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~BSTRACT

This study describes an ethnographi.<c ipproach to the
evaluztion of a Title I Mathematic <Toject designed for.
third and fifth grede.low—adhievinr studeﬁts. The research

%as desiznes as a series of eight disaggregated single
case studies of the implementation‘of the project_thh

' the classroem serv1ng as the unit. The fdcus of the

study was the development of ethnopraphlc procedures for

observing andmdescrlblng the way programs are implemented
using resoufee'teachers to'heip classroom teachers improve

1nst“uct10na1 serv1ces for economlcally dlsadvantaped

mlnorlty students An ethnograohlc model for use by school

‘,dlstrlct evaluators in studylng program 1mp1ementat10n was

developed:m




Tlassroiaz Ethnographic Study of An
L-miviti=s~Bas:=f Supplemental Mathematlcs Program

A
\

Recammly ttere has b=en a tr=nd away from exclusive reliance
zn tracitimmneT social sci=nce modsls in educational evaluation
because thk=y zpply to oniz a small proportion of questlons and
are rarely pr=ciiczble in the natural environment of the public
schools {Szriwen, 1978; Cronbach, 1978; Guba,; 1978; Stakxe, 197%:
House 1977). Guba (7978 pPpP. 79 80 in wrltlng about a practi

~ioner mov=msnt towards n=zturaliszic ikquiry in educational
avaluation, bhas stated a meed ". . .Tto enlarge the arsenal of
investigative strategiss =vailable for dealing ‘with emergent
questimns of interest; to.provide an acceptable basis for studying:
proces=s. -tc provide an alternative where it is 1mposs1b1e to meet
the tecionizal zwsumptions of the experimental approach in the '
real world,. . 7 TFurther, naturalistic or qualitative approaches
~“have been’seen =s a way tt meet the growing demands for -evaluations
that can be uti’i~ed in g=aerating recommendations for improving
program eff=sctzw=m2ss (Alkin, Daillak, White, 1979; Patton, 1978).
- This preser= smud= was an outgrowth of the limitations of the

- control group m—=1: of the current Title I Evaluation and Reporting
System to prOV:ﬁE.anflclent 1nformat10n for decisionmaking
(Slaughter 1980 .

) Natura11strc 1nqu1r¥~1s deflned by an- approach used when the
researcher designed t study to fit the situation and answer social
policy -issues that often cannot be ‘examined by altering the . e
‘sltuatlon Ethnography is a- type of naturalistic inquiry where
;a trained observer attempts to describe a social situation as it
functions naturally. As stated by Fienberg (1977, p. 52), '"Rather
than assess the effectiveness of teaching by trad1110na1 technlques
of test scores administered before and after Some” 'treatment,’' the
ethnographer chooses to investigate how events within the c1ass—
room and the interactions between teachers and students affect the -
‘learning process. This view of the basic inquiry has led
ethnographers to the method of direct observatlon ‘(most typically
nonparticipant observation) for data collection." Ethnographic
methodology, using trained observers of holistic behaviors of
students, teachers and others (and patterns of relationships among
them) in school settings has seemed especially relevant to under-
standing educational practice. Tikunoff. and others (1975).
developed procedures for 1nteFraQ§nv shorter term ethnonrsphlcal
observations with other types of data to increase our understanding
of classroom instruction and student learning. Johnson and
- .Gardner (1979), suggested some first steps in developing a
prototyplc model for. training retiinographic assistants to work
with research staff to fulfill fieldwork -commitments in conductlng
a classroom ethnography of readlng 1nstruct10n -



The objective of this study was to conduct an in-depth c¥ass-
room implementation study, using ethnographic methods, of a . °
supplemental Title I mathematics project. The focus of the study
was the development of procedures for observing and describing the
Way programs are implemented using curricuilum specialists or
resource teachers to help teachers in the regular-classroom to
improve 1nstructlona1 services for economically disadvantaged
minority students. The ethnographlc approach used also addressed
questions arising in practice and in the research literatuie about
the mathematics learning of low achievers in an instructional
program using manipulative aids, that are rélated to the improvement’
of compensatory education programs.

i

The Evaluation of Resource Teacher Programs:
Related Literature and Research Questions

Programs employing resource teachers in specialized areas have
been one way that administrators have attempted to improve class-
~room' curricula and meet the special needs of individual students.
This is one way that scarce resources can be extended to benefit
a larger number of students than would be possible through provision
of teachers giving direct services to children on a daily basis.
Resource teachers' assistance within the classroom is a ”malnstream”
approach to compensatory education and may have advantaaes over’
pullout programs (Glass and Smith, 1977). One such . advantamce may
. be artlculatlon of the resource teacher s program and the ongoing
- . classroom program. Empirical research was needed to affirm or
d1sconf1rm this speculatlon ,
Unfortunately, the complex organlzatlon requ1red for resource
persons to effectively assist teachers in improving the instruction
of low-achieving students in more than a superficial way remains
. a problem. For. instance, Milofsky (1974, p. 439} described the ¢
. problems of managing school politics in supplemental programs and
"the chronic problems of resource teaghers in gaining access to
regular school personnel and priorities. . Harry F. Wolcott, (I977,
p. 243) .in a study which focused on the soc1a1 organlzatlon of an

‘educational innovation stated, "Too many ‘researchers have. . .been
too attentive to innovations and too inattentive to how educators
organize to cope with them." The need for research that takes into

,consideration the process of mutual adaptation of the implementors
of an educational innovation and the users, e.g. teachers and
students, was pointed out by Fullan and Pomfret (1977).

.There has been a need for observational research studies on
the 'actual implementation of the resource teacher service delivery
_strategy in practice in naturalistic settings from a user perspec-
tive. An observational study is particulary appropriate since the
-introduction of resource teachers into the regular classroom implies
role changes for classroom teachers, students, and resourge teachers.
Fu11an and Pomfret (1977) 1nd1ca+ed that a mala problem of imﬁlementing'

.
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~new curricula is that ‘curriculum change often mears 'hiox Nnew role
relationships are required of rersons putting the irmovution into
practice. *Research on the use of manipulative ai.&-in tezching
mathematics has shown that the teacher effect is - zv uelzing
(Suydam and ngg1ns 1977)

There is no way an apriori system of observez.:.coul cozegories
would validly reflect the interaction of classrocr —ezmch=zr, Mathe=
matics Specialist and students for understanding .:=s “impl=mentation
of this type of program. Even tightly controlleci =z diexz of ‘
teacher effectiveness have found preset categories Tt obsssrvational
instruments were not always apprcpriate for an evz:izticr of an
intervention (Stayrook and Crawford, 1978).

Natural1st1c observatlon was especially appronriatz to the
" fluid s1tuat1on of nonresearch-based compensatory educzz=on projects.
However, observation is always selective (Spradley and :zCurdy,
1972) and must necessar1ly be focused in ethnography mse- for
evaluative. purposes. ~ According to Erickson (1977, p. 62, "Focused:
data collection. . :required knowing something about the sett1ng
one is studying through information gathered before ente“lng the. |
setting as well as from first hand experience. The apriori research
‘questions guiding focused observations during the stzidy are listed
below. This 1list is illustrative only, not exhausti~re, since many
more research questions arose, as expected during t#= study. One
of the purposes of qualltatlve Tesearch is to generzt= hypotheses.
o Examples of questions used 1n focusing observatlons. =re as follows
1. How do the resource teachers, i:e., ‘the Malhemawics ?
. Project Specialists, establ1sh rapport w1tn cluss—
room teachers and children?

2. What are the opporﬁun1t1es and for how lonr ==
classroom teachers able to observe the demc =tration .
lessons in the regular classroom context?

3. Does the classroom teacher make some speclal arrange-
ments to provide space, time, different groupings
of students, and activities for nontarget students
- during scheduled demonstration lessons?

4. How does the focus and content of demonstration
lessons vary. with type of classroom, composition
of target group, cooperation of classroom teacher,
etc., from one site to another?

‘5. What 'is the percentape of mathematlc man1pu1ac1ve
activities to other kinds of mathematics instruction
in the classroom? Does this change after the demon-
stration lessons? o ' . ‘

6. - Are the demonstration lessons coordinated with the
© regular mathemat1cs program. recelved by the target
'chlldren9 »

Sy, S . P
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What kind and what degree oI guidance is given
to students during the manizulative phase. by
Mathematics Project Specialists and by classroom

teachers?

. .3, 1Is there evidence of trans® of concrete manip-
nlations to symbolic recor:: ﬂurln_ The observation
period? , - S )

¢ .« -

Design of =he Stix

- ¢

This study reports some emergent fz: ings from a series of
@ight dizmaggregated single case studies ¢ tks implementation_ of
a supplemental mathematics project wirlr ' 1e ciassroom serving as
@ unit. Kennedy (1979) related the i=zc . tance of the single case
study approach for documenting the eifesr:s of treatment and also
the reasons for these effects. Carryizy; on the study at multiple
sites shows how the trgatment functiois:. for different recipients,
Poth students and teachers, in differsmt contexts. ‘According to
Rennedy (1979) generalized statements regarding program effects
zre of limited validity because of th® wide variation in treatments,
intervening influences and extenuatiri circumstances in implemen-
zation. Attempts to clearly define zny single program treatment
and its affect upon achievement is fi:-ther confounded when students
participate in several programs inclz:iding the specific program
ongoing in the regular classroom. Statements of program effects
in.terms of gains scores aggregating student pre-posttest means
across classrcoms and schools are only meaningful to the extent
that program implementation is uniform. _

This study, while primarily ethnographic in approach, was - oo
conceived as analogous to-an ABA time series design in w=sychology,
'as described by Kratochwill (1978, pp. 41-42), in that it incorporated
measurement of baseline conditiong, measurement during the inter-
vention phase and measurement after the intervention was withdrawn.
.However the context of this study was very- different from the
typical experimental study in that the "intervention" itself was
in need of verification. While it was assumed that ‘during the
intervention process the dependent variables would be improved, i.e
student involvement- and success on mathematics tasks, "the point of
the study was to see if there was improvement- 1mmed1ate1y aftér -
the treatment and to determine the :length of time of treatment o
- effect. Further, if the treatment successfully improved the mathe- ~ *
matics. performance of the target students, there would not be a .
return baseline condition. According to Kratochwill (1978, p. 42),

- "This mitigates against the logic of the design and would not allow

'1nvest1gators to establish experimental control." 1In a naturalistic’

1nqu1ry of this sort, experimental control is neither attempted nor

is it necessary. The ethnographlc approach was highly appropriate

~ since it could be ‘used to provide information about a progran that,

" since implementation did mot follow a preset plan, could no% have '
been evaluated using an experimental model. :

.. ’,



Classroor Observation and Data Collection

Thiz section contrasts the preplanned ind¢ actual res=arch
agenda fcr conducting and writing up ethncorarthic observations.
This- is ¢cne to assist others in planning =thnmographic evaluations.

.

Planned Research Agenda. During the first series of demon-
stration=s in the fall of 1980, three ethnographic assistznts will
observe =—iree different classrooms for a p=riod of one mcnth. ‘

The principal investigator will observe at least four times in

each classroom participating in the study. Narrative records of

the obserwvaticas will be typed daily. The typed records will use

code names for participants observed R . e — e

: The observation plan -is as follows: .

