters and their codes are visually represented in Figure 4.8. 

Explicit forms of knowledge were identified in the data more often than tacit forms of  

knowledge. 
 

DATA CODE 
PRACTICE THEME: CLUSTERS 

(Learning as Belonging) 
(Component of Social Theory of Learning) 

DATA CODE 
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Language, tools, documents, 
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Figure 4.8. Practice (learning by doing) clusters and codes. 
 

Cluster 1: Explicit Forms of Knowledge 

 Explicit knowledge, the first cluster in the theme of practice, is described as 

articulated or codified knowledge, which can be readily transmitted to others. Explicit 

knowledge was represented in two codes: (code 1) codified procedures and well-defined 

roles and (code 2) language, tools, documents, images, and symbols. 
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Code 1: Codified procedures and well-defined roles. Within the cluster of 

explicit forms of knowledge, codified procedures and well-defined roles was the most 

prevalent code identified in the data analysis. The council’s bylaws clearly defined 

codified procedures and well-defined roles of the group. The bylaws defined the mission 

and goals, membership, meetings, officers, executive committee, committees, process for 

amendments to the bylaws, dissolution, and parliamentary authority.  

The mission of the council was to plan and facilitate successful movement of 

students with disabilities from school programs to adult life. The goal of the council was 

for each student with a disability to achieve his or her maximum potential for inclusion 

and independence in all aspects of adult life, as triangulated in multiple sources of data.  

 Meetings of the full council were held bimonthly and were open to the general 

public, and a simple majority constituted a quorum for voting purposes. Robert’s Rules of 

Order established parliamentary rules for the group and meetings. As the council has 

grown, these more formalized procedures have been adopted. While each meeting had an 

agenda and meeting minutes were shared and voted on by the members, the agenda 

allowed for structure and fluidity of conversation, networking, sharing, and generation of 

new ideas. Annually, a “state of the council” presentation was made to highlight the 

mission and past, present, and future projects, where all members were asked to volunteer 

for at least one committee.  

 The executive committee and committee co-chairs brought issues to the full 

council for shared decision-making. Decisions were made through majority rule to the 

benefit of the group and transitioning youth served by the council. 
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Roles were clearly defined in the bylaws, along with their specific duties. The 

executive committee comprised a first, second, and third chairperson to ensure rotating 

leadership and continuity of leadership and knowledge sharing as terms expired. The 

roles of secretary and treasurer were annually elected. To promote diverse perspectives 

and shared leadership, the council had an executive committee composed of these 

officers, along with one member of the consumer community (parent or youth 

representative), one agency representative, one educator, and up to two ex officio 

members.  

The council had standing and ad hoc committees, each with co-chairs. The 

committees reported to the executive committee and full council. Each committee had 

assigned transition practices (artifacts) or administrative functions, as outlined in Table 

4.2. 

Table 4.2 

Committee Structure and Responsibilities 

Committee Responsibilities: Function Linked to Transition Practice 
(Artifact) or Administrative Duty 

Business and 
Industry 

Plan and implement the biannual Employability Expo for students 
and other business-related collaborative efforts. 

Interagency 
Collaboration 

Develop products and practices that promote collaborative 
transition planning among schools and agencies. 

Membership and 
Public Relations 

Invite representatives of diverse constituencies to actively 
participate in council activities (e.g., employers, students, 
families, agency personnel, educators, etc.). Promote awareness 
of transition issues and the council’s work and mission. 

School to Career Plan and implement the summer work experience and assessment 
program and other collaborative efforts to prepare students for 
competitive employment. 

Tracking System Coordinate implementation of the annual post-graduation follow-
up survey, analyze and disseminate survey data, and facilitate the 
data-based transition plan. 

Transition Expo Plan and implement the biannual Expo for students and families. 
Postsecondary Coordinate, implement, and annually update the Transition 
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Education  Academy, the parent/student postsecondary education presen-
tation, and the postsecondary education/curriculum/task guide. 

Administrative Committee 
Bylaws Write and update governing rules of the council. 
Fiscal Ensure the fiscal integrity of the organization, including but not 

limited to reviewing grant proposals, overseeing standing 
committee operational costs, and making recommendations to the 
executive committee regarding fiscal management decisions.  

Nominating  Present a slate of officers and non-officer executive committee 
members (one member of the consumer community, one agency 
representative, and one educator) at the November meeting.  

 
 

Code 2: Language, tools, documents, images, and symbols. The second code 

within the cluster of explicit forms of knowledge was language, tools, documents, 

images, and symbols. Federal laws—the Individuals with Disabilities Education Act and 

the Rehabilitation Act, as amended—required states to have a formal agreement or 

memorandum of understanding as a tool to facilitate cross-system coordinated transition 

services for youth. The state’s memorandum of understanding was referenced in a 

positive light, as referenced below: 

The memorandum of understanding helped to create the sense that again, by 
working together, we could better initiate and perpetuate effective transition 
practices, in statewide basis, for transitioning students to look at let’s work 
(Participant 6, interview, December 13, 2011). 

Beyond this mandated coordination, one of the council’s ongoing challenges and 

goals was to develop a common understanding of language across systems. Because each 

organization had a different set of laws, policies, and regulations and different 

administrative entities, the language differed, as described in the following two quotes: 

Many times we’re in committee meetings and we’re talking and sometimes I’ll 
say, “I’m sorry, I have no idea what you’re talking about.” And an agency staff 
will explain it to me, and we really have something similar . . . in education, but 
it’s just we call it different things in different places. And that’s something we’ve 
come to laugh about a lot as a council, because it’s like someone speaking French 
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and someone speaking Spanish and trying to put it together. So, we do a lot of 
interpreting for one another (Participant 13, interview, January 26, 2012). 

. . . trying to find common language that would be most readily understood by 
everybody involved in the transition process. It literally took years to work that all 
through (Participant 6, interview, December 13, 2011). 

 In addition to common language, the council used many tools and documents to 

facilitate shared explicit knowledge. One such document was a membership list and 

roster, which created a mechanism by which everyone was included in the exchange of 

information, communication, and shared work. Additional codified documents included 

meeting agendas, meeting minutes, and committee reports, which were used to 

consistently share knowledge. A binder of committee information was brought to all full-

council meetings, and new members were encouraged to review it and consider how they 

wanted to be engaged in the shared work. 

 Another tool or document used by the council to drive its work was the annual 

postschool follow-up survey, which was used to collect data to help the group determine 

what mattered and to guide their future work. This tool was used to collect data from 

youth one year following graduation, to determine needs of youth and potential gaps in 

transition services. The group was adapting this survey because of federal and state 

requirements for these data. Therefore, rather than duplicating efforts, a committee was 

revising the tool to ensure the council had an effective and efficient means to gather this 

important information, which drove the work of the group. 

 For the transition practices or artifacts the group worked on collectively, there 

were standardized management tools and documents such as referral processes, entrance 

requirements, data management tools, etc. However, the group was continually open to 
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modifying these tools and documents to improve their work. This respondent describes 

the survey and process of adaptation:  

I think we learned from the surveys and we adjusted our work from that. Like the 
agency expo, I think that got better every year, learning and talking about how 
each of the subsequent ones went. I think as new information came from the state 
or at the national level, that information was taken back, and we had a focus on 
applying information that we got. We'd make changes in that way (Participant 12, 
interview, January 16, 2012). 

 Images and symbols were evident in the logo of the council—a bridge—as 

discussed earlier. This logo was present on all materials representing the work of the 

group. 

In summary, the cluster of explicit forms of knowledge within the theme of 

practice (learning by doing) was revealed in the two codes described in the previous 

section: codified procedures and well-defined roles, as well as language, tools, 

documents, images, and symbols. Continuing in the exploration of the theme of practice, 

data analysis of the second cluster identified in the data—tacit forms of knowledge—

follows. 

Cluster 2: Tacit Forms of Knowledge 

 Practice (learning by doing) was also evident in the cluster of tacit forms of 

knowledge, which is practical knowledge that is implied or simply understood. Tacit 

knowledge was represented in two forms in the data: (code 1) shared work views and 

(code 2) subtle cues, untold rules, and underlying assumptions. 

Code 1: Shared work views. The tacit form of knowledge cluster was evident in 

shared work views code. The shared work views centered on the mission: to facilitate the 

successful transition of students with disabilities from school to adult life. While the 
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mission, goals, and objectives were codified in the documents describing the council and 

the bylaws, this shared vision was triangulated in the interviews and observation. The 

shared goal involved facilitating the smooth transition of youth from school to adult life, 

doing what was right for students, and focusing on what was “important for our kids.” 

The driving force of the council was the students:  

It’s kind of cool because I think we always have students in our heads and we 
always have students in mind (Participant 1, interview, January 11, 2012). 

In addition, there was a desire to identify gaps in services and do whatever was 

needed to address the challenges:  

I think that things are never easy and never happen quickly, and a lot of times 
people recognize the gap and we know that we have to do something about it. But 
sometimes it takes some time to get money or whatever is needed to fill that gap 
(Participant 16, interview, January 27, 2012). 

Their shared work views were demonstrated in the passionate attitude of the 

group, through their expression of concern to address needs of transitioning youth and 

families. They strove to figure out new ways through open dialogue, brainstorming, and 

boundary spanning. They were always asking questions about how to improve transition 

practices and administrative processes. They tackled conflict and challenges head on. The 

members were driven by listening to the stories of hardship experienced by transitioning 

youth with disabilities and their families, often due to the failed coordination of transition 

services and gaps in services. This local transition community of practice had a burning 

desire to address these hardships by achieving goals through development, 

implementation, and evaluation of transition practices (artifacts). These goals came alive 

through their transition practices, such as projects, programs, events, documents, and 

processes. The spirit of the group is described below: 
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to work on their particular project or their issue or whatever it was they were 
formed to do and people were willing to work on it because they saw it was 
something worthwhile and so they did it (Participant 10, interview, January 28, 
2012). 

The focus on the youth rather than the systems represented a paradigm shift from 

traditional transition teams, as stated below:  

This is probably the principal difference from [regional education agency]–
sponsored interagency meetings of the past. In the past, other agencies were 
consulted and invited to offer their perspectives on the work of the [regional 
education agency]. In that paradigm, the work and services provided by the 
[regional education agency] is the focus. In the current paradigm, the council’s 
focus is on transitioning youth to adult life and how each member agency can 
contribute to that effort. The focus is NOT the services of a large, single 
agency. . . . The [regional education agency] services are just another part of the 
whole fabric (Participant 14, interview, January 11, 2012). 

Code 2: Subtle cues, untold rules, and underlying assumptions. In addition to 

shared work views, subtle cues, untold rules, and underlying assumption were identified 

in the data analysis and were representative of tacit forms of knowledge cluster. Subtle 

cues, untold rules, and underlying assumptions tied closely to the mission and goals of 

the council. With the eye on the prize of facilitating the successful transition of youth 

with disabilities from school to adult life, everyone was expected to volunteer. Members 

were encouraged to participate in at least one committee, tied to their passion and 

interest. When a program or event was held to support transitioning youth and families, 

there was an expectation that all hands would be on deck to participate. In addition, it was 

assumed that when members were out in the community and in the course of their regular 

job outside of the work of the council, they would invite others who could contribute to 

the shared work of helping transitioning youth and suspend their identity.  
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Finally, there was an underlying assumption that the group would succeed, 

despite challenges, as described here: 

When we don’t have money, we still manage to make it work. It’s one of those 
things where, “We want to do this, we have to do this, how are we going to do it” 
(Participant 4, interview, January 16, 2012). 
 
In summary, the cluster of implicit forms of knowledge within the theme of 

practice (learning by doing) was revealed in the two codes described in the previous 

section: shared work views, as well as subtle cues, untold rules, and underlying 

assumptions.  

Summary of the Practice Theme 

In summary, data supporting the theme of practice was demonstrated in the two 

clusters—explicit forms of knowledge and tacit forms of knowledge—and their 

corresponding codes. The next section explores the data found within the fourth theme of 

meaning.  

Theme 4: Meaning (Learning as Experience) 

Completing the discussion of the themes related to the social theory of learning is 

this final section on the theme of meaning (learning as experience). Meaning-making is 

evident in the way of talking about individuals’ changing ability (Wenger, 1998). 

Construction of meaning through interactions was the cluster for this theme (Figure 4.9). 
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MEANING THEME: CLUSTER 
(Learning as Experience) 

(Component of Social Theory of Learning) 
DATA CODE 

 

 
The exchange of information 
Shared rewards  
Exploration of differences and differing 
aspects of a problem 
Identification of solutions beyond the 
limited vision of one person 
 

Figure 4.9. Meaning (learning as experience) cluster and codes. 
 

Code 1: Construction of meaning through the exchange of information. The 

most prevalent data were found in the construction of meaning through the exchange of 

information code. The exchange of information was a critical dimension of the work of 

the council. While information was delivered in a multitude of formats, the purposes 

centered on outreach to youth, families, and community; transition services that were 

targeting youth and families, facilitating cross-system data sharing about youth, 

professional development; and resource sharing. Details are provided in Figure 4.10. 

Construction of 
meaning through 

interactions 
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Figure 4.10. Formats and forms of the council’s exchange of information. 

•Variety of modalities (Face-to-face, conference calls, 
emails, etc.) 
•Bi-monthly meetings (Standing agenda developed by 
Exec. Committee with input from all members - 
speakers, committee reports, state updates, new items, 
networking, community table) 
•Committee meetings (Responsible for artifacts such as 
events and programs) 
•Council website is being developed (targeting youth & 
families as well as community to share information 
about the Council's work) 

Formats 

•Outreach and Public Relations Committee 
•Council marketing materials (brochures, Powerpoints, 
etc.) 
•Articles in newspapers 
•Attendance at county events to share information about 
Council 
•Council website 

Outreach to Youth, Families 
& Community 

•Brochures 
•Transition packets 
•Eventual Council website 
•Artifacts (transition practices) to provide transition 
services to youth & families (e.g. projects, programs, 
events, documents, processes, resources) 

Transition Services Targeting 
Youth & Families 

•Cross-systems assessment tool (gathering information to 
be shared across systems) 
•Streamlined agency referral processes & forms 
•Proactively addressing confidentiality issues to share 
information across systems 

Facilitating Cross-Systems 
Data Sharing about Youth 

•Knowledge of transition (complex and ever-changing) 
•Agency updates 
•Legislation and policy updates 
 

Professional Development 

•Boundary spanning through invited speakers to address 
gaps, challenges, new programs/information, and hot 
topics 
•Distribution of resources from all members 
•Sharing what members learn about transition planning to 
help others with similar experiences 

Resource Sharing 
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Clearly, there were multiple formats and forms of exchange of information among 

council members, youth and families, external stakeholders, and the community, which 

played a critical role in the continuity and sustainability of their work. 

The following quote describes one interviewee’s benefits of information 

exchange:  

Learning for us, like I said, is staff development for my professional development, 
and it was very important for me to keep up with changes in the laws or ways of 
doing things and to improve in what I knew and with what I was doing and to 
stimulate my thinking and my ideas. So it’s very important for me to learn, and I 
think it was, others had the same drive or desire to learn about things that could 
help them to provide better transition for their students (Participant 15, interview, 
January 16, 2012). 

Code 2: Construction of meaning through shared rewards. Meaning was also 

constructed through interactions involving shared rewards. The primary rewards shared 

by the council focused on the benefit to transitioning youth, as stated below: 

Well, we have finally been able to pull off the summer work experience program 
again, even though it didn’t look like we could. Or when we were able to do the 
expo or whatever, we try hard to celebrate that achievement together—to 
acknowledge it, to savor it, to realize that it was a hard win and that it benefited 
everyone, students especially (Participant 5, interview, January 7, 2012). 

The group intentionally celebrated achievements together, basking in the benefits 

of their work to all involved. They were rewarded through their work to support youth 

with disabilities to transition from school to adult life, which created ongoing momentum 

for members’ continued and ongoing engagement. When transition practices in the form 

of a program, project, or event were successfully accomplished, the group took time to 

reflect upon its work, celebrate its accomplishments, and continually learn from its 

experiences. During the full group meetings, there were often cheers and clapping to 

acknowledge the work of individuals, committees, and the full council. 
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Code 3: Construction of meaning through identification of solutions  beyond 

the limited vision of one person. Beyond the exchange of information and the shared 

rewards, meaning was constructed through interaction involving the identification of 

solutions beyond the limited vision of one person. The driving force of this identification 

of solutions was the shared mission, purpose, goals, and transition practices (artifacts). 

Through the intense and ongoing interaction of the council over time, the group was 

constantly exploring collective solutions. It continually questioned how to push the 

limits, change what was not working, improve transition practices, and create new 

strategies. There was an openness to acknowledge what was not working and explore 

solutions beyond the boundaries of the council. The group was in a continual state of 

learning and renewal, which was tied to its drive to identify solutions beyond the limited 

vision of one person.  

Code 4: Construction of meaning through exploration of differences and 

differing aspects of a problem. Finally, meaning was constructed through interactions 

involving exploration of differences and differing aspects of a problem. Through the very 

nature of the council, with its diverse group of stakeholders, many perspectives were 

shared about its work because of differing legislation, policies, priorities, administrative 

entities, and funding streams. Misunderstandings and misinformation about roles, 

responsibilities, and program parameters occurred. However, the group strove to develop 

a culture that supported candidly working through these misunderstandings to a shared 

meaning. Members valued each other’s perspectives and opinions, and therefore they 

worked through these differences to find solutions that worked for the collective. If a 

problem was presented, questions and discussion arose about what could be done to 
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rectify it, and action was taken to improve transition practices and administrative 

functions. 

Summary of the Meaning Theme 

The theme of meaning with its cluster and codes revealed that meaning was 

constructed through various forms of interaction: the exchange of information, shared 

rewards, identification of solutions beyond the limited vision of one person, and 

exploration of differences and differing aspects of a problem.  

Emergence of Additional Codes 

Beyond the four themes associated with the social theory of learning, two 

additional codes emerged from the data: (code 1) adaptation and change, as well as (code 

2) leadership and the data analysis follows. 

Emerging Code 1: Adaptation and Change 

The first additional code that emerged is adaptation and change, which was 

interwoven into the ongoing work of the council. A variety of terms were used to 

describe the group related to this code, including  flexible; learning constantly, where 

nothing stays the same; trying new things; self-assessment to improve; constant renewal; 

evolving processes; all types of things to consider—exploration of options; make things 

easier; and learn to adapt—helps values and shared culture. 

The group continually updated and revised codified procedures to adapt to its 

evolving work. Several examples included the vision statement, the bylaws, the adoption 

of Robert’s Rules of Order for meetings, the voting practices, and the methods by which 

meetings were managed. Adaptation and change is described by this interviewee: 
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We learn about little things within our dynamic that we need to change—our 
voting practices, the way we run our meetings . . . what meeting time works best 
for people, those sorts of things. It’s not just like one big thing; it’s all just really 
being open to the process that I think everyone is (Participant 3, interview, 
January 9, 2012). 

Another example of adaptation and change was related to the administrative and 

leadership challenges experienced by the group. When there were gaps in leadership 

wherein the same leaders were in place for many years, the group recognized the need for 

change and formed an executive committee and rotating leadership to ensure continuity 

of its work.  

There was a need for constant change and adaptation because of ecological or 

environmental factors related to the complexity of transition services and systems, as well 

as external influencers. Specifically, laws, regulations, policies, and funding change 

across systems were referenced by this respondent: 

It's constant[ly] renewing itself and, like I said, transition is such a hot topic that is 
always evolving (Participant 9, interview, January 24, 2012). 

