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. "INTRODUCTION

The Teacher-initiated Research Projedt was based in large part
on the experiences of the Director, .Claryce Evans.. Through her
prior experiences as a staff developer for federally funded school
improvement projects and later, as a graduate student, Evans had
been led to question the typical roles of researchers and evaluators
in scheol improvement efforts and began to discern ¢ need for a . - 1
form of research more closely related to practice--one which -
acknowledged more clearly the central role of practitioners in
education. _ Sponsored by the Technical Education Research Centers
(TERC) , Evans submitted a proposal to tlL: National Institute-of i
Edueation‘and was awarded federal funding with which to implement
her idea. TERC is a publicly supported nonprofit corporation
carrying out educational research, development, and dissémination <
since 1965 in several centers across the United States. . The
project was housed in TERC's headquarters in Cambridqe .‘ Hassachusetts.

The project was designed to help teachers develop and carry out 1

'invesgigations in their own classrooms. Evans and the project staff

believe that there should be more efforts to develop educational
theory from successful practice as well as efforts to convirmce
practitidhers to apply theory and reséarch findings. Educational
theory may be conceived from a practical framework; it was the .
goad of the project to provide teachers an opportunity to work on' \)
that task. .

81nce most of the teachers who participated had not dene
research --thought of it as remote from their day-to-day experiences, {
and had not_thought of themselves ‘as capable of carrying it out--
the staff d the greatest challenge and satisfaction was to y
develop & set of expetriences through which ¢eachers could recognize ‘
that their work was, indeed, worthy of docuflentation; that documenting
it was a worthy task:; that they could help each other learn to dq it;
that their ‘results could be interesting and useful to other teachers {
in the group--and-by ‘extension teachers at large--even though not
final or complete; and that they could vwrite those jesults for a ‘
wider audience if they chos to do so. . {

{

Evans' experience in school improvement efforts also led her
to beslieve that imprcvements in education can come about through :
attention to, -and development of, small accidental successful ideas. J
In the following statement, she gives an idea of how-her personal
expariences shaped her present thinking about the Pole of research
and theory in informing practice and how she came to design the
Teacher-initiated Research Project. o

* -2-



. As a staff developer for an external school improve-
ment project in poor, Black, urban schools whith were
staffed almost exclusively by whites, I found myself
frustrated by a number of problems: problems in the
schools, counterproductive project evaluations, and  my
own inability to conceive alternative plans for evalua-'
tion which were acceptable to, or even deemed worthy of
consideration by, people on the project staff\ who were
trained.in research and evaluation. ’

- » There were a few, experienced, competent teachers in* -
the schools in which we worked who had learned how td do °
a good job in a difficult setting. They were on good terms

. ] with building administrato:s Yecause they maintained .

. discipline in their plas.'}nooms and in the corridors; 4
they were accepted by other tenured teacherg in the buéld-
ings; they provided students with challenging learning
gnvironments; and, to the amazement of the project staff,
they still had energy to think of ways to help less
successful, struggling colleagues. Other teachers in

_ »these schools appearéd to have learned to survive with
little emotignal strain by relying on teackt. ing routines
and blaming the lack of results on the students; or,
more often, the families of the students. Still others

] experienced anguish, were isolated by their colleagues,

x were sometimes denied teaching supplies until they had
"proven”. themselves, tried innovations which they were
sometimes not able to manage effectively, and, for: the
most part, blamed the racism of their fellow teachers for
the schools' failures. My colleagues I came to see’
that the schools failed to provide an ehvironment

+which was professional and supportive fox_teachers as -
much as they failed to teath students. Thhugh it vas

. clear that improving the enviromnent r chers was
a4 prerequisite for improving the envi nt for students,
that’ was not easy to do. We wanted to better understand
the actions of teachers and the shifts in behavior
which were taking place./ This' agenda, however, did not
suit the tidy model of the project evaluators--training
raachers in new techniques and measuring student performance
on standardized achievement tests. \\

LI

“

Later as a graduyate student smhaving read Unobtrus.ive
Measures ! and The Structure of Scientific Revolutions
but still basically a practitioner with little formal \
.training in research methodology, I experienced frustration \
in tz’y?ng to fit my goals into a theoretical framework \
. ! - \
. k\ : \
- . .
Eugene J. Webb, et al., Unobtrusive Measures, (Chicago: Rand McNally
and cmny- 196§).

‘rhomas S, xuhn, The_Structure of Scientific Revelutions, (Chitagq:
The University of Chicago Press, 1962).
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. principals I studied. \

. 7 . *r .

with a defensible research design. I began planning my
dissertation with the desire to document %end report, ,fo
other practitioners, ‘the pract1ces of successful pr1n31pals
and .their explanations of their actions. When I began -
this work I had had extensive experiences in schools and
school improvement efforts, but had not been a school
.principal and had not worked ¢losely with any T viewed,
as particularly G&Tbct1ve., I viewed mgself as a learner
and recorder rather than as an evaluator. I did not
assume that I had a better undizrstanding of the role of
the prinicipal in implementing school change than the

That was and still is an Ydd role for a researcher.
Almost without exception, reésearchers sssume that their
view is more worthy of professional consideration than
those of the people being studied, even when they study !
practices which they have identified as succedsful. .
They seem to take this position because they have a more
explicit theory and because they attempt to account for
the practitioners’ explanations of their actions as
well as the actions themselves. &hey thereby put them-
selves in the position of explaining the practitioners
to other researchers rather than to other practitioners.
Though not yet able to state my position in a way which

- could be understood by educatiomal researchers, I assumed

that one appropriate role for-a researcher was to identify
successful practiticners and document their practice, in
their own terms, for other practitioners to read about,
understand, and judge. Readers of my study, however,
asked, "What is your theoretical framework for qvalﬁating
.these princi, 11s?”" or "It's-interesting t§ read what
these pyincipals report abcut their actiong. why they

took tHem, and what they think about them/t but what is
your cpnclusion?” I did mot assume that I need Mave bge
final word--I would leave that for the indiyidual reader.

It was, howdver, vltimately my positige experientes
as a consultant to a number of Follow Throtgh Projec
which led me_to my present interest in the role of
practitioners in educational research. During thiz time, °
a colleague and’ I -developed a system of ?erviewing
teachers .d 8bsarving in classrooms tc+&id in planning
staff development activities. We found, over time, that
the interviews and observations had an unplanned outcome--~
they were viewed as valuable by the teachersg as well as
being useful to us in our planning. Later, ing as
a consultant to, a summer program which cambined a school
for young children' with a concentrated s&aff developmenbl
program, I decided to use that unplanned otftcome and
offer to observe teachers' classrooms as one'of the .
available staff developmen® activities. It tuyfned out --.
that less of my time was available for thglprﬁgram than

LA 3 :
. . . -l - .
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v ~teachers and later reported om by the observers. As e
" often happens when classroom situations are described,

-
-

. v .
originally planned and, at the same tin[e,.nnore teachers
chose classroom obsérvaticns than I had anticipated,

i decided to solve this time problem by asking teachers .-
o choose partners and observe for each other. I offered
to conduct a seminar jn which they could pla.n for the ’ s
observations and report on them. . . "

The observations and discussions of the teachers ¥
themselveyere, if seemed. to me, more Successful than - .
my originall ‘plan, 'of observing them myself and having
individual conferences with them, would have been.
It was here I noticed for the first time the enormous power
of a group of peers attending to issues of immediate concern . /.
to individual teachers. I also noticed that the group |
kept a clear focus of discussion with no intervention on
my part. Issues were defined in advance by each of the

others in the group responded by recalling’ .inczdents .

* from their own experience. The d.iscussmn differed’

Sharply from the usual pattern, however, jin that the .
resigdding ‘teachers selected incidents t£discuss which .

were directly related to the initial presentation and

. then made those relationships clear. At the end of the ) . T
summer program ane of the teachers suggested and the :
others unan.imously agreed, that they skould try to persuade,
administrators in their system to continue the activity .
in the fall. '

Shortly thereafter I resigned as a consultant -to
take a job as a public school teacher. I soon -began to
notice that though there were many excellefit staff .
development activities available to me in the system in .
Which\] worked, there were none which related directly to
my_ personal agenda for improving my teaching and few
which lasted more than a semester.. I began tb try to
find funding to support a staff development program
for myself and other teac }zers which would be based on
classroom observations.’ Several teachers in my school : - ;

* had attended Children's Thinking seminars with Bill RHull .

agd, with the encouragement of the pr.inc.zpal, they and
T began { seminar in which we discussed our classrooms.
Since I had not secured funding, we had ro -budget and no
leader, no paid observers and no detailed minutes.

‘Yet the pmeetings were wore useful to me than any others
I attended as a -teacher.

During this time, I also served cn a committee which
reviewed, a11 requests for testing, research, and evaluation -
witiin the' system. _The primary purpose of the committee ’

]
. - §
wr g =
LI

'33111 Hull, Teachers Seminars on Children's Thinking, A Progress , ) .

Report, (Grand Forks: ‘University of. North Dakota Press, 1978). .




was to protect students, teachers, and thé educational
progra, from too frequent, poorly timed,; or cverly ya
intruslve data collection procedures, Those of us on
the committee were confident of our abﬂllty to fulfill
this purpose and’ to help researchers avoid data collectlon
procedures and, schedules which would alienate students,
teachers, or parents. We were not initially as confident .
of our abili to judge whether data collection procedures
proposed in the requests we read were likely to produce
. reasonable answers to the questions-posed. Over time,
however, we became more confident; we more frequently
evaluated the designs as well as the schedules and
) suggested modifications to 1mprove the quality of “the
* research. L N

we were yet more hesitant to analyze, carefully the
value of the researchers’ questions, though many of them
seemed unrelaspd to any of our concerns about teaching.
Our reactions’'to them varied greatly. In some cases we
allowed the fact that the question had been proposed by -
a member of a respected research institution to RI fere
with our own understanding of the question's worth. In
other cases we thought, "This doesn't have anything to do
with schools or students' learning, let tMem find kids
somewhere else.” I came to hope that in time, the committee
would take a anore active role in defining questions.to
~ be addressed by issuing 'requests for research' rather

than just responding to proposals from others. .

Z

Liter as a principal, T attended a Summer Institute
at the Prospect Certer for Education and Research where
I became familiar with the work of Pat Carini and the
Philadelphia Teachers' Learning Cooperative--an outgrowth
of Carini's work. That experience and my knowledge of
Hull's work, confirmed my view that long-tetm seminars,
centered on classrooms, although rarely available in staff
development programs, can be extremely beneficial to
teathers.

1 saw that Carini, like Hull, was encouraging
thought ful teacdhers to write about their classroom
practice. I also knew that Chittenden, Bussis, and Amarel
of ETS were collaborating with teachers in their research
of children's entry into reading.’® _In all of these-
enterprises, teachers were acknowledged -and respected as
)) sources of knowledge--a very different aqutude from the

-—Patricia F. Larlnx/ Obgervation and Descriptlon. An Al;ernatlve

Mathodolqu for the Investigation of H Human Phenomena, ( Grqn¢ Forks:
University of North Dakota Presié 1975}, \ 5

5Personal Communication, Ted Chittenden, February 1980. 7‘
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' " ane I had most often experiehced.
teachers might not only i

by others, but might ajéo initiate research into questions
of interest to them.
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The\kxowledge that teachers have abodt educa*ional pnpctice, and t
2normous |potential power of that knowledge to inf. m practice, is under
valued hqth by themselves and by the .res*' of the wducational profession.

A: a result -there are two few occaszons for teachers to share with each
other and make pubiic their dgeper understandings of their work. Teachers
“ rarely make these occasions for themselves because they do nat consider
e that what they know Sas value fm ‘this way. Nor does the_rest of the educa-
tional community encourage them to do so. \ A
- ° - . - - .
The lack of a forum in which teachers carry on in-depth professional
f conversations over a long period of time perpetuates, in turn, the view
that teachers' knowledge*has little tc contribute to further vnderstanding
in the field. That is, because teachers most frequently experiencr~ their
peers eithe~ in informal settings or in staff development programs in
. which their usual role is audience, *they have few opportuhities to see the
. . more raflectiv., knowledgeable side of their oglleagues. They conclude,
reasonably But_erroneously, that teachers as :Q§E§up are not very impres-- ..
- NG sive. They deuﬁtxtalqugriously to each other and so they don't take . .
O ‘aﬁﬁumselves seriously as a 'group. They don’'t talk ;;;jﬁusly to each other -
gg@aase they don't take themselves e'<:":Lously as a gfoup.

i'h . ‘ The result is _that ..e professzon has not yet acouired a collective
2 . body of knowledge based\Bhktegghers';individual contribdtions. \ )

rs know I the failure to take
to kuow, ars cohcerned
1ificant Ln that

The other side of devaluing what té€
seriously what teachers nead to know, would 1i
L about, have as questions. Yet these questions are

they grow out of this body of practical knowledge. 'Agaln, wi a forum
. in which these questions can be clarified arid thei¥ importance weighed,
LI . the questions remain unevaluated and unaddressed. The result is that the

profession does not work on the most significant issues--those mdst Iii\ly
to have positive resuits for schools. . S
*e In brief, nowhere is effort put into systematizing teachers' profes-
sional®knowledge or contributing to its 'evolution. Teachers do not take
their professional knowledge seriously enough to do it themselyes and
reseaxchers do not take teachers' professional knowledge seriously enough
' to devote their resources to doing so. ey ,

Not- only is teachers' cumulative knowledge andervdlued, their central
role in the profession is also unacknowledged. Educational practice is
what teachers do: students' educational experience iswost directly t_
experience they have w&ﬁh teaghers. If research is‘to affect pEacﬁipe,

“

v
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it must be through what teachers do, how they do it, and what it means to .
hem. It must address their central concerns and must be accessible to
them. VYet by and large the research field proceeds as if their findings
can bypass the thoughtfu£ consid%ration of teachers. Even those researchers
' whose mgi- interest is the improvement of practice do not consider teachers
’ " the primary audience for their work. It is as if some intermediary can
* j-dge their fin. ings and make decisions of which teac¢lers can then be .
apprised. The assumption is that teachers can act on the basis of infor-
i’tion schematically conveyed to them, without making it a part of their

pgrsonal knowledge and relating it to that central set of concerns.

‘ r

' Teachers for their part aré too willing to let this happen. They are
too often willing- to follow an intermediary's judgment rather than take '
the responsibility to make their own informed judgments. Many tegehers pay

‘ no attenticn io research even in *hose areas in which that attention would

J . be rewarded. This is largely in recponse to the fact that research is |\

4 not written for their consideration. Researchers ignore teachers; teachers

t. ignore researchers right back.

-’

N 4

«As a result, educational regearch currently contributed little to
‘ improving teachers'’ pracFice.
This separation of those who practice from those who. study practice
- , could be di- aished from either end, Researchers could take teachers'
" . knowledge seriously, start to help them sort out astions, anq then try
to answer those questions. Or, teachers could ta2§:$heir‘knowledge
seriously, try to articulate what they know and find ways to answer what
they do not know, and make known to the research community unanswered,
well-defined questioné’@hieh they view as important This‘project\gg:
L3 dressed itseM to the second of these two possibiXities.

. . ———

We took as a base for sustained profes;ional dialoéue the teachers'
own heowledge of their educatibnal practice. We set as a research agenda
the teachers' own conderns. )
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N\ o * THE PROJECT IN BI
7

\ 7

The project was a series of weekly seminars in %51cﬂ teachers

were each encouraged and helped toinvestigate, in some depth, a 1
topic related to their practice,” They were assisted by discussion R
in a group of peers, secreta;ial assistance, access to 2 photo-

)copying machine; observation and substitute time, consultant time, ‘
audio and video tapes, books and articles, and photocopying. “\

We documented the seminar, the teachers'’ investigations, and
the outcomes, through notes dndgtapes of the seminar sessions,
journals kept by the participants, staff response to the journal
entries, periodic interzviews, the director's agenda notes and per-

‘ sonal notes on_the project, participants' reports, consultants' reports
of-Observations and interviews done at the request of particlpants.
‘and staff meeting notes. o <,
- &
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STAFF

People were needed to fill the roles of director, documerntfor,
interviewer, and secretary. Evan-, as the principal invVestigator,.
served as the director of the project; Margaret (Peggy) Stubbs was
the documentor; Eleanor Duckworth was the interviewer; and Abbye Cohen
was the secretary. All four me rs of the staff worked part-time.

.. ™,

-t . . )
THE DIRECTOR - , ) - . S
As has been detailed on pp. 3-7, Evans is an experienced ' N

practitionsr with a long-term interest in the relation of educational
_ research and theory to practice. She has had research experjience

" as. a doctoral student and ac a staff member of several federally
funded projects.’ She. is a fu.'mer classroom teacher and consultant

and, during the project, was the principal of a phblic'elementary.school.' S
. > : s

L

Her tasks included: * .
® oyersee.project activities, renorts and budgats,
e hire étaff, !
e identify and ccmmunicate wi;__;gggglgégsgi_ - 7::5, )
° recruit pazticipants, )
® solicit and maintain the cooperation of the '
§
participants' school systems, N
e hire graduate students for datd collection; )
1
® consult with individual teachers as required, ! ¢
. .
® respond to participants' journal entries, o~
e conduct seminars, v ’
e conduct staff meetings,
® suggest artfcles for teachers, .
e help write quarterly-and final reports on the
project for NIE. .
-11-
\ \
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THE DOCUMENTOR

o .
Stubbs is a doctoral candidate in Social and Developmental

Paychology at Brandeis University. Her recearch interests include

motivation, creativity, fantasy‘ylay. fepale development, and the

application of psychological theory in real-world settings.

Prior to beginning her degree work, she had extensive experience __

as a teacher at a wide range of grade levels, in public and

private schools. She has carried out her own classroom investiga-

tions, has ‘been a recorder and.newsletter.editor for the Children's

Thinking Seminars® ', and is currently coediting a book on educational -

research and practice.
Her role was to: .
® keep written notes on seminar meetingst
® tape record each seminar session,

respond to participants' journal entries,

.

yxonsult with individual teachers as required, '
“help participants write papers if they ‘chose to .
to try to publish, N

Y

' e conduct_semipars }n the\director's absence,
e suggest articles for teschers, ' -

® keep minutes of staff meetings, ) i
, d )
e consult with individual teachers as required, e
e help in the preparation of the quartérly and final
_reports.

* . -
- . — ' .

THE_INTERVIEWER [

v

s

Eleanor Duckworth,”a recognized authority on the relation.of
Piagetian research to classroom practice, was the project interviewer.
Her career has taken her to France, Switzerland, and Africa as
well as her native Canada. Fluent in French and English, she has
translated significant texts ipto English. She has conducted a
number of project evaluations and has engaged in a number of teacher
development progects. buring the project she was' a Pesearch Associate
at MIT. 5\

LN o .

var! 3rét Btubbs, et. al., eds., Children's Thinking Newsletter,
Mass.: 1981).

6

(Concorad

‘N
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Her duties included:

® interview each participant three times dﬁrinq the
'year, ' e . -

e document seminars when needed, /

e keep minutes of staff meetings,
@ help in the preparetion of the quarterly and final
.reports.

THE SECRETARY v . ;
\ N ’ 5
We were fortunate to have-the services of Abbye Cohen as our
secretary. She has had extensive secretarial experience and

supported our efforts consistently.

Her duties included: ° —
® handle all correspondcncé” and supply orders,

. ® type the final copy of the notes for each seminar o
" "session, staff meeting, and interview, . %

‘ -@ 'photocopy entries from perticipants' journals end
staff responses, .
® transcribe tape recordings when npcessary,
Y L ) o , .
prepare the meeting room and refreehnents,

distribute notes to .seminar participants et the - B
beginning of neetinge, ,
e type and/or photocepy participents' reports or semlee

- of students' work. for presentation at seminar sessions. L

o~

ASSISTANCE TO PARTICIPANTS

- |

In addition tp the regular staff, the project develope: a pool ‘ -

of former teachers and graduate students who were available to T
par-&ipating teachers to assist them with their investigations.

The project made avef leble consultants to:

’
/,/e ‘observe in classrooms,

-

‘e interview teachers or studeﬁts,

® videotaps in classrooms,
-13- e
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reviaw and analyze videotapes,

teacher to collect data, :

conduct library searches.