1. An -ethnographic assistant knowledgeabia about the
mathematics curriculum will observe the mathematics
target students for one week priorn to.the demon-
stration lessons. The observer will know who thkr
target students are and will make narrative records

.  on wtat happens to t@Em during the mathematics
N pericd. This wi®l include records on what the
teacner is dolng I e ﬂg

2. The observer will watch the mathematlcs deqpnstratlon - '
‘lessons of the:systematic use of onz2 or more manip- \}
ulative aids.and make narrative records of the teaching
‘strategy used, the target students' responses
-indications of the regular teacher' s observatlons

of the lesson and any other pert1nent factors, such . -
~as what the remalnder of. the c¢lass is d01ng at this ’
time. : .
28 . v ' > . . DN : - . .
» 3. The observer will 'bé in.the classfoom for the next T e

téen. school days}folloWiné the cdemonstration lessons.
‘Records will be kept of the activities of the teachers
and target students during the mathemat1cs class and
~the students' responses to it.

4. Once a week, or more if necessary, the ethnographic

aides will meet with the principal 1nvest1gator to

discuss the observations and any. problems in carrying

~out the study
The above plan will be repeated for a second round of demon-
stration less sons in three different classrooms later in the year.
Later, two more classrooms will be oObserved. Consultation with .
teachers Mathematic Project Specialists and district curriculum

,adm1n1strators will supplement and enlarge the scope of the study.

IS

After the 1n1t1a1 ser1es of observatlons are completed the

- data will be compiled into a preliminary.report. . At this time,

procedures for simplifying(the observation--data collectlon_process——

a-

. v -
A ) - 8
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will be explored. TFor instance, 'a format for reporting data back
*to the principal investigator after observations, will be developned

if possible. Then more highly focused observations will be used

for conducting observations in three more classrooms at midyear

and to more classrooms later in the spring. One observer will

return to the first classroom obs=rved to provide a loncer v1ew of

. - the treatment effect on students.

) . Actual Research Agenda. Thrse ethnographic assistants were
tralned in late September and Ociotz=r and scheduled observations
over a month's time in three target classrooms and in one other
'‘classroom where the teacher was —=2:m teaching with the teacher in
& target classroom. As seen in Table 1 (Appendix A) fewer obser-

\$5vatlons by either -the principal Imvestigator or the ethnogrqphlc

assistants occurred than origina’lr planned. Observations were =
planned for a maX1mum of four ‘dazs a week to allow the teacher
breathing space of one day without observers and school activities
such as Halloween Parties, teachervabsences etc., further- reduced
the observations. We felt that thz= aoumber of observations made
were suff1c1ently represefitativs o classroom activities during
the observation period. Princimal investigatcr observations were
reduced due to the time requirei in the human relations context

of establishing the study in the schools and coordinating the
research with actual instances >f program impl=mentation. It should
be noted that after this was accomplished, in the fall, scheduling
later observations ' in the remaZning five resezrch sites was much
smoother. Principal investigazor (PI) obsérvztions served the.
_purpose of (1) maintaining contact with people in the field, '
(2) providing opportun1t1es for develop1n¢ shared nersnectlve and
dialogue between -the PI and:ethnogra ph;c assistants, and, most
importantly, (3) prdyviding direct e"per1ences w1th1n each research
site to . the PI which proved indepensible 1n developing theories

, .about implementation angd.for further £ cus1ng observations. One

‘method of, focusing the ethnograpblc assistants observations was
. for -the pr1n01pal investigator to provide example protocols developed
from observatlons in the.research site classrooT//

Py,
harratlve reports also called protocols "were not typed - »
daily. We found that each hour of observation required a minimum
of three hours writeup time. While ideally each observation should
be written up before succeeding obserwvations, this was not.always
possible. A form -was developed (see Append1x B) for handwrltten
protocols
Wﬁlle 1n1t1ally we. had planned one week of obSé%vatlons before .
the intervention and two follow1ng it, we fourd it preferable to
, spend two weeks in the classroom before the 1nterventlon occurred.

- This was necessary to ensure the correct identification of students
and familiarity with the classroom routine. Learnlng students names
and correctly 1dent1fy1ng target students was more difficult than
we had expected.. This was probably due to the nonpart1c1pant nature

-0of the observatlons . :

i

Q:/) .
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Primary obserLatlons were\focused upon the classroom settlng
ass -».sociocultural ‘unit, not individual target students. Gump

{ ""f), from the perspectlve of/ecoroglc 1 psychology, suggested
fhz: onée- needs to observe-the _setting unit first and stated,

TOrz= has to assume a different observational stance for settlngs."
Th==-vations of settings are more difficult to focus because of
th= wide choice of cc-occuring events or episodes, especizlly
" in multi-task, small group, organized classrooms. However, since
classroom episodes last longer, e.g. 20 to 30 minutes, or more,
“thkzm individual behavior patterns, observers can often collect

d=ta on both settings and individual behavior (Gump 1980; 1974). —t

‘It is ' especially: 1mportant to observe settings over time and to
extend observations through collaboration w1th classroom. teachers.

According to Gump (1980, p. 14), 1nformat10n about seftlngs -
is 1nd1spens1b1e in studying 1mp1ementat10n' E o -
A descr1pt10n of a settlng, 1ndependent of subJects'

behavior is required. The systematic observatloq and

-the quantitative description. of settings, as opp¢sed

‘to individual behavior, would seem to be a usefuﬂ - S
even necessary skill. . . Many of the- 1n+ervent10ns

.to be evaluated: involve settings: Classrooms;, /offlce
staff-development workshops teachers- meetlngs, play-

3grounds and so.on. | Problems to be solved often- appear

‘in such settlngs . interventions are often applled in

such settlngs impacts of such ‘interventions’ need to

be examined in such settings. ' For some problems the

impact of- 1ntervenf10n creates setting .changes which

‘then. change 1nd1vﬂhua1 behavior- and experience. In °

fact,” without a sturdy and comprehensive setting

_change ‘many interventions will be: impotent.

Our perspective throughout the. data collection phase. of the
study has bé&en to pay attention to the classroom unit wh11e mOV1ng
from group to group, especially those conta1n1ng target ch11dren
or. being - instructéd by Tlt&e I mathematlcs resource specialist
to collect data on interaction among persons and responses of
individual students. ' Methodological suggestions regardlng
improving the focus of observations and of pgpbtocols are’found in
a later section. We found that the dynamics of the interface N
between classroom teacher and mathematics resource personnel with
‘megotiation of the specific form and content ‘of the Title I mathe-
matics services taking place during, as well as previous to
intervention, obviated the possibility of using any preset or
quantitative approach-to observation., To have attempted to use a.
‘less ethnographic approach would have been to. ignore the'rlchnessf
of the data and would not have been pract1cab1e

A tra1n1ng program: for thp ethnographic assistants was’ planned
and implemented with the assistance of consultants Dr. David Berllner
"educational psychologist, and Dr. John. Ch11cott educatlonal ' '
- anthropolcgist<s” The mathematlcs resource teachers were. a1so 1nv1ted
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to participate in the training sessions. ' Topics discussed during
tralnlng are found in Appendix C. The selection and training of
ethnographic assistants is summarized in the model “found at the
end of this paper. The attempt to promote the:development of a
distinctly "ethnographic" approach to studying .classroom imple-
mentation and tralnee responses ‘to it 1s described below by
Chllcott ’

Training of Classroom Ethnographers:
An Educational" Anthropologlst s Perspective

It is no easy. task to move -a group of people, each with hlS/
her own cultural experience and profe551ona1 perspective, in a few
short days toward an entirely new professional perspective or world
view. - It has been my experlence that it takes anthropology students r .
who are daily immersed in coursework.several years to acqulre what
1s commonly referred to as the "anthropolggiggl perspective.’

A1though readlng several essays on the topic (Klmball 1963),
(Ianni, 1970) may prove useful to the trainees, it is. 1mportant to
'keep in mind that a classroom ethnogrupher is qeverly limited in
what he/she may accomplish., It became as~much a task of the
tralnlng sessions to make the trainees aware of these limitations
so as to reduce their frustrations as to convince them of the value
of danthropological research. S o
One purpose of the training sessions was to move the trainees
from the world view of their particular professional of social .
science training to the world view of- anthropolocy. "This in of
itself was a cultural ‘change process since these individuals felt
Secure in and convinced that their training was superlor to other
social sSciences. -

—

It was also a task to prov1de the ratlonale for ethnogrnphlc

- research, .a type of research methodology whith is unique among the

-"social sciences, and ‘the goals of ethnographic method, The non-
"judgmental character of the ethnographic method and anthronologlcal
insights was particularly difficult to. communicate since the ethic
of professional education is to make judgements of ‘good and bad.

- pedological fmethods and since the purpose of the ethnegraphy was

' to serve as an evaluatlon of a partldalar currlcular act1v1ty

A series of 1ectures and readlng materials were prov1ded to-
111ustrate the goals of. anthropology and the use of -ethnographic
method in. acquiring .cultural data. A few examples of ethnographles“\
1n'nonwestern asettings were prov1ded (Geertz,-1973) with particular
'empha51ﬁ upon method and results 'in order for the -trainees to

.-arrlve\at an understandlng of what the term 'thick descrlptlons"

\ connotes

- Both4the emic and etic methods were explained and illustrated
using eéx: mpfgs -from the research conductetl by this résearcher
;(Chllcoﬁ%) in educatlonal settlnﬂs ) A.dnscusslon of the

o . . ,“; S \ :11- e .




" observation. _ : : \ -

>

use of informants to gather add1t10na1 1nformat10n about observed

events in the classroom followed. A practice_ session involving

observation and- the use of informants was prov1ded through attending
an inservice tra1n1ng sess1on for teachers These ‘observations

and information from 1nformants were-compared and analyzed in

terms of what information was belpg missed and causes for the

. dlfferentlal data among the tralnees

9..4’
5

Other practice sessions in¢ uded a taped Tstequence of a
third grade classroom in which the trainees again wrote out thelr
descriptions, *compared them, and discussed what: cultural data they:
had not seen and what cultural data was missing: from the TV, - ~
sequence. At this time the concept and procedures tor event
analysis, and the sequencing of events wasslntroddced It also
became apparent during ‘tlie exercise of the 1imitations  of uslng

. TV.data in classroom ethnography . and of the need of the observer _
to utilize the holistic approach in. understandlng the cultural L
determlnents .of the sequenclng process.

o

A sample of protocols used in prev1o sly conducted c1dssroom:<

'ethnographles were reviewed noting "their advantages and- dlsadvantanes

In order to o6vercome their deficiencies, the trainens wvere - .
encouraged to use classroom protocols solehy as a mnemonic device
for later. analysis and the writing of ”thlbk" descriptions of the

- ¢lassroom observation. It was estimated that the classroom . -

observers in order to become classroomoethnographers would -be

-requlred ‘to spend three. to four hours of pdst observation analysis:.

in order to complete the éthnographlc descrlptlon of a one hour

.
. ‘e
~ . .. . ”
' o

: It was at’ th1s p01nt that‘the tralnees frustration level
reached its apex. They became simply overwhelmed  at the task
both as to. its time frame and treir ability to cope with a 1arge
amount of cultural data.. It was necessary to ;eassurc them ‘that

"with additional experlence in the day to.day reality’ ‘of classroom

ethnography, their skills in data collectlon and analysis would
1mprove immeasurably and their task would not he as overwhelming.

A comparison with a .corresponding’ time sequence of an ethnographer

in the field who could easily be. gverwhelmed with the language,
data, and strangeness, of a forei ‘culture during the first few
weeks 1n a v111age or camp, was useful at this time. .