The group was continually renewing its membership by spanning boundaries and 

bringing other individuals and organizations into its shared work. One example that was 

identified was the challenge to engage families in transitioning planning, so programs 

and events were held in various places, times, and formats. Youth engagement was 

another concern addressed by shifting to a “by youth for youth” approach, where other 

youth and young adults who had successfully transitioned developed programs and 

curricula to support transitioning youth. When a gap in services was identified, other 

organizations and programs were invited to share knowledge and collectively identify 

strategies to address the challenges.  
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Transition practices were always evolving through data-informed decision-

making. While many of the projects, programs, events, and tools had been sustained 

over many years, the group continually searched for ways to improve. The 

empowerment of the community enabled action and participation. As an event was 

planned, committees engaged the full membership in discussions about ways to adapt 

and improve processes. Also, if a gap was identified through postschool follow-up 

surveys, program evaluations, or council members, new transition practices (artifacts) 

were developed, implemented, and evaluated. If funds became available and there was a 

way to tie the funds to a need of youth in the county, the council collectively wrote 

grants to fund programs. This required short-term planning, as described by this 

interviewee: 

We do a lot of short-term planning because things change in terms of what the 
council is needing and wanting and the different events that are coming up and 
what have you (Participant 3, interview, January 9, 2012).  

External factors also presented challenges to the shared work of the council, 

which required adaptation and change. There could be changes in agency administration, 

membership, program mandates, and funding. Funding was a challenge for the council, 

but the group pulled together to sustain its efforts. Members continually adapted to seek 

ways to sustain efforts, as described below: 

When they are threatened, everybody kind of works really hard to find ways or 
means to keep those things going (Participant 4, interview, January 16, 2012). 

 In summary, evidence of adaptation and change was demonstrated in the data and 

was an integral part of the ongoing work of this local transition community of practice.   
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Emerging Code 2: Leadership 

In addition to adaptation and change, leadership was a second code unrelated to 

the social theory of learning that emerged from the data. Formal and informal leadership 

was distributed throughout the council and was found in the actions of members. Through 

codified procedures, the bylaws defined rotating and shared formal leadership roles. All 

formal leaders were nominated, and the full committee voted annually. First, second, and 

third chairs, allowed for rotating leadership to facilitate learning and sustainability of the 

council’s work. Leadership responsibilities were shared across each chair, which 

reflected sound succession planning practices. In addition, there were the formal 

leadership roles of secretary and treasurer, with clearly defined administrative functions. 

These leadership roles can be held by anyone that is a member of the Council. Also, as 

outlined in the bylaws, leadership was defined through co-chairs of each committee. For 

each of the many committees previously mentioned, there was a shared leadership 

requirement between co-chairs—one representing an education entity and the other 

representing an agency. 

Informally, leadership practices were woven throughout the work of the council. 

Members were empowered to invite others into their work and to identify needs of youth, 

which often drove the future work of the group. Descriptors of leadership practices 

included words such as genuine, sincere, open, sharing, visionary, encouraging, 

facilitating, and organizing. Leadership was described by one interviewee as follows: 

They are great leaders that settled problems that helped us work through problems 
that helped us get the work done. If you asked them to do something, you know 
that they were going to get it done for you and you've got to get ready for the next 
step and work together (Participant 15, interview, January 16, 2012). 
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 In summary, leadership was distributed through both formal well-defined roles, as 

well as through leadership practices demonstrated by all members in the ongoing work of 

the council. The next section addresses the strong interrelationship of themes, clusters, 

and codes found in the data.  

 Both of the emerging codes—adaptation and changes, and leadership were clearly 

represented in the data. 

Interrelationship of Themes, Clusters, and Codes 

All four themes representing the four components of the social theory of learning 

were present in the data, plus the emerging codes of adaptation/change and leadership. In 

addition, there was a strong interrelationship among the four themes and emerging codes, 

with extensive overlap across themes, clusters, and codes. Many quotes were tied to 

multiple codes. Appendix F: Interrelationship of Themes, Clusters, and Codes visually 

represents these interrelationships. The codes listed in Table 4.3 had the strongest 

interrelationships—a relationship with at least 15 of the 21 codes.  

Table 4.3 

Codes with Interrelationships with at Least 15 Other Codes 

Theme Code 
Community Working collectively 

Communication 
Production of artifacts  
Construction of an image of the council and the community 
Construction of the world to reflect on situations and explore 
possibilities 
Alignment of local efforts with other processes so they are 
effective beyond council engagement 

Identity Connectedness 
Expansiveness 
Empowerment 
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Theme Code 
Practice Language, tools, documents, images, and symbols 

Shared work views 
Meaning The exchange of information 
Emerging Adaptation and change 
 

Within the theme of community and identity, all codes were highly represented 

across data codes, demonstrating this intertwining relationship. For the theme of 

meaning, all codes except one (shared rewards) were strongly evident. This held true for 

the theme of practice, where all codes were interrelated with the exception of one 

(identification of solutions beyond the limited vision of one person).  

Summary 

The data analysis showed the prevalence of the four components of the social 

theory of learning in this secondary transition community of practice, and these 

components acted as mechanisms for interagency collaboration. Further, the 

interrelationship among the components or themes represented the tensions referenced in 

the theoretical dynamics of the social theory of learning. Finally, additional codes 

emerged, including adaptation/change and leadership. Chapter 5 discusses these results in 

the context of the literature and theory reviewed in chapter 2.  
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CHAPTER 5: 

CONCLUSIONS AND RECOMMENDATIONS 

The case, a local transition community of practice within in the Mid-Atlantic 

region of the United States, here called the Local County Transition Coordinating 

Council, was selected because of its national reputation for exemplary transition 

practices. This case is unique in that, through learning, the council replicates, creates, and 

modifies transition practices to positively impact the postschool outcomes of youth with 

disabilities. While many local transition “teams” exist to promote collaboration, in reality 

many only share information and do not focus on collective learning and the creation and 

replication of transition practices.  

This chapter begins by reviewing the purpose and significance of the study. Next 

an overview of findings based on the study’s conceptual framework is presented. The 

chapter then summarizes the results and discusses the findings. The limitations of the 

study are presented, acknowledging the delimiting parameters of the research as a caution 

in the interpretation of results. Results reflect one local transition community of practice 

approach to social learning and cannot be generalized without further research. The final 

section includes the researchers’ recommendations for future research, practice, and 

theory, as well as final reflections. 

Purpose and Significance of Study 

The purpose of this study was to examine how interagency collaboration occurs 

within one local transition community of practice using Wenger’s (1998) social theory of 

learning. This addressed the research question: How do the four components of Wenger’s 
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(1998) social theory of learning (practice, meaning, identity, and community) act as the 

mechanisms for interagency collaboration in one local transition community of practice?  

Collaboration and systems coordination are essential among educators, schools, 

agencies, and communities and are important to overall education reform (Kochhar-

Bryant, 2008). A social theory of learning within communities of practice shows promise 

as a context through which interagency collaboration can occur to address the complex 

issues requiring public-private-constituent partnerships (Wenger et al., 2002). By 

studying one case of a local transition community of practice, knowledge can be garnered 

regarding one context in which interagency collaboration can occur and can be used to 

foster model program replication in the future. 

Unpacking the Conceptual Framework: 

Setting the Stage for Interpretation of Results  

As shown in the study’s conceptual framework (Figure 5.1), the study informs the 

understanding of the dynamics of the four components of the social theory of learning 

within one local transition community of practice, as well as the factors influencing 

interagency collaboration identified in the literature review.  

 



146 

 
Figure 5.1. The study’s conceptual framework, with its two constructs of interagency 
collaboration and the dynamics of social learning. 
 
 To set the stage for the interpretation of the results, the conceptual framework is 

unpacked to explore how the four components of the social theory of learning act as 

mechanisms for interagency collaboration factors within the domain of secondary transi-

tion (Table 5.1). The summary of results section digs deeper into the interrelationship of 

clusters and codes to identify specific details regarding mechanisms contained within the 

social theory of learning and their influence on interagency collaboration factors. 
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Table 5.1 

Summary of Results: Unpacking the Conceptual Framework 

Social Theory of 
Learning Theme or 
Component/Cluster 

 
 
 

Data inform 
interrelationship 

to answer the 
research 
question:  

How do the four 
components of 
social theory of 
learning act as 
mechanisms for 

interagency 
collaboration? 

Interagency Collaboration Factor 
Theme/Code 

Community (Learning as 
Belonging) 

Ecological or environmental factors 
(reflective of Bronfenbrenner’s Model) 

• Engagement 
• Imagination 
• Alignment 

• Complexity of transition system of agencies 
• Agency cultural differences 
• Change processes 

Identity (Learning as 
Becoming) Participation and engagement 

• Qualities that constitute 
social identity  

• Identification 
• Interpersonal relationships 
• Agency relationships 
• Agency commitment 
• Interagency leadership 

Practice (Learning by 
Doing) 
• Explicit forms of 

knowledge 
• Tacit forms of 

knowledge 
Vision and action 

Meaning (Learning as 
Experience) 

• Interagency vision and goals 
• Interagency planning 

• Construction of meaning 
through interactions 

Resource allocation 
• Resource allocation 

 

Processes and structures 
• Interagency processes and structures 
• Interagency agreements 
Knowledge and learning 
• Interagency information sharing and data 

management 
• Information sharing and communication 
• Learning 

 
 
Table 5.1 provides a visual representation of the themes, clusters of the social 

theory of learning and the themes and codes of interagency collaboration factors, which 

are embedded in the conceptual framework. The interpretation of results describes how 

the data found in this study informs the interrelationship between the four components of 

social theory of learning acting as mechanisms for interagency collaboration factors, to 

answer the research question.  
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The research question specifically asked about the interrelationship between the 

social theory of learning and the interagency collaboration factors. Table 5.2 provides the 

first glimpse of this high level of interrelatedness.  

 
Table 5.2 
 
Interrelationships Between Components or Themes/Clusters of the Social Theory of Learning and 
Themes of Interagency Collaboration Factors 

 

Social Theory of Learning 
Theme or Component/Cluster 

 
Interagency Collaboration Factor Theme 

Community (Learning as 
Belonging) 

 
All six interagency collaboration factor themes 

Engagement • Ecological or environmental factors  
• Participation and engagement 
• Vision and action 
• Resource allocation 
• Processes and structures 
• Knowledge and learning 

Imagination • Ecological or environmental factors 
• Vision and action 
• Resource allocation 
• Processes and structures 
• Knowledge and learning 

Alignment • Participation and engagement 
• Vision and action 
• Knowledge and learning 

Identity (Learning as 
Becoming) 

Five of six interagency collaboration factor themes  

Qualities that constitute social 
identity  

• Ecological or environmental factors 
• Participation and engagement 
• Vision and action 

Identification • Vision and action 
• Participation and engagement 
• Knowledge and learning 
• Processes and structures 

Practice (Learning by  
Doing) 

Five of six interagency collaboration factor themes  

Explicit forms of knowledge • Processes and structures 
• Vision and action 
• Knowledge and learning 
• Participation and engagement 

Tacit forms of knowledge • Vision and action 
• Processes and structures 
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Social Theory of Learning 
Theme or Component/Cluster 

 
Interagency Collaboration Factor Theme 
• Participation and engagement 
• Ecological or environmental factors 

Meaning (Learning as 
Experience) 

Four of six factor interagency collaboration themes  

Construction of meaning 
through interactions 

• Vision and action 
• Processes and structures 
• Participation and engagement 
• Ecological or environmental factors 

 
Briefly, community (learning as belonging) acted as a mechanism for all 

interagency collaboration factor themes identified in the conceptual framework. Of 

interest is that both identity (learning as becoming) and practice (learning by doing) acted 

as mechanisms for five of the six themes of interagency collaboration, with the exception 

of resource allocation. Meaning (learning as experience), which was represented in the 

data to a lesser degree, had a relationship with four of the six factors of interagency 

collaboration, excluding resource allocation, as well as knowledge and learning. Despite 

the finding regarding fragmented fiscal support of interagency efforts and lack of 

incentives (Johnson et al., 1982), the topic of resource allocation did not seem to be a 

significant barrier to this local transition community of practice.  

The next section delves into greater detail on the four components of the social 

theory of learning as mechanisms for interagency collaboration.  

Summary of Results: The Components of the Social Theory of Learning 

as Mechanisms for Interagency Collaboration 

As an introduction, communities of practice are social “containers” or vehicles 

encompassing the basic building blocks of the competence that makes up a social 

learning system (Wenger, 2000). Wenger (1998) described each component as follows: 
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Community: a way of talking about the social configurations in which our 
enterprises are defined as worth pursuing and our participation is recognizable as 
competence. . . .  
Identity: a way of talking about how learning changes who we are and creates 
personal histories of becoming in the context of our communities.  
Practice: a way of talking about the shared historical and social resources, 
frameworks, and perspectives that can sustain mutual engagement in action. . . . 
Meaning: a way of talking about our (changing) ability—individually and 
collectively. . . . (p. 5) 

Therefore, it is helpful to frame the understanding of the four components of the 

social theory of learning within this context—community (learning as belonging), 

identity (learning as becoming), practice (learning by doing), and meaning (learning as 

experience). Tying together the two constructs—the social theory of learning and 

interagency collaboration—literature is used to summarize the results found in this study. 

For each of the sections that follow, the flow is described in Figure 5.2. 

 

 

Figure 5.2. Organization and flow of the summary of results section. 
 
 

After each component or theme of the social theory of learning is introduced, a 

visual representation of the clusters is presented. The social theory of learning codes 

unpack the clusters, at which time a figure of the clusters and connected interagency 

collaboration factor themes found in the data is shared. Within the narrative describing 
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Summary 
of 

component 
of social 
theory of 
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these interrelationships, the themes of interagency collaboration are unpacked to reveal 

connected codes, also with a visual representation. Additional cycles to unpack the 

clusters are presented.  At the end of each theme, a summary of the mechanism of social 

theory of learning is provided, presented in a table referencing the connected interagency 

collaboration factor themes and codes. The next section provides a summary of the first 

component or theme of social theory of learning—community, which was the most 

prevalent theme identified in the data. This is followed by sections on identity, practice, 

and meaning.  

Community (Learning as Belonging)  

Wenger (2000) identified three levels of belonging, which is referred to as 

community in the social theory of learning. Knowing is an act of belonging. Modes of 

belonging vary depending upon the levels of interaction and participation by 

stakeholders. The three clusters within this theme, associated with the social theory of 

learning, were engagement, imagination, and alignment (Wenger, 2000) (Figure 5.3). 

 
COMMUNITY THEME: CLUSTERS 

(Learning as Belonging) 
(Component of Social Theory of Learning) 

 

Figure 5.3. Community clusters: Summary of results. 

Alignment 

Engagement 
Imagination 
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The following is a summary of these clusters and codes, and a discussion of 

interagency collaboration factor themes unveiled in the data, as pictured in Figure 5.4.  

  
Connected 

Interagency 
Collaboration 
Factor Theme 

COMMUNITY THEME: ENGAGEMENT CLUSTER CODES 
(Component of Social Theory of Learning) 

Connected 
Interagency 

Collaboration 
Factor Theme 

 

 

 
Participation and 
engagement 

Participation and 
engagement 

 Vision and 
action 
Processes and 
structures 
Knowledge and 
learning 
Ecological or 
environmental 
factors 

 
Vision and 
action 
Knowledge and 
learning 
Processes and 
structures 

Knowledge and 
learning 

Ecological or 
environmental 
factors 

Participation and 
engagement 

Figure 5.4. Mechanisms of community: Engagement and connected interagency 
collaboration factor themes.  
 
 

The engagement cluster. The engagement cluster was the most prevalent cluster 

within the theme of community (learning as belonging) and had four codes: (code 1) 

working collectively, (code 2) production of artifacts, (code 3) communication, and (code 

4) the beginning of members’ engagement. 

The beginning of 
members' engagement 

Working 
collectively 

Communication 

Production of 
artifacts (e.g. 

projects, 
programs, 

events, 
documents, 
processes) 
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1. Working collectively. Engagement was demonstrated by working collectively. 

This code acted as a mechanism for practically all of the interagency collaboration factor 

themes, including participation and engagement, vision and action, processes and 

structures, knowledge and learning, and ecological and environmental factors, as 

depicted in Figure 5.5. 
 

 Interagency Collaboration 
Factor Theme 

Interagency Collaboration 
Factor Code 

Participation and engagement • Agency commitment 
Vision and action • Interagency vision and 

goals 
Processes and structures • Interagency processes and 

structures 
Knowledge and learning • Interagency information 

sharing and data 
management 

Ecological or environmental 
factors 

• Change processes 

Figure 5.5. Relation between the working collectively code and the interagency 
collaboration factor themes and codes. 
 
 

Agency commitment (participation and engagement), was found in the data in 

how the group shared ownership, leadership, and decision making. While there was 

longstanding commitment, there was also an openness to invite others into the work of 

this community of practice. This is linked to the interagency literature, which highlights 

the importance of commitment from all participating agencies and remaining focused on 

the vision (Johnson et al., 2003; Kochhar-Bryant, 2008). Also, the council’s work was 

driven by its mission or shared interest in transitioning youth as well as a true sense of 

caring for students (Hasazi et al., 1999).  

As the council’s work centered on transition practices or artifacts to help youth 

with disabilities transition from school to adult life, there was a connection with the 

Community: 
Engagement 
—Working 
collectively 
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interagency collaboration theme of interagency vision and goals (vision and action). 

Researchers have found these factors to be significant elements of interagency 

collaboration. This was shown repeatedly in the data through a shared or common vision 

(Johnson et al., 2003; Melaville & Blank, 1991), as well as commitment from all 

participating agencies to stay focused on the vision (Melaville & Blank, 1991), which is 

also an important factor of interagency collaboration. Coupled with this vision and action, 

the data highlighted how codified procedures or the bylaws played an instrumental role in 

structuring the group to accomplish goals through shared work. Codified procedures tied 

to interagency processes and structures (processes and structures), where members share 

a stake in processes and outcomes and develop roles and policies that encourage and 

support adaptability (Mattessich & Monsey, 1992).  

The council’s work was transparent, whereby there were ongoing opportunities 

for individual members to share what they have developed with others and welcome 

others’ revisions and use—rather than starting from scratch or reinventing the wheel. 

Within the interagency collaboration literature, interagency information and data 

management (knowledge and learning), is significantly demonstrated through this type of 

dissemination of information to a broad audience (Noonan et al., 2008).  

The community of practice was in a continual state of renewal and adapted 

transition practices and processes, based upon the data. Therefore, the group was 

continually evaluating its work through open dialogue, feedback, evaluation data, and 

formal analyses. This is also demonstrated in the interagency collaboration research 

within the interagency information sharing and data management (knowledge and 

learning). The literature emphasizes the importance of methods for program monitoring 
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and evaluation and the compilation of youth data from multiple sources (Johnson et al., 

1982), as well as follow-up after transition (Noonan et al., 2008), to facilitate interagency 

collaboration.  

Change processes (ecological or environmental factors) of collaboration were 

also prevalent in the data. Change processes were institutionalized in the way the council 

did its work (Melaville & Blank, 1991). Also, change could start small in everyday 

practices and emerge from any part of the group’s shared work, as demonstrated in the 

data describing how the group identified ideas and potential changes in transition 

practices or administrative functions from any level—external stakeholders, members of 

the council, committees, or the full group (Kochhar-Bryant, 2008).  

The next section considers the second code within the theme of community and 

the cluster of engagement: the production of artifacts. 