~-14-
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_substitute in the classroom to free the

19
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PRIOR TO THE SESSIONS ’

-

-

RECRUITING THE PARTIC IPANTS

ot »

\

L]

Our csmitment was to recruit twelve to fifteen teachers from elemen-
tary urban and suburban school systems representing a racial and gender
mix. We decided neither to require attendance by two or more teachers
fxom one school as recommended those advocating school-basedsstaff
developnent, nor to discourage ‘i1€. Rather we decided to see what happened
in eith2r case, as part, of our docment.a,t:.on fa('the ‘benefit of future :
implemantation.a

’

The process of getting the project known to-a large number of poten-
tial participants and of communicating enough of it to develop in them .
realistic expectations, was not easy. We wrote a one-page announcement
describing our project, to be distributed widely in the area (see Appendix
A). We found that mailing this announcement to administrators, asking
that it be posted on school buylletin boards, was not effecfive. Even in
two distrigts where members of the central aéministration gave strong sup-
port to the project and asked all elementary school principals to br(ng
the seminar to the attention of teachers, recruitment of teachers occurred
only through personal contacts with prnject members or our colleagues. .

Ll e P e PN

In ancther system we found™ individual letters to teachers who had
received mini~grants produced more responses than any other recruitment °
effort. This system had had, for several years, a mini-grant program in J
support of desegregation. Teachers were eligible to apply for smill

grints to support dintegration in their classrooms or schools. ‘Since the- N ’5 ]
program was federally funded, the list of recipients is public informa- 1
tion and was made available to us. . J

In general, recruitment of teachers took more time and effort on our ‘
part than we anticipated. Ihitially, when fewer oplé joined the seminar

than we anticipated, we werée advised by colleagudill that we would need to / :
offer stipends dnd credits to attract teachers to the seminar. We there- -
fote put aside part of the money budgeted for consultants to pay each i
participant a stipend of $150. We alsd made arrangements with a.nearby 1
college so participants could obtain graduate credits for nttending the N }
seminars. /7 » ot

A)l participants acqepted the sbipend but’ we_have no evidence that
. it hxi any impact on their interest in\he project. Participants were
‘also informed that money had been budgeted\to cover the costs of child .

care durinq seminar sessions and for transportatien or parking. Very few
)

/
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participants asked to be reimbursed for parking costs. When participants

were informed of the possibility of obtaining,credit some people were
l » initially interested but put off by the prospect af paying $)50-450 for

4 credit when none of the work was done by the college. One paﬁsicipant'

called it "outrageous." "It did not seem that there was very much
concern about éredit. ‘Most people were there to léarn rather *han to
' accrue credit. As one participant pointed cut, the teachers could »
include attendance at the seminar in their resumes, and that was enough. {

Only one participant planned to obtain gradtate credit, having been . |
‘ ) referred to the projeqt by hér advisor.‘ 1
f.

We later came to|think that the slow response was due to the .- .
' timing of our recruitment efforts. Early Sebtember wa. not the optimal
time for recruiting: eachers were unresponsive to written notices -
because they were appropriately concerned with *he start of school. '
R We now believe that recruitment should have taken place in the spring
of the previous year, with final arrangements fade in late September
~N after teachers had started the ngw year of teaching.

‘ - Nevertheless, we attracted fifteen teachers, with some diversity,
d by mid-October had as many more on our waiting list. The group -
consisted of eight Boston Public $chool teachers, three teachers'
l from the Newton Public Schools, one each from Arlington, Brookline, and,
= Watertown Public Schools, and one from the Advent School, an alternative,
private urban school whose population mirrors the .racial and economic
: . di%ersity of Boston. Two gf the participants taught in the same school )
E and were interested.in doing a joint project. 211 of the others worked
in different gchools. . . -
; . The backgrounds and teaching assié%ments of the participants
' varied, as did their ages and years of experience. Some of the teachers
-were liberal arts graduates who chose or happened upon teaching after
college, others had trained to be teachers as undergraduates. The
age range was late twenties to mid-fifties'and they ringed from -
~ two yedrs of. experience to twenty-five. )
The group included*eight classroom teachers, three art specialists,
two bilingual teachers, one home economics teacher for middle grades,
- and one special needs teachef.  The students they taught ranged in age
? from kindargart®n. through ninth grade. They taught from five (in the
case of the special needs teacher) to 300 students: per week.

w . N
i N
t WHO CAME AND WHY . ?

The teachers who joined tre project were: . .

-

® P.C., an art specialist, in a suburban elementary school, .
’ [
® HM.E., an art appreciation teacher in an urban middle school, .

'® N.Go., a Tourth grade teacher in a suburban school,

. ® N.Gu., a home eccnomics teacher in an urban elementary school,
\ -17-

L4




~——

2

+® R.J., a special education teacher in an urban school,
® C.K., a second grade teacher in a privaie,’alternative
elementary school, . .
* ® R.M., a part-time klndergarten teacher in a suburban
elementary school,

middle school,

El

|
® .N.R., a reading and language arts teacher in an urban ,
}
!

® M.R., a second yrade teacher in an urban elementary schoolf

H
}

e F.R., a biliggual teacher in an urban middle schosl, /

® R.S., a bilingdél teacher in an urban middle school,

A3

® P.S., a kindergarten teacher in an urban elementary s= 1,

. N [

® D.T., an art specialist in a suburban elementary scho?i,

® W.T., a first grade teacher in a suburban elementary’ school, and

- ® J.W., a third grade teacher in a suburban elementary school.

&hough it was hard to produce a flyer which adequately described the

projegt in advance, for pyrposes of recru‘tment and initiating people into =

the process, it was clear from the teachers' comments in their interviews
that the flyer had communicated some aspects of the process to each
individual. Each person had -been attracted by a part of

what was available even though no one indicated a sense of the whole.

In discussing with the project interviewer why they were interested
in joining thg&seminar, most participants cited the need for stimulation
from other interested adults that would keep their te;ghing alive. In
the first interviews seminar members put it this way: )

I don't have enough time with grownups doing the same

thing that I'm doing. It's a way of gett1n¢ ideas. You have

to talk to people about what you do, how you do it, why you

do it, whefher it works. I would like to know why things

work. I know when they do, but-I'm going on instinct. I

need theoretical u underpmnmg‘ of what I do~~though I have an  __
s.¥ T T

unconscious selection proces (Interview)
The idea_of getting together with othe. teachers, talking
about classr appeals to'me. In my last school I felt

isolated. At another school where I taught, I knew about
seminars that staff members went to, and they seemed good
for the people involved. (Interview)

} . .

‘' " /

7:rhroughout this report, we have cited the source and double spaced
between quotations from two people or two sources. A new paragraph in
a centinuing quotation is indicated visually by smaller spacing, as well
as the absence of a citation.
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\which they felt on their own they would probably not pursue in any depth.

y

¥

Many of the participants mentioned that staff meetings in their own

K schools failed to provide the kind of setting in which they coulp pursue

professional concerns. N
1 .
Staff meetings are bitch sessions. At the end of the
meeting there's supposed to be time to talk about problems,
but nobody is interested. (Interview) ’ .
With colleagues, it fizzles out; you can talk about cur-
riculum, but not about what's important to me. {Interview)

Some teachers menzioned that they were specifically attracted to the

seminars because of the help with writing and publishing that the project
offered. - :

Several of the seminar members were interested in the Project because
of its emphasis on research. Some had a general interest in research. .

The idea of research also appealed to me. What we tedch is
so different from what the children are interested in--the cur~- -

riculum versus the child, that's what I'm interested in--the

textbooks, the way .< being in school, the classroom experience--
"\, that gll either -goes against or with children's nature. I want
‘. to find out what research addresses pbat issue.

I haven't read a great _deal from educational litﬂgsﬁyrer-r
redd more paychology. I took education courses duri my .
psychology degree, and I have since then also, but the emphasis

was more technical--that is,they were about how to manipulate

the classroom environment;that doesn't meet my needs. (Interview) .

. . I know what I know, but I éan't prove it. If you don't have
statistics, nobody takes your word for it. (Interview)

Some had tbpics which they were interested in investigating, but

:

‘We wanted to try the. Cloze procedure as a teaching pro-
cqdure. We had both heard about this.” We could probably * :
have done that without the seminar, but we prokaﬂﬁy wouldn't .
haye gotten stattef.. (Interview)

-,
1

Others were less specific,about what they intended to investigate ‘
but believed that, given the structure of the seminar, they would probably
come up with something interesting to explore, of potential use to others.

]
. Partly, I was interested to have the resources to pursue
) something. I don't kow what I want to pf¥sue, but I want .
to think about it. I could do it on my own, but I wouldn't o N
get to do it. (Interview) :
So, I thought I might be able to research something” of
value to others. (Interview) '

‘




For one seminar member, revitalizing his professional life was a
way of making his personal life more meaningful. He reported that he had
heard about the seminar after seeing Arthur Miller 1nterv1ewed on tele-
vision: . ' ]
Miller was talking about Death of 4 Salesman. The sales~
man's trying to find a meanlng in his llfe--"I _Jjust paid the . ‘

last mortgage payment’ today.” I decided to try to put meaning
in everything I did., (Interview) ~

GRADUATE PARTICIPANT OBSERVER -8

Before the seminar sessions hégan, Christine Davis joined the project
‘unexpectedly. Her background included six yéars of experience organizing,
running, and wrltlng about similar teacher development programs in
Australia. As part of a couﬁse in ethnomethodology at the Harvard Graduate
School of Education, she was' lookiny for a .ong-term teacher development |
program inwhich she could be a participant obstrver. 1In exchange for belqg
able to observe®'the seminar, she agreed to attend seminars and staff
meetings for the-full duration of the project, to help with observations
in participants' classrooms when necessary, and to make her report on the
- project available to the staff to be used 4s they thought best.

As it turned out, in the second semester she assumed some staff
responsibilities: B . .

@ suggest articles for teachers, - i ‘
® consult with individual teachers as required, ‘
T o, provide feedback for participants who choose to write
' reports, 4 .

‘ ¢ keep minutes of staff meetiﬁgs, , ’ - {

e help write quarterly and final reports.

«-20-
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" fETTING AND ROUTINES _ . -

3 Seminars were held weekly on Thursday afternoons from 4:00 until
E . . 6:00. The 6:00 finishing time was adhered to rigorously by the seminar
2 . leades and initially most peoi)1§ tended to leave at onte. Increasingly.:
: throughout the year, participants lingered for brief.conversations with
E each other’ or staff members. " Though there were no coffee breaks during
the sesa;pris., the project provided coffee and .cheese and crackers which .
< . people were free to get at any time. Some people preferrec} to have wine
S and took turns b}ir\zging it each week. Smoking was banned at the sug- |
E’ < "gesgion of the seminar leader and with the agreement of the group.’

, The seminars were held in the basement of the TERC building in a
E, room which was in the process of being refurbished when the project
5 began. It had been two offices until a short time before and presented

. a fairly unpleasant atmosphere. Pipes and wiring were exposed; there
. - was ‘the beginning of a wodden structure in one corner; and the walls were
- not painted. Thé-floor was cold and uncarpbted and the legs of the chairs
i . made an unpleasant loud noise as people moved them in or out. The room
o improved as the year progressed as exposed wires and pipes were encased,
- construction completed, and the room painted. ' ’

Since some of tHe teachers worked in depressing urban schools they
were mot too critical of the conditions of the seminar. However, it did
‘Present a prebiem in that the room was barely large enough to accommodate
- the whole group and provided no flexibility for planning comfortable
. small group sessions. . . :
The accees, one flight up, to a copying machine and the gervices
T o cretary from 4:00 to 5:00 were invaluébm
4 * . \ ] , . .
Priority was given in the first few sessions to explaining the idea
of the project, resources available to participants, and expectatiouns .
i for participation, to people introducing themselves to the group in their
own temLand to establishing procedures. Since several people did not

Ay

Join the grouv until the second or third session, introdugtions vere
part of the agenda for several. sessions. .

After the introductory sessions, most follawed a predictable pattern:
announcement of the agenda, other announcements and. an opportunity for
participants to schedule time for discussion of their investigation at
future seminars, and pr-sentation of a topic or question by a participant
followed by discussion by the group. -~

3 ’ -21‘ . ~ ' : 4
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GETTINC STARTED

o .
In introducing the teachers to the ideas behind the prolect, *':2
directdr outlined its evolution. She expressed the hope that \he nar,
- by providing a way for teachexrs to coaduct their buQLresearch' 1d )
--prove to be one ‘effective way for teachers to increase and shar:“Ehe\
knowledge.

. \
. .} , .
/{e - - Just as the flyer could not" commnicate’ the subtlety and complekity
- of the procesu, the introductory remarks were not enough to dispell con- l
/ fusion. In addition, as-the year progessed, the director and other staff
members contin to find themselves facing dilemmas, confusions and
' questions. The Questions, both for the participants and the direc- ° f
~ : + tor, usually concerned the limits of the pro;ect and 4_.e guidelires for
’ discussions. We now think some of the initial confusion and redefinition
was inevitable and that some of it could be 1essened if the project were T

repeated.
F-3

- . -

- ‘ \ , . . .
Group Discussio:.

¥ - . x 1
During the first session, when two participants entered into a

lengthy discussion about the‘gusing policiesgof the Boston Pubiic Sch

one maintaining that they had detrimental eféths on the composition o

- her classroom, the other that busing was a just attempf to provide qual-
ity education for all students--the director indicated that the seminars

A ; were to be. task oriented: that complaints or discussions about adminis-
trators' actions or policies over which no one in the room had any con-~
trol were out of bounds. ‘. .

-

’ She(establlshed fui+ter guidelines for group discussion in the _ 1
) . second session and presented her reasons for doing so. She explained:

- in any depth means to discuss one's own values and expectations 1
for cneself, probably to discuss one's evaluation of one's per-
formance. To take that risk, one rnieeds a safe environment. The
group needs to accept and respect the person in order to provide
for that. , .

(\ In my view teaching is a very personal task. To discuss it

B
-

AL the same time, in the recruiting, we deliberately sought .
diversity. Thke diversity in positions, types of schogls-, and age
f students has already L>2n establisheq. We expect ye will fin-
there is also diversity in points of vigy toward educgtion: What
is the task? What are the~goals? - I am convinced, hoyever, that
people-can be of great help To each other even when thgy havé\g:jte

LY

different views on some issues.

Given that diversit @ what can we do to establish a very safe’
environment for the group?

. ~-Remind our-~eives that there are lots of diézg;%nt

be a good teacher. Rl




N ~-~I have seen in working with Pat Carini and Bill Hull that
they convey the tone for theirgroups through their own
standards and hope that we, as a staff, will do tha}i&ao/

; -~We also need some guidelines for responding to presentations: .
. 1) accept the other person's descripi:ions of the reality
' even if you don't agree with the 1nterpreta‘ an;
)y the task is Qg help other people to clarify .ueir own }
. -ideas, not convert them tu yours;
i 3) ask questions which are questions, not questions which
are suggestions in disguise. "Havé you tried -- ?" in -
. contrast with “What have you tried?";
4) separate your suggestions “rom your questions. (Agenda
[ Notes) “» v

The guideliiles ensured that the atmosphere was supportive. 2all

of the participants commented upon the warmth of the group. There was 4
a measure of safety, and there were few .attempts to persuade others to
change their teaching practices. -

The general quality and style of the interaction between the
participants and participants and staff has been very good. There
has been an eare and comfort from the very beginning. Although

" there were the different styles of interaction--from quiet to .-

jolly to reflective to outgoing--there is a general feeling of
goodwill within the group. .

{ . As people talk with each other, they use devices which show
some experience of groups and the techniques advocated by many
.o group theorists (they listen well, they paraphrase, they make "I"
i - statements, they'don't “tell you"--they "share with you"). Some
7 are particularly adept at responding well to any opening or issue
, that a person raises although all are very likely to fill that role.
} There seems.to be a high level of acceptance of the others in the )
group. (Davis Short Report) , h

It is not clear, however, that participants differentiated be-
» - tween making attempts to change others' teaching styles and questioning
the assumptions behind another's plan for ccnducting an investigation. I
; As a result, people did not always feel free to ask what they wanted. '
| It is likely, th.refore, that some useful forms of discussion were
" suppressed. In the final session we asked people to respond to this
- statement:
, We have emphasized duveloping an open/safe environment in
which each person is helped to think about his/her question in a
way consistent witWhis/her teaching and point of view. Some
people in interviews have said they would have liked more challenge , .
to people's ideas or more opportunity to ask each other "Why do
we do what we do?" rather than so much "How?". What do you think?
Are there ways we could combine botF? (List of questions dis- -
- tributed to participants)

v
v - _ -
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Though most pgople appreciated the atmosphere of the group, their coh-
ments in that session express a range of reactions.

. Péople are insecure about "research” and wondered what it
was all about, and I wondered-if what I was doing was all a waste.
Too much-challenge would have been crushing. (Meeting Notes)

) . .
When I felt judgmenta}, I became quiet. I felt that's what
I should do according tuv the rules of tMHe game. (Another partici-
pant also found herself doing this.) I wouldn't change the rules.
(Meetinq Notes) .

I wish there had been more intellectual Questioning. I
wanted to have to prcve what I was saying and to have other people
want me to and to want them to also. I needed this motivation of
having to prove if I'was,right or wrong,‘ (Meeting Notes)

I wanted more challenge too, espec1a11y in the beginning. I

. feel that maybe if I got more challenge, then maybe I'd be less
anxious. (Meeting Notes)
In a way I anted more too but I fell prey to the pressures
of time. And then I got defensive and worried. (Meeting Noteé)
W
I felt that being forced not ‘> challenge was a challenge

for me. I needed Yo listen and not be judgmentdl. I've learned
to listen better and concentrated on that rather than on formulat-
ifp—~my arguments....It's a very tough situation. You've taught
for a number of years, and you've formulated your own opinions about

‘many things--you think you have answers to some things, for yourself =,

at least. Then somerone asks a question that you think you've al-
ieady workad out the answer for. How can you respond without ‘say-
ing "I know the answer." How can you stop yourself from tuniry
out, that is the other temptation. (Meeting Notes) !

Though we were careful to establish guidelines for participants

responding to others' presentations, we did not pr 4e quidelines for

the presenter. The need for further thought conce. .ang such guidelines
was made clear when the director and’one of the project participants
conducted .an evening seminar on the subjec : at the invitation of the -
Education Collaborative of thg Greater Bos.on_ Area. The evening con-
sisted of opening remarks, a btainstorming gession of the teachers in
attendance, an abbreviated 91muldtijn of thd seminar process and a
closing summary and response to questions.

In the simulation, N., a teacher of hearing-impaired students in
a high school, volunteered to present a question of interest to her.
The group of teachers in attendance that evening (as the project partici-
pancs do each week) asked clarifying questions regarding her sxtuatlon
and purposes and then made suggestions.

As N, responded to some of +he final suggestions, it becameﬁélear

34
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that she had failed to :nclude in her preserntation some information which
was essential for understanding the situation or for making sensible
suggestions. " The information was essential but was also not at all
obvious so that no hints of it arose in the period when people agked
extensive questions. Having seen ai. extreme example in that setti~g, we
then recognized the same phenomenon in more subtle forms in the meetings
of the project seminar.

We now think exp11c1t guideliines for presenters would have been-help»
ful and that such gaidelines should include an explicit statement of the
areas in which the presenter desires suggestions as well as a structure
for presenting the context in whi~h the teacher wofks. That idea was
reinforced in rereading the interviews and Journal entries of two tedch-
ers whose classroom procedures were ‘'strongly questioned in the group.

b %

The investigation and data collection procedures used by two teach-
8 in the group were closely tied to their teaching techniques:, they
‘were using the Cloze procedure as an instructional method and, in their

project, as a measure of student progress. Several members of the group
were critical of the procedure--some critical of it as a teaching proce~-
dure, others as '‘a measurement instrument. The director did not_inter-
rupt the discussion, later wondered whether the discussion had been
helpful to the presenters, and wrote notes to them in t<:;£‘lpurrals.
One o0f the teachers had mixed reactions to the incident,“and .er was
one of the people who expresséd a desire for more challenge in the
gseminar.