The nonJudgemental feature of ethnog raphic research required

-constant reinforcement during the entire period of tralnlng

. The trainees were constantly being reminded through specific
illustrations drawn’ from their observations of the "cultural . .
~ baggage''Which they were carrying which was biasing their

observations. This was particularly apparent in their making .

l Judgements as to what’ constituted good and bad teaching. ° The

acquired skill in making objective observations-reqguired a Ionger

" period of resoclallzatlon than-had been anticipated by the trainees.
Again a comparison’ with cross cultural .ethnographic descrlptlons )
"was a useful dev1ce 1n acquiring an obJectlve v1ewp01nt L

¢
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: There was also a d1scusslon of 1nnovatlon and cultural
. change process both in terms of innovation in education and of

..cultural change within educational institutions with particular

,reference to both the new curriculum which they were observing

and to. ethnographlc research as 1nnOVuCIV8 in educat1onal research

a3

It became. obvions after a few training sessions, that it

‘—vould ‘be necessary to constantly reinforce the early training

o

"'ekample of  pr
were used as models. . The sources of the mcdels were Cassell (1978),
'Evertson (19809 and. Tlﬁunoff Berliner and Rist (BTES, '1975).

thrp giwout the entire classroom ethnographic observations in
order to make constant revisions of the approach and to 1mprove
the ethnographic skills of the observers. Similar to novice
authropolozical field workers, the-best and richest ethnographic
descr1pt1ons would appear near the conclus1on of the study.
Alternatlves in the style and form of wrltlng protocols developed

: ver the course of the study described below was one . attempt

to 1mprove the quality of the data. N )
. ertlné Protocols: Alternatives in Style -
. -\ ~and Form for Classroom Ethnoqraphy

As oted gln the 1n1t1al tralnlng of the ethnographers
tocols from previous. classroom observational studies.

While" the models were useful in the development -f a methodology
for produ01ng protocols to serve as a...rst draft of an observation,

f there were several problems associated with their use in this

form for. school district evaluatlve research. Admittedly, the
detailed record of ong01ng evénts was esSential to the study, but

‘“the exclus1ve at+entlon to deta1l resulted in protocols that were .

.laborious to write and not easy to read. To be. perfectly. candid,.

','_they were borlng and requlred an enormous, effort . on the pr1nc1pal

1nvest1gator's parc in us1ng them as a, bas1s for analysis. There- -

fore, we began reexamining the protocols to find ways of improving

'the1r readablllty within the parameters of our research goals of

(1) producing documents that would contain rich descrlptlons of
classroom life; '(2) maintaining an.impartial, nonjudgmental stance;

(3) providing data which wou'ld ‘be a source of our interpretations

regarding. factors related to program implementation (the learning

»of low-achieving .students, etc. ) and (4) providing a database that

could be useds by the, pr1nc1pal investigator within the relatively

,‘short timeframe of evaluative research and the one- year NIE grant.

In modlfylng the protocols we looked at two somewhat inter-

_related aspects of 4 protocol. There were (1) format, -3tyle and -

of the researcher, if at all, dis- in the-:third person. Schollon *

- the ethnographer s presen*atlon of self within the pro*ocol and . .
(2) a need for a nomenclature for conceptuallzlng and “describing .

phenomenon observed in the classroom

Format ; Style and the: Ethno?rapher S Presentatlon of Sel

Research is generally written in the past tense and mention

and Scollon (to appear 1981) would term th1s as the Western

13
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essayist style which is highly d«contextualized, and "the author
as person by a process of writing and editing seeks to achieve
a state of self-effacement.'" The standard research report is an
example of essayist 11teracy as defined by Scollon and Scollon’

{in press)

The ideal text is closed to alternative ,
interpretation. It is nonindexical. . Nothing oo
outside the text is needed for interpretation, o ‘
These factors have important implications ' .
for the discourse structure. . The:important \
relationships to be s1gna1ed.arekthose between
- sentence and sentence, - not those between
speakers nor those between sentence and
speaker. As reader .this requires a constant
monitoring ‘of grammatical and lexical infor-
mation. In spoken discourse the listener can
get a good bit of the meaning from-the context.
In reading essayist prose the clues to inter-
_ pretation are»in the text itself

Students of the social sciences are ‘taught to use the past
ténse, impersonal nouns and the: third person for self- referral
as a way of "distancing' themselves ‘from the reséarch. ~Educational
researchers and. evaluators, as well as other social scientists, '
are accustomed to reading research written in this style.. Ethno-

L graphy also’ is usually published in this form. However, neither

the protocols used ds models nor-the ornes we were produclug durinfr

- the first stage of the research study were .in this form. The

protocols read like eyew1tness accounts of processes as they were
happening with the ethnonrapher appearing in the first person, os

a quasi participant Even though the protocols were sometimes called
narratives, they weren "t very good narratives according to essayist .
literacy or "research" standards This may have been one reason

"that they were difficult to read. Looking backwards the protocols

in the Tikunoff Berliner and Rist (1975) study were produced at

first by the ethnographer tape recording from his notes and wuemor;

the observational material. This was later transcribed by a sec- -
tary into. a typed continuous numbered line format. Therefore,-the -

method ‘of recording may have produced the, narrative’ 'style of these

protocols In our study, funded under the NIE small grants program,
protocols were written out (from notes and memory) by -the eti.no-
graphers directly on lined paper similar-'to those used in pinlouS
studies. Initially this was done instead of tape recording wQ" save

“time and money. However -because our protocols are written not
- audiotaped, the*ethnographer has an opportunity to make st 'listic

decisions ‘as a writer regarding the form the narrative will take,
In other words, the BTES protocols were much more a first draft

than wr'itten protocols‘necessarily‘have to be. The procecs of

writing itself incorporates a kind of editing that may not be as
apparent or the same in audiotaping. ' These writeups took approximately
three hours of writing time for each hour .of observation, . At issue,

‘of course, is the desirability of changes in form and the philosouphical,

political and~theoret1ca1 assumptions and- 1mlecation= oL thesep
ch01ces - '
,ﬁ * . ‘14 '_ | - ' -
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One of the goals in reflnlng of the prototols is to create
research documents that can more readily be used in evaluation. - 5
This necessitates having the ethnographic assistants produce
documents that are easily used by some other reader within definite
time constraints, both for the producer and the user. Furthermore,
it might be des1rable for the protocols to be directly used as: case
documents with teachers: and/or admlnlstrators in certain instances
without the requirement of rewriting. For instance, a relmtlvely
simple format change from the numbered linear style_to one using™
top1c headings and indented paragraphs would.improve readmblllty

4. A -more 1mportant change would be to use the form of a o T e

transcrlpt such as found in soc1011ngu1st1c research for recording
'segments of interactive discourse as follows. (Protocol 1’28/81
Study E, PI, pages 5, 6)

94 ' After'speaking briefly with an adult female who e
95 came into the room, the teacher came over 'to the corner
96 group and holdlng up the orange (10) rod asked Bill,
97 '"What's another name for this?" Although trying ‘to
98 -‘answer, Bill couldn"t respond with the correct %nswer
99" Then the teacher started: questlonlng Penny us1ng the
- 100 follow1ng* : :

101 - T: ~What-is th1s? (Whlte rod, 1)
-102. P: 'One ° : -
103. T! What is orange?
=104 P: Ten.
105 T: W¥What is red? o : . _ oo
106 P: Two - , ' ‘ ' : : U
107 T: How many reds’ equal orange? : o ‘
108 P: Tive
109 - T: Then what is another name for orange?
110  P: Five~fifths:
111 Ti_'Okay

. " . . w PN
Mehan s -research (1980). done with videotaping prov1ded ‘a r1ch

description of. classroom interaction that can be -applied in a .

"modified way. to more traditional approaches to c1assroom ethno-

graphy such as found in this study.: When observations include .

~this type of data about interactive discourse, including peer

~group discourse, - the transcrlpt prov1des a qulck and easy readlng

of the dlalogue. : :

_ ~ The protocols could also be 1mproved 1f they were, generally
written in the past tense, with only. occasional instances of other
- tenses. such as the present tense, where it was part1cu1ar1y
appropriate. This has been a recommendatlon to the FEAs although
the tendency still remains to present the data in an unana1yt1ca1
eyewitness account, Written narratives found in literature or X
,other descriptive wr1t1ng, including ethnogravhies, are venerallv‘“
in. the past tense and therefore there are reader expectatlons that
,research protocols would also be .presented in the: past tense

5y
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The ethnographer S presentat1on of self is a much more complex
and potentlally controversial issue since the method used may
convey subtle implicatiors about the role of the researcher 1n
conduct1ng the research

©

In selecting a style (and:possibly“an epistemology) for his -
or her: presentat1on of self ethnographic-obserVers can choose to: -

1. erte ‘about her/hlmself in the third person, e.g. the
- pr1nc1pal 1nvest1gator the observer. ‘

2. Wr1te essayist: prose where the observer is not referred

, 7 to at all in the narrative and events are stated in
o) typ1cal research style .of the past tense, e.g.- ’
”observat1ons focused upon the a1de s Grouo. Lo

5

3. Use the inferred f1rst person of eyewitness reporting,
' e.,g., "Arrived to find all children sitting quietly on
the rug ‘Ms. T stops talk1ng to children as she ra1ses"‘w
her ‘hand. to address’ me. : , :
4. Wr1te in the first person ‘e.g., "I asked Mrs..Franklin-
- to po1nt°0ut -Margaret to me——the only target ch1ld i ,
had failed to 1dent1fy I had probably overlooked her
because ; o . N :
“In develop1ng a model for conducting :ethnographic evaluation’
" research il the public schools we had made a concerted- effort to
*.include teachers as collaborators in.the research adopting a
}ph1losophy of researcher-teacher partnership s1m1lar to Bawden,
Florio and Wanous (1980). While striving to "fit" into the
classroom s$cene as unobstrus1vely as 'possible and with minimal
+ disruption to the ordinary flow of events, we'were-under no
illusion about the change in the scene: tnat our presence'could
produce. Some mention of self then in the- protocols would serve
to- illuminate - the kind of relatlonsh1p established between
researcher and. classroom actors and ‘would increase the.validity
of the data for future .use. Further some use of the first person
I din the protocols would tend to be more ''true". to the assump-
tions and guiding principals of the ethnographic method rather than
. copying the style_of nonnatural1st1c methods wh1ch -tend to. separate
" the researcher from the: researched. ‘ : A . P
L Th1s is not to say that the ny cannot somet1mes be overused
or inappropriate. ' We had directed the EAs to refrain from making
value judgements but to record their impressions, concerns or -
opinions in an addendum to the: -report. *‘We found that while they
‘usually avoided the former, they seldom included the latter. In
- the 'second stage of the study, we made a concerted effort
to- include more analyt1cal or speculative material at the end of .
- each protocol. ‘The issue here is training people to s€e and,

v
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.. describe patterns of. events. and behavior. In addltlon further
~-modification in the method of constructing protocols d1scussed
below may 1ncrease the1r usefulness for evaluative research

Developlnp a Nomenclature for Describing Classroom Process o

i

“This sectlon of the report will discuss a nascent nomenclature
that could be used.to descr1be processes. o.served in classrooms
" which are implementing activities-based programs for developing
mathematics concepts. This nomenclature may be useful for focusing
~ observations as.well as in organizing the data for later analysis.
‘Since this nomenclature will necessarily be a result of our
experiences as observers in the c¢lassroom and can be considered.
:one of the end products of the study, it will only be dlscussed
in an abbrev1ated ‘form in this- present report :
Some of our ”namlng” refers tc 1nteractlona1 varlables:whlle
others refer to var1ables within the mathematics curriculum. Two
important interactional variables defined. by Philips (19280) are
"The Attention Structure of face-to-face interaction, or the
behavior:of. teacher and students that signals who is paying .
atfentlon to whom.” . ."—and-'Discourse Structure, or -the way in
., -which different" 1nd1v1duals build on the™ utterances of other, .. .'"
" This is important to our study of the role relationships’ between
- classroom ‘teacher and ‘resource teacher in. implementation. TFor .
~‘example, in some of our .research c1assrooms we have observed a
' ‘parallel team teachlng arrangement where both teacliers have
carried out" simultaneous “teaching activities with small. groups of
..students during the mathematics period with no notlceable pay:ng
© of attentlon to. the others' lesson. We. are also- 1nterested in
not1c1ng the” distribution of talk which occurs (Bateson 1972 .and
Mead 1977), €.g. which children, high.or low-achievers; are
involved most in: “whole-group or small-group teacher d1rected
discourse. Whlch children cont1nua11y regain the floor? -Another
- focus for observation -is the contrast between. ch11d~d1scourse in

peer-groups with and without adults: present. ‘We .term this peer . .