2. Production of artifacts. The mechanism of the social theory of learning 

represented in the code of production of artifacts, within the cluster of engagement and 

the theme of community, was connected with several codes within the interagency 

themes of vision and action, knowledge and learning, processes and structures, and 

ecological and environmental factors, as depicted in Figure 5.6.  
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Figure 5.6. Relation between the production of artifacts code and the interagency 
collaboration factor themes and codes. 
 
 

Artifacts or transition practices were the core work of the group and were 

described in terms of projects, programs, events, documents, and processes, as outlined in 

chapter 4. These transition practices were driven by the mission of this local transition 

community of practice. From an interagency collaboration perspective, this ties to 

interagency vision and goals (vision and action). This which was demonstrated in the 

council’s purpose focused on concrete, attainable goals and objectives, a shared vision, 

and a unique purpose (Mattessich & Monsey, 1992; Melaville & Blank, 1991). To 

accomplish its work, the community was continually engaged in open and frequent 

information exchange and formal communication among the members and with external 

stakeholders—practices that are also supported in the interagency collaboration literature 

(Mattessich & Monsey, 1992). In addition, through the work of the committees where 

members worked as teams to plan, implement, and evaluate transition practices, there 

was interagency planning (processes and structures), wherein the group engaged in 

 Interagency Collaboration 
Factor Theme 

Interagency Collaboration 
Factor Code 

Vision and action • Interagency vision and goals 
• Interagency planning 

Knowledge and learning 
• Interagency information 

sharing and data 
management 

Processes and structures 
• Interagency processes and 

structures 
• Interagency agreements 

Ecological or environmental 
factors • Change processes 

Community: 
Engagement

—
Production 
of artifacts 
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serious preplanning (Johnson et al., 2003), coupled with ongoing interagency planning 

meetings (Hasazi et al., 1999).  

 These transition practices were identified and adapted through the use of data 

collection and analysis regarding the unmet needs of transitioning young people. As 

demonstrated in interagency information sharing and data management (knowledge and 

learning) literature emphasizes the benefits of tools such as the council’s postschool 

follow-up survey as a method for program evaluation and monitoring and the compilation 

of youth data from multiple sources (Johnson et al., 1982), as well as the importance of 

follow-up after transition (Noonan et al., 2008).  

Also, these data were compiled, shared, and interpreted by the full council 

annually and were part of its documents and tools or explicit forms of knowledge. Thus, 

interagency processes and structures (processes and structures), allowed members to 

share a stake in the outcomes that support adaptability (Mattessich & Monsey, 1992). 

These interventions, using the data, achieved changes in relationships, processes, and 

services, and the group revised processes associated with the implementation of transition 

practices or created new priorities or goals to meet unmet needs of youth (Kochhar-

Bryant, 2008). The sources of funding and the administrative entity for each transition 

practice varied, since the group was not a nonprofit entity. Therefore, the use of 

interagency agreements (processes and structures) or written agreements articulating 

policies and procedures was beneficial (Hasazi et al., 1999).  

 If a need was identified from the multiple sources of data, the group spanned 

boundaries to identify other program models to replicate, customizing the design and 

implementation strategies to meet the unique needs of youth in the county. Rather than 
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having fragmented efforts across multiple school districts and agencies, efforts were 

unified in their shared work through transition practices. Relevant to the change 

processes (ecological and environmental factors) of interagency collaboration, this 

unified effort countered the fragmentation and duplication of services often found as a 

barrier to effective services (Sitlington et al., 2000). The change processes (ecological or 

environmental factors) woven into the fabric of the group’s work through boundary 

spanning existed to benefit their shared work, wherein there was engagement of all 

stakeholders (Kochhar-Bryant, 2008).  

Continuing in the exploration of the engagement cluster, the next code examined 

is communication. 

3. Communication. The mechanism of the social theory of learning represented in 

the communication code, within the community theme and engagement cluster, was 

connected with two codes within the interagency themes of knowledge and learning and 

participation and learning (Figure 5.7).  

 

 
Figure 5.7. Relation between the communication code and the interagency collaboration 
factor themes and codes. 
 
 

 
Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 

Knowledge and learning • Information sharing and 
communication 

Participation and engagement • Interpersonal 
relationships 

 
Community: 

Engagement—
Communication 



159 

Communication was ongoing and frequent, through a broad spectrum of informal 

and formal modalities, as described in Figure 4.4. There were ongoing opportunities for 

communication, as well as flexibility and adaptability in scheduling. This clearly aligns 

with the interagency collaboration research demonstrating the importance of information 

sharing and communication (knowledge and learning). Researchers identified 

communication as an important factor to promote interagency collaboration (Johnson et 

al., 2003). Mattessich and Monsey (1992) also recognized the critical nature of open and 

frequent informal and formal communication among members and with external 

stakeholders. Regular meetings and flexible scheduling to share information were also 

identified as significant factors to promote interagency collaboration (Noonan et al., 

2008). All of these types of communication and information sharing are part of the fabric 

of the group’s ongoing work. 

Finally, because of the relationships among the members, they felt comfortable 

picking up the phone to resolve issues. Data unveiled the deep connections and 

professional and personal relationships among the members, founded on trust and 

respect. This is points to the interagency collaborate factor regarding the specific role of 

interpersonal relationships (participation and engagement) (Noonan et al., 2008).  

The next section moves to the final code within the engagement cluster. 

4. The beginning of members’ engagement. This code was connected with three 

codes within the interagency theme of participation and engagement, as depicted in 

Figure 5.8 and described below.  
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Interagency Collaboration 
Factor Theme 

Interagency Collaboration 
Factor Code 

Participation and 
engagement 

• Interagency commitment 
• Interpersonal relationships 
• Interagency leadership  

Figure 5.8. Relation between the beginning of members’ engagement code and the 
interagency collaboration factor themes and codes. 
 
 

The beginning of members’ engagement was reflected in the data in several ways, 

including the great value and benefit of engagement expressed by interviewees. Also, 

members expressed the capacity to do a better job and work smarter through their 

collective work with the council. Therefore, members had a high level of commitment to 

their shared work. The value of engagement ties to interagency commitment 

(participation and engagement) to the process and their shared work, as well as the desire 

to promote effectiveness and sustainability (Kochhar-Bryant, 2008). 

In addition, the data indicated strong support of members’ engagement by their 

supervisors or organizations, which is aligned with interagency commitment and 

interagency leadership (participation and engagement). Agency commitment was 

demonstrated by the commitment from all participating agencies to stay focused on the 

vision (Johnson et al., 2003). There was a strong belief in the necessity and power of 

collaborating (Hasazi et al., 1999). 

Because of the expansiveness of this local transition community of practice, 

coupled with its positive reputation throughout the community, individuals and 

organizations were drawn to become engaged in its work. It was through connectedness 

Community: 
Engagement

—The 
beginning of 

members’ 
engagement 
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or personal and professional relationships that others got invited in the shared work of the 

group. This also demonstrates the presence of interpersonal relationships(participation 

and engagement), including the ability to build relationships (Noonan et al., 2008) as well 

as mutual respect, understanding, and trust (Mattessich & Monsey, 1992). These are 

critical factors in interagency collaboration. 

The interagency themes and codes connected with the engagement cluster are 

summarized at the end of the community theme section. The discussion now turns to the 

next cluster in the community theme. 

The imagination cluster. Imagination involves how members construct an image 

of themselves, the community, and the world to reflect on situations and explore 

possibilities (Wenger, 2000). The cluster of imagination within the theme of community 

included two codes: (code 1) construction of an image of the council and the community 

and (code 2) construction of the world to reflect on situations and possibilities. A visual 

representation is presented in Figure 5.9. 
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Connected 
Interagency 

Collaboration Factor 

COMMUNITY THEME: IMAGINATION 
CLUSTER CODES 

(Component of Social Theory of Learning) 

Connected 
Interagency 

Collaboration Factor 

 

 

 
Ecological or 
environmental factors 

Participation and 
engagement 

Processes and 
structures 

Vision and action Knowledge and 
learning 

Ecological or 
environmental factors 

Vision and action 

Knowledge and 
learning 

Resource allocation 

Figure 5.9. Mechanisms of community: Imagination and connected interagency 
collaboration factor themes.  
 
 
The most prevalent code was construction of an image of the council and the community. 

1. Construction of an image of the council and the community. The 

mechanism of the social theory of learning represented in the code of construction of an 

image of the council and the community was connected with several codes within the 

interagency theme of vision and action as well as knowledge and learning, as depicted in 

Figure 5.10.  

  

Construction 
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Figure 5.10. Relation between the construction of an image of the council and the 
community code and the interagency collaboration factor themes and codes.  
 

The council’s logo was a bridge, which consistently connected to the group’s 

mission to plan and facilitate successful movement of students with disabilities from 

school to adult life. Based on the interagency collaboration literature, the council had 

clear interagency vision and goals (vision and action) through this shared or common 

vision (Johnson et al., 2003; Melaville & Blank, 1991) and commitment from all 

participating agencies to stay focused on this vision (Johnson et al., 2003). Also, the 

community was engaged through ongoing communication with members and with 

external stakeholders, as others were continually invited and welcomed into the work of 

the council (Mattessich & Monsey, 1992).  

The data also demonstrated that the bridge or image of the council was a vehicle 

to carry out its mission by enriching understanding of other systems and the members’ 

professional development. Every bimonthly meeting, speakers were invited to share 

knowledge with the whole group to address issues in system fragmentation or gaps in 

services. This helped the group overcome ecological or environmental factors, as seen in 

the complexity of the transition system of agencies, which is often a barrier to 

interagency collaboration (Johnson et al., 1982). This finding connected to learning 

 Interagency Collaboration 
Factor Theme 

Interagency Collaboration 
Factor Code 

Vision and action 
• Interagency vision and 

goals 

Knowledge and learning 
• Learning 

Community: 
Imagination— 
Construction of 
an image of the 
council and the 

community 
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(knowledge and learning), which occurs through cross-agency and collaborative training 

opportunities (Hasazi et al., 1999; Johnson et al., 1982; Noonan et al., 2008).  

The next section moves to the second code within the imagination cluster of the 

communication theme.  

2. Construction of the world to reflect on situations and explore possibilities. 

The code of construction of the world to reflect on situations and explore possibilities 

was connected with five of the six interagency collaboration factor themes—ecological 

or environmental factors, vision and action, resource allocation, processes and 

structures, and knowledge and learning (Figure 5.11). 

Figure 5.11. Relation between the construction of the world to reflect on situations and 
explore possibilities code and the interagency collaboration factor themes and codes. 
 
 

The group constructed the world to reflect on situations and explore possibilities 

by addressing head on external environmental factors such as changes in legislation, 

policies, administrative or agency priorities, or funding challenges across multiple 

organizations. These ecological or environmental factors (in this case, the complexity of 

the transition system) are often barriers to many teams (Johnson et al., 1982; Sitlington et 
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Factor Theme 

Interagency Collaboration 
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Ecological or environmental 
factors • Change processes 

Vision and action • Interagency vision and 
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Resource allocation • Resource allocation 

Processes and structures • Interagency processes and 
structures 

Knowledge and learning 

• Interagency information 
sharing and data 
management 

• Information sharing and 
communication 
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the world to 

reflect on 
situations and 

possibilities 
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al., 2000). However, through change processes (ecological or environmental factors), 

interventions were undertaken by the council to achieve changes in relationships, 

processes, services, institutions, or systems, resulting in a facilitation of successful 

interagency collaboration (Kochhar-Bryant, 2008). This was evident in the data because 

of the evolving nature of the council’s ongoing work, as shown in changes in transition 

practices or administrative processes. 

Adding fuel to its work, the council was welcoming by nature, spanned 

boundaries, and continually invited others into its shared work. This tied closely with its 

interagency vision and goals (vision and action), which drove the members to focus on 

community through ongoing communication with members and external stakeholders to 

invite others into their work (Mattessich & Monsey, 1992).  

In addition, the challenge of resource allocation was addressed through joint 

funding by education and service agencies (Hasazi et al., 1999), which overcame the 

fragmented fiscal support of interagency efforts (Johnson et al., 1982). Even though the 

local community of practice was not a legal entity and experienced challenges in funding 

priorities and goals, it had a strong belief in its ability to overcome challenges and 

identify strategies to obtain funding. Resource allocation did not stand in the way of the 

work of the group.  

The council was able to construct the world and reflect on possibilities through 

the formal design or processes codified in its work. These formal processes and structures 

included the bylaws, committee structure, formal roles, and transition practices, provided 

the vehicle for interagency processes and structures (processes and structures) 

(Mattessich & Monsey, 1992). While these formal arrangements existed, interventions 
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were sought to adapt or change processes and services to meet the needs of transitioning 

youth—which is also supported as an important factor of interagency collaboration 

(Kochhar-Bryant, 2008).  

The council’s world was constructed through a process of ongoing learning and 

knowledge, which was shared among various agencies and external stakeholders to 

develop a shared understanding of how to navigate the complex maze of transition 

systems and services. Interagency information sharing and data management (knowledge 

and learning) was facilitated through the ongoing dissemination of information to a broad 

audience (Noonan et al., 2008), as multiple forms and purposes for exchange of 

information were prevalent in the data. Transparent formal and information 

communication was also central to the council’s work. As supported in the research, 

significant to interagency collaboration were information sharing and communication 

(knowledge and learning) or ongoing communication among agencies (Johnson et al., 

2003) and engagement of the community (Mattessich & Monsey, 1982).  

The interagency themes and codes connected with the imagination cluster are 

summarized at the end of the community theme section. The discussion now turns to the 

final cluster in the community theme. 

The alignment cluster. Alignment involves making the community’s local 

efforts parallel with other processes so they are effective beyond an individual’s own 

engagement. It is beneficial to understand these modes of belonging, as they may coexist 

and one may dominate given different social structures (Wenger, 2000). The cluster of 

alignment within the theme of community had one code—alignment of local efforts with 

other processes so they are effective beyond council engagement (Figure 5.12). 
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 COMMUNITY: ALIGNMENT CLUSTER 
CODE 

(Component of Social Theory of Learning) 

Connected Interagency 
Collaboration Factor 

 

 
 

 
Participation and 
engagement 
Vision and action 
Knowledge and learning  
 

Figure 5.12. Mechanisms of community: Alignment and connected interagency 
collaboration factor themes.  
 
 

1. Alignment of local efforts with other processes so they are effective beyond 

council engagement. This code was connected with four of the six interagency 

collaboration factor themes—participation and engagement, vision and action, processes 

and structures, and knowledge and learning, as depicted in Figure 5.13. 

 
 Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 
Participation and 
engagement • Agency commitment 

Vision and action • Interagency vision and 
goals 

Processes and structures • Interagency processes 
and structures 

Knowledge and learning 
• Interagency information 

sharing and data 
management 

Figure 5.13. Relation between the alignment of local efforts with other processes so they 
are effective beyond council engagement code and the interagency collaboration factor 
themes and codes. 
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Local efforts were aligned with other processes so they were effective beyond 

individuals’ and organizations’ engagement, and this alignment was driven by the shared 

desire to address the needs of transitioning youth by overcoming barriers and filling in 

gaps in the complex service delivery system. Through this level of agency commitment 

(participation and engagement), there was a commitment to the process to promote 

effectiveness and sustainability (Kochhar-Bryant, 2008), coupled with a deep sense of 

caring for students and families (Hasazi et al., 1999).  

Driving the work was the council’s shared mission. Therefore, through its vision 

and action, there was agency commitment to stay focused on the vision or interagency 

vision and goals (vision and actions) (Johnson et al., 2003).  

Through this alignment, the group increased its capacity to assist youth through 

the production of transition practices or artifacts through the committee structure of the 

council.  Thus, interagency processes and structures (processes and structures) are 

reflected in this combined effort through the changes in processes and services (Kochhar-

Bryant, 2008) and through members sharing a stake in the outcomes (Mattessich & 

Monsey, 1992).   

Finally, this engagement was perpetuated by knowledge and learning because of 

the group’s thirst for knowledge—seeking others who had a shared interest, garnering 

information, and learning how to do things more efficiently. Interagency collaboration 

flourishes through the ongoing opportunities for interagency information sharing and 

data management (knowledge and learning) (Noonan et al., 2008), communication 

among agencies (Johnson et al., 2003), and community—open and frequent 
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communication among members and with external stakeholders (Mattessich & Monsey, 

1992).  

The interagency themes and codes connected with the alignment cluster are 

summarized at the end of the community theme section, which follows.  

Summary of the community theme. Table 5.3 summarizes the relationship 

found between the mechanism of community in the social theory of learning and 

interagency collaboration factors. 

 

Table 5.3 

Mechanism of Community and Connected Interagency Collaboration Factor Themes and Codes 

Theme/Code Interagency Collaboration  
Factor Theme 

Interagency Collaboration  
Factor Code 

Engagement 
Working 
collectively 

Participation and engagement • Agency commitment 
Vision and action • Interagency vision and goals 
Processes and structures • Interagency processes and structures 
Knowledge and learning • Interagency information sharing and 

data management 
Ecological or environmental factors • Change processes 

 

Production of 
artifacts 

Vision and action • Interagency vision and goals 
• Interagency planning 

Knowledge and learning • Interagency information sharing and 
data management 

Processes and structures • Interagency processes and structures 
• Interagency agreements 

Ecological or environmental factors • Change processes 
 

Communication Knowledge and learning • Information sharing and 
communication 

Participation and engagement • Interpersonal relationships 
 

The beginning 
of members’ 
engagement 

Participation and engagement • Interpersonal relationships 
• Interagency commitment 
• Interagency leadership 
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Theme/Code Interagency Collaboration  
Factor Theme 

Interagency Collaboration  
Factor Code 

Imagination 
Construction of 
an image of the 
council and the 
community 

Vision and action • Interagency vision and goals 
Knowledge and learning • Learning 

 

Construction of 
the world to 
reflect on 
situations and 
explore 
possibilities 

Ecological or environmental factors • Change processes 
Vision and action • Interagency vision and goals 
Resource allocation • Resource allocation 
Processes and structures • Interagency processes and structures 
Knowledge and learning • Interagency information sharing and 

data management 
• Information sharing and 

communication 
Alignment 
Alignment of 
local efforts 
with other 
processes so 
they are 
effective 
beyond council 
engagement 

Participation and engagement • Agency commitment 
Vision and action • Interagency vision and goals 
Processes and structures • Interagency processes and structures 
Knowledge and learning • Interagency information sharing and 

data management 

 

 The following section presents a summary of results for the second theme or 

component of the social theory of learning—identity.  

Identity (Learning as Becoming) 

Identities are essential structuring elements of how we know (Wenger, 2000). 

“Knowing, learning, and sharing knowledge are not abstract things we do for their own 

sake. They are part of belonging” (Eckert, 1989, as cited in Wenger, 2000, p. 238). The 

two clusters within identity were (cluster 1) qualities that constitute social identify and 

(cluster 2) identification (Figure 5.14). 
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IDENTITY: CLUSTERS 
(Learning as Belonging) 

(Component of Social Theory of Learning) 

 

 
Figure 5.14. Identity (learning as becoming) clusters: Summary of results. 

 
 
The cluster of qualities that constitute social identity. A community’s progress 

can be described by several qualities that constitute social identity, including (code 1) 

connectedness (enduring social relationships with deep connections), (code 2) 

expansiveness (breadth of identity across multiple boundaries), and (code 3) 

empowerment (enabling action and participation) (Wenger, 2000). Therefore, social 

identity was described using these codes. A visual representation of this cluster and codes 

follows, in Figure 5.15. 
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Figure 5.15. Mechanisms of identity: Qualities that constitute social identity and 
connected interagency collaboration factor themes. 
 