Dear Claryce,

Last week's discussion left me with both positive and negative
_reactions. Like you, I came away with a feeling that people were

- trying to change our minds about the use of Cloze as a valid measure )

rof comprehension. Such-opinions don't surprise me. 7The Cloze is
such~a_unique method of looking at reading comprehension that most
‘péople, on first expesure, IEJP”t its validity. Even I had-prob-
lems with it when I first learned about it. After three years I've
" become convinced of the usefulness of the Cloze. Likewise within
the reading profession--research on its u usage-as_an 1nstruet1ona1
and testing tool is increasing. Even Boston has ado it
tool for measuring the reading scores of its bilingual stuEZiﬁB\e
in both L) (first language) and L2 (English). I could go on and
on citing ‘examples of WHY the Cloze is valid and what the litera-
ture says. I feel that perhaps people in our group reacted on an
, emotional bias against she-format of our procedure--of which they
"knew very little. Their bias fogged the issue of what N. and I

are try1ng to research .
]
Even though people were questgon1:%;§hat we were doing and jf

how the Cloze fit into our schema I f 11 in all pepple were
respectfui. The questions that were raised were interesting. The
questions gave me. a perspective I don't have about the Cloze since
I'm already "sold” on its validity.
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referred to the incident and later expressed her belief that part of -
the difficulty arose from other people's failure to understand the con- .
text in which she worked.

that we have added a phrase or word from the interviewer's question
in order to make the participant's meaning <lear. In those cases
where we have deleted a: ‘name¢ qf a person, school, or project

or added an explanatory phrase to any of the original sources,

ve have used parentheses.

What I found really interesting about the discussion waJ i
people's suggestions on how the Cloze could be used as an instruc-
tional tool. I felt that everyone was open enough and imaginative -« *
enough to sece alternative uses. The spirit of investigation and -
questioning was exciting. The ideas that peéople gave us were good .
ones. We'll probably incorporate them into our curriculum.

Although people gave some good ideas, about using the Cloze, . 1

I dohi’ t think they were helpful in our analyszs of errors. You
and Peggy provided a good part of the impetus in fbcus1ng in on \

- our needu.. 1

Could our presentation of the problem have been part of the )
difficulty? % o\ i

Was the group so unclear as to what we're doing that they
grabbed onto the .technique so as to have something to discuss? ]

Perhaps we were in fact part of the problems.. (Journal)

On the one hand, everyone tries to make an effort. On the ]
other hand,” sometimes it's taken too lightly. ' Someone's pursuit is
taken too. 11ght1y--not often, but sometimes. Another th1n§ i® the
urban/suburban mix. ' There are preconceived notions that are hard . -J
to break down....Our research is cognitive, the others’ reseazch is
about behavior or problems that we wouldn't bother dealing with. I
have this vision of their kids all at grade level so.they're free
to deal with these othef issues.... . : 1

The suburban tegchers don't have to worry about how the build- ' S
ing looks. Ours 1 b like a war zone, holes in the blackboards, _ ‘1
desks falling over. These things make a real difference to students s

learning. I have Mot felt [that much of a barrier® with my research . :
but N. has.] ,I was disappointed last week. I know, I understand 1
why we were cirt off last week, but it made us feel sort of shitty.
(Interview) :

The other teacher who was investigating the Cloze procedure also 3

*

8We have used bracket@kjﬁfzhe quotes from interviews to indicate




My impression is that the group doesn't .think the Cloze pro-
cedure s a QW.{gN 5 to ask them about flaws I'm sure I
would hear too man 'm not)ready to change my mind completely.
People -aid, "This isn't right, this isn't good for those students.”

‘ I'm afraild they'll do that again before listening to our explanation.
Some people hinted strongly that we were trying to present no flaws.
He didn't mean that. The reaction was a blanket negative thing
that made us defensivs. We weren't able to get good suggestionsi.

The phrase alout people trying to enlighten comes to mind. Even

if people were convinced we were totally off the wall, why did
they have;to convince us within that balf hour? They had to -
thoroughly ccavince us. If they were nght, we would have discovered
soon enough!! .

. We're doing our project because there's a lot of stock put
in standardized tests.” I want to have a lot of examples: "Here's
where we think the dialect is interfering with comprehension,"”
and have them tell us if they think it is or if not what they think
is going on. (Interview) . <

I think there was a k’'nd of culture conflict. Jngments were
made (particularly about our project), partly because it was hard to
imagine the other person's setting. The differences between the city
and the suburbs are significant. Maybe there could have been some
‘wa of arranging for people to see where each other worked and with

People don't tend to visit urban schools unless there is a .
problem or as an example of a problem. This would be positive for
use as a seminar and for the other school personnel to experience
someore from the outs1de being interested enough to come observe.
(Maetinq Notes)

]

I think we have to understand the different schools better.
So we understand where we come from. I was shy at first. After
a while I began to relax more. But it was sort of a disappointment
when I realized they didn't understand where we came from. It's
important that we know that. I suggested making schuol visits.’ N
Maybﬂ slides or some wdYy to get a picture in your mind about the
1 and the kids. 7T meant more a flavor of ‘the school, where the
son is coming from, because to pesple who've never bsen in them,
urben schools are quite shocking. But that shouldn't be missed,
the opportunity to be shocked. (Interview)
’ .
In genexal, people recognized and undea‘rstood the distinction betwken
making suggestions and asking questions and the importance of asking
questions to help others clavrify their thoughts Nearly all of them
. made mention of. it in their journal notes. ' Though recognizing the
Qtstinction. some found that learning the skill was a new challenge.

o I don't know if I've learned from (the other participants)
‘but as teachers we're all learning this new way of approaching
pfoblems. None of us is ahead of anyone in asking questions so
that person can reflect. I learnad from this group that this is
something we need to do as a profazsion. (Interview)

¢
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Brainstormiggf . ' T

'q AS we anticipated, participants were mere inclinéd td focus on
téachinq strategies rather than on ways te identify and collect relevant
information. .In order to differentiate between the. two tasks and empha~
size that oufs was to define an investigation, a brainstorming session
was held during the third seminar. The participants were asked to think
about two diffe .nt issues.' In each cese they were askad to generate,
without discussion, a list which the director wrote on newsprint around
the room. The first list was generated in response to:

-~ ways to make information avazlable to yourself,

-~ ways to collect information,

- -- ‘Ways to become more aware of what you know,
-~ ways to better understand something that is happenlng.
(Agenda Notes)

‘The second in response to:

;,32

-~ questions you might ask about something you are currently
doing,
questions you asked yourself last year for which you would
have liked to have had better answers, . A\
a hunch you have about something in your room about which you'd
N L like more information,

-~ a phrase which represents something which puzzles you,

-- a phrase which represents a problem which information might

help you resolve,

-~ something about which you are pleased and which you would like

re to docufment. (Agenda Notes)

-

¥

. The gvoup generated tMollowing two lists.
Ways to collect information:

d N Observations
‘Testing
Tape recording b Y
Interviewing .
Video tape .

Anecdotal records

Questiohnaire

Informal conversation

Cumulative records

Parent conferences

Conferences with friends of the student
Make lists

Tell another person

Go to the library

Health records

Ask social service agency personnel

Student teacher
Talk to another teacher

-28-

<




Save samples of studant work
Guided recall/free association
Ask your principal
Ask the stadent
Observe the student doing something he/she is really good at
or really enjoys ' '
Student journals . ’
- Keep a record in your head (Meeting Notes)
/7

"

_'l‘hings 1'd like to know:

Why did/didn’'t something work?

‘Teaching styles/learning styles .

Physical enviromment - )

How space is used

What skills are required to perfom a certain task?

How much am I assuming my students know before I go on?

What kinds of things are age appropriate?

How do we.know what's age appropriate?

Why should we believe what someone tells us is age appropriate?

- ~- _How can we chapge a task to make 1t become more age appropri-

“ate?

How can wa use children’s interests?

Is B.iu,g learning anything?

Are my activi+ies too teacher-directed?

Bw can I make my teaching more student-centered instead of
teacher-centered?

\ How can I appropriate time more effectively?

How to pace the day

How to coordinate the classroom with suppoi't services

What am I educating these students for?

How can I be more effective at getting parents and the commu-
nity involved so that it mativates .students’ work?

Are my students becoming more cooperative?

Does the task leave room for personal expression? y

How fast am I acc%irating to being burned out?

{

- How can I get kid;i)to be willing to make a guess or a risk and

to value making a mistake?
How can I develop some standards of moral.ity without imposing

my own values?

/ Is my emphasis more on process than prodnct?

How can 'you get kids to apply the skills they have m the

testing situation?

How-can I get students to apply what they've ltatned to their

. world knowledge? .

What do I do to develop critical thinking?

What do I do to develop creative thinking?

How do you phase in and out of things?

“ How do you handle transitions? (Meeting Notes).

-

After developing and taking time to review the lists, the group
discussed several of the questions in more detail., In each case they
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were asked ‘to decide, "How could we get the information we would need - 1
to answer this?" and."how would we decide when. this question had been
answered?" . ) . ' ]

At this stage, as participants began to develop their questions, -
discussions still included classroom anecdotes and teaching suggestions
as well as comments focused ways to collect and use information. .
The direc¢tor continued for sgveral 'sessions to remind participarits that
the agenda for the seminar was to help each other refine and carry out
an investigation rather than to offer better teaching strategies. Some
participants then began to share this responsibility and remind them-
selves and each other. By the end of the year, discussions were-clearly
focused on data collection.

At the time the staff felt the brainstorming session went well.
In retrospect, we think we could have made much more use of the idea
and of tHhe lists which were generated. .The lists were given to the
participants for their information. We did not, .however, return to the
lists as a group to reviéw or modify them. We now think that would have
been helpful. In addition, we Wwould now modify our procedures to in-' 1
clude brainstorming ways to collect information in more sessions of
the seminar, perhaps as topics were presented by each participant.

Selecting an Appropriate Topic |,

Though we saw the seminars and the opportunity for teachers to
conduct investigat.ons in their classrooms as a staff development activity.
as well as a research project, we did not assume that it would meet all
the staff development needs of the teachers who chose to join the group. »
We made it clear in the early sessions that the project would not pro-
vide help in the form of expert advice or models to be adopted for cur~-
riculum plarthing ox impleméntation, classroom organization or manage- ~
ment, or other classroom issues. Our assumption was that there are
.many staff development programs available which are designed to help
or to convince teachers to adopt particular teaching procedures or curricula.,
We intended to provide an opportunity less frequently available--the
opportunity for them to look more carefully at their current practice
with no preconceived notion of whether they should make a change or
what that change might be. .

S

e’

It was, however, easier to state what the project was not than to

(8ay explicitly what it was. During the third session we distributed

_ copies of the "Examples of Teachers' Initial Questions and Concerns"
which had been included in the proposal. (See Appendix B.) We em-
phasized, howeder, that the examples were only that. They were some of
the questions we had encountered in our previous work and were not in-
tended tu limit participants' choice of topic. We 7id no€ assume that
a topic would be outside the range 'of the project simply because we
had not anticipated it.

Early on, several teachers raised issues which required the direc-
tor to rethink the:limits of the project. One participant was
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concerned about hoi to go about conducting her investigation. She
believes time is the most crucial element in teaching. She wants
to know how her skills as a home economics teacher gan be the most
useful to classroom teachers. She regrets that in twenty years .
of teaéhiﬁg she has never beén asked for help. She has equipment
and expértise that she'feels teachers could make use of but her
job as presently designed separates her in a way that she doesn't
like from classroom teachers.. (Her) question raises the larger
question of how any specialist teacher ties in with classroom
teachers. (Meeting thes{

In that instance the director viewed the question as one which required
a change in administrative policy in the school, and hence was outside -
the control of the teacher, rather than an insfance of looking closely
at one's work with students, and concluded it was outside the intent of
the project. she responded quite abruptly ia the seminar, howeyer, was
dissatisfied with her response, and found herself puzzling about it

with another staff member between sessions. -

L3

‘Talked to Eleanor yesterday re (N.'s) question about investi-
gating how an economics teacher can be helpful to other people in
the building. Investigation of administrative questions was not
part of which I had in mind. So, what are the ground rules? Is
this a new interesting idea which we hadn't previously thought of
or is it outside the definition of the project? -

I suppose this will be a question which comes up often. We
certainly don't want to do only those things we were able to think
of in advance. On the other hand, we do have an idea of what the
project is and isn't about. At this poin. there ddesn't seem to
be a way to specify clearly in advance. Hard to know how to clarify, -

* to define (or make explicit) until one has examples and interpreta-

tions from other pecple.

Re (N.'s) question: As a result of the conversation with
‘Eleanor yesterday I decided-I don't yet have enough information to
decide and that one of the gpestions to keep in mind is whether
she would be likely to put other people in the Position of being
"subjects.” ., Do the other teachers freely agree to participate or

to "be’ studied."” a =

one of my first reactions in thinking about the question and
in talking with Eleanor was that the idea or the seminar is to
look at one's own work with students--either by looking at oneself,
or at the students or the interaction. (Director's Notes on
Seminar) = - '

.

The next week, in reading the journal entires, the director found

that one of the other participants confirmed her impression tahat she
had been too hasty:

s

N. seems to:be groping for a projdt focus. I wonder how we
can help her. It seems to me that Claryce cut her off last week.
How did I get that impriesion? I must listen to the tape to see
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what really happened. _(Journal) -

The following week the incident was discussed in th‘muinar with
a statement from the director that there were still some questions in

mind regarding how best to specify the guidelines for the projects

and that she hoped to do a better job in the future of having those
conversations with the group. B )

3
-

Other problematic topics arose later and were included in the
project. A teacher who was interested in changing her practice through
the introduction of computers--rather than looking at her current prac-
tice--was provided with documentation for that “experiment.* A teacher
who was frustrated by the lack of services for special needs students
was provided with typing services and feedback on drafts of a handbook
which she hoped to distribute to other teachers in her system.

A kindergarten teacher who was planning to investigate the.effects
of teachers' expectations on students' performance informed the group
that one of the students in her room was ill and was expected .to:die
before the end of the school year. She asked for time in the group to
discuss the stress she was experiencing from.this unexpected situatxon, ’
as well as time to discuss her p. dct, an&was given a few minutes at
the end of each session to d:lpcus hex expé\iences of the week and the
questions confronting her. Initially her request was granted by staff

. . ond participants al\ike out of concern for her“and the emotional strain
she was experienci lthough it seemed unrelated to any investigation

she might do. Later she found that her concer:r. for the child, the other
students in the class, the,family and the response pf the school. made
it more sensible to focus on that as her inves¥igation rather thaff to
try to give attention to her original, less impediate issue. .

L
N The lack of clarity of the range of topies which. were considered
appropriate by the staff and the 'inexperience of -the teachers in con-
ducting investigations led to some delay and confusion in defining

topics. \ ]

The first months were a little foggy. I was foggy about my
direction and what procedures to follow, etc. Now after coming -
full cycle on one topic and embarking on anpthér, it’'s not as
nebulous, and I will be able to get more*out of it. - {Intexrview) ;

I think everyone was in tMe same case as me; we werie not
‘' sure what was expected, what do you want us to do, what we are

supposed to be doing. Alsd, we were gearing up for Ohfistmas.
Plus people are more comfortable about talking about jdeas now,
and we see support can be helpful. g:[uterview)

No one knew what we'd gotten into. How to begin, it took -
time to feel it out and peop.le were being bugy. I got feeling
comfortable, thinking and clarifying and so on until Claryce said,
"How about starting this week?" [She said that)] to me. She -came
over. She felt that if someone would start then other peofile
would. (Interview) '

H
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* At the beginring it was slow. Now it's more obvious what she
wanted. Teaches-znztlated research., That was clear, but our ' meet-
ing,” what were we séd to get out of that? So I thought it
was<going to be a course--"She'll tell us“what it's supposed to
be about.” But theh we all started becoming professionals. In
my school too many Qeachers don't care. There's no spirit of
inquiry, you just do courses to get a certificate. It's nice
to meet people who are inquiring, asking questions. A lot of
teachers don't want to continue on getéiqg involved. I didn't have
this expectation for the other teachers or maybe it's because Claryce
was to be the professional person. I still have the student syn-

' drome--you're not taken seriously. I thought it.would be a class;
that's why I found it slow at first. (Interview)

. .H@ weakness is] how long it took us as a group to realize ' ‘
what the research process is. If it had been made more clear, we -

' might have accelerated it. In Christine's paper it became clear
this is what the expectations were. This is why 1t's important.

. Maybe the way they did it seems like it was a long way around.

" If Claryce had articulated her methods so we could understand it
maybe it would have led to controversy....but for me it would have N
helped. Maybe she didn't want to. I felt I was floundering.

Wrat was the purpose, and why couldn't I give suggestions? I
trusted her but I didn't know why we couldn't give suggestions. It
ccame from years of thought on her part, I'm sure. (Interview)

Later in the year, it was suggested by the staff that new people be
admitted. The consensus of the teachers was that that would be a mis-.
take because it would 'disrupt the group éohesion and because new people
would~take too long to understand what was 901ng on.

ﬁ: In general people felt that it had taken quite a bit.of - .
time. to come to terms with what the project was all about. People
-Were skeptical of others being able to reach the level of thinking

that people are operating on now without having spent an equiva~ .

1entAamount of time "getting there.” In addition, people expressed

concern about the kinds of dszzcultzes that they had encountered

in other qrbup~sztuations where newcomers had tried to join a

group that had already snlidified. (Meeting Notes)

™

We are left with the conclusion that until teachers have more
frequent access to programs of this nature there is no way-to prevent
some confusion and that working through the confusion and accep;§
responsibility for defining one's own goals and procedures is pa¥t of
the learning process involved.

People didn't have clear questions. The flailing.about
was an important part of the process. I think it's really impor~
tand perhaps not to do somethzng different at the beginning.
(Interview) /

Nevertheless, there are some things which we now t?ﬂé; could be done
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to facilitaie this learning and the full participation of the teachers.

.Some of the changes we would recommend are discussed in other sections

of this report. In addition to those, we agree with the participants 1
and would recommend présenting examples of research that teachers have
done to complement the ta'k about the idea'in the early sessions of
the seminar.’ - . -
¥
At the beginning it should have ‘been made clearer so we .
didn't waste a few months. Probably as we said in the seminar,
the easiest way is to give examples of projects, a real variety--
and a warning not to be confined to these. (Interview) . ’

N

Help for Teachers in Need :

-

Another dilemma arose in our project as a result of the focus on
helping teachers through helping.them gather more Ynformation about
their practice rather than giving more immediate assistance. Two of
th2 teachers confronted difficult, situations and seemed to need assis=-
tance in the form of expert help in coping with them. We faced the.
decision of whether to use project funds to provide consultant time to
teachers for other than design investigatidns or data collection.
In the case mentioned earli€r of the kindergarten teacher with a ter-
minally ill child, the teag¢her was able to use the group discussions
to clarify the’ type of assigtance which she required and then to seek
and obtain it in her own syst

e L}
In another instance, a teacher was concentrating on the behavior |
of her students and one disruptive child in particular. By chance, the .
day in the seminar she first strongly expressed the discouragement
she felt with the lack of progress she was making with the student, ]

.and hence with the class, was the day of opyr first pot-luck party. At {" “

the party she mct a consultant to schools who uses his training in

family therapy to assist teachers, coping with disruptive students in ~

their classrooms. After learning about his work she asked him what 4
he could suggest regarding: her classroom. He explained his approach

to such problems and suggested that he be hired to work in her room. - -
We were then faced with a requést for help from the teacher, who 1
had been unable to get appropriate assistance in her school system.

"We hesitated, but decided at a staff meeting that we would provide

the consultant help if the teacher and consultant agreed to present a 1
plan and report on the results of the intervention to the ceminar )
group. Later when the director discussed the decision and the reason

for the hesitation with the teacher, she said she had thought more o
about it and didn't feel really comfortable with the idea that someone 1
else would come to her room to intervene with her class. 6&he chose to .
continue with her own documentation and later had observations done

in her roor . : ' ,

Though we think it was important in starting this work with teachers
to make clear the intent of the project and the types of assistance Q |
available, we think this dilemma was unavoidable. In any group of |
teachers who start the year with particular projects in mind--whether
hased on research, curriculum or instructional procedures~-there will be
. Y .

) .
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some who find they have unexpected, pressing issues which cio not
match thein original plansg.
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THE MIDDLE MONTHS " <<:J~/
. i

- The period of time from December through March was one of growth
and development within the seminar. Staff mectings were being held
more regularly and more sustained discussion of the progress of the
praject and of the individual teachers took place than dv ag the
.carliar gessions. Group cohesion was growing. Interaction was
cc-fo:table and vespectful, the -guidelines were being followed,
g;oP;e appe ced to enjoy coming. There were, however, strains S
and ssures on the teachers which affected their particxpation. -

INFLUENCES ON THE TEACHERS AND THE PROCESS

Our. own experiences as teachers and teacher educators had made
us aware of the stresses and frustrations of working daily in public
schools.  The effects o1 teachers of the problems which they face
are too rarely considered as they are rarely documented and made
public. Yet they are an important part of the reality which curriculum
developers, researchers and administrators need to take into account
if their work is to have a positive influence on schools.