‘group discourse and adult-directed- small-group discourse. There
appeared to" be qualitative dlfferences between}the .way the Math -
Project Specialist (MPS), teachers and aides TInteract verbally
with students. Some of our observations suggested that MPS
.discourse with students is promot1ng .a more verbal mathematics
11tera01 in students’ responses to elicitations. In other words
the MPS w111 more often ask-students to. verbalize a "number
sentence" or "tell a- story,".e.g. two times, five equals'ten,

while the responses - -from ch11dren to- teachers or aides. may ,
‘commonly require- only a one word answer. ' This type of qualitative
difference, if borne out in subsequent observations, would be
important to the.,study of the qua11ty of Title I serv1ces received
by students and a1so suiggests an area ‘where modification 1n the
T1tle I program may occur when adopted by nonspeclallsts

A major focus of our study durlng the_ fall was the. observatlon'
- of children playing math games in 'the classroom ‘Math games were
demonstrated and' played by teachers durlng the 1nserv1ces and were




‘viewed as an 1mportant part of the Title I Math Droject by both. -
teachers ard the Math Project :‘Specialists. One kind of Title I
service offered by the MPS was to teach games to small groups of
Title. I project participants and this was frequently given as the
“reason for their being in the classroom. The following list
includes aspects of classroom game playing that should be included
.in a descrlptlon . : A

1. TFirst turn. "~ When chlldren are in charge of a hame
' without an adilt. manager, the beglnnlng of -conflict
or long d1scuss1ons may be about who goes first,

second, etc. :

2. AMonitoring*the mathematical accuracy of moves. How
is this done? Can the students monitor each other's
moves? . Coe -

-

, _ A .

'3. Consequences of errors. -~ Can the student practice
errors in playing  the game? Are there rules and
penalties imposed when errors are d tected by
others° : : ‘ .

4. “Kinds of errors, accidental or strategic. What kinds.
of mathematical errors. occur? . Is there evidence of
learning and pxoblem solving durlng the game? Do .some
children W1n because of the errors the are makinw?,

5. Group 1eadersh1p. Is th1s ‘an adult domlnated o'rotm'?
" . . Is there a struggle for ‘dominance by one player?

- 6. Learning focus vs. “social focus. Is the student s
cencern mainly with” winning the game or is s/he
.~ intrinsically 1nterested in the math problems nosed -
2l "by the game? :

4

7."Pa0lng of game.: Howglong does‘the game last? . Does -
-+ it hold the- attentlon of all players or just that of
the child playlng at . the moment?

8;,-D1str1butlon of turns " Does everyone get the same «
* 7 number of turns, winners as well as losers? Can the
game be won 1n one turn? : :

."9. End of game What happens after. the qame is finished?
Do the ch11dren plav 1t ‘again or turn to other act1v1t1es?

PR In summary, these are .a few examples of aspects of. proyram
implementation ahd observables in the classroom that should be
described in the research protocol.




' Brief Description of the Project
; ~ - Bein? Evaluated

~

The Mathematlcs Pilot PrOJect was in its’ flrst vear of
development in 1878- 1979 It was the first Title I Flementary
School project in the district to focus exclus1vely upon mathe-
~mathics. The goal of R e project, that of increasing student
understanding of mathematics through effective teaching strategies
using manipulatable mathematics materials and -a process approach.
to learning; was built upon the TUSD Mathematics curriculum \\\ .
philosophy. The district had. provided a variety of manlpulatmble \\\\
mathematics materials to every - classroom along with initial -
1nserv1ces durlng the 1977 78 school yea" - The Tltle I effort

° Grade 5 .at nine other schools.

The pllot prOJect was unique in that it was the only T1tle I
project that was experimental in both its conceptlon and its
research dPslgn utilizing a service- dellgery model that was a . .,
compromise between a pullout and 4@ mainstream program. The project-

" design called for three Mathematics Project Specialists (MDSs)
to provide mathematlcs inservices to teachers and to followup the

“inservice. sessions w1th .classrooni demonstrat1ons with small groups v
of target students. . Approximately eix demonstratlon lessons were .
prov1ded to each classroom. This role. descrlptlon was- an innovation
in that the same people providing a. series of insérvice training’
workshops were also show1ng teachers how to apply the new methods °
within the- regular classroom context. This - not only lent credi-
bility to the inservices from the' viewpoint o of 'the classroom = -
teachers (who were able to see the teaching strategies in actiowu)

"but also ensured a greater understanding of the tarqet students
.learnlng needs on the part of the resource teachers. .

The ‘three mathematlcs prOject speclallsts formed a tearfi with

- different strengths. One project specialist, a former high school‘.
mathematics teacher, had a master's degre:z in mathematics and had
Zprev1ously worked in the d1str1ct mathematics staff development
and adoptlon act1v1t1es Includlng ai-teacher with a extenswve
background in mathematlcs was a key factor in the project, since
elementary teachers typically do not have a strong mathematlcs_
background. Another had been active in the district mathematics
adoption process and had been a Title T program . .assistant. The

~ third was an experienced and successful primary grade teacher.

The same people have: served'1n thlS‘JOb role throughout the prOJect

Mathematlcs 1nserv1ces focus1ng upon the development of
mathematlcs concepts using manipulatives and mathematics educa—

. tional philosophy were given periodically through the school year.,
Among other -things, this educational philosophy focused upon.
bulldlng insight and understanding -of mathematics and avoiding
1ntroduc1ng algorithms, formulas ‘shortcuts: and rote learnlnv

]
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"too early. Manlpulatable mater1als ‘Such as cuisenaire rods and
.the Powers of Ten Kit were used to model both language and.
notation for developing mathematics relationships and ideas.
Strategies were shared which provided increased opportunities
for students to experiment, find patterns, and understand their
own solution method. The 1mportance of students hav1na svstematic
_experiences. with a wide range-of problem solv1ng methods including
estlmatlon trall and -error, and 1001ca1 processes ‘was stressed
- The pllot progect evaluated throudh the T1tle I control . ‘
group model, resulted in no significant differences between treat—* Co
ment and- cOntrol groups (Slaughter, 1980). One of the weaknesses
of that evaluation design was the lack of classroom 1mnlementat10n
measures, a lack which: this present study proposes to correct.
. The prOJect name changed to the Mathematics Resource Project in FYSQ
Because the mathematics inservices. were highly regarded by teachers.-
and Title .I parents, inservices were extended to all third and °
fifth gradefteachers'1n the Title I schoolsuin"1979 80, thereby
- doubling: the number of teachers served. Only teachers in schools
" which had had the p116ﬂ project were eligible for rece1v1ng demon~
- stration lessons. As the number of inservices had increased, the
‘\\number of classroom demonstrations decreased ta an average of two
to-the Classroom Demonstration: panect classrooms. Evaluation of
T~
the second_year project indicated modest gains for all groups
(Slaughter and-Helmick, 1979-80). This study occurred durlng the

th1rd yeaf‘of prOJect\;mplementatlon
p_ Research Sample o T

N o \\ S
* . —

At tne request of the $1tle I Elementary Schools\Coordlnatol
‘and Mathematics Dro,)ect,_rSpec1a11sts teachers were not asked-to_ _
volunteer for.the research projéct until fall 1980. ‘With ¥the = T
exception of one teacher (Study A) who had volunteer&d™ for the : - '\\Qg
project during a ‘summer workshop_about. ethnoqraphlc approaches . ’
to observ1ng children's languave te2achers were:.not approached

“until after the Title T Mathematics Project, Specialists .had met
with them individually to determine- whether or not the class100m
teacher would volunteer for classroom serv1ces from them. Twenty—

' seven teachers out of a possible 73 voluntesred for-classroom ’

- services from.the Title I Mathematics Project Spec1a11sts Of -

- these, nine teachers (1nclud1ng a Grade 2 teacher who was team-
teachlng with a Grade 3 teacher),, were asked to. partlclpate 1n the
‘ethnographic, study, All agreed to part1c1pate as teacher
collaborators '

v . .
: ' )

Select1on of the classrooms and teacher collaborators was
based upon the follow1ng cond1tlons belng met :

1. »Teacher w1111ngness to volunteer for the research
project as well as for Title I Mathematics Project
Classroom Services. (Mathemat1cs Project Speclal—

‘ 1sts recommended poss1ble teacher volunteers )

o o
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2,- The teacher must ' 'be at a Tit~ - I school and have
‘ T1tle I students eligible fo -~ -Hematics services
in® Grades 3 or 5. ' The class ust be scheduled
to receive T1tle I services £ the-observation
- period. :
» "~

Grade 3 students were eligible for thle I services
if they were rated as very low in attainment of

grade leVel mathematics concepts and scored in .
stanines 1-3 on a pretest; Grade 5 students were
eligible if they were considered low achievers in
math by teachers and had scored below the seventeenth
percentlle on a systemwide mathematlcs test.

}ﬂ 3. Teacher»w1lllngness to prov1de access for obser?ers
(who would be-taking notes) to conduct the study.

4. Teacher interest in collagorating:with researchers
- and Titlg I Mathematics Project Specialists in
developlng a model for studylnd program 1mplemen~
tation. - 6
- 5. ’Classroom character1st1cs and/or student character’stlcs
o unique and of 1mportance e.g. cultural factors, SES
R factors, to understandlng 1mplementatlon settlnds for
"Title I " For, example s

- . A. . Grade. levels 1ncluded in the study ranged from
- o " Grades 2 to.5 as follows: ~Two grade 3 classrooms
Y ~two Grade S classrooms' two combinatdlon Grade 4/5°
classrooms one combination Grade 2/3 classroom
ahd one team -teaching arrangement with a Grade 2 -
and '3 teacher working: in two rooms. :

" 'B. The: ‘classrooms represented dlfferent ethn1c groups
: oT - comblnatlons and were in dlfferent schools

» In1t1al meetlngs were held after school ‘between’ the PI and
classroom teacher collaborators durlng which the research project
‘was expla1ned and teachers gave their informed consent as pamntici-
“pants. In e11c1t1ng teacher Volunteers the -following plirposes .of .

\\\ the research were g;ven 3 ; . - ' o

. 1. -To develop an alternatr\e/extens1on to standardlzed
SN ,f test1ng for evaluatlng Title I programs o
\\\lo deepen our understandlng of Title I classrooms and
he needs’ of chlldren part1c1pat1ng in T1tle I.

3. To Increase understandlng of the 1mplementatlon of
Title I proérams which -use resource teachers in ‘the
classroo "} thls case mathematlcs resource teachers

’
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_,w4{ To ‘inérease understanding of the broad range of
' unique classroom contexts in which Title I serv1ces
are offered . S :

5. To prov1de a framework for evmluato */ressarcher, .
. . resource teacher, and classroom teacher coltaboration e
in broadening our understanding of Title I programs '
as they affect classrooms and program participants.