 

1. Expansiveness. As the most dominant mechanism of the social theory of 

learning represented in the social identity cluster, expansiveness was connected with 

codes within the interagency themes of ecological or environmental factors and vision 

and action, as depicted in Figure 5.16.  
 
 Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 

Ecological or environmental 
factors • Change processes 

Vision and action • Interagency vision and 
goals 

Figure 5.16. Relation between the expansiveness code and the interagency collaboration 
factor themes and codes. 
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Expansiveness is described as breadth of identity across multiple boundaries. 

Addressing the potential external and internal barriers to collaboration, there was a 

commitment to change processes (ecological or environmental factors) to engage all 

stakeholders affected by the process, as seen in the council’s continual spanning of 

boundaries to engage external stakeholders to create interventions to achieve changes in 

processes and services (Kochhar-Bryant, 2008). Also, interagency vision and goals 

(vision and action) were facilitated through open and frequent informal and formal 

communication among members and with external stakeholders, as supported in the data 

(Mattessich & Monsey, 1992). This occurred as the council members connected to state 

and national organizations and engaged in the work of the state’s transition community of 

practice state leadership team, annual conference, and year-round efforts. 

The next section moves to the second code within this cluster, connectedness.  

2. Connectedness. The mechanism of the social theory of learning represented in 

the connectedness code within the identity theme and social identity cluster was 

connected with three codes within the interagency factor themes of participation and 

engagement and vision and action, as depicted in Figure 5.17.  
 

 Interagency Collaboration 
Factor Theme 

Interagency Collaboration 
Factor Code 

Participation and 
engagement 

• Interpersonal relationships 
• Interagency commitment 

Vision and action • Interagency vision and 
goals 

Figure 5.17. Relation between the connectedness code and the interagency collaboration 
factor themes and codes. 
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There was a high level of interaction among council members, both structured and 

unstructured. Many interviewees spoke of the ongoing opportunities to develop both 

professional and personal relationships with others. This connectedness was evident in 

interpersonal relationships of members (participation and engagement) (Noonan et al., 

2008). There was a high level of mutual respect, understanding, and trust (Mattessich & 

Monsey, 1992). A high level of synergy focusing on transitioning youth promoted 

openness to new ideas or a high level of agency commitment (participation and 

engagement) to the process by all agencies (Hasazi et al., 1999; Johnson et al., 2003; 

Kochhar-Bryant, 2008). The data accentuated the central role of this mission; it was 

through their interagency vision and goals (vision and action) that there were shared 

priority goals and attainable objectives, as evidenced in the council’s plethora of 

transition practices (Melaville & Blank, 1991) and its sense of purpose, always staying 

focused on transitioning youth (Mattessich & Monsey, 1992).  

The next section moves to the final code within the cluster of social identity—

empowerment.  

3. Empowerment. The mechanism of the social theory of learning represented in 

the empowerment code within the theme of identity and the cluster of social identity was 

connected with two codes within the interagency theme of participation and engagement 

and ecological or environmental factors, as depicted in Figure 5.18. 
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 Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 

Participation and 
engagement 

• Agency commitment 

Ecological or environmental 
factors 

• Complexity of transition 
services 

Figure 5.18. Relation between the empowerment code and the interagency collaboration 
factor themes and codes. 

 

Empowerment is described as enabling action and participation. The data clearly 

connoted a dynamic interrelationship across boundaries and over time, thus facilitating 

empowerment of the community, as demonstrated in the collective work of transition 

practices such as programs, projects, events, and tools. As a result of their unified or 

collective work focusing on the mission, goals, and priorities of the group, the council 

spanned the ecology of transitioning youth with disabilities from the microsystem (youth 

and families), mesosystem (schools), exosystem (community, across multiple systems), and 

macrosystem (connections to federal initiatives), as described in Bronfenbrenner’s 

ecological model (1996). These data link to addressing the complexity of transition services 

(ecological or environmental factors) through this span across multiple systems and 

boundaries.  

Relevant to their empowerment and the span across the multiple systems, there 

was a relationship to the interagency collaboration literature and the importance of 

agency commitment (participation and engagement) to overcome the challenges to these 

multiple systems (Hasazi et al., 1999; Johnson et al., 2003; Kochhar-Bryant, 2008). 

Furthermore, because of this broad spectrum, there was clearly an openness of 
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community across members and with external stakeholders through the community 

(Mattessich & Monsey, 1992).  

The interagency themes and codes connected with the social identity cluster are 

summarized at the end of the identity theme section. The discussion now turns to the final 

cluster in the identity theme. 

The identification cluster. Identification is critical to social learning systems 

because identification combines competence and experience into a way of knowing. In 

this study, (code 1) identification played a role in the council’s decisions on what matters; 

(code 2) capacity to span boundaries to engage and suspend identity; and (code 3) 

decisions about whom to identify with and trust (Wenger, 2000) (Figure 5.19). 
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Figure 5.19. Mechanisms of identity: Identification and connected interagency 
collaboration factor themes.  
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1. Decisions on what matters. This first theme was connected with two 

interagency collaboration factor themes—vision and action and knowledge and learning. 

This is depicted in Figure 5.20.  

  
 Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 

Vision and action • Interagency vision and 
goals 

Knowledge and learning 

• Interagency information 
sharing and data 
management 

• Information sharing and 
communication 

Figure 5.20. Relation between the decisions on what matters code and the interagency 
collaboration factor themes and codes. 
 
 

It was clear from the data that the needs of youth with disabilities in their 

transition from school to adult life was the driving force that helped the council decide 

what mattered. This occurred in both formal and informal ways. Formally, the council’s 

stated mission was central to the work of this local transition community of practice, and 

therefore, interagency vision and goals (vision and action) demonstrated a commitment 

from all participating agencies to stay focused on the vision (Johnson et al., 2003), with a 

clear purpose, priorities, and realistic goals (Mattessich & Monsey, 1992; Melaville & 

Blank, 1991). These elements are mentioned in the literature as important factors 

influencing interagency collaboration. 

Another formal means that helped the council determine what mattered was the 

postschool follow-up survey data, which was conducted, analyzed, and interpreted by the 

council to establish priorities for the group. This effort links to the literature supporting 

the importance of interagency information sharing and data management (knowledge 

Identity: 
Identification 
—Decisions 

on what 
matters 



178 

and learning), where there is a clear definition of expected results and evaluation of 

outcomes (Kochhar-Bryant, 2008), as well as methods for program monitoring and 

evaluation in compilation of youth data and follow-up after transition (Johnson et al., 

1982; Noonan et al., 2008).  

Informally, the council decided what matters through information sharing and 

communication (knowledge and learning) as supported by the data wherein there was 

transparency and ongoing opportunities for communication among members and with 

external stakeholders to identify needs and adapt priorities and goals (Johnson et al., 

2003; Mattessich & Monsey, 1992).  

The next section reviews the second code within the cluster of identification.  

2. Capacity to span boundaries to engage and suspend identity. The mechanism 

of the social theory of learning represented in the code of capacity to span boundaries to 

engage and suspend identity within the cluster of identification was connected with two 

interagency collaboration factor themes: vision and action and knowledge and learning 

(Figure 5.21).  

 
 Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 

Vision and action • Interagency vision and 
goals 

Knowledge and learning • Information sharing and 
communication 

Figure 5.21. Relation between the capacity to span boundaries to engage and suspend 
identity code and the interagency collaboration factor themes and codes. 
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The data supported the fact that the driving force to supersede boundaries was the 

council’s shared mission—to help transitioning youth with disabilities successfully 

transition from school to adult life. This driving force ties to interagency vision and goals 

(vision and action), where there is a commitment from all participating agencies to stay 

focused on the vision (Johnson et al., 2003), with a clear purpose, priorities, and realistic 

goals in the form of artifacts (Mattessich & Monsey, 1992; Melaville & Blank, 1991). 

These priorities and goals took the form of a multitude of transition practices or artifacts, 

as were outlined in Appendix E. Also, information sharing and communication 

(knowledge and learning) perpetuated the capacity of the council to break down 

boundaries and engage and suspend identity because of its openness to community with 

members and external stakeholders, through open and frequent communication among 

members with external partners (Mattessich & Monsey, 1992). Despite members’ roles 

within their own organizations, they represented the council across multiple boundaries, 

with connections from around the county, the state, and the country. 

The next section addresses the final code within the cluster of identification. 

3. Decisions about whom to identify with and trust. The mechanism of the social 

theory of learning represented in the decisions about whom to identify with and trust code 

within the cluster of identification and the theme of identity was connected with four of 

the six interagency collaboration factor themes, as depicted in Figure 5.22.  
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 Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 
Participation and engagement • Interpersonal relationships 

Vision and action • Interagency vision and 
goals 

Processes and structures • Interagency processes and 
structures 

Knowledge and learning • Information sharing and 
communication 

Figure 5.22. Relation between the decisions about whom to identify with and trust code 
and the interagency collaboration factor themes and codes. 
 
 

If individuals or organizations could potentially contribute to the success of 

transitioning youth, they were trusted and invited into the work of this local transition 

community of practice. With the welcoming nature of the group, individuals and 

organizations were formally invited to attend or speak at bimonthly meetings or 

participate in a specific transition practice such as an event. The welcoming also occurred 

informally, through networking, so if a member knew someone who could contribute to 

the council’s work, he or she was at liberty and expected to invite that person to join the 

council. It was through interpersonal relationships (participation and engagement) that 

the council had an ability to build relationships (Noonan et al., 2008) founded on mutual 

respect, understanding, and trust among the members (Mattessich & Monsey, 1992).  

Because of the interagency vision and goals (vision and action), any person or 

organization from the broader community were invited through informal and formal 

communication among members and with external stakeholders as a course of doing 

business, as found in the data (Mattessich & Monsey, 1992).  

Decisions about whom to identify with and trust were also evident in formal 

ways, such as the bylaws. The council was intentionally designed to have diverse 
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representation on the executive committee and among the co-chairs of the committees, 

thus providing an open door for engagement. These interagency processes and structures 

(processes and structures), defined in the bylaws, clearly defined outcomes and roles and 

were facilitators of collaboration (Mattessich & Monsey, 1992). In addition, these 

structures imposed a sustainability of the council’s work, as they were institutionalized 

into practice. This led to long-term development of processes that impact a student’s 

ability to achieve his or her highest potential (Kochhar-Bryant, 2008).  

Finally, decisions about whom to identify with and trust were made with a high 

degree of communication and information sharing, which was central to the work of this 

local community of practice. This finding links to the literature, wherein through 

information sharing and communication (knowledge and learning), there is improved 

communication among agencies (Johnson et al., 2003), as well as improved 

communication to the community of members and external stakeholders (Mattessich & 

Monsey, 1992). Summary of the identification cluster within the identity theme follows. 

Summary of the identity theme. Table 5.4 summarizes the relationships found 

between the identity mechanism of the social theory of learning and interagency 

collaboration. 

Table 5.4 

Mechanism of Identity and Connected Interagency Collaboration Factor Themes and Codes 

Cluster/Code 
Interagency Collaboration 

Factor Theme 
Interagency Collaboration  

Factor Code 
Qualities that constitute social identity 
Connectedness Participation and engagement • Interpersonal relationships 

• Interagency commitment 
Vision and action • Interagency vision and goals  

Expansiveness Ecological or environmental 
factors • Change processes 
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Cluster/Code 
Interagency Collaboration 

Factor Theme 
Interagency Collaboration  

Factor Code 
Vision and action • Interagency vision and goals  

Empowerment Participation and engagement • Agency commitment 
Ecological or environmental 
factors • Complexity of transition services 

 

Identification 
Decisions on what 
matters 

Vision and action • Interagency vision and goals 

Knowledge and learning 

• Interagency information sharing 
and data management 

• Information sharing and 
communication  

Capacity to span 
boundaries to engage 
and suspend identity 

Vision and action • Interagency vision and goals 

Knowledge and learning • Information sharing and 
communication  

Decisions about whom 
to identify with and 
trust 

Participation and engagement • Interpersonal relationships 
Vision and action • Interagency vision and goals 

Processes and structures • Interagency processes and 
structures 

Knowledge and learning • Information sharing and 
communication 

 

The following section presents a summary of results for the third theme or 

component of the social theory of learning—practice.  

Practice (Learning by Doing) 

In a community of practice, practice represents a way of communicating about 

shared historical and social resources, frameworks, and perspectives that can sustain 

mutual engagement in action (Wenger, 1998). It involves explicit and tacit knowledge 

and can be represented in language, tools, documents, images, symbols, well-defined 

roles, and codified procedures. Professional practice is also reflected in forms of tacit 

knowledge through subtle cues, untold rules, underlying assumptions, and shared work 

views. Practice is influenced by the process of participation and engagement (Wenger, 
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1998). These factors were represented in two clusters: (cluster 1) explicit forms of 

knowledge and (cluster 2) tacit forms of knowledge, as depicted in Figure 5.23. 

 
PRACTICE: CLUSTERS 
(Learning as Belonging) 

(Component of Social Theory of Learning) 

 
 
Figure 5.23. Practice clusters: Summary of results. 
 
 

Explicit forms of knowledge cluster. Practice (learning by doing) was 

constructed in interactions involving explicit forms of knowledge, as demonstrated in two 

codes: (code 1) codified procedures and well-defined roles and (code 2) language, tools, 

documents, images and symbols (Figure 5.24).  
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Vision and action 

Participation and 
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Resource allocation 

Figure 5.24. Mechanisms of practice: Explicit forms of knowledge and connected 
interagency collaboration factor themes. 
 

The most prevalent code within this cluster was the first one, which is discussed 

next. 

1. Codified procedures and well-defined roles. The mechanism of the social 

theory of learning represented in the code of codified procedures and well-defined roles 

within the cluster of explicit forms of knowledge was connected with four of the six 

interagency collaboration factor themes—processes and structures, vision and action, 

knowledge and learning, and participation and engagement (Figure 5.25).  

 
 Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 

Processes and structures • Interagency processes and 
structures 

Vision and action • Interagency vision and goals 
• Interagency planning 

Knowledge and learning • Information sharing and 
communication 

Participation and 
engagement • Interagency leadership 

Figure 5.25. Relation between the codified procedures and well-defined roles code and 
the interagency collaboration factor themes and codes. 
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The council’s bylaws clearly defined codified procedures and well-defined roles 

for the group by outlining the mission and goals, membership, meetings, officers, 

executive committee, committees, process for amending the bylaws, dissolution, and 

parliamentary authority. This finding aligned solidly with the literature, which placed an 

importance on interagency processes and structures (processes and structures), wherein 

members share a stake in processes and outcomes and the development of roles and 

policy guidelines that encourage and support adaptability (Mattessich & Monsey, 1992) 

and support interventions to achieve changes in relationships, processes, and services 

(Kochhar-Bryant, 2008).  

While the bylaws codified the council’s mission and goals, priorities and goal 

areas were adapted based on data-informed decision making of the group. This promotes 

interagency vision and goals (vision and action) through a shared or common vision 

(Johnson et al., 2003; Kochhar-Bryant, 2008; Melaville & Blank, 1991; Mattessich & 

Monsey, 1992). The bylaws, committee structure, and transition practices acted as 

mechanisms for a high degree of ongoing interagency planning (vision and action), 

where all members were engaged in serious preplanning of the transition practices 

(Johnson et al., 2003). Such planning is vital to the strength and sustainability of the 

council (Kochhar-Bryant, 2008).  

Codified procedures encompassed communication practices, whereby the council 

met bimonthly in meetings that were open to the public; there were ongoing opportunities 

for committee meetings; and communication occurred informally across members and 

external stakeholders. As shown in the collaboration literature, this information sharing 
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and communication (knowledge and learning) is important in promoting improved 

communication among agencies (Johnson et al., 2003; Mattessich & Monsey, 1992).  

Clearly defined roles of the executive committee and committee co-chairs, as 

defined in the bylaws, promoted interagency leadership (participation and engagement). 

There was diverse representation in these roles, building on the shared leadership across 

members and organizations they may represent. Many professionals may not typically be 

in a leadership role within their own organization, but feel supported enough to take on 

leadership roles within the community. Therefore, there was leadership at all levels and 

governance (Bruner, 1991), and this was demonstrated in the membership roster, which 

reflected roles spanning from top management to direct line staff. Because of the nature 

of the local community of practice, key players at every level were engaged in all aspects 

of the council’s work (Melaville & Blank, 1991). As found in the emerging code of 

leadership, strong leadership was infused into the fabric of the council’s work (Johnson et 

al., 2003). Finally, the data highlighted the talent of many leaders, which is tied to the 

literature referencing the importance of the resource of skilled leaders to ensure members 

carry out their roles (Mattessich & Monsey, 1992).  

The following section presents a summary of results for the second code within 

the explicit forms of knowledge cluster.  

2. Language, tools, documents, images, and symbols. The mechanism of the 

social theory of learning represented in the code of language, tools, documents, images, 

and symbols within the explicit forms of knowledge cluster was connected with two of 

the six interagency collaboration factor themes—processes and structures and knowledge 

and learning—as depicted in Figure 5.26.  
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Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 

Processes and structures • Interagency agreements 

Knowledge and learning 

• Information sharing and 
communication 

• Interagency information 
sharing and data 
management 

Figure 5.26. Relation between the language, tools, documents, images, and symbols code 
and the interagency collaboration factor themes and codes. 
 
 

As found in the data, the federal laws—the Individuals with Disabilities 

Education Act and the Rehabilitation Act, as amended—both require states to have a 

formal agreement or memorandum of understanding as a tool to facilitate cross-system 

coordination of transition services for youth with disabilities. The state’s agreement was 

referenced in a positive light. In the literature, interagency agreements (processes and 

structures) were identified as a facilitator of collaboration (Hasazi et al., 1999).  

 Addressing differences in language and developing shared meaning were 

important to the group. The barrier to collaboration caused by poor and inaccurate 

perceptions of agencies by school staff, students, and parents (Agran et al., 2002; Benz, 

Johnson, et al., 1995) was overcome through information sharing and communication 

(knowledge and learning), as the council provided a vehicle for improved communication 

among agencies (Johnson et al., 2003). The data addressed the focused efforts over many 

years to address language differences and the drive to share meaning across systems. 

Also, explicit knowledge was evident in the use of interagency information 

sharing and data management (knowledge and learning) through the ongoing use of 

various forms of student data (Johnson et al., 1982; Noonan et al., 2008). The postschool 
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follow-up survey and data drove the work of the council, as well as other sources of data 

collected through the evaluation of transition practices. 

The interagency themes and codes connected with the cluster of explicit forms of 

knowledge are summarized at the end of the practice theme section. The discussion now 

turns to the final cluster in the practice theme. 

Tacit forms of knowledge cluster. Practice (learning by doing) is constructed in 

interactions involving tacit forms of knowledge. In the data, tacit forms of knowledge 

were demonstrated in two codes: (code 1) shared work views and (code 2) subtle cues, 

untold rules, and underlying assumptions (Figure 5.27). 
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Vision and action 
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Vision and action 
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Ecological or 
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factors 

 

Figure 5.27. Mechanisms of practice: Implicit forms of knowledge and connected 
interagency collaboration factor themes. 
 