During the middle months of the seminar, which were also the °* ‘ 1
middle monthe of the school Year, the teachers often wrote in their
journals ahout their daily experiences. Some of those.journal entrie:
are included here as they highlight the life of the teachers and 7
demonstrate the context in which the teachers were attempting to
carrv out research. X - h

‘ I called B.T. this week and made an appointment _to see him
te discuss my research project. :

Not too J%ch else going--I feel pressured and harassed:
Nevt desks ir school. Mandatary alcohol-awareness meétings tfke
two Zull school days within a veek's tike. Kids are high--whqg
with Halloween. My ~oncentration is off. .

My students are such delightful kids. I saw a few at a
nearby luncheonette. Soon several other smiling faces were at
the door. Again I see how pleased I am with this frlendly group.
reeling thid way when otherwise depressed shows it certainly ____

"isn't the kids.

I .wonder if apxiety about Froposition 2% [the Massachusetts
tax cap) and all the threats from it aren't behind this feeling
‘of unpleasant anticipetion. ' (Jcurnal)

P Y
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The teachers I have to work with are so lacking in
i . \ integrity that I get- really discouraged. I know this is a

\ ' . . ’ | ‘ -

' j value judgement on my part--put I feel depressed about it.
’<:;— i Parent conferences--talk about "slinging the bull." I
% ‘*\\\ blame the principal but even if hg did perceive this problem
' . as I do--What could he do? Maybe|it‘s my problem and not /
¥ - - theirs--I wish I knew. !

’\E&Ls*mother is here--Talk about ignoring a person's self-
- esteem. Phew! I'm writing iN this notebook right now so I
‘ \ won't scream. '

The principél Just entered. Now I can't leave. Now they re -
blaming an absent teacher. (Journd@) :

Mﬁ class tuday--17 people present out of 24. b

Did you ever wonder why the students in (this system) !
are low achievers (in general)?

r

. Today, during my reading/l}anguage art§ class, students left
> . for the following reasons:
; 1) student council meeting
¢ 2) band practice (and music lessons) B
3) cheerleading :
g 4) track team
5) basketball team I AM NOT KIDDING! (Journal)

3

Dear Claryce, . ‘}

)y . - In answer to your ¢.estion concerning why I haven't written
'n my journal--I guess the major reason is that I haver't had
much of importance to write about. Clacs and, school have been
uneventful. I really haven't been questioning much about why
my students achieve or don't achieve. I suppose my most active
periods of investigation come in the first few months of school.
" By the end of the school I've stopped trying to figure out "Why,"
80 much, and start concentratng on surviving te rest of the year.

Anyway, since. the results of the tests have come back, I've
been guite excited. My spirits_have been boosted looking at their
improvement. I think I'm the only teacher in the system who uses
(my approach). It started out as an experiment but I’m glad I

- : tried it. (Jéurnil) ’pzn/ \\\U),

I'riday
Busy, filled day--non-stop--draining!!!

¢

8:20 - 9310 StudentB.‘ Lo, Kc, K. Gr. 7
° ==out to photography store, observe variety
os equipment--First experience for all 3.

| 4 Cemetary-fallow the girls opportrnity to shoot
pictures of cement, granite, marble sculptures.
(figures, mausoleums, monuments)

E . - o 1 *So nice and crisp out--kids love being out- .
- -37~
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' of the school buzlding--znteraction is personal
unlike formality in room. .

9:15 - Drop girls off--go directly to elementary--sign
in--meet with Gr. 6 teacher--to discuss scenery
for Xmas play--draw diagrams, suggest materials,
time possibility

©

9:45 - 10:15 wWrite ' airticles for newspaper to include 2
' photos each (picked up that morning), 2 patagtaphs,

type (over weekend) R
Gulp coffee ’ }
Articles (1) N.E. Aquarium field trip |
. ’ (2) Interior Design iesson Gr. 9 -
(3} Photography ‘class darkroom tech.
10:20 - ‘ (1) Run downstairs--4 students Gr. 5. Meet with

small group to design costumes and props for
"Headless Horseman Play" to be conducted in class-
room.

. ==took several photos while students were working
to enable us to use it for public relations.for
art program and classroom teacher. J,._

10:35 - 11:15 oOverlapping classes!--Gr. 2 class arrives.
~

--Introduce unit on Indians, begin lesson on
blanket patterns. . .

Rotate between group (Gr. 5) and Gtade 2. Much
commotion! But good drawings with line variations
and limited color

11:15 - 11:25 Clean-up with Gr. 5 group--allow work tc dryéuntil
1:00~~-resume then

This is absolutély ridiculous to spreaq\?neself so thinly--

11:25 - 12:10 Grade 5. Mrs. M.'s class--
Continued double lessons on Dinosaurs and Serpentine
Creatures and Name Game collages.

*So keyed up--She warned me they were in HIGH GEAR--
Had to use the scare tactic--wrote down phone No.'
and threatened to call at 5:00 tonight,

It stopped for a whilt--but undercurrent was-annoying.

g

.

12:20 - 12:50 -~-Lunch--So crazy up there--one teacher made a cake

: for anothe.,--in actuality it was a frosted card-board *
box--eyeryone that entered teachers' room had t
chance to be made a fool of--doing the hono.s of
cutting the cake!

. 1:00 - 1:50 5th grade
Commotion | | | ! The 4 studerfts continued on prop
design--a little resentment by the rest of the group
but virtually impossible to include all since it
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must be finisk->i by next Thursdau.

=-Introduced lesson with partners--to work on
sharing skills and interact.fon--they need this!!

So noisy!l
1:55 = 2:00 Clean room, -crganize desk.
WEEK=END | 1 1 { ! (Journal)

Morale suffering from '
(1) no more supplies and books--freeze on buying
(2) rumors of a system~wide shutdown on the schools
(3) possible layoffs ‘
(4) flu season. (Journal)

I have suffered with a pinched nerve since Dec. 25, and
being back at school has been a pain. Therefore, I am not sure
how unbiased my comments may be. I ge: impatient or irritable
very easily. /

About P.: Today somebne (R.) accus=d her of throwing corn.
It happened at lunchtime, of course--really the worst time for
my kids. My lunch mother i: totally ineffective. Apparently P.
started yelling with anger am. frustration. Lunch mother calls
lunch manager. Lunch manager comes in--yelling-~calls P. a bitéﬂ.
P. is insulted, calls lunch manager a pig. So here we have two
feisty women: one age 58, one aa: *, yelling insults at each
other.

I return from my lunch, feeling considerable discomfort, and
find P. sobbing, R. self-rightecus. No one thinks P. was throwing
corn, though everjone admits tnat corn was flying through the
air. 2s I try to get information, P. keeps making threats about
what she'll do to R., to which R. makes her own counter&hreats.

I counsel P. not to talk anymore because she is only mak ng things
worse, “You gan't tell me not to talk,” says she. :

Meanwhile, another class Js waiting 'ta’ qome .to me for their °
C science lesson. P. says she will not go anywhere that R. iIs

going.
I;tell P. that she cin either go to Language Arts or to 'ﬁ
the office. She refuses either option. I go to the'phone and call
———office.. No one answers. I go to Language Arts teach\er and explain

/ problem. She suggests I keep P. with me.

So I did, and she was great durinq the whole period. When
R. comes back, P. was the first to go and talk to her happily.
Wouldn't you know? A

I worked with P. on math for'about 30 minutes vegterday and
she loved it, was very'responsive, and seemed to understand. I
felt good about that. : )

What is P. doing when she is not being disruptive? Today,
in another class's science lesson, she was working hard. VYes-
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terday in math, she was wbrking hard. She has weak reading
skills. So she needs help in some reading of directions but
secems to catch on quickly when she understands.

I am not up to having an observer 11 I feel some reduc-
tion in pain. Although an observer 01d be looking at kids,
I know things are nct quite the same. I do not creaté the
same environment when I am ill. (1/9/81)

Right now. I am primarily concerned about R. She is really
getting to me, so I must be allowing it. I hope by writing about
her I can gain some insights. I come homeé every afternoon ex-
hausted from trying to.deal with her.

She came in today, angry and yellingu bossing kids around,
and upsetting everyone. No one wants to'sit beside her, and a
child who volunteered last week (because R. was in tears over my
choice for her) came today to ask to change. Another girl volun-
teered at 9:30, and by 3 she . was asking for another seat. As
~ much as possible I try to ignores her or let the kids work it
out ameng themselvess But at least 3 or 4 times a day, it
either gets so loud or so violent that I must intervene.

I am angry because I feel that some of the difficulty comes

from home.. Her mother accepts very little responsibility for

setting limits or teaching resp&Ct for .people and property. »
R. is frequently left to put herself to bed, and I suspect. that .
today was so bad because she stayed up very late last night. She
takes things like pencils from my desk or from other kids without
asking--then denies it. She is in need of a new pencil.daily,
unless she has already taken one from someone else. When I write
notes home about these behaviors, her mother writes back that

I'm not rewarding her enough for good behavior. I should use
more stickers or candies. o

Mother requires nothing of her like cleaning her, room or

—helping the family. She is left alone much of the time ~-unsuper- ~

vised play. When I send home a good report (not very often) she
is rewarded with a new toy or record. When I send home a bad
report, I get back these notes that I am not rewarding extrin-
51c311y the good behaviors.

Today I wonder if I will ever experience a good day (by °

* my standards) unless she is absent. Of course, R. is rarely ill.

In fact, her mother sends her to school some days when she is
clearly not well.

P., M. and D. are each triggered by R. My room isn't big
enough to arrange seating which separates all the people she
upsets from her. I already have her sitting at the back~~ alone

"for most of the time. The insurmountable problem is her voice--

she does truyly yell most of the time. Her first response to any
direction from me i3 to yell that I can't make her do &nything.
That is true--if she doesn’'t want to, she won't do it. I can't
make her. All I can do is try to make her wdnt to. I avoid
confrontation, I usually give in to her. Everyone knows this--
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" ticipant reported that she had done no work on her quutionm_ire that

B + - . i}
soxe, like P., are very angry be;ausa, as she says, "You always
give R, her own way.”

Meanwhile how to start my research? (1/21/81)

Most of them are irresponsible about care or school mate~
rials. Many do not take finished papers home. Is that because
no one takes any interest in them? Or do the kids take pride .
in completed work?...

Naybe I could begin by helping them to bacome m&;a responsi-
ble for things. Then we could move to behaviors. No, that's
backwards. Behaviors first.

One of the facts about being relpomible is accepting the
consequences of your actions and speech. Maybe there is not
enough reward for acting appropriately, and no negative conse-
quences for acting inappropriately. .

- And what do I do about the speaking? In a Slass, wbeu'at .
least half the children need to spend so much time insulting ope
mothor, how can 'I intervene berore the insult is spoken? -

If each child felt better about him/herself; wouid the
insults and put-downs decrease? (2/8/81) .-

a Yesterday a variation of a recent problem cave up. The
kids are doing gymnastics now. Sc every time they come from gym,
-I have a rash of injuria--u.ually hand, wrist or arm--s0 they
. cannot participate in hmdwrittng, which comes next. And you've
guessed it--it's usually P., M. and R. who start it. Then others
get the idea.

I'd really like to write amething about this gear, but I
have lost my focus. Right now the only thing I could write about
is the year I change. from teacher to poldceman and how it forced
me out of teaching. Help! (Journal):

[N

In aadition to the normal pressure of teaching, events in the
larger social contaxt created more confr-ion and strain than usual. A
tax cap referendum was passed in Mass etts in November 1980. From
then until the ond of the school year enormous impact of this
measure on schools was felt by many ot the seminar participants.

Seven members of the seminar learned that they would have no jobs the
following year. Many other participants lived with the possibility
that they might lose their jobs and all ¢f them with the knowledge that
talented colleagues were Being fired and that unfortunate decisions
were being made which would influence.the professional lives of teach-
ers and their efforts to help children.

In addition, the Boston school system was undergoing a separate
financial crisis and was repeatedly reported to be about to close.
Beginning in March all Boston teachers lived with the possibility that-
.11 schobdls would be closed or that t own schools or classes
woz1d be altered as a cost-cutting measutfe. At one session one par-
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weak as her clzsses had been reorganized when the staff in her build-
ing had been reduced. After the middle of the school year, she had
to begin again with new classes which contained many students who had
not been in any of her previous classes and which, in gome cases,
exceeded forty students. The school's attempt to group students
homogeneously by performance had been disrupted, addinq to her dif-
ficulties.

One of the participants was a person from El Salvador who had
been a political activist and had escaped from his country when his
university was closed. His pain at the events in his country was

_strong; when he informed the group of the reason for his late arrival

one week and his slightly distracted manner recently, they shared the
pain with him. For many participants it was a reminder of their activ-
ities in opposition to the U.S. involvement in the Vietnam War and of -

their desire for public policies in support of education and other

social programs,

The group did not devote -much time to agonizing over these issues.
Originally, discussions of events beyond our control had been declared
out-of-bounds for seminar sessions. - Recognizing the effects on the °

teachers of loss of jobs or the prospect f working in underfunded *

schools, the staff proposed a possible change in policy--that some
time be given.for people to describe thefr situations and express their
feelings . of 1oss. {The group responded by noting that
> 7 .
the seminarNwas a place to get some work done, where _one didn't
have to confront the gloom. In thé teachers' room, people are
saturated with the problems of teaching in today's.world. To
address issues like 2% (the tax cap) in the seminar would not
be constructive but would serve to weidh people down even more.
{Meeting Notes)

Instead, participants sometimes reported in passing, and laughed over,
the more bizarre and illogical decisions of administrators and school
systems in response to the crisis. The laughter helped release the
tension and then the work of the seminar continued. -

The seminar was affected in two visible ways by the economic ;Ld
political context~-the attendance rate and the drop-out rate from the
seminar. Of the fifteen participants who began, four left the seminar.
One left after only four sessions. She had 8 diffarant set of ex-
pectations about the nature of research. She explained:

(The seminar didn't meet my needs because) I wanted to
prove some of what I know about what would work. The mechanics
of statistic4l analysis of classroom behavios, for example. -
Most of the others want help in solving problems. I've solved
problems; I want proof. If problems remain, I want resedrch tc
have concrete analysis. I am in control in the classroom; I don't
need help thede. I need help with other things I can't control.
(Interview) - .
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A second left with ragrets after six sessions because of a
financial crisis which changed her family responsibilities. Two
others left as a direct result of the Massachusetts tax cap. Having
been informed that they would not be rehired for the next school year,
one teacher enrolled in a caresr change course to train for a new
occupation and the other took a second job.

Attendance became less regular for some people. In early
February, when five peocple (out of the twelve then participating)

-were absent, one teacher raised the issue of attendance, indicating

that she was distressed and disappointed by the lack of continuity
and commitment. The topic was then discuse~d by the™roup. \
As we discussed thiz, people expressed a varlety of

feelings. One person felt that when people missed seminars,
they were the ones nissing something. FPor her, the meetings
are'stimulating and that's why she tries to attend. Others
mentioned that those attending &£lso missed out because those
in attendance didn’'t have the afit of input from those absent.
(N.) feels that attending the tings is a priority and she
has blocked out that time in her schedule so that she doesn't
make other appointmepnts or go tc other meetings on Thursday
afternoons. Only an emergency would prevent her from coming.
(P.) has been feeling l1ike she's spending a lot of time at the
end of the day working to clean up in her classroom and get
organized for the next day. She has been reluctant to come

* late, but has done 80 and was reassured by those present that

coming late was much preferred to not coming at all. On top

of this, she has .been attending lots of meetings about 2%

(the tax cap). - She wondered whether or not others too were

finding their time taken up with 2% business. (J.) couldn't

attend today because she was at a career change workshop. Two

of the original members of the seminar dropped out, partially

because of issues relating to 2%. (Meeting Notes)

The decision of the group was to take attendance more seriously
and to notify the secretary in advance, by telephone, when absent.
In the final evaluation session, they reiteratad the crucial nature
of thil commitment.

‘ At a staff meeting you have to come. You come to this
becauss you make the commitment yourself. (Meeting Notes)

We talked about commitment to coming to the group and
that was good. Somehow it was good that that didn t happen
at the beginning. That talk has helped us keep going
{Meeting Notes)

SOCIAL EVENTS

X
Several colleagues and friends of the staff requested permission
to .attend one or more of the seminar sessions. Since that geemed
likely to disrupt the process, no observers (other than Davis) were
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- permitted to attend. One colleague, who was particularly interested
in knowing more about the issues whicﬂ teachers were choosing to
investigate, offered a soup and salad party at his home (which '
was near the meeting place for the seminar) in order to nhave an
opportunity to meet and talk with them. .The party was held in February
following a regular meeting of the seminar. This prnvad to be an
important event in. the life of the group. Those who attended commented
that they welcomed the opportunity to become better acquainted in a.
social setting and would have liked such events much earlier.

After that party, the group organized a potluck supper in

’ March and another at the home of one of the teachers one week after
the final seminar session. We now think such social events should have
been held earlier in the year to facilitate more informal discussion

to complement and assist the task-oriented talk of the seminars.

[y
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ISSUES CONSIDERED BY THE STAFF

Teachers' Use of Gbservers éd Interviewers

During thié time individual projects were also taking shape,
but more slowly than we anticipated. Though we were pleased with
the tone and quality of the interactions of the discussions in the
seminar,we were puzzled that teachers were slow to define the
‘information which‘was most likely to be useful to them and to take
advantage of the opportunity to have observers or interviewers
come to their schools. In the summer program which had been one
of the major sources for the design of the project, teachers had
joined the group knowing explicitly that they would-have-observers -~ — - -
in the room. Based on that experience, we had prepared a list
of formexr teachers and graduate students who were available to the
seminar participants. ) 3

mn project, however, teachers rad signed up to carry out
" research, using observers if they wished, but with a wider range of
possibilities and, hence, mcre need for decision-making . or preparation

. on their part.

With the hope of increasing the pace c¢f individual investiga-
tions and facilitating bstter teacher research, we discussed the
progress of each participant at each staff meating, increased our
personal contact through telephone calls and conferences, and began
distributing drafts of igles and reports of observations and
interviews to all part ts. Even so, it was not until the end
of January that all participants had scheduled themselves for )
extended discussions with the group on their topics of investigation.
It seemed that the participants needed time to know each other, the
project and its process, and to,assimilate the idea that they would
be carrying out research.

We now think, given their inexperience with formalizing their \
knowledge of their classrooms and extending it through data collection,
that it would have peen helpful to ask each person to make a schedule
for the year's work early in the year. ’

We also think that the rate of use of the cbservers and othep
available data collectors relates in part to the teachers' inexperience-~
unless you know what' information you already have, what you would
like to know and can find out by yourself, or what?an outside person
might he able to tell you, it is difftult\to make use of assistance.

[l
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Even though teachers moved slowly to schedule obBervers and
interviewers, used them less than we anticipated, and sometimes
expressed some nervousness about' thé prospect, the response of
those who used them was positive. They viewed their classroom or
particular children in new ways and became more observant themselves.

I was a little nervous [about having the interviewer for my
project come). All the ideas seemed interesting to think
about, but to have someone come in you have to know what
you'r® _doing. In the second year some of the people frum the
first r will get started and it will demystify-it.
(Interview) )

.There was a push toward observation. Did it come from
Claryce and Peggy, or fiom a new thing being available?

[What new thing?] oObservers! This was a new exciting

thing for all of us. NWNe could all understand that--have

! somesone come in and nbserve, have someone come in so you can
observe. . . . Yes, lin that it opened up possibilities)

and important ones. (Interview)

[The contribution of the observations in my class has
been that] she can pinpoint something that I can analyze.
It's useful. And videotaping is brand new. I will need
more observing. (Interview)

What have I learned by having an observer? N

1. It has sharpéned my own skills as participant-observer.

2. It has made me aware that it 1s not so much the actions
of the children as their words to each other which.
trigger ti trouble. (Journal)

Nhen the interviewer came I would have loved to do tt myself
even with students I don't know. My own I think T could
interview also. 1I1'dtlike to learn the ways of asking questions
to get at the right answer. I don't know [how you learn thatl).
You do {t. You read something. (Interview).