6. To develop a model“for: stud zing. the implementation of
educat1onal programs in thé classroom - , , o )

-

Viewina Program Implementation Throuch the
Lens of Appl1ed Ethnography: Some Emergent Themes

_ There were emergent findings on virtually all of the research . .
" questions developed as guides .or the study and, in addition, new PR
dimensions and/or conceptuallzatlons of the program and its 1mple- =

. mentation features became visible as the research progressed. ‘The o
"results" reported here are neither exhaustive nor comprehensive
and are very preliminary in that the data collection phase of the
stuidy has just been completed in March. There is a need for time
_to thoroughly analyze and cross reference the data and to explore

: the ;use: of tr1angulat1on methods for cross val1dat1ng the findings.

S

. These prel1m1nary results are ‘organized around a few themes
or interpretative trends observed regarding thé classroom imple-:
mentation of-the T1tle I Mathematics Resource Project. As such,
program 1mplementat1on rather than the mathematic content will
"be the focus of this brief report later reports will describe
. some features of the use of. man1pulat1ves within the classroom
- for teach1ng low ach1evers bome major themes:
AMBIGUITY In talklny about the research project with a
prospect1ye ‘teacher. collaborator the teacher suggested that
o perhaps feachers need .to be inserviced in how' to work with. resource
teachers .That this statement was made by an exper1enced class-
room- teacher who had worked in several federally funded schools
is suggest1ve of the amb1gu1ty that surrounds the resource. teacher
role— In the effort to gain entry -into the classroom; and to meet
the needs of students and teachers in a variety of contexts the
resource teachers attempted to accommodate their own services to .
the ongcing situnation -in the c]assroom In doing ‘this there¢ was
a tendency for the resource teacher to wait until after individual.
‘consultations with the teacher shortlv ‘before go1ng into the .-
classroom, or "even,until after the initial ‘day in the . classroom,.
before- fully spec1fy1ng the kind of" serv1ces that were to: be '
brought Jnto the classroom . -
SR Wh1le the intention of the. program 1mplementors to accommodate
to 1nd1v1dual differences in classrooms was understandable some.
un1ntended outcomes resulted from this ambavu1ty First, teachers A
were often uncerta1n about what to expect and how to prepare or
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organize the classroom to best utilize the resource teacher skills.

It -is hypothe51zed that one reuson some teachers did not choose
to participate in the classroom services project was the ambiguity
about what their participation might entail. Because there wasn't
any shared model or series of niodels of how teacher and resource
‘teacher should collabcrate within the".classroom, the actual :
organizational pattern for their collaboration occurred during the
time the resource teachei was in the classroom--a situaticn that
could be highly anxiety producing for all concerned, especially -
for a resource teacher not waating to disrupt ordinary classroom
procedures. It also.could result-in a situation where the intended
function of the.resource teacher's classroom services, e.g. to

" help the classrcom teacher 1mplement .an improved 1nstructlona1
program, was undermined. For instance, the. resource teacher role-
_ could be percelved as similar to that of an aide or of an enrich-
ment teacher, e©.g. as someone prov1d1ng a special 'treat'" for the
‘students that was not directly related to instruction. 'This then
resulted in a situation that either would be renegotiated further
'by the resource teacher or, in some cases, the role of the resource
teacher rema1ned amblguous S e '
_ Offsettlng the ‘above mentioned amblgulty were carefully

. planned, well articulated niathematics inservices: . The inservices
“provided an essential part of the communicative process in showing
teachers how to use manipulative aids in the classroom and also
"suggesting what topics should be’ covered at a grade level as well
as strategies for grouping.  Most in-classroom units used by -

. resource teachers were bu11t around topics covered in the- '

- inservices and teachers generally planned to cover those toplcs
when resource teacher assistance became ava11ab1e In fact, one

" effect '‘af the classroom services component ‘of the project was to
insure the teaching of topics or use o6f certain methods within .-
the classroom that had been focused upon in the 1nserv1ces ‘

CONDITIONAL COLLABORATION One’ theme of the studV concerns
the conultlons established by classroom teaghers and résource
teachers in working together ik the same classroom In two of

- our. résearch sites, classroom teachers were very. speclflc in
establlshlng cond1tlons for their Dartnershlp with resource °
,teachers previous to 1mp1ement1ng the activities-based mathematics
" project,. In research site H, Mrs. H., the-classroom.teacher, '
. and the school-site Title I prOJect a551stant (who had rece1ved
. training ‘from the- MPS) worked - together all fall and in’ January
ito implement the program. 'Mrs, H:. 'said that she accepted the
offer of assistance frem the prOJect assistant on the basis that
the project a551stant work four days a‘week in the classroom, o
.- that they plan: together and’ that both classroon teacher s and
“-resource teacher's lessons. be on the same topic except that the
resource teacher would use cuisenaire rods more than the teacher.
In research site®F, Mrs. Franklin, the classroom teacher, requested
that Mrs;fJonesr-the-resource teacher, provide materials and
lésson-plans that both could use during the week the MPS was in
-the classroom; during that week the MPS would work on the topic

*
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of fractions w1th the two lowest ach1ev1ng groups while.
-Mrs: Franklin followed the same lesson plan with the remainder
of the:class. Further, Mrs. Franklin requested that-the fraction.
unit be restriected to the eights family. In Research site A,
Mrs. A., the classroom teacher suggested that the MPS, «Mrs. M.,
provide, act1v1t1es related to ‘a measurement unit, i.e., area-and-
perlmeter that was being doveloped in preparatlon for. the classes'
: outdoor campiig field trip. When in the classroom, Mrs. A., the
. teachexr rotated all thiree  groups through the MPS act1v1ty (The
demands that the classroom unit itself placed on the MPS will be
discussed in the next section.) Teachers also tended to. change
the identific.ition of target students, often adding.names. o the
list,. after the resource teacher contacted him or her concernlnga )
c1assroom serv1ces .

Resource teachers also imposed 11m1ts on the1r collaboraulon
with classroom teachers. . One limitation was the limit placed

. upon each classroom unit regardlng the number and length of time s

_ to be spent in the classroom. - Others were that the content of
‘services relate d1rect1y to a man1pu1at1ve a1d/act1v1t1es approach
“to mathematlcs and that groups worked with would be kept small.

- A more subtle requirement of resource teacher: c1assroom.serv1ces
relate to the efficiency of the management plan -for organlzlng
tasks and. social re1atronsh1. within a spec1f1c clagsroom.

- Interestingly enough, .in two.di rent classrooms we nbserved
the c1assroom teacher enforcing disgipline ‘in the resource teacher

_group. -~ The resource.teacher was per eived as a '"'guest" 4n the

~classroom, It is hypothesized that.if.these and perhaps other

‘conditions are-not met, .classroom ser 7ces of - resource teaﬂhers

'w111 be 1nfrequent R ' .'V; . 7

, PREDOMINANCE OF CLASSROOM ORGANIZATION .We found that the
.jresource teachers generally worked within the instructional
;. organization pattern pre- ~established by the classroom teacher.
‘ ' When children were divided: into ‘instructional groups ‘for ‘mathe- |
- matics, (as recommended by the program) usually the. entire class
. 'was d1v1ded into groups with different activities all related to
"+ the .same concept. Teachers then asked the resource teacher to
instruct one of the rotating groups while they" and ‘possibly an
_alde took charge of the other groups. This structure was followed
in the two classrooms- where teachers appeared to be having the =
greatest success 1mp1ement1ng thie program. "In classrooms where
"the MPS worked only with one, or two small groups, the teacher was .
usually ‘observed conducting. ‘whole group instruction with the
rem.. 1ing students rather than observing the resource teachers
insty tetion. (This could be partly an observer effect as perhaps
teachers felt -they should be 'teaching'' something: ‘when observed.) -
The small group rotational plan gave classroom teachers the ™ :
oppqrtunlty to guide students use of -manipulative and visual. a1ds o
in learning in an act1v1t1es approach similar to. that of the MP
rather than to engage in recitation: organlzed instruetion; - :
attempting the’ same act1v1tv as the resource teacher . "1so nrov1ded

3

T

<




22

. . . . .
5 . . . . . -
/ R ¢, . . . . s e

a shared basis ‘for discussion following the lesson. 1In any
‘event’, it would seem that the organlzatlon of the entire class-,
room, group,  not only that of cne achievement leyel, mus* be.
considered a determ1nant 1n how ,roerams will be 1mnlemented

in the classrooms . - '\ :

TEAM-TEACHING NOT: DFMONSTRATION The pattern of resource
‘teacher help within the classroom resembled’ team-teaching more
‘closely than that of specialist demonstrations for praetioners
within the.classroom. Classroom teachers and resource teachers
were observed teachlng in different parts_ ol the room, sremlngly
with an unspoken but deliiberate effort to’ not observe the other's
teaching. In discussion with another group: of resource teachers,
they indicated that most of their in- classroom teachlna fits a -
‘team-teaching model rather than a demonstratlon ‘model.: As-
mentioned. prev1ously,01n two of thé research s1tes there was
-almonst a complete shar 1ng of materials and lesson plans. In.
sTudy H, the classroom teacher was observed saying the same th1n
al most at the same time, as the resource teacher due to us1ng the

- same ‘lesson ‘plans but both seemed unaware of each other
&

'The- team—teachlng s1tuaulon is perhaps the best that can be .
- devised for carrying programs into the classroom. The team
‘situation allows: the resource teacher to perform as a profes31onal
educator in a controlled situation and ‘allows s/he to use methods . ,‘/
and materials developed in inservices and to be there to. detect S
‘difficulties teachers and/or students.may have.in utilizing a
“program. - Then .too, the ma*hematics: spe01a11sts in our prOJect
d1scla1med the "spe01a11st” part of their job title, indiecating
the possiblé unease.school people may have regard1ng a role that’
might be cons1dered one of domlnance rather than of- equalltarlan
: collaboratlon
TEACHER EVALUATION OF THE INNOVATION In several cf. our :
case studies we found that the teacher evaluated student learning
- soon . after the unit, us1ng man1pulat1ve ‘aids and resource tiacher
~help, -was completed us1ng informal. tests including those. found in
the textbook. If students performed well on the ‘subsequent tests
"~ teachers accepted both the new approach and the results as valid. |
~ However, if students did poorly .on paper and pencil tests, th1s g -,vf;

* was taken as:an 1ndlcatlon of the failure of the method for
‘Pproducing improved. achlevement ..a fallure that.was especially - :
d1sapp01nt1ng bécause of the t1me consuming nature of the act1v1t1esP

‘ program. " This use of tests by teachers for, evaluatlnq the program.

. was.unexpected, as tests had been deemphasized -in the inservices.
However, teachers apparently were responding to pressures beyond

: currlculum resource 01rcles 1n the 1mportance they. placed on test
resiults. ' . o

‘Issues-SuggeSted By The Trends in Thls Studv

, ’ One'feature of ethnography is that it prov1des a database
that can be used in multiple levels o6f analysis to answer a 3
varlety of questlons some of whlch may .emerge after. the data ‘
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-.collection ‘phase is completed." Unl1ke an\ethnograph1c study

regarding a distant primitive culture “this~study -and others

1% ke it may be. immediately..relevant to policy decisions and

therefore can have unden1able'1mp11cat1ons politically: Because

of this it is especially important.to stress the limitations of
the study, e.g. a small self- selected sample, limited time frame,

- only experienced teachers participating, etec., when describing™
“themes in the data and in addressing questions raised.by the
study. Tt is especially important that these vesults not be
taken out of conptext as a ional debate develops wbout the
future of categorical aj programs in education, (of which
Title I is. the .largest). = However, in recogn1t1on of the : ‘
polnt1cal context i hich this study may be viewed, an abbrev1ated

.statement reg;}dlng he larger political context is given below.