 

1. Shared work views. The mechanism of the social theory of learning represented 

in the shared work views code was connected with four of the six interagency 

collaboration factor themes—processes and structures, vision and action, participation 

and engagement, and ecological or environmental factors (Figure 5.28).  
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 Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 
Processes and structures • Interagency processes and 

structures 
Vision and action • Interagency vision and 

goals 
Participation and 
engagement 

• Agency commitment 

Ecological or environmental 
factors 

• Change processes 

Figure 5.28. Relation between the shared work views code and the interagency 
collaboration factor themes and codes. 
 
 

Shared work views centered on the mission of the council: to facilitate the 

successful transition of students with disabilities from school to adult life. This mission 

was codified in the bylaws or interagency processes and structures (processes and 

structures) (Mattessich & Monsey, 1992). The mission also demonstrated interagency 

vision and goals (vision and action) through a shared or common vision and commitment 

from all participating agencies (Johnson et al., 2003; Melaville & Blank, 1991), as well as 

a paradigm shift from a focus on systems to a focus on youth outcomes.  

Council members’ shared work views were demonstrated in their passionate 

attitudes and strong beliefs and commitment to their collective work. This finding links to 

the important factor of agency commitment (participation and engagement), in which a 

commitment to the process promotes effectiveness and sustainability (Kochhar-Bryant, 

2008), agencies’ willingness to work together (Johnson et al., 2003), and a true sense of 

caring for students and families (Hasazi et al., 1999).  

The shared work view was found in the data, wherein members openly and 

explicitly faced differences of perspectives to identify common ground for the betterment 

of transitioning youth and families. Therefore, the data addressed members’ openness to 
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change processes (ecological or environmental factors), in that they were open to 

continually improving practices and processes and tackling conflict and challenge head 

on (Kochhar-Bryant, 2008).  

The following section presents a summary of results for the second code within 

the cluster of tacit forms of knowledge under the theme of practice.  

2. Subtle cues, untold rules, and underlying assumptions. This code was 

connected with two of the six interagency collaboration factor themes—vision and action 

as well as participation and engagement—as depicted in Figure 5.29. 

 
 Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 

Vision and action • Interagency vision and 
goals 

Participation and 
engagement 

• Agency commitment 
• Agency relationships 

Figure 5.29. Relation between the subtle cues, untold rules, and underlying assumptions 
code and the interagency collaboration factor themes and codes. 
 
 

Regardless of what occurred through the work of the local community of practice, 

there were subtle cues, unwritten or untold rules, and underlying assumptions about the 

focus and importance of their work in assisting youth with disabilities in the transition 

from school to adult life. As indicated in the literature, interagency vision and goals 

(vision and action) results in a commitment from all participating agencies to stay 

focused on the vision (Johnson et al., 2003). Despite adversities and challenges, the group 

continually strove to achieve goals and address priorities, thus creating an environment of 
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shooting for the stars (Melaville & Blank, 1991). They see successes and are spurred on 

to continue their work together. 

Also evident in the data were high levels of agency commitment and agency 

relationships (participation and engagement), where turf issues were minimized through 

the shared work (Johnson et al., 2003). Even though many differences exist in the 

agencies’ legislation, administration, funding, and priorities, the members remained 

committed to their shared work. Also, through the excellent relationships among the 

group members, there was an underlying assumption that individual agendas and majority 

rules were trumped by collective priorities and goals. 

The interagency themes and codes connected with the implicit forms of 

knowledge cluster are summarized at the end of the practice theme section, which 

follows. 

Summary of the practice theme. Table 5.5 summarizes the relationships found 

between the mechanism of practice in the social theory of learning and the interagency 

collaboration factor themes and codes. 

Table 5.5 

Mechanism of Practice and Connected Interagency Collaboration Factor Themes and Codes 

Cluster/Code 
Interagency Collaboration  

Factor Theme 
Interagency Collaboration  

Factor Code 
Explicit forms of knowledge 
Codified 
procedures and 
well-defined roles 

Processes and structures • Interagency processes and 
structures 

Vision and action • Interagency vision and goals 
• Interagency planning 

Knowledge and learning • Information sharing and 
communication 

Participation and engagement • Interagency leadership  
Language, tools, 
documents, 

Processes and structures • Interagency agreements 
Knowledge and learning • Information sharing and 
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images, and 
symbols 

communication 
• Interagency information sharing 

and data management  
Tacit forms of knowledge 
Shared work views Processes and structures • Interagency processes and 

structures 
Vision and action • Interagency vision and goals 
Participation and engagement • Agency commitment 
Ecological or environmental factors • Change processes  

Subtle cues, untold 
rules, and 
underlying 
assumptions 

Vision and action • Interagency vision and goals 
Participation and engagement • Agency commitment 

• Agency relationships 

Meaning (Learning as Experience) 

Within a community of practice, meaning-making is evident in the way of talking 

about individuals’ changing ability. Meaning is negotiated individually and collectively 

through participation and reification (Wenger, 1998). In the data, meaning was 

represented in one cluster, the construction of meaning through interactions (Figure 5.30). 

 
MEANING: CLUSTER 

(Learning as Experience) 
(Component of Social Theory of Learning) 

 

Figure 5.30. Meaning cluster: Summary of results.  
 
 

The construction of meaning through interactions cluster. Meaning was 

constructed through four types of interactions: (code 1) the exchange of information, 

Construction of 
meaning through 

interactions 
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(code 2) shared rewards, (code 3) exploration of differences and differing aspects of a 

problem, and (code 4) identification of solutions beyond the limited vision of one person 

(Wenger, 1998). The mechanism of the social theory of learning represented in meaning 

constructed in various forms of interactions was connected with five of the six 

interagency collaboration factor themes—ecological or environmental factors, 

participation and engagement, vision and action, processes and structures, and 

knowledge and learning. This is depicted in Figure 5.31.  

 
Connected 

Interagency 
Collaboration 
Factor Theme 

MEANING: CONSTRUCTION OF MEANING 
THROUGH INTERACTIONS CLUSTER CODES 

(Component of Social Theory of Learning) 

Connected 
Interagency 

Collaboration 
Factor Theme 

 

 

 
Ecological or 
environmental 
factors 

Ecological or 
environmental 
factors 

Participation and 
engagement 

Knowledge and 
learning 

  

Vision and action Knowledge and 
learning 

Participation and  
engagement 

Vision and action 

Knowledge and 
learning 

Participation and 
engagement 

Ecological or 
environmental 
factors 

 

Figure 5.31. Mechanism of meaning: Construction of meaning through interactions and 
connected interagency collaboration factor themes.  
 
 

The following section presents a summary of results for the first and most 

prevalent code—exchange of information. 

Exploration of differences 
and differing aspects of a 

problem 

Identification 
of solutions 
beyond the 
limited vision 
of one person 

The exchange of information 

Shared 
rewards 
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1. Exchange of information. This code was connected with three interagency 

collaboration factor themes—participation and engagement, vision and action, and 

knowledge and learning—as depicted in Figure 5.32.  
 

 Interagency Collaboration 
Factor Theme 

Interagency Collaboration 
Factor Code 

Participation and 
engagement 

• Interagency commitment 

Vision and action • Interagency vision and goals 
Knowledge and learning • Interagency information 

sharing and data 
management 

• Information sharing and 
communication 

• Learning 

Figure 5.32. Relation between the exchange of information code and the interagency 
collaboration factor themes and codes. 
 
 

The exchange of information was a critical dimension of the work of the council 

and occurred in a multitude of formats, spanning outreach to youth, families, and 

community; transition services targeting youth and families; information to facilitate 

cross-system data sharing; professional development; and resource sharing, as described 

in Figure 4.4.  At the core of the council’s work was the exchange of information through 

ongoing outreach to youth, families, and the community with strong agency commitment 

(participation and engagement) and a sense of caring for students and families (Hasazi et 

al., 1999).  

The exchange of information encompassed the mission, goals, priorities, and 

transition practices. In the course of the council’s ongoing work, this exchange of 

information linked to the shared interagency vision and goals (vision and action) 

(Johnson et al., 2003; Melaville & Blank, 1991). Furthermore, because of the boundary 

Meaning: 
Construction of 

Meaning through 
Interactions 

—Exchange of 
information 
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spanning and open exchange of information between members and external stakeholders, 

the group was able to achieve its goals and address priorities (Mattessich & Monsey, 

1992).  

With a focus on interagency information sharing and data management 

(knowledge and learning), the Council continually disseminates of information to a broad 

audience (Noonan et al., 2008). This was found in a variety of modalities, including face-

to-face communication, conference calls, emails, etc. In addition, the council’s data-

informed decision making tied closely with interagency collaboration factors through its 

methods of program evaluation and postschool follow-up data about student outcomes 

(Johnson et al., 1982; Noonan et al., 2008).  

Through information sharing and communication (knowledge and learning), there 

was ongoing communication among agencies and with external stakeholders (Johnson et 

al., 2003; Mattessich & Monsey, 1992), as well as flexible scheduling and ongoing 

meetings (Noonan et al., 2008). Through multiple forms of communication, the members 

continually exchanged information and resources. They sought external stakeholder 

involvement in the course of carrying out their shared work, especially when a need was 

identified or there was a gap in services for transitioning youth with disabilities.  

Information was exchanged to promote learning (knowledge and learning) or 

cross-agency training opportunities (Hasazi et al., 1999). For example, the bimonthly 

meetings included speakers and invited guests to share new information to address 

challenges or expand their knowledge. Many members expressed the importance of the 

council as a means to share resources and develop professionally.  
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The following section presents a summary of results for the second most prevalent 

code—shared rewards. 

2. Shared rewards. The mechanism of the social theory of learning represented in 

the shared rewards code under the theme of meaning was connected with three of the six 

interagency collaboration factor themes: vision and action, participation and 

engagement, and knowledge and learning (Figure 5.33).  

 
 Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 

Vision and action • Interagency vision and 
goals 

Participation and 
engagement • Agency commitment 

Knowledge and learning 

• Information sharing and 
communication  

• Interagency information 
sharing and data 
management 

Figure 5.33. Relation between the shared rewards code and the interagency collaboration 
factor themes and codes. 
 
 

The members intentionally celebrated achievements together, basking in the 

benefits of their work for all involved. They were rewarded through their improved or 

new transition practices and the positive impact on transitioning youth. Driving this 

unrelenting focus on benefiting and celebrating the successes of transitioning youth and 

their families was their strong drive to accomplish the interagency vision and goals 

(vision and action) (Johnson et al., 2003; Melaville & Blank, 1991). 

The shared rewards and benefits perpetuated a strong agency commitment 

(participation and engagement), a commitment from all participating agencies (Johnson 

Meaning: 
Construction of 

Meaning 
Through 

Interactions 
—Shared 
rewards 
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et al., 2003; Kochhar-Bryant, 2008) and a sense of caring for students and families 

(Hasazi et al., 1999).  

Through information sharing and communication (knowledge and learning), the 

council celebrated and publicized successes (Melaville & Blank, 1991). Also, the rewards 

were shared through the utilization and dissemination of data to drive the work of the 

council, identified in the literature as interagency information sharing and data 

management (knowledge and learning) (Johnson et al., 1982; Noonan et al., 2008).  

The following section presents a summary of results for the third code in this 

cluster. 

3. Identification of solutions beyond the limited vision of one person. The 

mechanism of the social theory of learning represented in the code of identification of 

solutions beyond the limited vision of one person within the meaning theme was 

connected with three of the six interagency collaboration factor themes—ecological or 

environmental factors and knowledge and learning—as depicted in Figure 5.34.  

Figure 5.34. Relation between the identification of solutions beyond the limited vision of 
one person code and the interagency collaboration factor themes and codes. 
 
 

 Interagency Collaboration 
Factor Theme 

Interagency Collaboration 
Factor Code 

Vision and goals • Interagency vision and 
goals 

Ecological or environmental 
factors • Change processes 

Knowledge and learning • Information sharing and 
communication 

Meaning: 
Construction of 

Meaning Through 
Interactions 

—Identification of 
solutions beyond 

the limited vision of 
one person 
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The driving force of identification of solutions beyond the limited vision of one 

person was the council’s shared mission, purpose, goals, and transition practices. This 

finding links closely with the interagency collaboration literature, which emphasizes the 

importance of interagency vision and goals (vision and action), as found in the Council’s 

shared or common vision and the commitment from all participating agencies to stay 

focused on the vision facilitates collaboration (Johnson et al., 2003; Melaville & Blank, 

1991).  

The group continually questioned how to push the limits, change what was not 

working, improve transition practices, and create new strategies. Therefore, they were 

committed to change processes (ecological or environmental factors), wherein there was 

engagement of all stakeholders affected by the change process—both members and 

external stakeholders. With this openness to change, they recognized that change could 

start as small as improving a process associated with a transition practice, and it could 

emerge from any part of their systems (Kochhar-Bryant, 2008).  

The interagency literature also supported a high level of information sharing and 

communication (knowledge and learning), with openness and frequency of 

communication among members and with external stakeholders to identify solutions 

beyond the limited vision of one person (Mattessich & Monsey, 1992).  

The following section presents a summary of results for the final code under the 

meaning theme. 

4. Exploration of differences and differing aspects of a problem. The 

mechanism of the social theory of learning represented in the code of exploration of 

differences and different aspects of a problem within the meaning theme was connected 
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with two of the six interagency collaboration factor themes: ecological or environmental 

factors and participation and engagement. This is depicted in Figure 5.35.  
 

 
Interagency Collaboration 

Factor Theme 
Interagency Collaboration 

Factor Code 

Ecological or environmental 
factors 

• Agency cultural 
differences 

Participation and 
engagement 

• Interpersonal 
relationships 

• Agency relations 

Figure 5.35. Relation between the exploration of differences and differing aspects of a 
problem code and the interagency collaboration factor themes and codes. 
 
 

By the very nature of this diverse group of stakeholders, there were differing 

legislation, policies, priorities, and funding streams, which could lead to misinformation 

about roles, responsibilities, and funding parameters (Johnson et al., 1982; Sitlington et 

al., 2000). By understanding agency cultural differences (ecological or environmental 

factors), the council was able to explore these differences and identify shared strategies 

and practices (Johnson et al., 2003).  

In addition, the interpersonal relationships and agency relations (participation 

and engagement) created an environment where differing aspects of a problem could 

safely be explored (Johnson et al., 2003; Mattessich & Monsey, 1992), despite 

challenges. Because of the members’ strong commitment to the process, their unified 

efforts promoted effectiveness and sustainability (Kochhar-Bryant, 2008). Also, the 

driving force of the group was a continual focus on transitioning youth, because of their 

sense of caring for students and families (Hasazi et al., 1999).  

Meaning: 
Construction of 

Meaning Through 
Interactions 

—Exploration of 
differences and 

differing aspects of 
a problem 
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Summary of the meaning theme. Table 5.6 summarizes the relationship between 

the mechanism of meaning and the interagency collaboration factor themes and codes. 

 
Table 5.6 
 

Mechanism of Meaning and Connected Interagency Collaboration Factor Themes and Codes 

 

 
Code 

Interagency Collaboration 
Factor Theme 

Interagency Collaboration 
Factor Code 

Construction of meaning 
through exchange of 
information 

Participation and engagement • Interagency commitment 
Vision and action • Interagency vision and goals 

Knowledge and learning 

• Interagency information sharing 
and data management 

• Information sharing and 
communication 

• Learning  
Construction of meaning 
through shared rewards 

Vision and action • Interagency vision and goals 
Participation and engagement • Agency commitment 

Knowledge and learning 

• Information sharing and 
communication 

• Interagency information sharing 
and data management 

 
Construction of meaning 
through identification of 
solutions beyond the 
limited vision of one 
person 

Vision and actions • Interagency vision and goals 
Ecological or environmental 
factors • Change processes 

Knowledge and learning • Information sharing and 
communication  

Construction of meaning 
through exploration of 
differences and differing 
aspects of a problem 

Ecological or environmental 
factors • Agency cultural differences 

Participation and engagement • Interpersonal relationships 
• Agency relations 

 

Summary of the Four Components and Their Interrelationships  

 To summarize and answer the research question, there is no doubt that all four 

components of the social theory of learning acted as mechanisms for interagency 

collaboration as described in the four previous sections. The four components were deeply 

interconnected and mutually defining (Wenger, 1998). There was a continual shift and 
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natural tension between these four components resulting in the social learning process 

(Wenger, 1998). This was obvious in the data, in which practically all the themes, clusters, 

and codes were interrelated and created this dynamic relationship of social learning within 

the council. Because of these strong interrelationships, it is the whole, rather than the sum 

of the components of the social theory of learning, which acts as the mechanism in this one 

transition community of practice. For example, practically all codes within the theme of 

community had a high level of interrelatedness with other codes.  

Shifting the Lens: Interagency Collaboration Factors and Their Connection to 

Social Theory of Learning Mechanisms 

 The data answered the research question about how the four components of the 

social theory of learning acted as mechanisms for interagency collaboration. It is 

interesting to take a global view and shift the lens by focusing on interagency 

collaboration factors identified in the data and described throughout chapter 5. A 

snapshot is provided in Table 5.7. 

Table 5.7 

 
Shifting the Lens: Focus on Interagency Collaboration Factor Themes/Codes and Their 
Connection to the Social Theory of Learning Mechanisms (Themes/Clusters) 

 

Interagency Theme/Code Social Theory of Learning Component/Cluster 
Ecological or environmental 
factors 

All four components of social theory of learning 

Complexity of transition system of 
agencies 

• Community (Imagination) 
• Identity (Qualities that constitute social identity) 

Agency cultural differences • Meaning (Construction of meaning through 
interactions) 

Change processes • Community (Engagement, Imagination) 
• Identity (Qualities that constitute social identity) 
• Practice (Tacit forms of knowledge) 
• Meaning (Construction of meaning through 
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Interagency Theme/Code Social Theory of Learning Component/Cluster 
interactions)  

Participation and engagement All four components  
Interpersonal relationships • Community (Engagement) 

• Identity (Qualities that constitute social identity, 
Identification) 

• Meaning (Construction of meaning through 
interactions) 

Agency relationships • Practice (Tacit forms of knowledge) 
• Meaning (Construction of meaning through 

interactions) 
Agency commitment • Community (Engagement, Alignment) 

• Identity (Qualities that constitute social identity) 
• Practice (Tacit forms of knowledge) 
• Meaning (Construction of meaning through 

interactions) 
Interagency leadership • Community (Engagement) 

• Practice (Explicit forms of knowledge)  
Vision and action All four components  
Interagency vision and goals • Community (Engagement, Imagination, Alignment) 

• Identity (Qualities that constitute social identity, 
Identification) 

• Practice (Explicit forms of knowledge, Tacit forms of 
knowledge) 

• Meaning (Construction of meaning through 
interactions) 

Interagency planning • Community (Engagement) 
• Practice (Explicit forms of knowledge)  

Knowledge and learning All four components 
Interagency information sharing 
and data management 

• Community (Engagement, Imagination, Alignment) 
• Identity (Identification) 
• Practice (Explicit forms of knowledge) 
• Meaning (Construction of meaning through 

interactions) 
Information sharing and 
communication 

• Community (Engagement, Imagination) 
• Identity (Identification) 
• Practice (Explicit forms of knowledge) 
• Meaning (Construction of meaning through 

interactions) 
Learning • Community (Imagination) 

• Meaning (Construction of meaning through 
interactions)  

Processes and structures Three of four components 
Interagency processes and 
structures 

• Community (Engagement, Imagination) 
• Identity (Identification) 
• Practice (Explicit forms of knowledge, Tacit forms of 

knowledge) 
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Interagency Theme/Code Social Theory of Learning Component/Cluster 
Interagency agreements • Practice (Explicit forms of knowledge)  
Resource allocation One of four components 
Resource allocation • Community (Imagination) 

 

There was a strong interrelationship of the interagency factor themes/codes with 

the four components of the social theory of learning themes/clusters/codes. Of the six 

interagency themes, four reflected all four components of the social theory of learning: 

ecological or environmental factors, participation and engagement, vision and action, and 

knowledge and learning. Processes and structures had an interrelationship with three of 

the components: community, identity, and practice (excluding meaning). Finally, 

resource allocation was the least prevalent, appearing only within community.  