It's a new tool for all of us--teachers learning to be
better observers is valuable. It was new to have sombone come
and look and talk to you about what they saw. Visitors that
I had had before didn't sit down with me afterwards. It's
a4 good method of sparking more observation in our own class-
room. . , . Nhen A.N. did the interviews I could have guessed
at a lot of what she foynd, some of it was new, some of it

RS & new peupoctivu on a child. But I got thinking in
those terms. . . other than the kinds of specific teaching
skills. . . . But the more you pursuve it the better teacher
you becoms over a longer term. (Interview)
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J.W. had an observér come to her classroom last week.
She told the children ‘that someone would be coming to watch
what was happening in .the classroom and that she would be
talking with the person about what she saw so that she could
use the information gathered to help her be a better teacher.
The children were totally accepting of this plan ghough some
of them expressed some disappointment over the fact that the
visitor wasn't going to be a student teacher. J.W. set aside
some time during snack time for the children to a:s{c the observer
some questions about herself. This seemed to give them the
chance they needed to imteract with her. During the time she
was observing, the children carried on as usual, unaffected
by her presence. J.W. had asked S., the observer, to watch
one child in particular, B. As far as J.W. could tell, B.
was not aware of S.'s focusing on her in particular. S. was

,was able to observe B. as she worked with J.W. and under the

direction of two other teachers as well.

-

Though there wasn't much time to talk with S. about what
she had seen, J.W. did learn that B. seemed to be much more
relaxed when working with either of the other two teachers
than she was when working with J.W. J.W. wants to think N /
more carefully about what she is doing to add to the tension T
between her and B. She knows that B. is tense in part because
J.W. is also directing her attention to managing another
child, M., and that problems arise when J.W. is caught between
the two of them. She wants to look further at whether 3.'s
problem originates with M. or J.W. and she wants to know more -
about the dynamics that occur when she has to settle disputes —
between the two of them. In thinking about what the observer
said, J.W. also realized that the other two ‘teachers with
whom B. worked that day had very defined tasks for the
children to do. Shé's not guite sure what to make of" this
thought at this point. She is eager to have the written
report so that she can continue to think about B.

J.W. felt that simply the presence’c':f an observer made her
think more about her actions: in the classroom. She felt as
though she were on stage and that she was looking at herself
perform, even though the observer was looking at a particular
child. She was more an observer of her own behavior and of
what else was happening in the room because the observer was
there. Rather than feeling self<tonscious about being "on' stage”
J.W. was excited about this new role that she found herself taking.
She likened it to the sharpened level of awareness that one has
about one's performance when any new, visitor comes into the
room.

When the observer comes again, J.W. will ask her to
observe a different child and to observe J.W. more £losely
as well. (Meeting Notes) ’
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There were some problems associated with the use of the -

observers. Though some teachr»s appreciated hearing the reports
of othe}s' classrooms, others ..,und them uninformative.
some teachers felt some unease with this "luxury" or felt they
ought not to "need"” one, or _did not see how they would be of help.
We now think we did not provide sufficient structure to guide them
in their use of observers. As a result,'in some cases the best
results were not gained from the observations because the teacher's
instructions were Mot clear enough, although this lessened as the

year progressed.

L]

Th» reports of opservers lare another good featurel. They're
really benefic . [Because of) what I can infer about the

organi n of the classrnom, how children interact, what's

going on. One teacher was 'disappointed. I thought hers
wasn't as bad as some. others. Some of the things that kids
say to interviewers just represent a second or a minute of
their ‘thoughts. After things are explained, there's a
different 'picture. For example, kids said that the teacher
yelled a lot and then the teacher explained that she has a
very soft voice so what they meant was when she scolded
them. [Hearing from the observations about]l having fish
tanks appeals to the elementary teacher in me. aerb1ls and
record players.- (Interview) )

Still, I've missed not knowing a little more about the othef
classes. Some of the observations have brought it out. For

example, the observations of (a student) in J.W.'s class.
(Interview)

No, [I didn’'t need an observer]l. I nave felt in the last
few weeks when I hear observers being discussed, I think the
observers should be involved in the seminar. If they go in .

cold without the context of the seminar I don't know if it
helps much. One of them came to the seminar two or three
times. From hearing her speak, I felt she was campatible.
But peoplé can't come in off.the street and observe because
there gte so miny levels of seeing. The observer is not
necessarily seeing what the teacher had in mind for them

to see. If a person came to my class I'd want to talk about

what's important to me. I don't see how to do that with

somegne you haven't met before. . . . I haven't discussed it

with thé people in the group but in reading through the’
observations I'm bored or I can't get the focus or it's dry
or they legve a lot out. I don't know more than before I
read. . . . I don't think observing is that easy. There

are sSo many ways you can observe the same thing. (Interview)

>
[My next project] is another phase. This is life-long.

I may turn up something or not. . . . I hoped I'd be bgtter

than I am myself and wouldn't need an observer. That's not
true. (Interview) » '

-48-

In addition,



[

Having a typist available was good; and to be. able to have,* . .
: - ‘ .interv.iewers and observers, without aski.g for favors. _ (Interview)

No, [I haven't thought of using an observer). What would
they do, watch the kids fill out the papers? Bufe we're .
supposed to go over them with them to figure out what they put . -
~— and why they put it. If one kid explains what he put, how ' :
¢an we make sure the other kids are listening? An observer ' ., ,
;>. might watch who.was attending to the explanation. (Interview)

'/. .
I wantéd to.introduce [the observers] ahead of time but
I didn’ t use them as teachers. They kept running notes. '

IThey observed] th;ngs about myself and how I 1nteracted.

They watched different groups. They were basically_running .
. notes. One had more of herself in it, the other had less clear

subjeqtiveness, one had marginal notes about her subjective

12actions. I preferred that. TMey had to leave each day before

I was free to talk to them but we sometimes spoke on the , '

telephone later. [I' saw the notes] after it was all over: -’ If
; I was doing it another time, looking at the notes during the -
'-"N\ N Y time would have been' helpful I didn't ask for them. I didn't .
1

N feel comfortab I wasn't sure I wanted to see them, not *
- ) knowing the ple. And I just didn't think adout it. I felt
~ comfortable about how it was going so I di have any anxiety
- to see what they were writing. It was*all going to come to
me in the end. It was like using people like a secretary for
their skills. I'm not used to delegating responsibility
like that. . . .

don't know how to make that relevant--how to tell kthe observers
to give you the notes at the end of the day. (Intekyiew) . \
t
We noted that t“-e observers were reilative strangers to the
teachers'’ projects. Thgy were selected and scheduled by the teacher
i : after the project was formulated and reshaped and had to understand o
’ the teachqr's intentions from a conference. That made it difficult
» for them to engage fully with those intentions. The staff. considered
i the possibility that in future work the observers might be in the
group so they would see the evolution of the teachérs' investigations f
\\E:;:re entering the classrooms and so they would know and would

Specific guidelines for research’ might bave helﬁ:¥‘<’1

known by the teachers. This would enlarge “the group, however, and
: might overload it with non-investigators--which could be dysfunctional.

There is also the dilemma' of whether it is preferable to have
a stranger.or a pergon who is already known to the teachers.
Although it is hard to accomodate an outsider in the classroom-- s
A! which is traditicnally the preserve of th. teacher--a stranger who
N then disappears may offer less risk tham someone who continues as
a colleague.

¢




COverall, we would recommend that the observers be included in
the process much more than we were abla to do.: This might be uchieve::
througk maintaining a small pool of observers who met regularly rth
ltauj.nd nccasionally attended seminar sessions.

3
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Arother question we were considering at this time was whether
the advantages of having a djverse group of teachers in the seminar
were outweighed by the disadvantages. Recognizing that the diversity
*in tyre of schools, age of students, style of teaching, and topics
of .nvestigation sometimes made ir difficult for participants to
resrond to each other, we decided to include juestions on that
imsue in the secon interview. In addition, many of the participants
mentioned it in response to questions regarding the strengths and
waaknqsses of the pro Je ct m the Second and third interviews.

—1{This semnar has stretched] my thinking about what happens
in elementary schoolsn *he transi*ion from 5th grade to 6th
gr.de. The kids are freer and not restricted, there's a natural
flow in the younger grades that helps me understand 6th graders
when I get them. The first time the teachers looked at Cloze
thsy seemed to have lesser expectations but maybe.that's because
they had younger kidy. I 3ee they're not as slow as I thought.
N.R. .subbed in my class and-she found they we.e terrific.

Maybe I'm spolled. Maybe I egpect too much. They are really
doing wall. I'm not giv_i.;f‘fhem credit. That's changing,
I'm starting to give't credit for what they do. .« o

[The diversity of theYroup] is an advantage. There's
~diversity in the urban and suburban and in the grades. It could
be more diverse in more minorities and men. It's an advantage
because we're getting a lot cf Jdifferent viewpoints about the

same thing. If we were all from Boston I could see us all
crabbing and sharing horror stories and all doing similar
‘things. No, [there isn't diversity as teachersl. By the

fact that they're there, it shows they're interested. concerned,
they want new ideas, they're open. (Interview)

I find it consoling to sp:ak to people in ovh - systems and
s=e we don't have all the problems. I think fthe diversity
was worth the difficulties in communication]). My criticism
of teachers of higher grades 1is that they don't think about
how children learn. I think it's important to see kids
through from X to 8. Breaking them up into buildings by
ages--we create our own problems. There's=a great®r under-

- standing of what the progression is. It's valuable to -see

what v ‘hers-of higher grades expect and what the teachers of
(Iowe grad.s know they've done that hasn't taken.

[The Bostcn-suburban mix was} very pcsitive It's important
for us to hear people do have the same prcblems. We feel very
\ isolated and very beaten down. . . . It's not that I'm glad
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a completely non-normal year. (Interviey)

—

thegite having an awfil time, but it says that we're
not the only ones. (Interview)

[I think the diversity of the grour} is an advantage.
Otherwise it would be the teachers' room syndrome. If
ycu all have the same situation you tend to ~2e only the draw-
backs of it. Even 1if [the diversity in the views of the teachers '
has slowed things down), the results have been more beneficial.
Now that everybody ie talking I think we'll penefit more.
[I think it's more beneficial because] in Boston it's parochial.
There are problems because there aren't enough different points
of view. To be exposed to other points of view, even if you
think they're ridiculous, is better. Teachers ga to Boston
schools, then to Boston State College and then back to the
Boston schools. It's a cycle. Everyone gets rigid. They
don't change their views. . . .

' [One of the best features of the seminar is) hearing about
what's happening in the suburbs. We think that\s heaven and
wn're in hell. We hear theg have the same problems. (Interview)
I often felt I didn't know about what people were talking
about to ask speczfzc questions to help them focus. There was
a terrific range. That's not necess rily a handicap. [But],
I felt that as an art specialistI couldn't ask questions which
could lead them on. Magbe a smai tber age range [would have been
better]l. The middle school is oldex kids than I'mm used to
dealing with. Probanly, [if there were another group the ~
make., should be more limitedl>. [would yov think there‘could
be a different way of having less diversity?] Boston people
were in ch+os and desperation. The others felt it less acutely. . . .

It's hard to say. Everything seems like an exception this year--
-

There hasn't bezn time taken to talk about [the diversity of
the groupl. If we took time to talk about what we want and
what's important to us there world be jarring dialogue and it
would be pretty exciting. For example, at the party I talked
with (one of the participants) about why she dec¢ided to be a
teacher. It was fascinating, our different assumptions. For
her, teaching was a way out of living in the projects. It
was a solid, middle-class Jjob. Now she has tc restructure her
assumption abovt what you do with your life and what's waluable.
When she started, -teaching meant cecurity, both financially
and by being’ dependal e and ongoing. For mc, I rever considered
teacing. I came into it by accident. I found that I enjoyed
it. {The diversityl could have become a great plus but it
hasn' t been utilized. There had to be a focus and research
was the focus that was chosen. It's not a fault or a problem.
Most people are there because that's what they want ¥ to do. . . .

The Boston people lare one of the things that I appreciate
in the seminar]. Everyone is suffering from 2 1/2, the conflicts
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there. The pureaucracy shapes everything you do and yet there

is a conc' e day~to-day feeling about kids that you work with

every day. (One participant) was enraged at the non-English
\ ) . Speaking kids being taken out and put in a special class. ‘

s De facto segregation of the Oriental kids. They were taken
away from their language models and social role models. I
feel great sympathy with people trying to deal in a humane way
with a system imposing decisions like that on you without your
knowing why. (Interview) *

Another weakness is that there are not enough males. It

would change the nature of the thinking of the group. #elation-

ships develop in a different way. Society has taught women to

behave in a special way. It has been helpful to me to be the '

only male. I'm not complaining about that but it would have

been helpful.to have a mixed group. Men, because of society,

when they are looking at students and at their class, they

relate to children differently. Especially in my school.

The disciplinarians are only males. 3ociety doesn't give women

a chance yet in those strong roies. I'm not sexist. It

would have been good to have two or three sexists. I didn't -

find someone -to put me down immediately. I wanted more discussion,

more heated discussion. I wanted a discussion where everything

I said, was torn down and I would have to gc home and think it
Qkali over and make it better. It was too soft. This Thursday

Christine made the best comments yet, "Wait a minute, F.R.

Let's be clear."” I needed more iggression and I was afraid

of being aggressive, of offending their hearts. A male mix

would have made a difference towards women and towards female

students. I think I was very sexist before. (Interview)

[The best aspect of the seminar so far is] talking to teachers
from other systems about things that are really imﬁoitant to
them. That's a luxury [It is better than talking to teachers
in my own system because]l the teachers are in very different
situations .out the concerns are similar to all teachers. I've
often thought about the teachers in Boston and I hever met
any before. They are thoughtful and concerned and dealing
with the same issues. The settings are very different, building,
equipment, number of kids, I really enjoy that diversityl .

[The diversity of this groupl has been an advantage, I guess.
I've been teaching ten years in (my system) and the teachers
are all like me. The diversity is more stimulating, tkovgh in
some ways it slows you ‘own. Therg are different levels of
sophistication. Some people are concerned about something I

was concerned about three or four years ago and now I'm on *
to another thing. But since I'm focised on the process it's
not a drawback. (Intervicw)

I didn't think [the diversity]‘!Js a hindrance at all. It
was just a plus. Tt's qood to have to describe what you're
z doing to the diverse qroup. 1t meant you had to be clearer.
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People's different experiences led to diftcrent things they
would think about and-ask you to think about. (Interview) =
[(The diversity) was a good bal"rce. We could have used
more men. I don't find it valid (to say it made it hard to
communicate}. The Boston teachers, that was very good for

me. (Interview)

I would- keep the diversity, that's important. . . . Some
times were not as interesting as others. Some things. were' not
as interesting to me, but 't was never bad. . . . Both the
age .range, and the sorts of places. It's 1bteres:ing 40 hear
people talk about other situatjons. (Interview)

-

- Though we now would provide more structure to assure that, |
people understand others' settings, would arrange to use a space
which would facilitate small group work during part of the seminar
time, and would place more social functions earlier in the year to

’ allow for more informal exchanges, we believe with the participants({
that the diversity of the qroup was an important strength of
. the project.

Th addition, we believe--as was suggested to us when we made
an interim report of the project at the February meeting of the
North Dakota Study Group on Evaluation--that:

The conversion issue may be easier to haindle when you have. a

wide variety in the group. If peopla's practice is very

close to each other's then they may think that with a few

words they can get someone else to change. If the practice
. is very dlfferent, thein it may be easier for people to realize
. it is more appropriate to try'to help the other person do
what she wants to do(Notes to the Teacher-initiated Research
. Project participants on the presentation to the NDSGE)

should It Be School-based?

Another question we posed for ourselves was whether teachers
would prefer to participate in such seminars in their own schools
and under what conditions that would be effective. We asked them
about this question in the second set of interviecws. We also asked,
in those interviews, for the teachers' views of the functioning
of the seminar and their participation in it. In some cases they
contrasted it with meetings in their schools.

[What interested me about the seminar was) that it would have

a focus.  We could work on a specific area, and ‘there would be

support for that. . . . Also, as a support for teachers.

with colleagues, it fizzies out; you can talk about curriculum,

but not about what's important to me. We tried to have a
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seminar (in our system). . . . But there's (a) concern-~

we all cams from the same system. (He) warned us about that--
compctition, etc. I'm not sure [it was the competition]. .
It's hard to analyze. ' '

Our (administrator) attended (an institute) and wanted two
schools to be in a pilot project. (My) school was one of them.
It was 'a requirement for the primary teachsrs. I was excited..
But then theére was so much discussion. "Why do we have to?”
“Discussing children is an invasion of their privacy.” I think
it was mostly that people were feeling forced to do it, and
they were opposed to this way of thinking. I liked Waving the
principals there. But the principals became competitive. I
couldn't believe tl.e horror show. The whole thing fell apart.
As a group, we see it as valuable, but when we git down as
adults, we can’t talk about it. So the two things fizzled
out in (my system). If there was a strong leader in (the
system) maybe it would work. (Interview)

(In the alternative school) we worked together on everything.
We mat a lot. I lived with one other of the teachers ard we
talked about everything that came up. Also with the Board.
So we all worked ana shared. Some parents did too, It.
worked for 'a small school. Though I felt again I should be
experienced and wonderful, since the other two teachers
were.

(There was) not much taliing (in the suburban system I
taught in previously). The teachers were pretty insular.
I felt I was on show. I felt I couldn't admit that things
were not going well. I couldn't talk to people who could have
helped. One othe: teacher I could have talked with was
rarely there. I felt the (subject supervisor) evaluating
me--(the principal) too, somewhat. :

We did have (one) seminar. Some were very interesting
discussions. NWNe sat around and talked about tsaching. It
was advertised throughout the school and (the principal)
was behind it. It was totally volunteer--two hours every two
or three weeks, December through May. Sometimes it was at
an inconvenient time. Sometimes it was a little lecture-like.
There was not a big sense of commitment--there were always two
or three people not there. We were not sure we ware expected
to be committed. It dwindled from 12 or 13 to 7 or 8. (In
my current system there i#) lots (of support). There's the other
teachers. I've known (fne of the resource teachers) a long time;
she’'a inteorested in coming in, or just talking. The other
teachérs are wonderful. They offer emotional or material and
other support. We have great meetings; faculty (gatherings).
There's a reil effort on the part of the school to keep teachers
in touch with one another. Friday afternoon meet’gs for new
teachers. But I need that time In my class, so I don't always
go. I could use weekend hours in my class, but it's locked.

54~




3

)
/

- Yes, [I'mfree to say I'm having trouble) because they balieve
*  in me already. They assume/trust that I could teach; and
- they wanted my style. (Interview)

I don't think [a group like.this would work within ny
school] because we tried. Of course, all the primary teachers
were required to come, that's one thing. But it failed pretty -
miserably. ‘' I'm not sure why. (People) say it's hard in the -
context of your Jmmediate colleagues. I'm not sure why.
(Intexview)

(The group made me feel comfortable because] I knew they
were not part of my school. They ware completely different.
T felt freer dnd more comfortable. Also, they were highly

' motivated teachers. They love their work, trying to improve
things. - It made mwe comfortable. I could be as wiid as I
wanted. My ideas could be as wild as I wanted and they
wouldn't laugh. I would be accepted. (Interview) -

Yes, I ([think such a pro; t could work in one school}. It
would have to be voluntary. It's a hard time now but it would
be more important now than ever. It would-be a problem in some
buildings. (Interview) : .. ,

Py,
Intallectually, yes, [I think a group like this coul .

- function within my school). I think it would be great in one's

school. A human relations workshop. In reality, I don't think

they would do it. When I come here there's a 'certain anonymity.

It gives+me more strength, more openness. It doesn’'t Jeopardize

My role in the school, how they perceive ms and how I perceive

them. The ideal would be to have it-in a school. It would .

improve tihings. - It would have immediate practical results

for the (studenty. Ideally that would be the cluster mesting.