' Our study,.as was the program it evaluated ‘was des1vned to
explole further the character of ma1nstream«T1tle I programs in,
the classroom <. Our b1as has been to support, the intent of main-
.stream programs i e to improve the educational opportunity of

* low achieving students within the regwlar classroom, thereby N
'offsett1ng the possible detrimental effects of pullout programs

(for a fuller d1scuss1on/of ma1nstream\vs pvllout sea Glass

. and Smith, 1977) cee D _. AN

r]

The results descr1bed as themes suggest that in order to.
improve the quality.of the instructional program for anyv sroup
“of low achieving Title I.students within a classroom context, )
- the Title I procram ”treatment” must , take the structure and ,
. organization of classrooms into cohsideration in all stages of -
B 1mplementat1on ~Teachers plan the1r instructional programs for
~entire” classes 1mclud1ng group1ng ‘practices, In order to be
effective, any ma1nstream program has to be planned within this .
total classroom .group context. This has implications for a.
re1nterpretat1on or modification of’ regulat1ons regard1ng the
administration of compensatory education programs. Some critics
A'of mainstream approaches to' Title. I have.complalned that benefits
.intended only for the very. low ach1evers'1dent1f1ed as Title I
targe” students will accrue to nontarget students in a Title I
class; ,om’ program " However, the nontarget students may also be
below ' average in ach1evement f We ‘have found 1n our study that
the so-called target group is a ”mov1ng target;".in other words,
the group identified as low ach1evers in one mathemat1cs area, e.g. ,
mult1pl1catlon ‘may” not be the same group of children as those
1dent1f1ed as. low achievers in anothér area later in the year,
e.gq fract1ons This has been a well-known problem with any -
rigid categor1z1rg of students into ability groups, a fact )
" ‘disregarded by those respons1ble for writing the Title: 'I regulat1ons
.. A classroom level program, where classroom teacher, resource
;teacher and instructional . aide. team' to improve the ‘instructional
program may not only be an effect1ve way to improve instructional
- delivery serv1ces to low achievers, it may also be a step towards
" improving the basic sk1lls of. students generally. Bossert (1979,
'dp 94) suggested that soc1al relat1onsh1ps result1ng from smallJ_

- ‘o
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group, multi-task 1nstructlona1 organization may have a d1rect
and positive influence hpon student achievement. '~ Further, the
ethos of American education requires equal treatment of everyone
in -the room; it is awkward .if not repugnsat to provide attractive
and challenging services to sone children and deny them to others
within the same classroom as would he required by a strict inter-
pretation of Title I regulations. It can be argued that in many
s1tuatlons without compensatory assistance to low achievers,
the most valued classroom attribute, i.e., teacher-student d1alogue,
is allotted disproportionately"to hlpher achievers. If classrooms
and/or schools were targeted for Title I services rather than
individuals, the result.might be more effective programs. The

- final section of this ‘paper summarizes some steps to be followed
in using ethnography. for evaluative research in school district.

A Model for Conducting Classroom Ethnographic
- Evaluation. Studies By and Within School Districts

This.is an abbreviated .account of a suggested research agenda
for use by school district evaluators in developing and conductlng
‘classroom ethnographles to be used for educational program evaluation.
The model is intcrdisciplinary and is based upon concepts: derived g
from anthropology, ecological psychology, teacher effectiveness
research, sociolinguistics and tiie educational evaluation literature
to the: extent that they can be applied by a school. district evaluator
who is themself, a. partlclpant of the school district community.
The model, ‘as stated here, is clucidated by the body of this report
~and other reports regardlng the NIE grant which is funding this '
research. Perhaps the best single reference for conducting ethno-
graphy in the. schools .is .Cassell (1978) A Fieldwork Manual for’
Studying Desegregated Schools :

1. lEvaluators Network

=It is strongly recommended that an“evaluator estab11sh h1s/her

- credibility within a schceol district for a year or’ more ‘before
attempting to implement an ethnographic study. Further; the
support of the progect cocrdinator and of central adm1n1strat1ve
‘curriculum personnel is essential, - ;

- 9, Informed"Consent‘of'Darticipants

Classroom et}nography re11es upon the teacher vorunteer the
Voluntary context of the research forces’' the creation of a
very speclal research environment of interdependent actors.
As a part of optaining 1nfor@ed consent, cand1dates for

, e ; . _ : - : o ..
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partlclpat101 must'be informed of the central rarposes of the

- research and also.of the responsibilities, Jimitations and -

consequences. (if ‘any) of their participation. As in oral

- history, care must be taken that research reports about the
*study are not harmful to the participants. In our study we

assured teachers of confidentiality which follows. both the

.. ethics of ethnography and of program evaluation, which clearly

eschews personnel evaluation (Standards for Educat10na1
Evaluatlon -Stufflebeam et al., 1978). The principal inves-
tlgator and ethnographlc ass1stant met after school to discuss
and plan the research agenda with each teacher. We found ‘it
helpful to send a letter explaining the parameters of the.

- 4

Ma1nta1h1ng.Confldentlallty

Cassell (1978, p. 77) noted that because of the continuing

relationships formed between observers and participants at .
the site, heeding strictures regarding confidentiality become

‘increasingly important over time. - Ethnographers observe or

are informed of many kinds of 1nformat10n which.otherwise
would not be known by outsiders. Preserving the- confldentlallty
of informants, including children, is crucial to both the
ethics and va11d1ty of the study. Decisions regarding’the -

use of some types of '"private'" information are not easy and
. Judgement may dictate that certain bits of information not be

included in a study evén when relevant. Usually, studies of
thi~ type are rich enough w1thout the 1nclus1on of ”pr1vate”

‘ da.tu.

Ethlcs

The ethical bas1s for. ethnographlc research was descrlbed in

- the previous sections on informed consent and confidentiality.

The research site, e.g. public schools, must be kept open for

.future research. There are ethical issues and/or considerations

also in the way 'observations are conducted,.the way reports
are slanted, review procedures available f%i}teacher collab--

orators and provision of feedback to teachérs. . Our concern

was to not only be as unobstrusive as possible in the classroom
but to make those being observed as comfortable as we could in

. order to preserve an anx1ety free env1ronment : A

In schedullng observations four days a. week or less we attempted

~ to be sensitive to a teachers need to not be observed at any
particular time. We 1nstructed the observers to never write.

down anything while they were-in the classroom that would be

~upsetting or ombarrasslng to the teacher or students. The

protocols that were written later were to separate ~out ethnos

‘grapher opinions, Judgements and. hypothesis from the main
-report of ongoing =vents. . (We plan to ask teachers to review

the protocols from their classrooms and the results of the study
1ater.th1s year. Y Feedback to-teachers during the study was

2

‘28



26

not about evaluative Judpements but consisted of dlalogue
about ‘ongoing events and also some discussion of their
perspective about an emergent hypothesis concerning some
process, "including their use or modification of the
innovation. Teachers were treated as collaborators, not
subjec%s, in the study.

The Viability of the Program Being EValuated

An ethnographlc study, because of its expense, human-inter-

action and involvement, and close scrutiny should” only be
planned if the program to- bei evaluated is viable in at least
one of the three senses of the word as defined in the Oxford
Americanp Dictionary, (Ehrlich et al., 1980)*

1. (of a fetus) sufficiently developed to be able to
survive after birth.
2. " (of a plant) able to 1iye_or grow.

3. Hpractlcable able to exist successfully, a viable
plan. ' ’

. Program Evaluability

The questlon of eva1uab111ty, or whether a program is spe01flc
and structured to the point where it can be evaluated is :
complex. However, ethnography can be used in situations where.
other kinds"of"preset evaluation techniques would be inoperable.
The answer regardinhg whether an observational study can be
rationally implemented in a .particular context will depend to

a certain’ degree upon theé persistance and facility of the’
evaludtor in working with program implementors and recipients,
and also to a large extent on the .attitudes of both towards
the possible benefits of the program for students (which again
suggests the importance of Pprogrt viability). Establishing,

a research observation schedule was~net easy in the fall phase
of cur study, as can possibly be expected in a mainstream

_program, but the high regard of the teachers towards the

potential benefits of the Title I mathematics services helped
us to 1mp1ement the research as well. Teachers were also
interested in partlclpatlng because of their support for alter-
native evaluation strategies, including their encouragement of

‘a person from central administration spending time in ¢lassrooms

and because they were 1nterested in a reflectlve view of the1r
own teachlng : _

Curriculum’ Not Interﬁeréenal Relations°cEmphasis

‘“We feel that ethnographlc evaluations of a curriculum area

e.g. a readlng program, math program, etc. will find easier

tacceptance be more- practical to carry out (because the obser-
- vations cover one period not the whole day) and’ will produce
the most. readily usable results, for use in evaluation ‘studies.
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| 8. Staffing . ' L
\ . _ . o
t\ f - The employment of parttlme ‘personnel to serve as ethnovraphlc'
_ assistants to the evaluator proved to be the single most
\ important feature of the staffing.plan. The ethnographic . -
assistants carried out scheduled systematic observations,

Vo with a. concentration of site observations and regular report

_\, wr1t1ng, which could not possibly have been carried out by

\ .senior evaluation personnel, responsible for multiple projects.
"For instance, each hour of. observation required approximately
three hour# of write-up time. "Furthermore, the ethnographic
assistants. (EAs) had the time to continually maintain and
- renegotiate rapport with persons.at school sites. Because :
there were three EAs the study could be carried out at several
sites s1multaneously o o
Selectlon criteria for ethnographlc assistants included Y
IeH) background in the social sciences, (2) ability.to develop

and maintain good interpersonal. relatlons (3) experience in
_ X teaching and in the curr1culum area stud1ed and (4) well-
~o developed writing SklllS . '

An ethnographlc project 'is .paper, writing and typ1nﬂ intensive.
Adequate secretarlal support. for the progect is very 1mportant,°

Consultants from the  fields of educatlonal psycholoay and
educatlonal anthropology helped to prov1de a training program
’or c¢lassroom observers in which program implementors were - .also
lncluded ‘Further, a different and potentially more powerful
‘situation for evaluatlon resulted from discussions of program .
1ﬁplementatlon among the evaluation group (prlnclpal investigator-
evaluator ethnographic assistants and consultants) and program.
1mglementors than normally occurs between a single evaluator and
umber of program 1mplementors

2

9. Trann1ng Observers and Implementors
It bas been widely: recognlzed that the training of observers for
atural1st1c studies is crucial to the quality of the data;
as well as to the maintenance of rapport with persons in the ,
iel¢ The training program also has to be designed appropri-
©  ately for the educational level and background of the observers
ours all had masters degrees). -

he tLa1n1ng program emphasized the subtleties and factors

T 1ntroduc1ng an innovation into"the classroom. (an aspect of

he t‘a1n1ng program. especially meaningful to the 1mplementors)

s we%l as (1) the context. and background of the program to be .
valuated, (2) establlshlng and ma1nta1n1ng rapport with class-
oom teacher collaborators (3) focal points. for observations

nd (4\ writing . protocols Notebooks containing a sample o
rom e\hnographlc stud1es and wrltlngs on methodologlcal issues




| possibility of a res ‘earch project with the pr1n01pa1) rather
than having the principal request that teachers participate.
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were provided td the observers and implementors and
discussed. (Teachers. were not included in theé training
in our study because of logistics; teachers were not
'selected for the study until after the training sessions
which occurred after school opened .in the fall.) '

An 1mportant aspect of the training was the ethics of ethno-
‘graphic research espec1a11y regarding anonymlty of participants.
A ‘coding system was established for use’'in writing protocols

to preserve anonymity. A form was-'devised for hand-written .
‘narratives similar to that used by Evertson at the University !
.of Texas. Examples of protocols given in the Evertson study.
. and. alsc by Ray Rist in the BTES were invaluable in providing
‘models for the -ethnographers to use in writing narratives.
‘Later, we developed our own models for writing protocols.