 As indicated in chapter 4, additional codes emerged beyond those for the social 

theory of learning, and they are described in the next section.  

Emerging Codes 

Beyond the four themes associated with the social theory of learning, two 

additional codes emerged from the data analysis—adaptation and change, as well as 

leadership.  

Adaptation and change. While outside the realm of the research question, 

adaptation and change acted as a mechanism of interagency collaboration and was 

connected with five interagency collaboration factor themes: ecological or environmental 

factors, processes and structures, participation and engagement, vision and action, and 

knowledge and learning (Figure 5.36).  
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Figure 5.36. Relation between the adaptation and change code and the interagency 
collaboration factor themes and codes. 
 
 

Adaptation and change were woven into the ongoing work of the council. 

Typically, the complexity of transition services (ecological or environmental factors) and 

systems of agencies is cited as a primary barrier to interagency collaboration (Johnson et 

al., 1982; Sitlington et al., 2000). However, in the case of the council, there was an 

environment or history of collaboration and a favorable political/social climate in the 

county and within the group (Mattessich & Monsey, 1992), as evident in the 

sustainability of the council since its inception in 1994. Change processes (ecological or 

environmental factors) were institutionalized in their work based upon the descriptions of 

the group using terms such as flexibility, learning constantly, trying new things, constant 

renewal, and evolving processes (Melaville & Blank, 1991).  

Change processes (ecological or environmental factors) were discussed in the 

literature in several ways. First, change needs to be institutionalized, which was evident 

 Interagency Collaboration 
Factor Theme 

Interagency Collaboration 
Factor Code 

Ecological or environmental 
factors 

• Complexity of transition 
system of agencies 

• Change processes 

Processes and structures • Interagency processes and 
structures 

Participation and 
engagement  • Agency commitment 

Vision and action • Interagency vision and goals 

Knowledge and learning 

• Interagency information 
sharing and data 
management 

• Information sharing and 
communication 

 
Adaptation  

and  
Change 
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throughout the data (Melaville & Blank, 1991). Kochhar-Bryant (2008) accentuated the 

importance of the engagement of all stakeholders affected by the change process, as was 

the case with this group in the transparent and open nature of its shared work. Also, 

change is described as emerging from any part of a group’s work (Kochhar-Bryant, 

2008). This occurred within the council, since change could come from individual 

members, external stakeholders, committees, or the full group in their work accomplished 

through transition practices or changes in administrative functions. Finally, the council 

was continually intervening to change processes, services, and systems—another factor 

identified as a facilitator of interagency collaboration (Kochhar-Bryant, 2008), always 

focused on addressing system fragmentation and gaps in services for transitioning youth 

with disabilities and their families.  

The group continually updated and revised codified procedures to adapt to the 

evolving work of the council. For example, bylaws were revised to address the challenge 

of rotating and shared leadership, and Robert’s Rules of Order were incorporated into the 

council’s work to facilitate communication at meetings. It was through these interagency 

processes and structures (processes and structures) that adaptation and change occurred 

(Kochhar-Bryant, 2008). 

Adaptation and change influenced participation and engagement in several ways. 

A high level of agency commitment (participation and engagement) increases members’ 

capacity to adapt and change. Commitment was shown in the data because of the 

council’s all-hands-on-deck mentality and belief in its capacity to accomplish goals, 

despite challenges. This commitment from all participating agencies to the vision 

(Johnson et al., 2003) and the process to promote effectiveness and sustainability is key 
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(Kochhar-Bryant, 2008), as evident in the shared benefit and the long-standing existence 

of this local transition community of practice.  

Once again, the driving force of the council was the interagency vision and goals 

(vision and action). Despite the external influences and challenges, there was a shared 

passion and commitment from all participating agencies to stay focused on the vision 

(Johnson et al., 2003). While the mission remained constant, goals and priorities shifted 

to address the needs of transitioning youth with disabilities and their families.  

Finally, there was a strong connection to interagency factors associated with 

transition practices were always evolving through continual data-informed decision-

making processes. Through interagency information sharing and data management 

(knowledge and learning), the group used multiple methods for program monitoring and 

evaluation (Johnson et al., 1982), as well as follow-up transition data (Noonan et al., 

2008). Adaptation and change were perpetuated through ongoing opportunities to share 

information and infuse it into members’ everyday practices.  

In summary, adaptation and change were woven through the data and were 

evident in the connection with five interagency collaboration factor themes. The next 

section describes the final emerging code identified in the data, leadership.  

Leadership. While outside the realm of the research question, leadership acted as 

a mechanism of interagency collaboration and was connected with two interagency 

collaboration factor themes: participation and engagement and processes and structures. 

This is depicted in Figure 5.37.  
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 Interagency Collaboration 
Factor Theme 

Interagency Collaboration 
Factor Code 

Participation and engagement  • Interagency leadership  

Processes and structures 
• Interagency processes and 

structures  
• Interagency vision and goals 

Figure 5.37. Relation between the leadership code and the interagency collaboration 
factor themes and codes. 
 
 

Formal and informal leadership was distributed throughout the council and in the 

actions of the members. Clearly, strong interagency leadership (participation and 

engagement) was an essential component of the group’s work (Johnson et al., 2003), and 

governance occurred through a hierarchy of formal roles, including an executive 

committee and co-chairs of each committee (Bruner, 1991). In this case, because the 

leadership was distributed across many roles and functions, it existed at all levels of the 

council’s work (Bruner, 1991). Key players at every level were engaged in leadership 

actions, as members were empowered to invite others into their work, span boundaries, 

identify unmet needs, and suggest changes in practices (Melaville & Blank, 1991). 

Finally, there was a strong environment for collaboration (Kochhar-Bryant, 2008), which 

was infused into all aspects of the group’s work. 

Another interagency collaboration factor present in the data representing 

leadership was the role of codified procedures or bylaws, which defined a distributed and 

rotating leadership model. The council had three chairs (first, second, and third) to 

promote sustainability of efforts and shared responsibilities. The literature shows that 

these interagency processes and structures (processes and structures) allow members to 

share a stake in the processes and outcomes and the development of roles and policy 

guidelines that encourage and support adaptability (Mattessich & Monsey, 1992).  

Leadership 
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In summary, while not a component of the social theory of learning, leadership 

acted as a mechanism for interagency collaboration within the case.  

Summary of the emerging codes. Table 5.8 summarizes the relationship found 

between the two emerging codes—change/adaptation and leadership—and the factors of 

interagency collaboration. 

 
Table 5.8 

Mechanism of Emerging Codes and Connected Interagency Collaboration Factor 
Themes and Codes 
 

Interagency Collaboration  
Factor Theme 

Interagency Collaboration  
Factor Code 

Adaptation and change 
Ecological or environmental factors • Complexity of transition system of agencies 

• Change processes 
Processes and structures • Interagency processes and structures 
Participation and engagement  • Agency commitment 
Vision and action • Interagency vision and goals 
Knowledge and learning • Interagency information sharing and data 

management 
• Information sharing and communication 

 

Leadership 
Participation and engagement  • Interagency leadership  
Processes and structures • Interagency processes and structures  

• Interagency vision and goals 
 

Discussion of Results 

 Youth with disabilities experience lower outcomes after high school than the 

general population of youth in terms of employment, postsecondary education, and 

independent living (Test et al., 2006). This study identified a context in which 

interagency collaboration flourished, based upon the dynamics of the social theory of 
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learning. There is promise, based upon additional research, that this approach addresses 

the fragmentation and duplication of supports and services that negatively impact the 

outcomes of youth with disabilities (National Council on Disability, 2008). The study 

results supported research that has shown that communities of practice address complex 

issues, as are found in secondary transition involving public-private-constituent partners 

in secondary transition (Wenger et al., 2002). This study demonstrated the shared 

responsibility across a community of practitioners, in partnership with youth and their 

families, to address multifaceted barriers experienced by transitioning youth, as 

recommended by the Rehabilitation Services Administration (2002).  

 Typically it is challenging for local practitioners to work across government 

boundaries to connect the dots between their efforts for positive postschool outcomes of 

transitioning youth with disabilities (Snyder et al., 2003), For this reason, the U.S. 

Department of Education, Office of Special Program, IDEA Partnership technical 

assistance project focused on the development and support of communities of practice, is 

a sound investment, as demonstrated by the success of this one local transition 

community of practice. This study addresses a gap in research on the potential impact of 

communities of practice as a context for interagency collaboration within the domain of 

secondary transition of youth with disabilities.  

Of interest are the two emerging codes. Adaptation and change were woven 

throughout the work of the council, which may correspond with the mature stage of the 

community of practice. Gongla and Rizzuto (2001) identified five stages of communities 

of practice: potential, building, engaged, active, and adaptive. During the adaptive stage, 

innovation and generation occur: ideas are created, knowledge advanced, new 
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communities sponsored, and new challenges responded to (Gongla & Rizzuto, 2001). 

Despite Gongla and Rizzuto’s early research, there has been little focus on these stages of 

communities of practice. The second emerging code was leadership. The interagency 

collaboration literature cited the highest level of participation and engagement as the 

leadership needed at all levels of the collaboration (Bruner, 1991; Johnson et al., 1982, 

2003; Kochhar-Bryant, 2008; Mattessich & Monsey, 1992; Melaville & Blank, 1991; 

Noonan et al., 2008).  

What resonated with the researcher was the shared passion and commitment to the 

mission of this local transition community of practice—to plan and facilitate successful 

transition of youth with disabilities from school programs to adult life, as reflective of 

their vision and action. Through the high level of participation and engagement with 

other members and with the community at large, members’ interpersonal and agency 

relationships led to a high degree of commitment. Despite the complexity of transition 

service systems and cultural differences of professional disciplines, the group was able to 

address the ecological and environmental factors in a positive way. Transition practices 

and interagency vision and action drove the shared work of the group. While both formal 

and informal dynamics of social learning facilitated the work of the council, the 

processes and structures of the bylaws included well-defined roles and codified 

procedures that promoted the sustainability of the interagency leadership. It was 

interesting that while resource allocation is often viewed as a barrier to interagency 

collaboration and the delivery of transition practices, this played a minor role in the case 

studied. Even though the local community of practice was not a legal entity and 

experienced challenges in funding priorities and goals, it had a strong belief in its ability 
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to overcome challenges and identify strategies to obtain funding. Resource allocation did 

not stand in the way of the work of the group. Finally, knowledge and learning played a 

critical role in the work of this group, through the high degree of information sharing and 

communication as well as the use of data-informed decision making.  

In summary, the dynamics of the social theory of learning within the context of 

this one local transition community of practice, coupled with adaptation/change and 

leadership, shows promise as a model for replication, with additional research.  

Limitations of the Study 

This study was delimited to a single case study of one local transition community 

of practice. The results may be transferable to contexts for interagency collaboration, by 

informing practice in the future. In addition, replication studies could be undertaken and 

compared to this case. In the research on secondary transition, a number of predictive 

factors have been identified as potential contributors to positive postschool outcomes of 

youth with disabilities. For this study, the predictor was limited to interagency 

collaboration. The study explored one context of interagency collaboration within the 

domain of secondary transition. Other types of contexts exist, such as state, regional, 

local, and school-based transition teams. Because of this prior relationship, participants’ 

knowledge of the researcher may have biased the data collection process. The 

researcher’s biases because of prior involvement and knowledge of the case were 

addressed through trustworthy measures, as outlined in chapter 3. The agencies, people, 

culture, and community are unique to this case and would not be applicable to other 

cases.  
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Data were collected through interviews of participants, observations, and 

document analysis. As a qualitative case study, the information shared by participants 

was subjective. Because of the nature of a community of practice, many members were 

core to the work and were engaged in various levels of participation. Because of the 

sampling techniques, some members with valuable information and insights may have 

not been interviewed.  

The volume of data collected far outreached saturation. Therefore, the researcher 

recommends future studies decrease the volume of interviews, utilizing saturation to 

signal the adequacy of data to answer the research question. Based upon selection of 

interviewees, the voice of a transition-aged youth was not included in the study, which 

may have been of great value.  In hindsight, youth voice and more than one family voice 

should be sought in the selection of interviewees in future research studies..  

The trustworthiness measure of member check held little value to the researcher, 

as minor to no changes were made in the data analysis. Therefore, this trustworthiness 

measure may be eliminated in future research studies.  

Finally, it would be valuable to do a comparative case study with another local 

community of practice in the future. This could provide a venue to compare how contexts 

may vary in the relationship between social theory of learning in a community of practice 

and the prevalence of interagency collaboration factors. 

Recommendations for Future Research 

There are several recommendations to advance knowledge through future 

research on interagency collaboration within the domain of secondary transition.  
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There is a lack of research on interagency collaboration, more specifically 

contexts in which it can occur. Most evidence-based practices in secondary transition are 

tied to predictive, quantitative approaches. This research provides insight into the impact 

of communities of practice and social learning as a context to facilitate interagency 

collaboration and the enhancement of transition practices. Because there are multiple 

factors influencing postschool outcomes of youth, it is recommended secondary transition 

researchers and policymakers recognize impact in a broader scope beyond evidence-

based practices. Because of the nature of the meaning of interactions in interagency 

collaboration, investment in and recognition of the value of qualitative research is needed 

in secondary transition.  Therefore, this researcher recommends a national dialogue 

including Office of Special Education policy makers, researchers, and practitioners to re-

evaluate the research agenda for secondary transition.  

Another challenge arises in research on interagency collaboration, as this study 

points to the lack of consistent definitions across studies. Therefore, it would behoove the 

Department of Education, researchers, technical assistance providers, and transition 

stakeholders to agree upon a definition of interagency collaboration that could be used in 

future research. It is recommended the Office of Special Education policymakers 

examine this lack of consistency to facilitate the advancement of agreed-upon definitions 

for future research. The synthesized definition and description presented in the study 

would be valuable to use in this dialogue.  

While many studies have identified barriers and facilitators to interagency 

collaboration within the domain of secondary transition, a framework synthesizing the 

data and these factors has not been used to advance research. Therefore, research using 
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the conceptual framework of the interagency collaboration factors presented in Appendix 

B would be beneficial to advance our knowledge of this construct. Furthermore, the 

framework could be tested through the development of an evaluative tool to be used in 

future research addressing the success of transition communities of practice. A prime site 

for this study would be those communities of practice led by the IDEA Partnership at the 

National Association of the State Directors of Special Education and funded through the 

U.S. Department of Education, Office of Special Education Programs.  

 Historically, contexts such as state, regional, local, and school-based transition 

teams have been examined to facilitate secondary transition and interagency 

collaboration. However, there has been little to no research the past 10 years to explore 

such contexts. Without providing a context or vehicle for interagency collaboration, it 

will be difficult to advance the study of this phenomenon. It would be wise to invest in 

future research on context, based upon the positive relationship this study showed 

between the dynamics of the social theory of learning within a transition community of 

practice acting as mechanisms of interagency collaboration. Further action research, 

utilizing the knowledge garnered from this study, would be beneficial to develop, 

implement, and evaluate national, state, regional, and local transition communities of 

practice.  

Recommendations for Practice 

 The researcher has several recommendations for future practice. Creating and 

maintaining a community of practice within the domain of secondary transition is 

challenging because of the complexity of transition services and systems. It would be 

beneficial to develop a resource such as a book, guide or website to share the results of 
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this study, to help practitioners successfully develop, implement, and sustain secondary 

transition communities of practice. As demonstrated in the communities of practice 

literature, coaches are helpful in this regard to facilitate the process by identifying an 

interagency core team with a shared passion in transitioning youth with disabilities and 

families, to map outreach, and to apply the findings from this study to their work.  

Because of the changing landscape of special education and its alignment with 

general education, the shift from education-driven transition practices to the shared work 

of a transition community of practice may be needed. As students are included in the 

general curriculum, often little to no time is available during the school day to focus on 

transition practices. By shifting to a paradigm of shared responsibility and 

combined/aligned efforts, there is the potential for increased capacity to promote an 

improvement in postschool outcomes of transitioning youth.  

The Office of Special Education Programs invests in the IDEA Partnership, 

National Association of State Directors of Special Education, to implement, support, and 

evaluate communities of practice as a technical assistance strategy. Through the national 

community of practice on transition, there is fertile ground to apply the lessons learned 

from this study. This community engages multiple states and technical assistance 

organizations from across the country. A rubric using the conceptual framework and data 

found in this study could be developed and tested with these communities to help them 

advance their work in the future. Exemplary practices could be identified and shared with 

the national community members, to promote system change through these efforts. In 

addition, the researcher recommends the lessons learned from this local transition 

community of practice be used by the state transition communities of practice to cultivate 
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interagency collaboration at both the state and local levels. Through the development and 

cultivation of  local transition communities of practice there is promise of impact on 

interagency collaboration and transition practices targeting youth with disabilities.. 

Government entities are now funding the development and support of 

communities of practice, many of which are virtual in nature. It is important to revisit the 

social theory of learning and recognize the importance of the benefits to invest in face-to-

face work to build a sense of community, foster engagement, and produce artifacts. If 

members do not feel engaged and see value in the outcomes of the group, there is often 

little impact on practice. Identity, more specifically identification and helping the group 

decide what matters, can often be overridden because the funding agent drives the 

agenda. This is a caution to funders, as it can have a negative impact on the progress of 

the community’s shared work.  

Because of the important role of adaptation and change, opportunities to learn its 

power within the domain of secondary transition would be beneficial to practice. This 

could be accomplished through experiential learning opportunities with a diverse group 

of transition stakeholders at national, state, regional, and local conferences and meetings. 

Also, concerted transition leadership institutes and curriculum would be beneficial to 

further practice. 

Recommendations for Theory 

 Much of the research on communities of practice has been popularized and has 

moved away from the early theoretical framework—the social theory of learning. It 

would be beneficial for future theory development to refocus on the social theory of 

learning, as utilizing this framework for this study provided great insight to the researcher 
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about this one transition community of practice. With this refocus on theory, it would be 

interesting to examine the four components individually and see the dynamics of the four 

components of the social theory of learning in various contexts.  

 Leadership is being evaluated in communities of practice, with much emphasis on 

virtual communities. Based upon the results of this study, it would be interesting to 

explore the potential relationship between communities of practice, shared leadership 

theory, and distributed leadership theory.  

 Several researchers have examined stages of communities of practice. However, 

there has been no consensus in the literature, so it would be beneficial to explore the 

adaptive stage of mature communities of practice from a theoretical perspective. 

Finally, the adaptation and change, as well as leadership found in this community 

of practice point to the potential relationship between communities of practice and 

complexity science. Recent studies unraveling the dynamics of knowledge creation in 

communities of practice through complexity theory lenses have identified factors such as 

adaptive tension, enabling leadership, enhanced cooperation, and boundary spanning to 

explain the knowledge creation resulting from communities of practice (Borzillo & 

Kaminska-Labbé, 2011). Many of these factors were prevalent in the data found in this 

case study. Therefore, further examination of the relationship of these two theoretical 

constructs may advance our knowledge.  