Those groups exist but they are not talking about research,

there is nothing systematic, there's no ection of data and

obssrvations. The teachers might feel afrdid but it depends

on how you put it. If it sounds like resgaich then maybe

they would do it. It might be fewer people.\ Even two,

three, or four in one school wouid be okay. .(Interview)

We now think that seminars such as the one which sérved as
the basis for this project could be effectively conducted in those
schools or school systems in which an environment.has been established
in which risks can be taken, doubt expressed, and strengths ) ’
acknowledged. It is clear, howaver, that such environments do not
currently exist in mcst schools ani that developing those environments
takes substantial time and a high level of skill and commitment on the
part of the administration. Further, most teachers have not exper ienced
settings in which riske can be safely taken and, hence, do not
fully recognize the value to be gained from frank presentation of
their work. Their attitudes become, therefore, one of the factors
which make it Aifficult co estublish such a setiing within a school.
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We strongly reocommend long-term seminars which provide teachers
with peser support for reflecting on their work--whether based on’
this structure or on others. Seminars should be provided within
schools or school systems when that can be done effectively. When
that is not possible, they,should be providel outside the’ school
setting, both because they are needed and because they may contribute

to efforts to make changes within schools.
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During the rinal phase of the project participants were
encouraged to bring closure to their investigations. wNot Bany
ware comfortable with this task. Even thoss who had conpleted the
Flans they had made for themselves felt their investigations had
not been entirely satisfactory--they would chooss to proceed
differently given another opportunity--and still felt there was
wuch they Cid not uhderstand about the issues' they had investigated
and the methods they had used for doing so. As one partioipant
explained in early Mar /

I'd like to brainstorm about other ways (to collect data).

Naybe videotape, maybe ways of keeping obdervations of what

* children do. WNe've come chrough a process) but we haven't

. yet figured out how we can collect data make meaning of
it. We've done a first part. NMaybe that's all I ocould
expect-~the idea that a teacher could be a researcher.
But seeing through to the end, I'm not sure we'll get to

- dn that. Naybe it's for a second year. (Interview)

In order to help pecple recognize what had bsen accomplished
and define achievable completions for their projacts, we sot aside
one meeting in early April for short reports from all participants.
We asked them to respond to:

What have you done since we last heard from you?

Nhat do you expect to complete by the end of the yuzx

~
- dhat is your next step” (Agenda Notes)

Even thbugh oome participants expressed their disappointment
that they had accomplished less than they had anticipated, they

‘continued their commitment to the seminar and to their projects.

They not only continued to attend through the busy period at the
end of the school year, but also suggested and attended two extra
sessions. Since the April vacation began at the end of school on

a Thursday, our regular meeting day. we had not originally scheduled
& meeting for that week. When participants were reminded the preceed-
ing week that we would not meet for two weeks, they asked, "Why not?"

and suggested we change the schedyle. We were pleased by their
interest, and agreed. We had asgumed thé last scheduled meeting
of the’ysar would be a party instead of a regular session. Again,
the participants decided to have the seminar and planned the party
for ths following week.
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They .also -continued with interviews, observations, and analysis

. of questionnaires and test results. Some participants chose to begin
: writing up their vasults. Because we felt it was important to

support those efforts, we distributed copies of their work to all
pu.’ticiplnts, scheduled time in the seminar to provide feeddack,
and offered to Halp edit drafts. Since it was clear that it was
difficult for people to devote much time to writing and rewnting
in May and June, we also offered to organize a three-day writing
workshop in July if people were interested. The response of the
group to the idea was very positive, though some knew thay would be -
unable to attand, and the workshop was arranged. Due to circum-
stances, only five of the eleven remaining members were able to
attend: thresé were out of town, one was employed, one was ill,

and one experienced a personal tragedy. - .
: . : ~
-~ ’ The workshop provided an extended, uninterrupted time those .

who attended to write reports and give each other continued editorial
help. We selected as a site a suburban school with a large

camfortable nctinq space, easy access tff a Dhotocéying center,

spaces for writing away from the noise of the typewriters which

some ptople chose to use, and a teachers' room with a coffeepot,

stove, and refrigerator. We arranged to have the full-time

assistance of the project secretary on-site. Since ws had started

our work for this report, we varticipated in the three days both

as leaders. and as writers. N

. The initial activities workshop we~a designed to help
. ) the participants reflect on“eheir prior writis , experiences and the
conditions under’ which they could be assisted to write better. The .
staff then set out to provide the conditions which particinants had .
1dent1£icd as most likely to be supportive.

; Yo ask plrticipnnta to write in response to: <

== NHat gets in the way of y»ur writing?

-

~- Nhat (makes) (would make) it possible for you to write
more easily, with more satisfaction, or to do a better .
job of it? (Workshop Plan) '

We found there were a number of reasons participants had difficulty
writinq: -y,

Vhat gets in the way of my writ:ing?

I.don't know. Maybe I think I should have sometMing
interesting to say + I don't. That doesn’'t seem right
'cause I don't have that feeling of inadequacy about talking
+ I think I have intelligent or useful things to say. (My
hand is starting to get a cramp.)

Maybe I don't see the point of-it. when I talk it 1s to
somsone. Who am I writing for? (Back to the last discussion.)




If it's for me it doesn't seem worth the trouble (except
curriculum planning). I can just think about it + I

know what I'm thinking. If it's for others it seems more
effective to talk--you get immediate feedback. Maybe part
of my problem is not enough feedback. Even when I want to
write a letter to a friend I end up putting it off for months
and then calling--much more satisfying + immediate feedback.
I guess I have to find a use for writing that makes it the
best medium. Maybe that would get me over this.

Thejonly one I can think of is an article for publication.
I don't know if I have thoughts worthy of that. The only thing
I've ever conteuplated doing that with is some science cur-
riculum I developed. Interesting--it gets fie bcck to
curriculum planning, the only thing I said at the ‘baginning
was writing I did primarily for mel

", I should get back to--what needs to be written°down (as
opposed to talked or just thought). Maybe briinstorming ideas
for this would help me get an idea of something I wanted to
write down. I'd like to try it if the opportunity arises
in this workshop. (Participant's Rasponge)

}

What gets in the way of my writing is that I think I should
write very smooth prose with lots of big words and long compléx
sehtences. Also if I'm not in a "neat” mood I c.n't write.

If I look back and the writing is messy, I feel like starting
over. This starting over is a delaying -tactic I know. But
I'm very adept at wasting time this way. Another delaying
tactic I have is if I sit down to write ‘at my desk, I decide
I can't start until my desk is neat so I start cleaning my
desk. On¢e I decided I couldn't start a paper until I had
bought a new ski jacket. Sometimes I can 't start if my

hair is dirty. .

Another thing that happens is that once I overcome the -
previously described hurdles and do write a couple of para-
qgraphs, I foel 8o accomplished that I want to stop for the
day. If I do stop at-that point I have to go through my
starting hurdles all over again.

Writing is even worse than reading. Reading requires .
just the eyes & the brain amnd all the other senses, that are
usually assaulted with bright colors, & loud sounds,

& tantalizing smells, are left unbusy. In writing there isn't
even any“hing to read with the eyes (an unnatural state for them)
until you've written it. (Participant's Response)

The- largest difficulty I have in writing and/or drawing
is the personal perception that it is complex and requires .
a great deal of time/thought/revision to do a proper, even.
an "elegant” job, which is the very least I can persuade
myself to be satisfied with. I can dawdle for days and
weeks assembling pieces, honing and connecting discrete thoughts,
and building a-substructure before anything gets committed e
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paper. This works in two ways. Has two different kinds .
of results. One is that I am generally pleased with what I
do, but at the same time I am generally dissatisfied thaq/fo
little really gets done. Part of it, yes, is desire for
perfection, but I can and do.turn this to the service of
being afraid to commit myself to the process @ynd to undertake
the work, take the psychological risks to woé}:put an ldea.
Learning to write more easily for me means being willing
to work in shorter periods of time, to be satisfied with
abbreviated or fragmented work, to become more willing
to accept the idea that, for now, the process of writing/
drawing/thinking is as acteptable and fruitful as the ultimate

v+ polished piece and is a significant part of the whole or
can even have an individual integrity. (Participant's Response)

--Not just starting d
--Thinking I don't have anything important to say - ?\,
--Not being able to know what I want to say before I start-- . &
"mind is blank"” syndrone
™ --~Nanting not to muck up the paper \
--Being too neat & tidy
--Wanting someone else to read it, talk with about it--
to clarify and help me get "the right words"
-=-Typing final drafts is a real problem. I hate it--
paying for it is too expensive. '

i

An aside--Why can't teachers use school's secretarg too?-~
(Participant’s Response) R

~ I enjoy writing. I don't know why I don't make it a higher
priority more of the time. Fifteen minutes of sacred writing
time each?dag, or every other day, or something. !
But then I get afraid I won't be able to say all I want ’
to say in a short enough time--s6 I just go on to something

~else, and let it slide by.

I know I worry about what I write not coming out good enough
the first time. (Participant's ResponSe) . 4

Given  the structutle for writing and feedback from other
parcicipants, however; the teachers d4id write, apd are continuing
to do 8o in mid-August. (See Appendix C.) It seems to uB that
there are several issues which make it difficult for teachers
to write: the procrastination and confusions.which many Writers
experience, the lack®of confidence that they have anything important
" to say, and the difficulty of finding extended periods of time. We
discussed journal writing at our last seminar session as part of
the end of the year evaluation. (See Appendix D for the complete
set of questions which were distributed one week in advance.) We
ashed:




i
~- What d. you think about the journals and the responses to
the journals? If you wish you had written more, do you
think it would have been helpful if we had exerted more
pressure on you to write? What kinds of pressure? Are
there other things which would have been helpful?
(Questions distributed to participants)

-

)
' Those who responded to this cuestion said that the personal
comments to journals were very important. Some people wish
they had written more.’ Some people expressed a des..e to have
, . been pushed more but said that there was probably no way of
i pushing that would have worked! Maybe getting a sub to have
| a day off to write i3 an answer! It might also have helped—-\
' to have some group time to talk about the writing people
,, - were &ing--maybe to do some practice writing exercises
throughout the sessions, not just all at once as we are
getting ready tc do. (C.) observed that ting individually
with Claryce and Peggy to talk about what would force her to
- write had been very helpful. =:{Meeting Notes)
E " We agree with the participants' suggestion that we should ’
have provided structured writing activities earlier in the year
and think that, perhaps, we shoyld have scheduled short writing
B periods at the beginning of writijg sessions. &
o
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What the participants gained from this experience cannot be summed
up by what they learned or accomplished with their projects. Norgis it
possible to separate what they gaihed frem their projects.frm w g they
gained from the experience®as a whole--projects, seminars, journals,
intervi ws, and individual consuliing sessions. ’

One way of statinq our purpose is that we warited the teachers to
find out ‘about what is important to them. There is a‘\play on words here
which is intentionall We wanted thep to become clearer about what it is
they try to do and what it is that matters to them and we also wanted )
them to become more informed about those cBncerns. Our intentian was that th
combination of identifying jtheir more fundamental or more pressing 1ssugs
and gathering information about them would lead teaghers tc deal more
responsively in their teaching with thé issues whigh they cared about.

. + .

wr further inteniinn was that, as they took charge of their own
issues, chogsing them and being ‘able’to do something about them, they
would take themselves more sericusly-as professionals. And that, as
they learned how to find out about what is important to them, they would
seek cdntinuing opportunities‘to reflectson their work and concerns. . .

In talking abdut the effects of this project on the teachérs, then,
we shall consider the five elements described above. We express them
here as questions: ) : -

® To what extent did this'enterprise fvv;hqr reflection

°  which helped to clarify and focus.the teachers' thoughts
about teaching issues which mattered to them?

¢ To what extent did the teachers become more knowledgeable
about their conceriis? “

® To what extent did their participation in this projecg ,
Qifect their teaching?

® To yhat extent did they take themselves more seriously
As professionals?
® To what extent -did it provide them with ways of con~
tinuing to be reflective professionals?
It will in many cases, however, not be possible to talk of each in turn.
They were constantly. intertwined. Thinking differently and seeing dif-
ferently were often inseparable; proposing ideas to a group fgr clarifica=-
tion could not-be set apart from taking oneself seriously enough -to do
80; trying out a hunch that you think will "work" in a given situatioa
.i8 hard to separate from deciding how you will determine whether it did.

-
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When participants were asked to describe for some potentiai newcomer
what this project had been about, for the most part they gave descriptions
in which these elements were intertwined--tl :y spoke of having a chance to
discuss gsomething that you care about, to which you give due thought, that

] the grouo helped you think about and clarify as well as learn more about:
’
A group of people who come tpgether and each person is to

describe something in their classroom that's of interest and

they want to pursue. . . It's 4, group committed to teaching

and to improving teaching. It's a dynamic, interesting,

stimulating group in which you can develop your i.zas as well

as learning the ideas »f other people. (Interview)

A time for teachers to get together to explore things * it
are really important to what they're doing. Without gct
side~tracked by curriculum or schedules. To focus on whua* 3
really important to you as a teacher--w.thout distraction.
(Interview) |

J .
1t was a group which had been started to encourage teachers .
~ to research areas of concern and interest to them. To give
them guidance, to keep them on the topic, to clarify issues -
cn the topic, to share issues of concern with each other. . . .
It gave me a kick in the pants tc do something I was interested
in doing, and I could n>t have done without that structure.
{Interview)
. ¢

"You focus on what your questions are, what you want to answer
and what you gan do- with the information once you have it.
Y (Interview) ’

Teachers from different places getting together to talk about
education, other than just teaching math and so on. There is
an inherent value in spending time talking about important
things in education. . . .I'd describe different people's
projects this year. . . .I'd be talking about keeping a journal
and its benefits. . . .It's enough of a different kind of
environment .o even if you arrive bedraggled with no energy,
after a few minutes you get livened up--and it's a livening up
that 15 work-related. (Interview)

e~
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THE TEACHERS' PROJECTS

. .The following accounts summarize each teachr:r's project and indicate
some of the ways the teachers gained from them. Later sections will deal
with other elements less directly related to a teacher's own project.

-~

® N.Go., a fourth-grade teacher who had herself “worked hard not to
dislike math," thought it was important t¢ work on that same issue with
children. She hoped to pursue her recent introduction to computers
because "kids are- ‘technologically deprived,"’and, on a different dimension,
because "I do like pilot projects, you've got to understand." She wanted
to do "something with math or science that would work into computer tech-
nology--simple experiments to see what little kids can understand."” -1Since
this project could supply cbservers, which was of interest to the computer
firm, she was able to use, at no cost,.two computers with attached tempera-
- ture-measuring devices, which graphed temperature against time. Her ex-
pectation that students would find use of the computers interesting,
challenginj, and rewarding was confirmed. She noted that in watching her
students use the computer she identified strengths in some students which
she had not detected in her regular lessons and that after the computers
were no longer available she still felt she was seeing more in students
than she had before using the computers. She also noted that, "You read’ .
Piaget but you don't really believe how different the kids think from
you." She®was pPleased that the observers did not detect any differences
in use related to sex. :

— v _ — 3 I-I v -

® P.S., an experienced kindergarten teacher in an urban school car-
ried out two investigations. Her first question centered on her concern
for bilingual students in her classruom. She wanted to understand the
. extent to which they understood her oral instructions, in particular her
use of words which had no visible referent in the room. By administrative
decision, the students who were rot native English speakers were rsmoved
from her room in late fall and placed in a separate class. ' After reading
the observations made by a consultant supplied Ly the project, she con- .
lud that the understanding of Enqltsh of _the students who remained in
er r was sufficient for them t ipate in group instruction and
,to follow directiorns. )

— ———— T — T R —— ——

Her second investigation centered on a student in her class about
whom she had a number of concerns and worries. The student was shy in the
resence of the teacher, hesitated to answer questions, did not volunteer
ti::::=b<//:§nless called upon, and had, on at least one occasion, beer teased by -
cther children on the playground or the bus :o the the point that she did
' not want to come to school. The teacher again invited the observer to her
L room, had videotapes made of the child, kept an anecdotal record, and trieu

s -

-65-

-




to answer the question, "What are the _Pressures that are influencing this
child’'s behavior?"

»
-

.- The highlight of this study came at the end -of the year when, uQing
funds available through this seminar, she was able to hife a substitute . l
for her class so that she could have parent conferences. The mother of

this child was one’ parent who came for a conference, which was very
productive.

She later said, part:

E's mother stayed in the classroom for the whole morning
and talked freely with the substitute [while P.S. continued I
with other parent conferences). Clearly she enjoyed having
the opportunity to be there. She 2lgo teld P.S. that G. was
not shy at home and, in reviewing the entire situation with
the observer, pP.S. concluded that she no longer thought of G.
as "shy." (Meeting Notes)

P.S. was struck by the value of maintaining contact with parents, even in
a system where "busing makes that enormously difficult. 1
She also felt that the observing and note-taking that she started to

do helped her to stay more in touch w1th the day-to-day happenings in her
classroom.

H
.

e C.K., a second-grade. teacher with a long-term interest in develop-
mental issues, particularly’ 'moral developuent, took this year to look
more closely at whether her students could take the persp¢ctive of others.
Her intevest in this question was related to her desire to know whether
the standards and expectations she has for students are reasonpgble and
fair. She had previously read literature in the area and this year con~
tinued her reading, concentrating primarily on the work of Robert Selman.
Much of the research she had read was based on interviews about hypo-
thetical situations. That research was interesting and 1nformative as
background, but did not answer the guestion she posed for herself. She
wanted to understand students’ behavior and capabilities in "natural®
settings, in situations which normally arise in schéol or .on the play-
groynd.

For example, it was clear to her that between ‘September and June her
students became better listeners in class meetings. She hoped to better
understand the reasons for that change: because they were intcvested in

. what other people said? because they knew they were not allowea to inter- .
rupt? because they wanted a chance to talk and they understond that other
people do too? For the first phase of, her investigation, she arranged to

| have students interviewed individually to determine their views of class
| etings. Later, she invited another teacher in the seminar to observe
‘jn her classroom, including a class meeting.

-

: \ In each of these cases, she gained usefud- information but still felt

her . ‘astion had not been answered to her satisfaction. She finally
decided that the best wa, for her to investigate this issue was to keep

B 4

/ -66-



. 4 '
reguiar anecdotal records in her classroom. 1In her final report she
wrote: -~

What ended up seeming most useful <is the data I collected
by observing children at various times of the day and making
notes on this. The most useful times weére choice times, but
things came up during the day. . . .Since I was there all the

; h
time, I could be most effective. .

s -

In an individual conference with project staff, she said that she
concluded from her study that her expectations were indeed reasonable, and
that she now felt more confident about what she did. She also referred to
her increased appreciation of observing and” record-keeping. 5She later
wrote in her final report:

I also came to realize that my observing and recording
was beneficial ‘for other reasans--plcklng up patterns mcre
quickly, remembering incidents I wanted to recall (weeks

and montllY) later in more detail than I do from memory for
use- in parent conferences or consultations with colleagues
(See Appendlix C.)

In her final interview, she added: "I learned the value of doing observa-
tion. I knew all the time it was important, of course, but I more.con-
cretely learned its value." *

3 S~

s S

® J.W., an experienced th.rd-grade teacher in a suburban
had a very enjoyable preceding year found herself this fall
by the lack of cooperation among the students in her room.
seminar wanting to know, "how one could establish a climate
which would enable them to learn from each other, help each

school, who |
bewildereq ° )
She began the
for students
other and

b}

value each other.” She identified five o~ six students who appeared to

be the primary sources of conflict within the .room. - She began ‘to document
their behavior by keeping a journal, having an observer in the room on
se.eral occasions, and observing her own class for a day as it was taught
by a substitute. From the documentation and i er own increasing awareness
of the children, it became clear that though there .<re a numbers of
children who created disturbances in the room, one child contributed more’
to the unpleasant atmosphere than any of the others. The teacher found

not only that the child greated difficulties for herself, the other childrer,
and the teacher, but also that it seemed impossible to reach agreement with
her mother on the best strategy for dealing with the situation.

Though the seminar provided the teacher with the poseibillty of
clarifying her thxnk1ng and gaining support for the efforts she was making,
the situation in the classroom did hot .improve. Then, in late winter,
with no consultation and little warninyg, the child was removed from her '

cle om and placed in another classroom at the request of the mother. ’
J.W. found that from the time ®. left, "tchke classroom was a different
place. 1t wasn't perfect, but at the last part of the Year it was a quite

different place.” She didn't really have to work at finding ways to help
the group become cooperative and friendly--"It just happened,” with the
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heip of her tried and true approaches from other years--“group meetings,
discussion of problem gitaations."