We also found that actual classroom observations rather -than
v1deotapes were more useful in tralnlng the ethnographers

- The ethnographlc ass1stants also observed and-were partlclpants
at the mathematics inservice workshops provided for project
teachers. This served the duidl purposes of documenting 1ntended
program 1mplementat10n communicated to teachers and to further
sharpen observatlonal skills in the area of mathematlcs
A nonjudgemental, distinctly.anthropological approach to .
observing and describing classroom scenes and program imple-
mentation was maintained throughout the training sessions and
‘during the study. (This was described in greater detail
- earlier in.this report). We found it relatively easy to train
~the EAs to produce eyew1tness level protocols of classroom
events; .it was relatively more difficult to have thiem produce
"thick dcscrip+1ons” containing hypotheses about patterns or
relationships in the behaviors observed. Periodic informal -
meetings between the principal investigator and EAs, during ‘
which classroom and program implementation events were dis cussed"‘
proved invalugble to developlng r1cher insights about the study

Setting the CDnLcXt with Program Implementors Building
Principais, leachers ahd Students for Conductlng An
.Observatlonai Suudv -

In conductlng an ethnographlc study of resource service de11very
to classrooms it is very important to work very closely with

. the project coordinator ‘and resource staff. The nonjudgemental,

descriptive and collaborative framework of the ethnographic

‘capproach (vs . the 'personnel . evaluatlon approach) must be clearly

articulated. . The selection. of teachers as candidstes for -

. ~collaborat10n with' researchers should be done in a way that _4;’

.the teachers have a real option.not to volunteer. For this -
‘reason we contacted teachers ourselves, (after: clearing the

We-also selected“teachers who the resource staff felt comfortable‘ '~

»
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worklng with and who, were experlenced and capable The

.condltlons and limitations of the study were carefully

discussed by the observers and teacher before any obser-
vations océurred. Teacheérs explained the observers
presence in the room to students as someone who is
interested in how children work and sometimes made name
tags for the'children to wear during the first ‘day or

two to identify.students. = The observers reported that
after a_day or two children seemed not to notice the
presence of the observer, although there was some initial

"interest in the’ notetaklng (one reason to keep notes as
" bland and nﬂngudgemental as poss1b1e)

In;establlshlngbthemselves in the field, the -observers
attempted to develop a dialogue between themselves and
the teachers regarding ongoing classroom events. This
served to enrich the observations as the teacher became.
an informant for the study.and also this shared perspec-
tive gave the teacher some [indication about the content-
and focus of the observatlons

i

Duration of the Study and Schedullng ObservatLons‘_ . “-
Around Tmplementatlon . : :

One reason ‘that may have accounted for- our success in

obtaining teacher volunteers for the study was that we
restricted the study to 20 observations or-a four to

~five week period, and observations occurred mainly - during
‘only one period, the mathematics perlod The observation-

schedule of conducting observations before, during and
after resource teachers were in the classroom was an
efficient way to study program implementation. . Coordinating

- the research agenda with the resource teachers &lso’ .

provided. insights 1nto the serv1ce dellvery mechanisms
of the proaect :

-Data Collectlon

The protocols contalned (1) an overview or abstract of ' the

‘focus-of that day's observation, (2) detailed description
of classroom organization and instruction and students

involvement and response to 1nstruct10n, and (3) comments

.or insights of the observer about the meaning of what had

transpired. The protocols were written up daily and/or
weekly and were given to. the principal investigator for
review, comménts, and/ questions. After the study was
completed at each site, the ethnographer summarized it

and planned. a flnal 1nterv1ew with the teacher during which
the program would be. discussed and her/hls reactions to

.. tentAtive hypotheses. Later in the study, teacher review
'of protocols and. collaboration in the final -case study

descriptions is planned. This will not only provide ‘feed-

“back to teachers but will assist ir valldatlng the. findings.
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13. Levels of Data Analysis:’ Time Constraints on
the Analys1s of the Data R

- It is' a’ we11 known fact that evaluatlon research functions

in a context of severe time-constraints; conversely, ethno-
' _graphy studies.are notoriously time consumlnp to analyvze

' and writ~ up. Therefore it is necessary to plan several
stages oz analysis, some of which can be ongoing during
-the course of the'study. It is particularly important. to
_review the protocols as they are produced to determine
"whether data on relationships of emergent interest in the
study are being collected, and also to generate hypotheses.
As themes begin to emerge in the data durlng the study,
it may be poss1b1e to use methods of triangulation or
cross-validation #n various settings to test hypotheses.
Porter-Gehrie and Crowson (1980) suggested that ‘early data’
samples be collected around’ ‘focal issues and later analysis
occur about case studies and the meaning of relationships
across case studies. ‘In our study we plan to produce
relat1ve1y short case studies of each site using excerpts
from protocols before, during and. after program 1mp1ementat19n\>
in the classroom followed by a general report:organized
around themes with examples from each case study. The
ethnographic ass1stants will help with the pre11m1narv
ana1y31s‘ ' :

14. Reportlng Results""

In preserv1ng anonymlty of partlclpants wiiile remalnlng
"virue to the data' it may be more useful and practical to
develop the latter, e.g. reports developed arcund themes
with relevant examples from different sites, then geographic
.s1te studies.. This type of report also may be more readable
-and useful to varlous aud1ences

Therefls a need for'feedback tO'participants.k It is sugeested .
that collaborating teachers be given  an example of a protocol

- before the observation study begins. It may. also reduce
teaclier anxiety if teachers have a chance to read one or

more protocols during the observational period. However,
premature sharing of flndlnns may interfere with the "natural
course' of events being observed. We.plan to ask classroom

and resource teachers to review our findings and the data

from- their classroom near the end of the study; we also plan
“to 1nvolve them in developlng program recommendatlons ’

15, Caveats leflcultles and Thlngs Not' To Do

From d01ng f1e1dwork to sett1ng up the 1og1stlcs for the
study- to. final report writing there are a number of pitfalls
to be av01ded Space does not allow their enumeration here
'~ however in- pbannlng this present study several references
- .were extremely‘useful Guba (1980) warned that evaluatlon i




L

4

may be dysfunctlonal to perfbrmance -and that anxiety may
be one of the spinoffs from evaluation. Therefore the
value and potential utilization of the information to be
gained from a study must be a good trade-off for the
imbalance that it may cause. Also evaluators must be
prepared to take steps to alleviate anxiety#as much as
possible that is caused by the study.  The elaboration of

. _problems encountered in a study by deVoss Nott and Zimpher

(1981), especially their warning about not overemphasizing ’
the. legal or potential risk factor in obtaining informed-
_consent, was instructive for this study. Also notéd in
"several studies was the need to replace observers during

. the ‘study, something that we had to do in January. We’

found that the already trained observers were helpful in
training the new member of the staff .

M
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AFFENULA 4

| Tah1e 1., Research Time Line for Stage One of the NIE L]assroom Imple- ' 35
mentation- Stud Fa]] 1989 :
| | /

i

7

Research S1te A Comb1nat1on Grade 4/5-Classrcom, Tedcher A, Ethnojraphic
Assistant (EA) ﬁ (Mathemat1cs period, 10 45 - 12: 00)

Summer 1980. Teacher A vo]unteered to he1p in anyway as a part1c1pant
in the prOJect . i ;

o /"

9/18/80. Conference after schoo] between Teacher A and principal
investigator to conf1rm Teacher A's participation in the study
and to further exp1a1n the study. .

week 1 of Study, Octobe# 6. 2 c1assroom observations (EA) (mathematics
periods were one hod~ and 15 .minutes), 26 students.1n classroom, of
wh1ch 11 are in Grade 5 15 in Crade 4.

',10/13/80 Conference after schog] among Teacher A, principal
' investigator and; ‘mathematics prOJect assistant to discuss and
plan Teacher A s part1c1pat1on in the study.

‘Week 2 of Study, October 20.. 3 classroom observat{ons'(EA\‘1 classroom
cbservat1on/ principal -investigator (PI) 1 observation of mathematics
inservices: 1nvo1v1ng Teacher A (PI EA). :

Week 3 of Stldy, October 27. Title I Mathematics Project Specialists
. in classroom, 3 days. 4 classroom-observations (EA), 1 classroom
o observat1on (PI) © _ :

Week 4 of Study, November 3. 2 c1assroom observatuons, Monday and
Tuesday (EA). 1 cbservation uf classroom group at Camp Cooper;
followup of mathemat1cs Tesson.

FUTURE PLANS: Ethnographis interview of Teache& A, -enthnographic
: ' interview of mathemat1cs resource teacher

Research S1te B; Two classrooms with team teaching oroan1zat1ona1“p1an,‘
Teacher B, Grade 2; Teacher-C, fGrade 3,. ‘Enthographic
- Assistant (EA) 2 (Mathemat1cs period, 12;15. -~ 1;15)

- 10/3/80. Conference w1th Teacher C reqard1nq regearch study, Teacher ¢,
: vo]unteers--short conf1rmat1on of Teacher B volunteer 10/6/80 :

Week 1 of Study, Octcber 13. 2 ~classroom observat1ons by the
-ethnographic assistant (EA) "1 classroom observation by principal
" ‘investigator (PI) (observat1ons were of both classrooms, chcre
were 14 students in Grade 3 and 22 in Grade 2). . o T

 Week' 2 of Study, October 30. 4 classroom cbservat1ons (EA), 1 class-
room observation (PI}. Observation of Mathematics Project
- Inserv1ce (EA PI). : '

.
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Table 1. Research Time L1ne for Stage One of the NIF Ciassroom Imp]e- ' 36.
- - . mentation Study, Fal] 1980 (contd ) :

/

Week 3 o7 Study, October <7 3 c1assroom observat1ons (EA), 1 cless-
~room cdservation (PI). “Methematics Project Specialist spent 2. °
days in Grade. 2 classroom, 1 day 1n Grade 3 room.

Week 4 of Study, November 4. 2 observations, EA. | , ,
Wrek 5 of StUdy, November 10. 1 obServation; EA. »

FUTURE PLANS:. Inc]ude an ethnograph1c interview of teachers, fall
o . 1980 and returning to the research site in Winter 1981
to further observe Title I mathematics resource
teacher and followup in ciassroom. :

Research Site C; Comb1nat1ﬂn Grade 2/3 classroom, Teacher D, Ethnograghic
- Assistant ('A) 2 . (Mathamatics per1od 10 45 - 11:30

10/8/80. Conference between. Teacher D and nr1nc1pa1 ohserver during
“~ which research is exp1a1ned -and teacher v01unteers to collabor?te
in the stUcy : . -

10/15/80 Conference among Teacher D, PI and ethnograph1c ass1stu1t_
“to introduce ‘teacher to EA.. :

10/16/80. Initial clas sroom obse”vat1on by EA.

'_week 1 of Study, October 20. 2 classroom observat1ons, EA

Week 2 ofNStuéy,'October 27. Mathematics resource teacher din classrcom
- during one math period, teacher out for inservice in other proqram, :
Halloween activities. 2 classroom observat1ons, EA.

‘

Week 3 of Studx,'NoVember '3 ¢lassroom observations by EA, 1 class-v.
room observdtion by PI. 1» hour after schocl conference about math
‘between teather and math Proaect Specialist..