Final Reflections 

While the complexity of transition systems and agencies often hinders our 

capacity to collaborate, it is important to be reminded:  
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Law and order exist for the purpose of establishing justice and when they fail in 
this purpose they become the dangerously structured dams that block the flow of 
social progress. —Martin Luther King, Jr. 

Through this study, there is a glimmer of hope that these challenges can be 

overcome, as reflected in one interviewee’s remark:  

It’s very seldom that you have a group of individuals from so many different 
backgrounds and perspectives, and yet in my time there I haven’t seen individual 
agendas. I’ve seen the main agenda of how are we going to help these students be 
successful (Participant 18, interview, January 30, 2012). 

Finally, the most important lesson to the researcher was the critical importance of 

the focus on transitioning youth and their families, rather than on systems. Through the 

shared passion of a diverse group of stakeholders, the complexity of transition systems 

and agencies can be tamed. 
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APPENDIX A: 

TRANSITION TEAM PARTNERS 

AND THEIR ROLES AND RESPONSIBILITIES 

Partner Roles and responsibilities 
Career and technical 
educators 

• Modify curriculum and instruction to support career path 
• Provide a hands-on learning environment 
• Create linkages with employers 
• Prepare students for higher education in a technical field 
• Implement needed accommodations 
• Provide work experience tied to specific occupational area 

Centers for independent 
living staff 

• Provide independent living skills evaluation and training, 
information and referral, peer counseling, and advocacy 

• Provide a peer mentor to talk with the student about preparing 
for transition from student role to adult role 

• Teach skills related to self-advocacy and self-determination  
• Provide youth leadership development activities 
• Assist with identifying and applying for services available 

through waivers (e.g., attendant care) 
Children, youth, and 
family workers 

• Offer programs and support to students in foster care or from an 
abusive family situation 

• Offer independent living skills programs 
• Offer family support, counseling, and education 

Community 
rehabilitation providers 

• Provide community-based work assessments 
• Provide job coaching services 
• Offer soft skill training 
• Offer job development and placement services 

Consumer organizations  • Provide programs to support the successful transition of students 
with disabilities 

• Offer youth development programs 
• Provide support systems for parents 
• Offer peer mentoring 
• Offer opportunities for real-life experiences for the student 

County drug and alcohol 
program staff 

• Provide specialized drug and alcohol treatment, programs, and 
services 

• Offer drug and alcohol prevention and education programs 
County health workers 
(e.g., health care 
consultants, nurses) 

• Provide specialized programs for certain disability groups 
• Provide health education services 
• Healthcare assessments 
• Provide education regarding healthcare benefits 

County medical 
assistance workers (e.g., 
Medicaid system, 
managed care providers)  

• Offer intensive wrap-around services 
• Offer medically necessary services, including assistive 

technology 
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Partner Roles and responsibilities 
County mental 
health/mental retardation 
caseworkers 

• Offer independent living and employment services; respite care; 
community living experiences; job coaching services, including 
follow-along; intensive case management services; supportive 
counseling; medication management; and day programming 

Military recruiters • Provide education about military branches’ entrance 
requirements 

• Identify possible military options if student qualifies 
Other professionals 
(vocational evaluators, 
physical therapists, 
speech pathologists, 
occupational therapists, 
etc.) 

• Provide valuable information about adaptive equipment or 
assistive technology to enhance students’ independent living and 
employment options and specific soft and hard employment 
skills 

• Make recommendations and may implement for specific 
pathways to employment 

Postsecondary school 
disability services 
coordinators (repre-
sentatives of business, 
trade, and technical 
schools; community 
colleges; and institutions 
of higher education) 

• Offer information-gathering tours for students 
• Participate in IEP meetings to discuss entrance requirements and 

preparation needed during secondary education 
• Provide information for students to understand and prepare for 

entrance exams 
• Identify required document of disability and request for 

accommodations 
• Provide information on students’ application for financial aid 

Social Security 
Administration disability 
services staff 

• Develop knowledge of SSDI and SSI benefits, work incentives, 
Plan for Achieving Self Sufficiency (PASS)  

• Provide information on Medicaid buy-in programs 
• Provide information on Ticket to Work and vocational 

rehabilitation service options and referrals to Ticket to Work 
benefits counseling organization 

Social workers • Provide bridge between school and home life, community 
participation, mobility skills 

Vision teachers • For students with visual disabilities, share knowledge of learning 
styles and of students’ ability and needs 

Workforce development 
one-stop youth staff 

• Offer community-based work experiences, summer employment 
options, and youth development activities 

Adapted from Investing in the Transition of Youth with Disabilities to Productive Careers, 
Twenty-Eighth Institute on Rehabilitation Issues, Rehabilitation Services Administration, 2002. 
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APPENDIX B: 

BARRIERS TO AND FACILIATORS OF SUCCESSFUL INTERAGENCY 

COLLABORATION IN TRANSITION OF YOUTH WITH DISABILITIES 

Barriers to Successful Interagency Collaboration 
Study Barriers 

Noonan, 2004 • Fragmentation, duplication, and inadequacy of school and adult services and 
programs (Sitlington et al., 2000) 

• Poor and inaccurate perceptions of outside agencies by school staff, students, 
and parents (Agran et al., 2002; Benz, Johnson, et al., 1995) 

• Nonexistent or ineffective procedures for collaboration—referral, eligibility 
determination, transition planning (Agran et al., 2002; Benz, Johnson, et al., 
1995) 

• Lack of shared information on students across agencies (Johnson et al., 2002; 
Noyes & Fax, 2004) 

• Lack of follow-up data on program recipients to improve transition services 
agreements (Johnson et al., 2002; Noyes & Fax, 2004) 

• Lack of attention to postsecondary goals (Johnson et al., 2002; Noyes & Fax, 
2004) 

• Ineffectual interagency agreements (Johnson et al., 2002; Noyes & Fax, 
2004) 

• Professional culture differences and loss of professional identities among 
agencies (Timmons et al., 2004) 

• Lack of understanding of other agency policies, lack of time for 
collaboration, unclear postsecondary goals, gaps in screening and diagnostic 
services (Agran et al., 2002; Benz, Johnson, et al., 1995; Johnson et al., 2003) 

• Despite growth of prevalence of community transition teams, lack of data 
evaluating their effectiveness in promoting interagency collaboration and 
impacting youth with disabilities 

Clark, 1999 • “Terminology, discipline cultures, and discipline perspectives present some 
barriers in communication within and across disciplines” (p. 448)  

• Research and observational data—school-based services personnel report 
constraints on active collaboration 

• Retrenchment and decredentialing in school-based service disciplines 
• Inadequacy of professional standards to encourage and support 

transdisciplinary collaboration 
• Inhibition of transdisciplinary transition service delivery by current 

organizational structures in public education 
Clark, 1999 • Lack of support from upper management or lack of leadership 

• Lack of commitment of participating agencies 
• Lack of common vision and goal 
• Lack of communication among agencies 
• Lack of trust 
• Turf issues 
• Resistance to change 
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Study Barriers 
Johnson et al., 
1982 

• Public vs. private agency participation 
• Interpersonal relations 
• Disagreements on target populations 
• Lack of centralized information base 
• Imprecise definition of agency responsibilities 
• Difficult decision-making rules 
• Fragmented fiscal supports for interagency efforts 
• Uncertainty of end product 
• Variability of client eligibility for services 
• Resistance to change 
• Lack of collaboration interagency service training 
• Unidisciplinary design, despite need for interdisciplinary focus 
• Lack of incentives 
• Complex nature of service delivery, because of the complex needs of youth 

with disabilities 
• Competitiveness of long-established institutions/agencies 
• Lack of organizational structure 
• Awkward interdisciplinary communication, because of a lack of structures 

and process to facilitate communication 
• Lack of time 

*Citations are those cited in the study in the left column. 
 
 
Facilitators of Successful Interagency Collaboration 

Study Facilitators 
Kochhar-
Bryant, 2008 

• Long-term development processes that impact the student’s ability to achieve 
his or her highest potential  

• Interventions to achieve change in relationships, processes, services, 
institutions, or systems 

• Clear definition of expected results and evaluation of outcomes  
• Planning for strength and sustainability 
• Engagement of all the people (stakeholders) affected by the change process 
• Beginning small and emerging from any part of a system 
• Youth- and family-centered practices to promote self-determination and 

engagement 
• Commitment to the process to promote effectiveness and sustainability  
• Professional preparation of participants to ensure effectiveness and 

sustainability 
• Environment for collaboration  
• Recognition that early defeat in collaboration does not mean long-term failure 

Noonan, 
Morningstar, 
& Erickson, 
2008 

• Flexible scheduling and staffing to share information 
• Follow-up after transition 
• Administrative support for transition 
• Use of a variety of funding sources 
• State-supported technical assistance 
• Ability to build relationships 



239 

Study Facilitators 
• Agency meetings with students and families 
• Training of students and families 
• Joint training of staff 
• Meetings with agency staff and transition councils 
• Dissemination of information to a broad audience 

Johnson et al., 
2003 

• Agencies’ willingness to work together 
• Strong leadership 
• Common vision 
• Commitment from all participating agencies, or staying focused on the vision 
• Involvement of key decision makers 
• Improved communication among agencies 
• Preplanning 
• Seven interrelated factors: 
o Commitment 
o Communication 
o Strong leadership from key decision makers 
o Understanding the culture of other agencies 
o Engaging in serious preplanning 
o Providing adequate resources for collaboration 
o Minimizing turf issues 

Hasazi, 
Furney, & 
DeStefano, 
1999 

• Sense of caring for students and families  
• Strong belief in necessity and power of collaborating 
• Joint funding by education and service agencies establishing key positions 

(transition coordinators, job placement) 
• Written agreements articulating policies and procedures 
• Monthly interagency planning meetings 
• Cross-agency training opportunities 
• Use of a variety of practices associated with collaboration and team building 

Mattessich & 
Monsey, 1992 

• Environment (history of collaboration and favorable political/social climate) 
• Membership (mutual respect, understanding, and trust) 
• Process and structures (members sharing a stake in processes and outcomes 

and development of roles and policy guidelines that encourage and support 
adaptability) 

• Community (open and frequent informal and formal communication among 
the members and with external stakeholders) 

• Purpose (concrete, attainable goals and objectives, a shared vision, and 
unique purpose) 

• Resources (adequate funds to support its operation) 
• Resources (a skilled convener, i.e., an individual who convenes the group to 

ensure the members carry out their roles) 
Bruner, 1991 • Governance issues (top down)  

• Technical assistance and training to enhance interagency team conception and 
development  

• Implementation of action plans  
• Leadership at all levels  
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Study Facilitators 
Melaville & 
Blank, 1991 

• Involvement of key players at every level 
• Realistic goals 
• Priority goals 
• Shared vision 
• Attainable objectives (focused) 
• Shooting for the stars 
• Institutionalized change 
• Publicizing success 

Johnson et al., 
1982 

• Improvement of effective/interactive leadership skills 
• Techniques for employing political system to influence development of 

interagency programs 
• Improvement of parent/consumer advocacy techniques 
• Problem-solving/decision-making competencies 
• Compiling of client data from multiple sources 
• Methods of program monitoring and evaluation 

 

Synthesis of Facilitators and Barriers to Successful Interagency Collaboration 
Theme Facilitators Barriers 

Ecological or environmental factors 
Complexity of 
transition system 
of agencies 

• Environment (history of 
collaboration and favorable 
political/social climate) 
(Mattessich & Monsey, 1992) 

 

• Public vs. private agency 
participation (Johnson et al., 1982)  

• Complex nature of service delivery 
(Johnson et al., 1982) 

• Variability of client eligibility 
(Johnson et al., 1982) 

• Fragmentation, duplication, and 
inadequacy of school and adult 
services and programs (Sitlington et 
al., 2000) 

• Fragmented fiscal supports for 
interagency efforts (Johnson et al., 
1982) 

Agency cultural 
differences 

• Understanding the culture of 
other agencies (Johnson et al., 
2003) 

• “Terminology, discipline cultures, 
and discipline perspectives present 
some barriers in communication 
within and across disciplines” 
(Clark, 1999, p. 448) 

• Merging professional culture 
differences and loss of professional 
identities among agencies (Timmons 
et al., 2004) 

• Unidisciplinary design (Johnson et 
al., 1982) 

• Retrenchment and decredentialing in 
school-based related service 
disciplines (Clark, 1999) 
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Theme Facilitators Barriers 
Change processes • Institutionalized change 

(Melaville & Blank, 1991) 
• Engagement of all stakeholders 

affected by the change process 
(Kochhar-Bryant, 2008) 

• Starting small and emerging 
from any part of a system 
(Kochhar-Bryant, 2008) 

• Recognition that early defeat in 
collaboration does not mean 
long-term failure (Kochhar-
Bryant, 2008) 

• Interventions to achieve change 
in relationships, processes, 
services, institutions, or systems 
(Kochhar-Bryant, 2008) 

• Resistance to change (Johnson et al., 
1982) 

Participation and engagement 
Interpersonal 
relationships 

• Ability to build relationships 
(Noonan et al., 2008) 

• Membership (mutual respect, 
understanding, and trust) 
(Mattessich & Monsey, 1992) 

• Interpersonal relations (Johnson et 
al., 1982) 

• Lack of trust (Johnson et al., 2003) 

Agency 
relationships 

• Minimizing turf issues (Johnson 
et al., 2003) 

• Turf issues (Johnson et al., 2003) 
• Competitiveness of long-established 

institutions/agencies (Johnson et al., 
1982) 

Agency 
commitment 

• Commitment (Johnson et al., 
2003) 

• Commitment from all 
participating agencies, staying 
focused on the vision (Johnson 
et al., 2003) 

• Commitment to the process, to 
promote effectiveness and 
sustainability (Kochhar-Bryant, 
2008) 

• Agencies’ willingness to work 
together (Johnson et al., 2003) 

• Strong belief in the necessity 
and power of collaborating 
(Hasazi et al., 1999) 

• Sense of caring for students and 
families (Hasazi et al., 1999) 

• Youth- and family-centered 
practices to promote self-
determination and engagement 
(Kochhar-Bryant, 2008) 

• Lack of commitment of participating 
agencies (Johnson et al., 2003) 

Interagency • Leadership at all levels (Bruner, • Lack of support from upper 



242 

Theme Facilitators Barriers 
leadership 
 

1991) 
• Administrative support for 

transition (Noonan et al., 2008) 
• Strong leadership from key 

decision makers (Johnson et al., 
2003) 

• Governance issues (top down) 
(Bruner, 1991) 

• Techniques for employing 
political system to influence 
development of interagency 
programs (Johnson et al., 1982) 

• Involvement of key players at 
every level (Melaville & Blank, 
1991) 

• Strong leadership (Johnson et 
al., 2003) 

• Resource (a skilled convener, 
i.e., an individual who convenes 
the group to ensure the 
members carry out their roles) 
(Mattessich & Monsey, 1992) 

• Environment for collaboration 
(Kochhar-Bryant, 2008) 

• Improvement of effective/ 
interactive leadership skills 
(Johnson et al., 1982) 

management or lack of leadership 
(Johnson et al., 2003) 

Vision and action 
Interagency vision 
and goals 

• Shared vision (Melaville & 
Blank, 1991) 

• Common vision (Johnson et al., 
2003) 

• Commitment from all 
participating agencies or staying 
focused on the vision (Johnson 
et al., 2003) 

• Shooting for the stars 
(Melaville & Blank, 1991) 

• Community (open and frequent 
informal and formal 
communication among the 
members and with external 
stakeholders (Mattessich & 
Monsey, 1992) 

• Purpose (concrete, attainable 
goals and objectives, a shared 
vision, and unique purpose) 
(Mattessich & Monsey, 1992) 

• Realistic goals (Melaville & 

• Lack of common vision and goals 
(Johnson et al., 2003) 

• Disagreements on target populations 
(Johnson et al., 1982) 

• Uncertainty about end product 
(Johnson et al., 1982) 

• Lack of attention to postsecondary 
goals; lack of agreements (Johnson 
et al., 2002; Noyes & Sax, 2004) 
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Theme Facilitators Barriers 
Blank, 1991) 

• Priority goals (Melaville & 
Blank, 1991) 

• Attainable objectives (focused) 
(Melaville & Blank, 1991) 

• Clear definition of expected 
results and evaluation of 
outcomes (Kochhar-Bryant, 
2008) 

Interagency 
planning 

• Engaging in serious preplanning 
(Johnson et al., 2003) 

• Planning as vital to strength and 
sustainability (Kochhar-Bryant, 
2008) 

• Implementation of action plans 
(Bruner, 1991) 

• Monthly interagency planning 
meetings (Hasazi et al., 1999) 

 

Resource allocation 
Resource 
allocation 

• Resource (adequate funds to 
support its operation) 
(Mattessich & Monsey, 1992) 

• Resource (a skilled convener, 
i.e., an individual who convenes 
the group to ensure the 
members carry out their roles) 
(Mattessich & Monsey, 1992) 

• Joint funding by education and 
service agencies establishing 
key positions (transition 
coordinators, job placement) 
(Hasazi et al., 1999)  
 

• Providing adequate resources 
for collaboration (Johnson et 
al., 2003) 

• Using a variety of funding 
sources (Noonan et al., 2008) 

• Fragmented fiscal supports for 
interagency efforts (Johnson et al., 
1982) 

• Lack of time (Johnson et al., 1982) 
• Lack of incentives (Johnson et al., 

1982) 
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Theme Facilitators Barriers 
Processes and structures 
Interagency 
processes and 
structures 

• Process and structures 
(members sharing a stake in 
processes and outcomes and 
development of roles and policy 
guidelines that encourage and 
support adaptability) 
(Mattessich & Monsey, 1992) 

• Interventions to achieve change 
in relationships, processes, 
services, institutions, or systems 
(Kochhar-Bryant, 2008) 

• Long-term development 
processes that impact a 
student’s ability to achieve his 
or her highest potential 
(Kochhar-Bryant, 2008) 

• Governance issues (top down) 
(Bruner, 1991) 

 

• Lack of organizational structure 
(Johnson et al., 1982) 

• Inhibition of transdisciplinary 
transition service delivery in current 
organizational structures in public 
education (Clark, 1999) 

• Nonexistent or ineffective 
procedures for collaboration—
referral, eligibility determination, 
transition planning (Agran et al., 
2002; Benz, Johnson, et al., 1995) 

• Lack of understanding of other 
agency policies, lack of time for 
collaboration, unclear postsecondary 
goals, gaps in screening and 
diagnostic services (Agran et al., 
2002; Benz, Johnson, et al., 1995; 
Johnson et al., 2003, as cited in 
Noonan, 2004) 

• Difficult decision-making rules 
(Johnson et al., 1982) 

Interagency 
agreements 

• Written agreements articulating 
policies and procedures (Hasazi 
et al., 1999) 

• Imprecise definition of agency 
responsibilities (Johnson et al., 
1982) 

• Ineffectual interagency agreements 
(Johnson et al., 2002; Noyes & Sax, 
2004) 

• Lack of attention to postsecondary 
goals; lack of agreements (Johnson 
et al., 2002; Noyes & Sax, 2004) 

Knowledge and learning 
Interagency 
information 
sharing and data 
management 

• Dissemination of information to 
a broad audience (Noonan et al., 
2008) 

• Clear definition of expected 
results and evaluation of 
outcomes (Kochhar-Bryant, 
2008)  

• Methods for program 
monitoring and evaluation 
(Johnson et al., 1982) 

• Compilation of youth data from 
multiple sources (Johnson et al., 
1982) 

• Follow-up after transition 
(Noonan et al., 2008) 

 