*  When asked what she hal learned, she said:

That one bad apple can spoil the barrel--is that what !
you mean? It is, that is what I learned-~some situations -
are not corréctable without psychiatric help. The best ) 1
group dynamics are not enough, the best help of the teacher, -
and even with the very best support group 11ke this one was
for me, isn't enough. That's not a very positive learning.
But maybe it could help some people in similar situations 1
to say, ‘this is just a uear I'm going to have 'to get
through.’' ([wWith hindsight is there anything you'd.have
done differently about your project?] VYes,.I think I'd ‘
have abandoned the whole thing and examined some other .
facets of life in the classroom--children's thinkirgy, for N
example, that's what I'm going to do next year. I'd have 7
said, frig the behavior, let's look at how they think. R.
herself, she was very alert, it was fascinating how she
thought things through. I could have tried to find ® way
to have her explaining to me how she was thinking things
through. That's what I would have done. (Interview)

® R.M.,.a kindergarten teacher with a terminally-ill child in ‘her class-~
room, documented the questions and confusions which she faced, the way she
resolved them, her feelings and reactions at different points during the
year, the literature which she found useful, and the sources of suppnrt )
within her swn school. ‘

e TN, ey

\

One of her major afforts was to reach out to other reople, to involve
them in helping each other come to terms with the studegt's anticipated
death. Learrning to reach oit to people, to establish mutual help, had
important eff:dts on her. She spoke of it in these ways: .

I also got some (articles about dying children) from ‘
other teachers at the school. The seminar was a model, and
then it started happe.ing at school. . . .People started
handing me things. . .. .This .8 the first time in school 1
people are sharing- things, like in the seminar. [Do you
think it's a coincidence?] I think it's a ma.ter of my
reaching ouc~ It’'s not just around (the child). - The art I
teacher, too, responded with giving me gn article on another '
topic she thauguc I'd be interested in. (Interview)

That was in March. In July, she described the main continuing in-
fluence of the seminar as:
Realizing that you are a resource and you work with a
lot of people who are resources, and attempting to use these
resources. Asking important questions of people, and hoping
they would ask questions back. That was something I've
learned that I don't think I'll lose, (Interview) :

-
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And later in that same interview, invited to say anything eise on her
mind, she came back to the same point:

»
:

I felt as a group of professional people this is really .
vhat we should be doing for each other, that very rarely
happens, for some reason in our school. And.I wonder why,
and I wonder how I can make it more of a reality in my own
school. And I guess what.I would do is, as I mentioned,
I would probably try to help people by asking questions,
1f they come to me with a concern, or I might try to find -
somsthing they could read about 1it, you know, in the same .
way the seminar did, rather than giving pat, quick answers.

t She also came to realize that, as a teacher, being concerned .
about a dying child was not different in kind from being concerned .
' about other children for other reasons. You still thought out your
' options, what the child needed, what you could do about it, and
provided. as best you could. '

® M.E., a junior high school art teacher in an urban school, who has
been a teacher-facilitator for ﬂ
discipline said:

mplementing Glaeser's approach to

All ﬁy guestions (about relations among students) weren't
. answered through taking that course and being a facilitator.
Nuch of the philosophy he teaches us, .certain approaches you're
* supposed to go through, in discipline, in relations with other ¢
people, and in feelings~-I haven't seen that much of a change.
So maybe in this seminar, I could find some of the answers
myself--so the gtvdents' attitudes could change, about them—
selves anu about ‘each other, and their farnilies. (Interview)
. 4 4
. She worked with other teachers iR her school who are part of the “"Glasser
group” to identify areas for investigation, which included appearance of
the puilding. effectiveness of the teaching staff and administration,

. usefulness of course offerings, after-school activities, and food service.
She tnen presented a draft questionnaire to the seminar for suggestions
for revision,-;.and, having revised it, sought approval from the administra-

l tors in her building, and administered it to students in grades six, x4
y seven, and eight and their parents.
SHe would have liked to have been ready with the questionnoire early
F 1i. tne year in order to have had time during the year to work or tre
studants' issues, ‘and then to have administered it again in the spring,
to see whether the students' views of the issues were changed as a result.
>\ Nonetheless, she was pleased with what she learned. “The students were
enthusiastic in responding to these questionnaires,” she wrote in her final
report. "Obser ’ing the students while thes were answering these questions
I felt that they were finally saying, 'I2's about time I can tell you how
I .feel about school.'" . ' :

"Two questions in particular interested her. She was, as she gaid,
r . "shockei" to learn that the eighth-grade students felt that what they were
‘ learning in school would havé no Value to thew in the future. She was
\ intrigqued that in all the classes the studencts' opinions of the other
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students in the school was "OK." She did not feel she understood these
- responses, and would like to continue the study by pursuing them furthér:
. |
i .
.. oo I would have more questions on values. How they value .
. © - this and how they value that. I mentioned the question about
whether their education'would servé them well in the future.

PO Well, I would ask about what they are doing now and what they .
would want to value tomorrow. I don't know exactly what’
questgons. I asked them how they liked the other students in
the, blilding; .except, for. two or three of them, they said, "OK." .-
From that I would like to ask why did they think they were OK, 7 i

they should have thought they were super. Then maybe I would
o L. ask how they felt about themselves. Was "OK" a ®op-out

. o0 because they had a lot of feelings, because in the building
there are lots of fights? Maybe they don't value friends as
much in the middle sch as in the high school. . . .I o
wouldn't mind doing moM@ research that entailed the students
and myself and getting to know what's ticking in their
minds. (Interview) .

® P.C., a thoughtful suburban art teacher, who described herself as a
turtle in one interview, said at the outset that she did not yet have a
specific questfbn. she hoped the seminar would "help me explore questions
about kids' art work, how it changes, what's important; help me identify
clearly a number of specific things I'd like to think about."

As it turned out, she chose to think about young children's observa-
tional drawings. She entered several pages of questions on this topic
in her journal:

drawing. What are things observed in each? Do they vary from
child to child? Is there a consistency across writing/drawing
or does one predominate? Are there underlying sttuctural
similarities in writing/drawing development, or do they advance
at differen® rates? Is there an age below which observational
drawing is not appropriate? If so, why? Is this attitude sup-

¢ ported by concrete evidence? Social custom? Resiilts of a
particular type of teaching? (Journal)

What do they "obéetve" at this age? Comparison of writing/ 1
- 1 1
After further clarifying her own qQuestions and their interrelation-

ships she settled on the following enterprise: Cf

All this leads me to believe that the proper place to begin \
. is not with the kids and the drawings, since I've done it and /
know it works and is valuable, but with an investigation of 1

- . peoples' attitudes toward observational drawing. Both art

. teachers and classroom teachers. To find out what their at-
! ’ fi(ydes/épinions/expetience with it are, whetlker they have l
' any understanding, theoretical or pragmatic, of how they came

to have those attitudes, and then to work t. examine the
value of observational drawing with classes of kids, both in ' 1
the art room and the classroom. (Journal) -

.
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In fact, she knew that art teachers tended not to ask elementary
school children to do observational drawing. Since she did, and was
pleased with the results, she wanted towjgnow whether there was a good
reason for other art teachers not to do so. Her interviews confirmed her
own practice, since she found no "understanding, theoretic or pragmatic"
to justify not doing it. She also found quite striking differences
between art teachers and classroom teachers, in their views of c4Yserva-
tional drawing, and became intrigued with the source of people's assump-
tions.

® D.T., a junior high school art teacher, after giving some .thought to
two other projrects, decided to study the importance to her students of the
motivation cthe gave them. She did a comparative study in which she gave
the same assignment in three different classes and varied t% degre:‘Eo
which she took part’ with them in deciding how to go about the assignfent. .
In one form I would give'%hem no motivation. I would just
sit at my desk and say 'do this.' In another form I would
give them verbal ‘or visual motiva.ion with minimal circulation
myself. And then in a third form I would give them a long
demonstration and then we would have a discussion and I would
circulaze and sit with them toc discuss things. (Interview) -

_She sajd of the experience:

It's probably something I never would have done. . . .I
learned how lazy I had become. F_us little things. I never
really listened to them talk. I'm a good teacher but I
learned I'm not as goad as I could be. [If you had another
year as a teacher, how would you go on from that study?l 1I'd
do it at another grade level. 1I'd forget the pressures to
produce. I'd get involved in the learning process. (Interv.iew)}

® M.R., an experienced and dedicated second-drade teacher in an urban
setting who has faced many frustrations with the implementation of Chapter
766 and PL94-142, worked on preparing a handbook for teachers which would
outline their rights under the law and provide guidance for ways they
might obtain needed services for students. She re;ers to trying to
subvert the system, because of the frequent canceilation
uf services to children. Our new 766 person in the school,
she canceiled classes when she said she had too much paper-
wo.k to do. I kept a record and out of 33 days she cancelled
13. I told the principal and he said, 'That's not your
business.' I said, 'You're impacting on my teaching load.'. .
[It's a frightening record. I'm held responsible as the class-
> room teacher. The kids come back with the same three papers
every day: the numbers from 1 to 10, their name, and a
drawing. The 766 teacher before this one was super. The
principal says I have no control, no right; but I do have a
right to say, 'You have to take my kids.' (Interview) .
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Along with many of the other teachers, M.R. credits the seminar with
giving her a framework for her work. "It's made me do some thfhking and -
organizing, it's made me do more of what I wanted to do, to know more
about 766, though I'\ not happy witii what I'm getting." (Int ew)

She also said she iainow more conscious of the special neede students
and keeps records of the time that's denied them. 1In addition, she is
much more aware of policies within the system which affect these students.

® F.R., a middle school bilingual teacher, began his project by posing

a number of questions which he thought might help him understand why a

q¥roup of six or eight female students in his class were not working and
were often disrupting the rest of the class. In order to better under--
stand the students, he arranged for a female counselor in the school to
meet _with them for small discussions. He also arranged to have them
interviewed by a bilingual woman from & local university. He continued
to reflect on his own teaching, his views of schooling, and the contrast
between his views and those of some of his colieagues. 1In late winter,
it turned out that the problem he .had set out to investigate had disap-
peared. The students had a much more positive attitude toward the class,
were*doing their homework, and were being less disruptive.

a

At first, his interpretétion was the following:

Things sometimes change, not by technical rearrangement
but as a product of your caring. The problem student
I was concerned, regardless of data, technique, sli
w I write on the blackbcard, textbook, a char.je in Yext-

k, it made no difference. [I'm trying to think, I'm not
cjear about the answer. Thursday I realized that they h .ve

hanged. Something intangible that has been done. The only
{thiug it could be is the caring. (Interview) ’

/ Though he had not been keeping a journal of his experience during the
yeaf, he decided he would like to try to reconstruct the history, in order
to better understand the success story. He met with a graduate ‘student
interviewer tkree times to establisn notes and an outline for his article,
which he is now in the process of writing. (See Appendix T.)

He also spoke with far more assurance and detail in the final inter-

view: ) /

[What did you learn from your study?] Twc thingsﬂ I
might have the same kind of students again. They exist all
the time. We don't pay attention to them. They go to
special teachers, and the homeroom teacher avoids them. I
learned that by paying attention to them, and I thought,

~ #ha past few years I've neglected some like,that. I didn't
set any high standards for them, 1 just neglected them.

And then specifically I learned to be personal, to be
. friends. I learned about nelping on a personal level. I
learned that you need a midpoint. My first year I was

~
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very personal; I didn't want anyone to call me Mr. And then
« I became too disciplined. At the end of the year, last week,
* I felt very good. . . .

I also learned education is a kind of compromise, a bar-

gaining sjituation in the classroom in terms of conduct and

what needs to be done. I learned I'm not the authority, the

last word. At the end I didn't see them :is misbehaving or
" odd or behavior that was interfering with their learning.

Instead I was saying, okay I accept tMat, because I know you P
’ . are doing work for me. That's what many teachers ghould
; A realize--they are not the one who commands. It was a kind

of exchange. (Interview)

® R.S. and N.R., two reading teachers from the same inner-city middle

school, one of whom works with bilingual students, worked together to :
indrove their instructional techniques. They investigated the use of the
Cloze procedure as an instructional strategy. They kept careful records
of student performance throughout the year and also paid close attention
to the reasons children gave for their solutions. The bilingual teacher
has also experimented this year by doing more direct reading instruction

- in English with liess oral instruction in English grammar. The teacher
of English-speaking students managed, after three years'effort, to secure
instructional materials that match the achievement level rather than the
age level of her below-average students. Thrbugh the use of the Cloze
procedure, new instructional materials, and other changes in teéaching
techniques, these two teachera demonstrated more improvement in achieve- -
ment scores this year than in any previous years' work with students of . .
similar achievement levels.

- For both of them, the most helpful aspect of their stgdy was looking
closely at their students. "I look at kids differently,” one of them
' said. "Something happened tc me this year." The other said that she e s
felt quite differently about the students_in the class she studied, )
compared with the students in the other classes she taught this  ear.
' : "I felt they had made more progress, I had more rapport with .them
because I understood them better from my note-taking. . . .You see pat-
terns, which things frustrate and please that child. It's easy to over-
; look all that otherwise." (Interview) - .

® W.T., a first-grade teacher, who was not new to teaching gvut was.new
to her district and school, considered the question of independence in
her students: How is it that children come ton be independcnt? During the
year she spent considerable time rethinking her question and writing
journal notes to herself. On several occasions she also had observers in
her room, one who was provided by the project and others who were available
through the school or other institutions.

As the yeay went by, this concern became interwoven with another tﬂ‘me,
whish she referred to as a weakness in her teaching: "I go into things
without being totally ready or organized for them"; and "My’??ba(g;keeping-—
’ I haven't found anything total enough and concise enough." This Perfec-

tionist theme--wanting to find a total resolution to every complicated
asgpect of he# teaching--was a consistent and difficult one for her
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throughout the year. Another way she expressed it was, "I try to do too
much"--which she said in both the first and the last interviews.

In the last interview, however, she seems. to have a different way
of looking at it. 1Instead of feeling it a weakness to unde:‘take anything
that isn't thoroughly perfected, she said, "I would like to do things more
simply, more often." And of record-keeping, she said, "I think I've
become more- aware of the value of record-keeping even in simple terms. I
I get something down each day‘that's better than nothinga}

Of her teacning activ;éges she said, "I also think this ye I dealt
with focusing on bits.of the room to work on in simpler terms. .|. .I can
look at individual centers and see heWw to improve them an{ not hpve to
reorganize the whole room."

In fact, this shift in attitude towards taking small focused steps in
her classroom related quite directly to her thinking and observations about
independence. During the course of thn year the focus of her question had
shifted, from a concern with definitions and sowrces of independence, to
asking how environments can be structured which will foster independence.
It was at this point that, with the help of the project staff, she iden-
tified the science .enter ‘as her highest priority for development in her
room, made lists of what needed to be done and acquired, decided which
tasks could be delegated to the student teacher, and convinced herself
that she need not siflultane 1y make other changes in the room which she
felt were needed. She then up a more workable science center and part
of a math area, where "Kidsf gbuld work independently; they could go and
know what to use." '

Through her ex journal-writing she also identified a wider
range of ways in which children could be, and were, independent in her
toom. In June, she wrote in her journal:

This (incident) reinforced my thinking that independence
is a multi-faceted concept. that is hard to use generally. It
needs qualifiers. And that most people (all?) (from what I've
observed and talked/listened about) have independent and
dependent sides to them in varying degrees. (Journal)
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FIVE QUESTIONS

It is clear in reading these accounts that the first three of our
quesrions (pp. _ .) are inseparable. In most cases, the rocess of .
thinking about what their issue really was, of finding out about it, of
trying to do something about it, all went hand in hand.

’

In some cases, one or the other of these elements did play a more
Predominant role. In addition, as we.said at the outset of this section, -
the participants' projects were not the totality of theiyr experience. .In T

, this part, we would like to consider each.of the five questions, for the °
group as a whole. - ‘

I

-

CLARIFYING AND FOCUSING . s

A number of remarks which the teachers made show explicitly‘their'

appreciation of this aspect. Here, for example, is one journal entry
from January: .
p

*
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Dear Claryce,

Your comments and the note from Peggy Stubbs about your
confusions about exactly what I wanted to do wers exactly
to the point. I have been teasing around several ideas
simultaneously and have not been clear myself until last
week or so what would be most portant for me to do. {Journal)

Other comments were made in interviews:

-

The organization and the actual research paper helped
. me put together questions and answers I've had in the .
~i§> back of my mind for years. (Interview)

STRCTET Tae—— - TReea—n

What interested me was not information; but the
pProcess the teacher went through to clarify an issue.
Are you looking for the right things? . . . the process
i that you-learn in going about investigating something
that was important to you--so that it would become clearer
to you. To refine it in some way, not absolutely clear,
but so that it hecomes a little more refined than it was
| when you started. (Interview)

When you talk about what you're doing it's very help-

ful--somehow it clarifies to yourself what you're doing.
(Interview)

-7 8-




The seminar has made me conscidus of thinking at the end y
of the day what happened today. I do think about it., I'm
-trying to develop a notetaking hakit now. (Interview)

' Two remarks go quite beyond this level, to a clarifying and focusing
- on the person her/himself: .
It's . . . actually understanding yourself, too--a kind
o of introspection. I don't know if you call that research
understanding yourself? (Interview)

I'n just now realizing the sghinar has helped me be the
kind of person I want to be (laugh)--creative, non-
~traditional, thinklng about what I'm dofng, thinking
crltical’y. (Interview) ——— .

BECOMING MORE KNOWLEDGEABLE ' ’ \

It is very hard to disentangle the second and third questions--
learning more about your students or your classroom, and acting dif-
ferently as a tgacher. The following quote makes the point:

' It's not the issue, it's the process you go through with

the group. You become a better observiEF I guess that's

what it comes down to. I guess that's fcritical to being

a teacher. [Doesn't it matter what you observe?] (Laughter) . . .

I guess I’'m working at becoming more refined at what I see.

When you go through research that's what happens--you get

more refined in what you see with regard to children and

what they learn. (Interview)

On the whole, we consider these two questions together to be dealt
with in the summaries of each teacher's project, and we will not try .to
n- elaborate further. However, there are a few instances in which the
\b* teachers certainly learned mor' , without changing their practice. /”"‘ ,

C.K. and P.C. both basically believed a certain element of their
practice was a good idea, but were not 9051t1ve, their studies confirmed
them in their practice.

M.E. was primarily interested in making her <~hool more responsive
“ to the 'students’ feelings, but, in this ‘first year, did not 'have the
occasion to start such action. For the time being, her study is a source
of interest and further questions for her.

R.M., who imagined that she might be called upon to act very dif-
ferently from-usual, found that the ways she usually responded to children
still held.




' ’ A — '
/ ™~
. - ©
. > .
, EFFECT ON THEIR TEACHING
Of course in many cases where a teacher feels better about her
. teaching, it is difficult to say that it was an effect of the participa-
tion in this project. Some of the teachers were relatively new to the
. profession, and were changing from year to year simply with increasing
- experience. F.R., for example, referred to finding a midpoint this
year, compared with two previous years. For whatever reason, he does
see himself as a different teacher now: -
I'11 be very different, more relaxed. I feel I know e
how to deal with all kinds of students. I feel confident that .
whoever comes, I know how t0 deal with them. [Any other dif- ) d
ferences?] Observing students more closely. Next year I will
do that. I'm going to keep some kind of record, a log, a
journal of daily events, happenings and mishaprenings. I would
have a better idea of where the kids are. . . .I'll be less :
Strict--I was too well organized. {Interview) ‘ )
R.S., when asked if next yeidr would be different, said, "Yes, for
on2 thing I've had another year experience. And thgn trying to look at
something in an organized way." (Interview)
-
What she said about the differences was similar to F.R. Next year
she would repeat the procedure which served as the basis of her research
and, "keeping a journal--1 would try to, I would like to. 1I'm more apt,
. to look at things kids are doing and try to figure them out." (Interview)
< .
' Other participants had taught longér, and were more clear about the - ~
’ ¥ effects of their participation in this seminar. ' e
' It was exciting to teach in that particular way of looking . .
" at what you're doing, looking in depth at one specific thing,
i tuning in on something that I'm doing. You got céughfhup in
' the excitement of looking at what you're doing, rather than #
just doing it. (Interview) . .
This statement frcm one of the®teachers conveys one of the most
' general themes in the participants' ¢idws of how it made a difference
to their teaching. Often the same theme is conveyed in conjunction with .
\ record-keeping or journal-writ%ng. . g
I had spent my time thinking about specifics-lhoy to teach s
- this or how to hardle that. This got e .on to different ways
= that kids approach things. It got me out of teaching and on ,
‘to . . . focusing on children's thinking. . '. .A jot of the 4
benefit for,me was more general unde{standing and appreciation, - _
of kids, what's importaht to them at this age) It helps me be\\
a better teacher. (Interview) - ) ) Y 4
Several teachers mentioned that the quality of the leaders of thése *
Seminars inflnenced them as teachers. One teacher articulated this quite
. clearly: . . P
. . '
»
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-They exemplified for me what I would like to be as a
teacher. . . .I learnel it was Importart to listen. Each
parson has to gcg7irough their own process--it's important
| that they do tha r themselves. The leadership was con-
| sistent in these wapys. . . .They were clear about not
judging. Listen, be supportive, clarify what they (the
person whose issue it 1s) wanted to do, not what you
wanted to dz. This was a learning experience for me. . . .