~ . ’ 1

Neek 4 of ot Qy, November 10. 2 classrcom observations-by EA.

. . B g ’
s . FUTURE PLANS:-. Inc]ude ethnograph1c 1nterv1ew of ciassroom teacher.

" HS/ch ST B T .
NIE Math Project’ S e, : S
oo




APPENDIX B
) _ Narrative Form - Classroom Ethnography . 37
| Page Ty of
Date ' Teacher Code #_. | #'_Aides Present .
: Begvinni"%é R - Observer Code #_ # Parents Present . .
" Ending time_ # Students 'Presen"t___v__'__ o Other‘;'":bgr;‘esént
1.
: 2.

.t

e
.

9. :
10. -

L11.

112..
13, T

14.

16.

17.

20, ' -

21.




. Date

Narrative Form - Classroom Ethhogkaphy.

. Page of
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9/22/80
. Monday

APPENDIX C | |
AGENDA - 39
Program for Training 1
Ethnographic Assistants

"NIE Classroom Implementation Study

8:30 - 8:45 Introduct1on and Getfing Acquainted
(Helen S]aughter)

8:45 - 9:30 0r1entat1on to the Research Study:
- S a) Purpose, b) Scope, c) Developing an
Ethnographic Model for Studying Program ..
Implementadtion and d) Ethics in Ethno-
. graphic Research - .
-+ (Helen S]aughter)~

~.

10:00° 0r1entat1on to the T1t1e I Mathemat1cs'
: ' ~ Project
o o ) ' 1) Approach to mathemat1cs ‘education of
C "~ the project
2) Ways of working w1th classroom teachers
" (Title I Mathematics Project Specialists)

9:30

Erxi—

o

10:00 - 10:15  Break

11:30 - Ethnégraphy
(Jack Chilcott)

10:15

Suggested readings: Bawdeun, Robert,

Susan Florio and Donna Wanout. "Learning
from Teachers: Lé&ssons about Professional
'DeVe1opment Drawn from Teacher Participation
- in Researnch and Eva]uat1on

Carrasco Robert. "Expanded Awareness of . ;
Student Performance--A case Study in App11ed
Ethnographic Mon1tor1ng in a. B111n0ua1 :
Classroom."

, . (Ethics) Append1x 2 "Teaching
_ ﬁs A Linguistic Process--Mid-Project Report,
. V. Koehler NIE Project on Teaching and '
Learning."

:,Geertz, C]]ford. "Deep Play: Notes on the
/ Balinese Cockfight." The Interpretetion of
Cultures. - . \

T

Note: lTraining will include dicussions of some of the suagested readinas.



9/23/80 . 9:15 - 10.15

Tuesday
, 1

10:15 - 10:30

11:15 - 12:00

4

9/24/80 . 8:30 < 9:30

_Wednesday
A 10:15 - 10:30.
'; " 10:30 < 1130
9/25/80 -

. Thursday

Discussion,
. {David Berliner) ]
" Development of Behav10ra1 Ind1c1es of

40

Videotape: Mathematics Demonstration
for -TUSD Teachers
(Mary Baretta Lorton)

Developing Observational Stratégies'
'Focus1nq/se1ect1ng topics to be 1nc1uded

in Narrat1ves

Notetaking vs. summarizing sk11Ts

(David Ber11ner)

Break

050c1011nqu1st1c framework for studying

classrooms; social 1nteract10n and context
(He]en o1aughter)

' Suoqested read1nqs ‘Rist, Ray. Ethno-

graphic Techniques and the Study of the
Urban School. .

Mehan, Hugh. Learning Lessons: ‘Social
Organizaticn in the Classroom. :

Videotape:of a Third Grade Mathematics
C]assrpom Lesson: :

Implementation -
(David Berliner)

Break

- Non- Part1c1pant/part1c1pant observat1on

and informatfon gather1ng--et1c and emic -
approaches
(Jack Ch11cott)

1TSugqested read1ngs. Behr, MerlynJ.

{Case Study of One Child) Teaching

- Experiment: The Effect of Man1pu1at1ves
-in Second Graders' Learning of Mathematics.

‘Smith, Louis. An Evolving Logic oF -

Part1c1pant 0bservat1on

- Rist; Ray; C. and William J. Tikunoff: '
'Manua] Ethnoqraph1c Observat1on in the

Classroom - v \’/”f

' No meet1no Ethnoaraphic Assistants

attend mathematics workshop for frade 3
teachers 8:30 - 11:30, Room 302, Roskruge

43
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9/29/80 - - 8:30 -9:30 - D1scuss1on of Ethnograph1c Ass1stants
‘Monday - ' o Impress1ons of the Study to Date

9:45  Break - - o \

9:30

+ 9:45 - 11:00 ~ Classroom Ethnography
. 2 (Jack Chilcott)

~ 7 11:00 - 11:30 Entry and Estab11sh1nq Oneself'1n the
: o Field

(Helen' Slaughter)
"Sudgesfed réadinds Holcott, Harry ~The -
'E1ementary SchooT Pr1nc1pa]

Carew, Jean V. and Sara Lawrence L1ghtfoot
'Bexond B1as Perspect1ves on C]assrooms

9/30/80 o ' SN ‘.._ "No meet1nq:; Ethnograph1c Assistants !'-
- Tuesday ’ C o . observe mathematics lesson in classrooms )
B o o ' not participating in the study.

10/1/80 . S 8{30 v‘iO:Od , Discussions of-Ethnographic Assistants
Wednesday o o s Classroom Observations -

-10:00 - 10:15 - Break

10:15 - 11:30 - Poss1b1e Effects of Introduc1ng an Inno- -

- - ' vation into the C]assrooms
e (Jack Chilcott)

‘Suggested read1ngs - Fu11an Michael :and
Pomfrel/, Alan. Research on Curriculum and
Instruction Implementation (Excerpt:
Determinants of Implementation) Review of

-Educationa] Research. W1nter 1977

10/6-8/80 . . - © - Twe days of observat1on exper1ence for
~ Monday - . ethnoqraph1c assistants (EA): Two EAs
Wednesday ‘ o observe in nonparticipating classrooms,
.' . : one observes in a research site classroom.
- 10/13/80 S : Training session with PI and consultants.
Thursday ‘ ‘ , © . Group read1ng and discussion of EA protocols:
- ‘ from previous weeks observation. «

* PI observes ‘in 2 research site classrooms
L I o at same time as EA followed by consultation
Ce C ‘ : discussion of focuses of ohservation
discussed in che study. . R

10/21 or 23/80 '  EA attend Title I mathemat1cs 1nserv1ces
T : r with teacher’ ‘collaborators.

f ' ' - : “~.
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10/23/80 4 : Pi meets’With4EAs to coordinate and
I » s g S discussfthe research.-

10/31/80 : . Research meeting, PI, consultant
: : Jack-Chilcott, 1 Title I mathematics..
Resource Teacher and the 3 EAs to '
discuss the classroom observations,
specifics o7 services offered by Title I
resource teachers to c]assrooms

11/20/80 - : " Training in ethnographic 1nterv1ew1ng
C : ' ' techniques. ‘
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TUCSON UNIFIED SCHOOL DIS}'RICT © -, 43

PO BOX 40460 _ / .
1010 EAST TENTH STREET A
TUCSON, ARIZONA 85717

January, 1981

L s | . :‘ _ o \

. Dear . - ‘ ‘ .

Thank you for vo]unteer1ng to part1c1pate as a teacher co]‘aborator in the

. ~Classroom Implementation Study of A Supplemental Mathematics Program, funded
by the National Inst1tute of Educat1on (NIE) under thé Teaching and Learning
Grant. . o '

" We plan to beq1n our observat1ons of the mathematics program in your classroom

soon. The observations will occlr three or four periods a week for approx1mate1y v
four weeks. A1l observat1ons are to be scheduled at the teacher's convenience
and fit into your schedule.” We will check with you weekly and dajly to schedule
the observations. Observations may be cancelled whenever inconvenient for the o
- teacher and observations will not:occur when there is a substitute teacher.

The maximum number of ‘observations is 20, dincluding four observations which

I plan to conduct persona]]y Conf1dent1a]1ty and anonymity is assured for

all part1c1pants St .o : :

The observers have all been teachers and -have worked in the schools. They have
been trained in ethnographic observation techn1ques and will be as unobtrusive
as possible, During their first two weeks in your. classroom they will be .

- fpcusing upon the total environment and also trying to learn the names of

Title I math pPDJect part1c1pants, for whom they w111 have a 11st

"~ We would iike to thank you for your w1111ngness to part1c1pate in this- study by .

paying you at the consensus rate of $11.00 per hour for any extra time you spend
discussing your program and students with myself - and/or the observer either after
'school or during break times, etc. We have a budgeted amount of NIE, funds for
this purpose. We also have two «days of released time subst1tute pay ‘which may

be used fo:' you during the study to facilitate the research (this is optional

" ‘based on your own interests and availability). - We hope to use a part.of this to
‘provide feedback to you regarding the results of resea: 'ch done in your classroom,
and also to give you a chance to reV1ew and make comments concern1nq the .
research . . : o

" Thank you again for be1ng a part of our research team. If there are any
questions or concerns -about the study as we- go a]ong please. call me &t 791- 6138

S1ncere1y,

He]en B. S]aughter ' :
Principal Investigator

Classroom Implementation Study of : :
An Activities-Based Supp]ementa] e _ o0

L Mathemat1cs Project

HS/ch ™

AN EQUAL OPPORTUNITY EMPLOYER _ « \
. 0 :

S



' Tucson, Arizona 857

for use by school dlstr1c

Handout for AERA Sess1on 34. 36 ' . Excerpt from (Session 25:25):
Title.I Task Force on Evaluat1on RN - Classroom Ethnographic Study of
An Activities-Based Supplemental |
'Mathemat1cs Program

<n B

aughter , - John Ch11cott Coauthor
Legal and Research Seyvices College of: Educat1on
Tucson Unified School District oL . University of Arizona

Tucson, Arizona 85721

Evaluaﬂion Studies By and: Within School Districts

Th1s is an abb ev1ated account of a suggested research agenda

_eva1uators in develop1ng and conducting

'lclassroom ethnograph1es to be used for educational program evaluat1on.

~ The model 1s 1nterd1scip inary and is based upon concents derived

. to the'extent that they

}The model as state

fromnanthropology, ecol g1cal psycnolocy, teacher effect1veness

research, soc1ol1ngu1st1 S and the educational evaluat1on l1terature
n be appl1ed by a school d1str1ct evaluator
who is. themself a- part1 ipant of the schéol d1str1ct 5ommun3ty

heye, is. elucldated by the’ body of this report

‘and other reports regard1ng the NIE grant which is fund1ng this

~—

uresearch "Perhaps the best. s1ngle reference for conduct1ng ethno—,

'I

graphy in the schools is Cassell (1978) A F1eldwork Manual. for

'jStUdylng Desegregated Schools. e ‘ ;_“ o | T

1. Evaluators Network

é

@

It is strongly recommended that an evaluator establ1sh h1s/her
cred1b1l1ty within a.school district for a year or more before
attempting to implement an ethnographic study. Further, the- ‘

" support. of tHe prOJect coordinator and of central- adm1n1stlat1ve o
curr1cu1um personnel is essent1al ' - o

e

21"Informed Consent of Part1cipants e _ | o

'Classroom ethnography re11es upon the teacher volunteer, the -
- voluntary context of :the research forces the creation of a .~
- very spec1al research environment of interdependent actors.
As a part of obta1n1ng Jniormed consent cand1dates for

°