• Lack of a centralized information 
base (Johnson et al., 1982) 

• Lack of shared information on 
students across agencies; lack of 
agreements (Johnson et al., 2002; 
Noyes & Sax, 2004) 

• Lack of follow-up data on program 
recipients to improve transition 
services agreements (Johnson et al., 
2002; Noyes & Sax, 2004) 

• Research and observational data—
school-based services personnel 
report constraints on active 
collaboration (Clark, 1999) 

• Despite growth of prevalence of 
community transition teams, lack of 
data evaluating their effectiveness in 
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Theme Facilitators Barriers 
promoting interagency collaboration 
and impacting youth with disabilities 
(Noonan, 2004) 

Information 
sharing and 
communication 

• Communication (Johnson et al., 
2003) 

• Improved communication 
among agencies (Johnson et al., 
2003) 

• Community (open and frequent 
informal and formal commu-
nication among members and 
with external stakeholders) 
(Mattessich & Monsey, 1992) 

• Flexible scheduling and staffing 
to share information (Noonan et 
al., 2008) 

• Meetings with agency staff and 
transition councils (Noonan et 
al., 2008) 

• Agency meetings with students 
and families (Noonan et al., 
2008) 

• Publicized success (Melaville & 
Blank, 1991) 

• Lack of communication among 
agencies (Johnson et al., 2003) 

• Awkward interdisciplinary 
communication (Johnson et al., 
1982) 

• Poor and inaccurate perceptions of 
outside agencies by school staff, 
students, and parents (Agran et al., 
2002; Benz, Johnson, et al., 1995) 

Learning • Improved parent/consumer 
advocacy techniques (Johnson 
et al., 1982) 

• Technical assistance and 
training to enhance interagency 
team conception and 
development (Bruner, 1991) 

• Improved effective/interactive 
leadership skills (Johnson et al., 
1982) 

• Problem-solving/decision-
making competencies (Johnson 
et al., 1982) 

• Cross-agency training 
opportunities (Hasazi et al., 
1999) 

• Use of a variety of practices 
associated with collaboration 
and team building (Hasazi et al., 
1999)  

• Collaboration interagency 
service training (Johnson et al., 
1982) 

• Joint training of staff (Noonan 
et al., 2008) 

• Inadequacy of professional 
standards to encourage and support 
transdisciplinary collaboration 
(Clark, 1999) 

• Lack of understanding of other 
agency policies, lack of time for 
collaboration, unclear postsecondary 
goals, gaps in screening and 
diagnostic services (Agran et al., 
2002; Benz, Johnson, et al., 1995; 
Johnson et al., 2003) 
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Theme Facilitators Barriers 
• Training students and families 

(Noonan et al., 2008) 
• State-supported technical 

assistance (Noonan et al., 2008) 
• Professional preparation of 

participants to promote 
effectiveness and sustainability 
(Kochhar-Bryant, 2008) 
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APPENDIX C: 

DESIGN OF THE INTERVIEW PROTOCOL 

Component 
of Social 

Theory of 
Learning 

Theoretical description 
(Wenger, 1998, 2000) Interview questions 

Community 
(learning as 
belonging) 

Engagement describes how 
we do things together, 
communicate, and produce 
artifacts.  
Imagination involves how we 
construct an image of 
ourselves, the community, 
and the world to reflect on 
situations and explore 
possibilities.  
Alignment is aligning our 
local efforts with other 
processes so they are 
effective beyond our own 
engagement. 

• Describe your involvement with the council. 
o How long have you been involved? 
o How did you get involved? 
o Are you still involved? 
o Why do you participate? 

• Describe how the council interacts with: 
o Other local efforts 
o State efforts 
o National efforts 

• How would you describe the way the council 
works?  
o Describe any traditions. 

Identity 
(learning as 
becoming) 

Helps us decide what matters 
and with whom we 
identify/trust.  
Influences our capacity to 
span boundaries to engage 
and suspend our own 
identities. 
Community’s progress can be 
described in several qualities 
that constitute social identity, 
including connectedness 
(enduring social relationships 
with deep connections), 
expansiveness (breadth of 
identity across multiple 
boundaries), and effectiveness 
(enabling action/ 
participation). 

• What organizations are involved with the 
council?  
o Do the same organizations participate all the 

time? 
o How do new organizations join? 

• Describe how the council builds relationships 
with others to assist transitioning youth.  
o How do you discuss who should be invited 

to participate?  
• Describe typical relationships among council 

members.  
o If conflict arises, how does the council deal 

with it? 

Meaning 
(learning as 
experience) 

Meaning is constructed 
through interactions 
involving differing aspects of 
a problem, the exploration of 
differences, identification of 
solutions beyond the limited 
vision of one person, the 
exchange of information, and 

• In your opinion, why does the council exist?  
o What drives the council’s work?  

• How does the council decide what to work on? 
o How do you balance the demands of your 

organization and that of the council? 
o Describe any challenging situations and how 

the council dealt with them. 
• Describe how the council members 
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Component 
of Social 

Theory of 
Learning 

Theoretical description 
(Wenger, 1998, 2000) Interview questions 

shared rewards  communicate and interact. 
o Describe how council members exchanges 

information with each other. 
o What is the decision-making process for the 

council? 
• What role does learning play in the work of the 

council? 
o Describe a situation when the council 

learned, as evidenced in the adaptation and 
adjustment in their work.  

Practice 
(learning by 
doing) 

Involves explicit and tacit 
knowledge and can be 
represented in language, 
tools, documents, images, 
symbols, well-defined roles, 
and codified procedures, as 
well as subtle cues, untold 
rules, underlying 
assumptions, and shared 
work views 

• What does the council produce (e.g., products, 
outcomes, results)?  

• How are roles within the council constructed?  
o How is the work distributed? 

• What procedures or structures does the council 
have in place to facilitate its work? 

• Do the council members have a shared vision 
of transitioning youth with disabilities? If so, 
please describe. 
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APPENDIX D: 

DATA ANALYSIS: FIRST CYCLE, OPEN CODING 

1. ACT Now Committee 
2. Agency 
3. Agency representative 
4. Aligning our local efforts with other processes so they are effective beyond our 

own engagement 
5. Boundary spanning 
6. Brainstorming 
7. Bridge building 
8. Chair 
9. Changing directions 
10. Changing environment 
11. Changing: evolving 
12. Codified procedures 
13. Collaboration 
14. Collaboration in county before council formed 
15. Collaboration: state-local 
16. Commitment 
17. Committee role to formal leadership role 
18. Common goals and objectives 
19. Common language 
20. Common purpose 
21. Common shared belief system 
22. Common understanding 
23. Communication and connection: state to local 
24. Communication: open and honest 
25. Community 
26. Community of practice model 
27. Community of practice: state-local 
28. Community rehabilitation provider 
29. Connectedness (enduring social relationships with deep connections 
30. Connections: across similar roles 
31. Continuous improvement 
32. Core leadership to peripheral role 
33. Creating network 
34. Creative resource management 
35. Cross-collaboration and training 
36. Culture of all hands on deck 
37. Culture of collaboration: county 
38. Data collection 
39. Dedication 
40. Different ways to same end 
41. Differing aspects of a problem 
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42. Diverse stakeholders 
43. Doing more together than separately 
44. Early/long-term member 
45. Effectiveness 
46. Empowerment 
47. Engaged one year 
48. Engaged 10 years 
49. Engaged 12 years 
50. Engaged three years 
51. Engaged four years 
52. Engaged five years 
53. Engaged after retirement as a volunteer 
54. Engaged for eight years 
55. Engaged in committee work 
56. Engaged since 2010 
57. Engaged since inception 1994 
58. Engaged since the mid-90s 
59. Engaged through word of mouth 
60. Engagement in many ways 
61. Engagement through relationships 
62. Engagement: state conferences 
63. Evaluating options 
64. Expansiveness (breadth of identity across multiple boundaries) 
65. Feeling fortunate 
66. Finding a new way 
67. Fiscal representative 
68. Flexibility 
69. Flexible 
70. Focus on youth 
71. Founder 
72. Founding staff support 
73. Grant 
74. Group efficacy 
75. Help us decide what matters 
76. High level of engagement 
77. Higher education 
78. Hired to manage council project 
79. Honored to be involved 
80. How we communicate 
81. How we construct an image of ourselves 
82. How we construct an image of the community 
83. How we construct the world to reflect on situations and explore possibilities 
84. How we decide with whom we identify/trust 
85. How we do things together 
86. How we produce artifacts 
87. Identification of solutions beyond the limited vision of one person 
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88. Identity 
89. Identity: pieces of the transition pie 
90. Impact 
91. Impact: role of state representative staff 
92. Influences our capacity to span boundaries to engage and suspend our own 

identities 
93. Information flow: state to local 
94. Information sharing 
95. Information sharing: national-local 
96. Information sharing: local to state 
97. Integrated into my life 
98. Interagency agreement: state 
99. Inviting 
100. Inviting others into the work continually 
101. Inviting people into the work 
102. Language 
103. Leaders encouraging new leaders and engagement 
104. Leadership 
105. Leadership expectation for engagement 
106. Leadership role 
107. Learn: desire to 
108. Learning 
109. Learning as ongoing process 
110. Learning organization 
111. Learning through conflict 
112. Learning together 
113. Learning: across community partners 
114. Learning: continual from one another 
115. Learning: local to state 
116. Learning: local-state-national 
117. Learning: national conferences 
118. Learning: national-local 
119. Learning: ongoing 
120. Learning: state conferences 
121. Listening 
122. Long-term member 
123. Long-term engagement 
124. Loosely formed group 
125. Making this happen together 
126. Need for coordinated efforts 
127. Network 
128. Networking 
129. New ideas 
130. New practices 
131. Newer member 
132. Open to change 
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133. Original engagement—boss or coworker 
134. Outreach 
135. Outreach: parents 
136. Paradigm shift 
137. Parent 
138. Parent representative 
139. Partnership—fiscal management 
140. Passion 
141. Past president/advisor 
142. Peripheral engagement changed to core role over time 
143. Peripheral role to committee to formal leadership role 
144. Peripheral to committee engagement 
145. Personal interest 
146. Perspective: broadening 
147. Planning 
148. Pulling people together 
149. Pulling pieces together from various viewpoints 
150. Rare group 
151. Reaching out 
152. Reflection 
153. Relationship: state representative 
154. Relationships 
155. Replicate practices 
156. Replicating practices 
157. Respect 
158. Rewarding 
159. Rewards 
160. Roles: formal and informal 
161. School representative 
162. School to careers 
163. Secretary 
164. Shared leadership 
165. Shared responsibility 
166. Shared rewards 
167. Shared vision 
168. Shared work views 
169. Sharing 
170. Sharing new ideas 
171. Sharing: allowing for differing styles 
172. Shift from focus on system to youth 
173. Solving challenges through learning 
174. Special educator 
175. Spiraling 
176. State transition conference 
177. Strengths 
178. Subtle cues, untold rules 
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179. Supporting one another 
180. Synergy 
181. Taking advantage of opportunity 
182. Team oriented 
183. The exchange of information 
184. The exploration of differences 
185. Tools, documents, images and symbols 
186. Transition house committee 
187. Transition practices 
188. Transition practices: Project SEARCH 
189. Transition practices: school to careers committee 
190. Transition practices: transition house 
191. Transition practices: transition nights 
192. Transportation 
193. Underlying assumptions 
194. Value of agency services to youth 
195. Value the importance of the group 
196. Valuing differing perspectives 
197. Voices 
198. Volunteers 
199. Welcoming 
200. Well-defined roles 
201. Willingness to jump in and work 
202. Working together 
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APPENDIX E: 

LOCAL TRANSITION COORDINATING COUNCIL ARTIFACTS (TRANSITION PRACTICES) 

Name of 
project Resources Duration 

Number of 
individuals 

served 
Administrative 

entity** Project description 
Post graduation 
follow-up 
survey  

In-kind contributions 
from school districts 
and regional education 
agency 

Ongoing 
annually 
since 1999 

Approx. 200 per 
year 

Regional 
education agency 

Survey of special education 
graduates to identify outcomes 
and needs. Survey results guide 
council planning. 

Summer work 
experience and 
assessment 
program  

Diverse federal, state, 
and private funding 
sources  

Ongoing 
annually 
since 1995 * 

Approx. 100-150 
per year 

Varying, including 
school district and 
community rehab-
ilitation provider 

Special education students 
participate in a 6- to 8-week 
supervised summer employment 
experience 

Transition 
Expo 

Department of Health 
grant; fundraisers 

Ongoing 
biannually 
since 1997* 

Approx. 100+ 
families per event 

Community 
rehabilitation 
providers 

Informal opportunity for 
transitioning students and their 
families to connect with 
educational, recreational, and 
other community service 
providers 

Transition 
house 

State public vocational 
rehabilitation agency 
seed grant; ongoing 
funding from school 
districts, state commu-
nity development funds 

Planning 
started in 
2002; doors 
opened in 
2004 

15 students per 
year 

Regional 
education agency 

Community-based program to 
teach job readiness and 
community living skills to 
transitioning high school 
students 

ACT NOW 
(assess, choose, 
try-out now) 

Developmental 
Disabilities Council 
grant; in-kind 
contributions from 
local community 
college, school 
districts, and agencies 

Started in 
2007; 
ongoing 
through 2012 

100 students per 
year, plus training 
for 200 families 

Regional 
education agency 

Students participate in 
community-based job 
shadowing, enrollment in one-
credit college class, and career 
assessments. Also provided are 
training events for families and 
resources for school districts. 
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Name of 
project Resources Duration 

Number of 
individuals 

served 
Administrative 

entity** Project description 
Cross-system 
assessment tool 

State public vocational 
rehabilitation agency 
grant; Developmental 
Disabilities Council 
grant  

Started 2003  Piloted with 
approx. 200 
students  

Regional 
education agency 

Progress monitoring and service 
planning tool for transitioning 
students  

Transition 
Academy  

In-kind contributions 
from local colleges and 
school districts 

Ongoing 
annually 
since 2005 

First two years, 30 
students; last two 
years, 90 students 

Three local 
universities 

A day-long immersion in a 
college environment, including 
classroom experiences and 
shadowing of currently enrolled 
students with disabilities  

Employability 
Expo  

Grants from Workforce 
Investment Board, 
Department of Health, 
and county intellectual 
disabilities program  

Ongoing 
biannually 
since 1996* 

Over 500 students 
and 100+ 
employers, 
presenters, 
exhibitors per 
event 

Community 
rehabilitation 
provider 

Diverse employment topics for 
students and employers, 
including job readiness and 
career-oriented breakout 
sessions, mock interviews with 
local employers, exhibitors, 
keynote speaker, luncheon, and 
panel discussions 

Transition 
packet 

Regional education 
agency 

Ongoing 
annually 
since 1996 

Approx. 500+ 
students and 
families per year 

N/A Compilation of transition-related 
resources on CD, given to 
students nearing graduation 

*These projects depend upon availability of funds. 
**Administrative entity that coordinates financial and in-kind resources to administer the project. 
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APPENDIX F: 

INTERRELATIONSHIP OF THEMES, CLUSTERS, AND CODES 

Key: 
05  Working collectively 
06  Communication 
07  Production of artifacts 
08  Construction of an image of the 

council and the community 
09  Construction of the world to 

reflect on situations and explore 
possibilities 

10  Alignment of local efforts with other 
processes so they are effective beyond 
council engagement 

11  Decisions on what matters 
12  Decisions about whom to identify with 

and trust 
13  Capacity to span boundaries to engage 

and suspend identity 
14  Connectedness (enduring social 

relationships with deep connections) 

15  Expansiveness (breadth of 
identity across multiple 
boundaries) 

16  Empowerment (enabling 
action/participation) 

17  Exploration of differences and 
differing aspects of a problem 

18  Identification of solutions beyond 
the limited vision of one person 

19  The exchange of information 

20  Shared rewards 
21  Language, tools, documents, 

images, and symbols 
22  Codified procedures and well-

defined roles 
23  Subtle cues, untold rules, and 

underlying assumptions 
24  Shared work views 
*05 Beginning of a members’ 

engagement was not included as it 
was descriptive in nature 

 
 
 
Code Code Name 05 06 07 08 09 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26 
Theme: COMMUNITY  X X X X X X X X X X X X X X X X X X X X X X 
Cluster: Engagement  X X X X X X X X X X X X X X X X X X X X X X 

05 Working 
collectively  X X X X X X X X X X X X X X X X X X X X X 

06 Communication X  X X X   X  X X X X X X X X X  X X X 

07 Production of 
artifacts X X  X X X X X X  X X   X X X X  X X X 

Cluster: Imagination X X X X X X X X X X X X X X X X X X X X X X 

08 

Construction of an 
image of the 
council and the 
community 

X X X  X X X X X X X X  X X X X X X X X X 

09 

Construction of 
the world to 
reflect on 
situations and 
explore 
possibilities 

X X X X  X  X X X X X X X X  X X  X X  



257 

Code Code Name 05 06 07 08 09 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26 
Cluster: Alignment X  X X X  X X  X X X  X X X X X  X X  

10 

Alignment of 
local efforts with 
other processes so 
they are effective 
beyond council 
engagement 

X  X X X  X X  X X X  X X X X X  X X  

Theme: IDENTITY X X X X X X X X X X X X X X X X X X X X X X 
Cluster: Identification X X X X X X X X X X X X  X X X X X  X X X 

11 Decisions on what 
matters X  X X  X  X X  X   X X X X X  X X X 

12 
Decisions about 
whom to identify 
with and trust 

X X X X X X X  X X X X   X  X   X X  

13 

Capacity to span 
boundaries to 
engage and 
suspend identity 

X  X X X  X X   X X   X  X X  X X  

Cluster: Qualities that 
constitute social identity X X X X X X X X X X X X X X X X X X X X X X 

14 Connectedness X X  X X X  X   X X X X X X  X  X X X 
15 Expansiveness X X X X X X X X X X  X X X X X X X  X X X 
16 Empowerment X X X X X X  X X X X   X X X   X X X X 

Theme: MEANING X X X X X X X X X X X X X X X  X X X X X X 
Cluster: Construction of 
meaning through 
interactions 

X X X X X X X X X X X X X X X  X X X X X X 

17 

Exploration of 
differences and 
differing aspects 
of a problem 

X X   X     X X   X    X   X X 

18 

Identification of 
solutions beyond 
the limited vision 
of one person 

X X  X X X X   X X X X  X     X X  

19 The exchange of 
information X X X X X X X X X X X X  X   X X  X X  

20 Shared rewards X X X X  X X   X X X     X  X X X  
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Code Code Name 05 06 07 08 09 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26 
THEME: Practice X X X X X X X X X X X X  X X X X X X X X X 
Cluster: Explicit forms of 
knowledge X X X X X X X X X X X    X X X X X X X X 

21 

Language, tools, 
documents, 
images, and 
symbols 

X X X X X X X X X  X    X X  X X X X  

22 
Codified 
procedures and 
well-defined roles 

X X X X X X X  X X X    X  X  X X X X 

Cluster: Tacit forms of 
knowledge X X X X X X X X X X X X  X X X X X X X X X 

23 

Subtle cues, 
untold rules, and 
underlying 
assumptions 

X   X        X    X X X  X  X 

24 Shared work 
views X X X X X X X X X X X X  X X X X X X  X X 

EMERGING CODES X X X X X X X X X X X X X X X X X X  X X X 

25 Change/adaptatio
n X X X X X X X X X X X X X X X X X X  X  X 

26 Leadership X X X X   X   X X X  X X X     X  
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