The leaders said, "Yes. there are things you can do,"
and cffered ways of going about it. . . .They were breaking ™
down stereotypes of what you can and can't db. .+ «That
. was a learrning experience for me. That's wh&t a guod
teacher tries to do. . . . )

?We other element is having a prepared agenda. . . .There
were expectations. But 1t was flexible. Within these ex- .
pectations you didn't have to do it this way., or think these

SN particular thoughts. That's what teaching 1Ss. . . .

Questions are more importaat, that's another feature of
the leaders. Not getting hung up ons "I solved it t'is way,
why don't you y this,” but instead asking important
questicns abolt What's important to them. . . .I felt the

‘ ) effect of people asking me questions, so I want t. do the
’ same thing as a teacher. {Can you see that working with
‘k:ds?] Yes. It's fuzzy, but. . . I would think so. I
sould see it 59rkinr rith kid;. As a teacher I would try to
ask impc’ rant questions. (Intervi_w)

ir a few c..es ther» was an interestir7g reversal in t’ e usually as-
sumed relationship: fin¢ out iomething mcre and therefore act differgntly.
In the reversed situation. 't was in order to finu out scmething more\that
the teachers acted differently as teachers. 1In ord€r to <now the answe
tu the 1e earch qﬁestion, they had to talk tc or look at the students MoIe¢ jag
intimately, an. this very interaction was a different kind of teadhing.
One of the teachers who had set out to do a quantitative study, with pre-
and post-tests; said tn- following:

~ I'd cot'rie observirig thnc students and !aking notes. .. I

did it t.us year with the one year I did ghe project with., At

the end of the year I could _ell the differencc. I felt much

better about them than abcut the other classes. I felt they ) ) i

hac rade r re progress.. I had more rapport with them, because 7
- q{a-rsEand them bettcr from my note-taking. (Isterview) '

" ~lt seems here that it was not the cutcome 9f the re§earch that made a dif-~

férence, but the doing of it. .

N <

R W

TAKING THEMSELVES SERIOUSLY AS PROFESSIONALS

There is no question that all the participants did com~ tc take them-
selves more seriously as professiopals as a result of this experience. In

1

\ . - N
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Aruitoxt provided by Eic:

* teachers as unbalanced people. (Intcrview)

.

one form or another they expressed, usually with some surprise, feelings
such as: 1it's not always someone eize who knows better; they know some
things which educational "experts" don t kncw (the details of their own
work) ; what thqy know could be of interest to someone else; what educa-
tiponal "experts" know--at 19ast, let's say, researching experts--is not
necessarily more true or more helpful to anyone tnan what they know, or
can find out.

The following quotes give some range of these feélings:“
&

I like the fact tkat we don't just shure anecdotes. We do
a little, but Claryce focuses us away from that to more
questioping, not,\as she says, making suggestions, but asking
questions to help each other. That's a whole new dimension for
me. It throws the responsibility back on me. You (the teacher)

., are the resource. You (the other) throw the question back to

me. When people ask a good question about what you're concerned
about, you usually feel you can onswer them. That's when you're
using yourself as your own resource. . . .People are asking me,
now would you aiiswer that? That implies a certain trust. 1
realize the answer doesn't lie out there somewhere but it lies
within you That's what I've—been made aware of through the
seminar. 'Interview)

° \

I thought research was reading studies and iaking it further.
I didn't grderstand that I could collect the data, I could
raise thelquestions. I know it gct 'said, but I didn't internalize
it. (Interview) \

None iof us thought of ourselves as researchers. That was an
exciting discovery--that we knew a lot and could find out a lot.
Jrhat you can de it, it's not as mystical as it-seams. (Interview)

It was wonderful how peoplescould be resources for each éther-
Even from different areas of concentration. I was overwhelmed
by the professionalism. I must say th@t before I had seen

‘

One of the teachers, speaklnd of a group pf teachers in her school
system who were being transferred to other jdgs in which they had no
specific experience, considered that this kind\of seminar would be ap-

>

propriate for them because -

"hey all have Masterl degrees, they have 20 years,of exrerience;
they cnly have to bring to their own focus what thkey learred 20
years ago. (;nterview)‘

I know that 'I've been influenced by that group.\ I don't
know if I could pinpoint ji. fc~ you. I felt better \about myself.
I had had problems . . . and th2n when this came up, ‘I said,Yhere,
I can put it in a structurse and give it some ime and be profes~

sional about this. That's what *the group helped me do. It helped
v

me to keep the problem on a professional level. (Intcrview)
s -79-~ \
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Your status as a teacher was heightened. You sort of sensed
from the people in charge that teaching was a very important
. function\to have as a person. People don't take it-serioq;lg
enough. I began tuv respect myself mor> as'a teacher, even
though we were being demoralized by 2% (the Massachugetts tax
: cap). Our function as a teacher was given some respect. (Interview)

CARRYING ON AS REFLECTIVE PRACTITIONERS

¥

}here are a number of facets to this--keeping up their observing,
note-takirg, seeking out colleagues as mentioned often above. 1In addition,
however, is the evolution of their nctions of research and their relation=-

ship to it.

. Many of the teachers said they had changed their views about the

5 .
nature of research. Many of them believed research was a matter of

statistics, numbers, standardized instruments. It.-was done by somebody
else, and for somebody else. - And very often, its purpose was not to

find out something,, but to prove something that you knew already to
be the case.

In her second interview, one teacher dedcribed a change in her
.view of research, since (the project's start: .

.

I went into this program with ideas about standardization,

control, groups, statistics, charts. This free style of research
is naw to me. . . . [Had you been aware of nontraditional kinds

of research before?] No. well, I wouldn't have called it
research. I'd have called it a teaching tip, or anecdotes.
Research meant data, proving something. It was the student

mentality: read articles, critique the method, come to your owa

-

conclusion. [And now?] I wouldn't call it research, but T'd

call it usefu:. Fverything is useful, but research is science--

a very objective, with numbers. _[And is it useful also?] Yes,
but it has more weight in the academic world. - . . Both are

research, but when you're trying to come up with things that support
what you do, you look for numbers. . . . I guess it depends on

- ' your goa%, (Interview) \

Later in the same interview, she came back to her own study, and
referred to it as "boring," because "the kids are obviously going to do

better. . . . " After coming up with some ideas of what she then

" considered more interesting questions, ghe asked, "How come everybody

writes articles about the obvious?"

she was quite clearly yrappling with new notions about research,
in this interview, and acknowledging her perplexity. Three months later,
she seemed to have come to some resolution both about whethe: research
can £' d out anything new, and about what forms it might take to do so.

[The‘last time we talked, you talked about tesearch t lat

only finds out what you know already.] VYes, if it's so obvious,
why do jt? Initially, I had thought it was cut-and-dried. Then

I saw this ocher type of research and it seemed to be valid,

. more qualitative, more subjective. It's nontraditiona!/. vhdat
\ -20- .
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" makes a qood‘teecher, that's hard to put into words. This

(more subjective) research is a way of quantifying it, but-
not with tests. There's a pattern. that you think is,

there and you try to find it. [Could gou find out new things
this way?] Sure, but you might not be able to prove it. You
always do need a goal. You need some idea of what you are
looking for to begin with. So it wouldn't be necessarily
brand new. [Do you think this seminar channeled people into

one kind of research?] vYes. [Was thet veryN\dimiting?] No.

'+ broadened my minl. I was looking at the students all year
riguring out what they did ari how they-did it. (Interview)
/ Sl {

. . _ Lo
She was not alone. There were others who were *als¢ shifting their

“thoughts about the nature of research and its role in their own practice.

- {
\

ore I came, I thought that research was in books. There
pling, tests, and reevaluatzng theories. Now I think

h 1s much greater "than that. I.'’s based on observations
observations and coming up with new insight.

It's riore than having theories and testing them and reevaluating
them. (Interview( . -3

My old view was statistical, control groups, stuff you
can measure. In this view every teacher is a researcher,
really. alf this stuff in her head, a v.ost amount of
data. . . .There's this rich source of material on every single
kid plus all the stuff in my head. - (Interview)

There's a possible approach I could take around questions
that I have. There's a method I can follow. I can try to
ask more quesrions about My question. I can seek cut
materials, do observations, come up with . ‘ta. Before, I
wasn't sure how I could go about it. (interview) .

If you ask a’'question, and then make some observations,
and then draw some conclusions based on your observations
and thep ask some more questions and make some more
observations-~I guess that's what research is. hereas
before, I thought I'd have to know statistics and make an X°.
(Interview)

teacher went on later to say

if the teacher is doing all these things in research, then
she's a researcher. [(And is she?) 1In general, I don't
think so. . . .Teadhers could be researchers, but they
aren't. . . .The so-called teaching is a group of kids.
progressing at an accepted rate. The other children arc
doing the opposite and being ignored because there is scme
success with these other children. When you add research
you're apt to notice all the children in your classroom,
rather than those with whom you have an immediate rapport.
(Interview)

)




¢

least fearful of traditional research, evolved his notions of research
and gave some ir.teresting thought to the abilities needed for the kindl of

Cne participant, who had a Master's dqgree in psychology and was the '
Y
. research done in this seminar.

.

.

. « . Control groups are unfeasible in our schooldg. They're
not possible. Maybe you could find two Students dut you can't
shuffle around the stvdents; everything is already set in front:
of you. Rats are so much easier. “

I would try to follow intuitiorn more oftem. I would pay at-,
tertion to the human, personal sifle, not so much in terms of
numbers. That's one of my biggest changes. Before, I was put
off by anecdotal anything. If it wasn't tables, I didn’t think .
it was worth it. But now I know there's a great . a1l of truth
in one interview, in one conversation.

( For qualitative research it would be good to have training)
] - pot in math and statistics, but in interviewing, observing,
Lt writing, how to keep a good record, how to tell what happened.
Yo1 saw something--how do yoy write it down? What do you pay
attention to? Next year it would be good to focus on the best
ways to observe and record social and behavioral events. Ycu
could do observation exercises, how to observe something, hcw : \
to recount the event af‘*erwards. Step by step, or your inter- '
Pretation, or a chronological line of how it unfolds, what comes
before and after the event. You need this for the kind of

subjective thing we are doing. . . . : -

tics. | So you have this idea. Polish the idea. That kind of ’
exercise wguld be great. .

¢

You'd say; next week everyone has to write about it, not .
only the teacher who brought the idea. Talk to people, go to V)
the library, it would multiply the original teacher's efforts
ten or fifteenfold. So you wouldn't emphasize statistics but
you'’d emphasize concepts and logic. Dves that follow from
that logic? I think teachers would like these kinds of things
rather than statistics and control groups. - (Inter:liew) . .

It has to be in terms of concepts instead of math and Statis- _ ‘
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" seminar; quite possibly teachers might want to publish their own

PARTICIPANTS AS SUBJECTS

!
One of the inherent dangers of any research is that human beings

'may be perceived and treated as objects. %e have tried to avoid this

azprzach in our work. 1n the first session g‘f the seminar, the
director presented the project as:

- a gtaff déva.lopnent project, in which prople will be .
encouraged to think more clearly about their work and
hence generate new ideas about learning and teaching,

- documentation of the project in which the staff will 7~
try to understand how things are proceeding and why.

We, along with the other participants, will help
each person figure out what s/he wants to know, why, -
and what seems the most feasible way to find out.

Ade ask that you help us document and analyze our
rk so we can:

- do it as well as possible--give the idea a fair trial,

- reflect on our process for ourselves and other people
who might want to try it,

- provide information to researchers. (Agenda Notes)

She want on to ex'plain our methods of data collection, including
those such as interviews and journals which would require their active
participation. ' - .

She made it clear that we would grant them anonymity if they
so chose, but that anonymity would not be the most important gquiding
principle. In our view, it may not ‘always be desirable: a teacher
might want to be known as having made tertain contributions to the ~—
articles about their participation and their projects. For another
thing, anonymity of the person does not guarantee respect for the
person. What we were most concerned about was respect, and our
major guiding principle was adopted from John Elliott: people have
the right to control the data about themselves, 9 ’

+ ’
9Jol’m Elliott, Developing anotheses about Classrooms from Meachers'
Practical Constructs (Grand Forks: ' University of North Dakota Press,
1376.) s o
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. In keeping with our view, we:
¢ ensured that participants were kgpt informed, at all times,
® dJave each putiéipant a copy of the summary of the proposal
and the questions we listed in the proposal as those we
intended to answer, (See Appendix E.)

o made availabfe one copy of the proposal for interested
participants to reagd,

® gave participants access to our records and rei:ortl,”

® gave participants the right to check and verify the
interviewer's ruecord of each interview,

e gave each participant a cop; of the American Aathrovologica:
Association, Pranciples .f Professional Responsibilitf. !}

® sent each participant 2 copy of the description of their
project which appears in this report and a letter explaining
that we would use excerpts from their journals and interviews
and telling them where the report would be available.
(See Appendix r.)
-’

There are indications that the participants appreciated the
openness and respect which they were offered. The absence of any
mention of the problem is an indicator of the extent of the level
of trust developed. When Davis proposed to the group that she have’

right to use materisf from this project for either her disserta-
on or her qualifying/paper, there was immediate ag ‘semart’and no
fear expressed of exploitation or misrepresantation. ‘In fact,
one teacher asked "If we were to be worried about you wr.ting about
us, what should we be worried about?” Another indication 's the
degree to which the teachers accorded smimlar respect ‘to veople
involved in their own research prcjects.

in addition to striving to avoid treating the ‘subjects of our
investigation as objects, we have also tried to avoid distancing

loThere were two exceptions to this policy. Except in a-few
instances and with prior agreewment, wa did not make journal entries
and responses or interview notes from one payticipant available to
cthers. When Davis negotiated entry to this site she was operating
under the rules of the HGSE -Committee’ on Human Subjects, which
require abgolute confidentiality and anonymity. Her field notes,
tharefore, remained her property.

11 rhe American Anthropological Association, Principles of
Professional Responsibility, Newsletter, vol. 11, No. 9
(American Anthropological Association, 1970). . *

i




ourselves either from the meaning of our work or from
. the reader. We have, therafo.e, included many of our biases,

assumptions, and dilemmas in this report.

[
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LIOCUMENTATION

»

. .
Because this was a vesearch project, it was well documented. !2

As it turned out, the documentation served many purposes. It formed
a perranent record for the purposes of this report and any further
. articles derived fzﬁn the project; it provided the staff with an
ongoing record so that they were able to monitor what was happening
and what needed to be done; it provided the staff and participants
with opportunities to —aflect upon what they were[ doing and why.

INTERVIEWS

Each participant was interviewed at the beginning, middle, and
conclusion of the pra#ect by Duckworth, the external staff interviewer.
The interviewer took notes, as complete and verbatim as possible,
which were typed and sent to eazh participant as a courtesy and
for approval or correction. After.being approved, the notes were
passed on to the other staff members. The interviews were also
tape recorded, for reference purposes.

) Originally it seemed important that the interviews be conducted
by someone who did not regularly attend the seminars. The inter-
viewer, however, did attend a few seminar sessions during the year
and most social events and was known by the participants to attend
staff meetings. This level of involvement on her part did not seem
to present a problem for cthe participants. ©n the contrary, some
of ' them welcomed her profusely to the sessions which She attended
and commented upon her absence; some clearly saw her as a y
"semi-insider" and felt some degree of affinity with her, hence
were more comfortable during the inteégview than they would have> been
otherwise; only one person made a commert in an interview which she

s

~ asked not tp have handed on to the rest of the project staff. by
%&zc

' We now thlmv{t was an advantage that the interviewer was well . 4
s informed and therefore able to Jdevelop an independent view of the ey
process as well as learning about it through meetinqg notes and staff -
meetings. We conclude that separation of the interviewer from the
group is not of enormous importance ‘vhere people are quite satisfied
with what is happening and are communicating well. \

IZSee p- 10 for the 1list of records and daca.
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Yet we think there was a value in having some separation.. We
certainly felt more confidence in relying on the frankness of the
responses to certain questions than if they had been asked by the
director or the documentor. In addition, some of the questions
asked were ones which checked out impressions gained during the >
seminar and could more reasonably be asked by a person who had not
been a regular member. We alsobenefitted from four perspectives
(of the three staff members and the graduate studert participant ,
observer) on the process and progress of the: project.

The initial in-depth interview was intended to elicit in t.ion
on the teacher's professional background and experience, expectations
for the seminar and purpose for participating, perceptions of the
school setting and her/his work within it, and her/his view of self
and role in the classroom. Later interviews were intended to elicit
information from the teachers concerning their responses to the
seminar, satisfactions and disappointments with it, implications for
their classrooms of the investigations being carried out, changes
in their views or actions whigh were influenced by participation in
tne seminar, and further questions raised for them by their initial
investigations. (Sze Appendix G. ) . )

The questions on their professional backgrounds in the first
interview did not provide a‘great deal of information which was useful
in our analysis and evaluation of the project ard certainly did not
provide information which would alloi)us to make generalizations abo‘&
their choice of topics based on their‘backgrounds or settings.
However, it did allow us to know them better as people and was
probably a relatively non-threatening way to begin.

The questions which we asked concerning their views of teaching we '
now see as too indirect and not as useful as we would have wished
in eliciting their views. In order to understand their conceptions
of teaching, we asked them td tell us about thei¥ classrooms; their
strengths, weaknesses, sources of joy and dismay as teachers; their
record~keeping and ways of evaluating; their sources of professional
support. Questions which we designed for later interviews were more
effective and we now think we would have had more information
regarding their views on the issues dealt with in the seminars if
we had asked the followirng more direct questions in both the initial
and final interviews.

E] . s

e What is teaching?

® What arc you good at?
How do you kqow? i 'l

e What do you need to work on?
How do you know?

® How could you work on it?
How would you know if it was improving?

-8B~
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® What bothers you in your teaching?

o e What excites you in your teaching?

® What is research?

We also found, despite our intention to support the individual
investigations of teachers and to take their work seriously, that
we, like many researchers, let our concern with our agenda interfere
with our coming to understand theirs. At the time, we presumed
that our knowledge of their projects, derived from the seminars,
was sufficient. Now we realize that we should have seen the inter-_.
views as a good way to learn more about their thoughts and feelings
about their own projects and not just about their reactions to ours.

This would also have made the interviews more useful to the
participants--for, as with the other sources of documentation, the
teachers found shem a valuable part of the project. In the first
interview, we asked them what they thought their project might be,
but did not ask its origins, or how they might go about it. We now
would ask the following questions:

e What do you think you might chogse to investiéate?‘
e Why is that of interest to you?,

e What information do you think you will need to have tor
answer your questions?

® How do you think?you might go about getting that information? -

In the second interview, we asked what th‘y hoped to aécomplish'
in the remaining time. Once again, ye did not ask for their most
thoughtful account of how their own ﬁroject.was going ta date, what
they were disappointed in or surprised by, what they still needed
to know, how they intended to find that out.

We now Believe that asking questions in the interviews on the
same issues that were the seminar's agenda would have been more
helpful both to the participants and to us.

Despite our recommendations for additions to the intervfgws, .
we found them an extremely valuable source of _nformation, and %he
teachers did find that they offered another way t~ give thought to
their issues. Teachers often commented to the in.arviewer, either
before or after the "official" interview (and hence their comments
often did not appear in the project records), that the interview,
was uséful to them. In addition, several people nou their value
in *heir journals or in response to questions about the.strengths
o: he project: : -

f
- [what should be kept or changed?] You could keep the
interviews. [I would have thought the interviews w a

-89- .
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drag?} Yeah, but they maks you think.
I re&d the transcripts and I think.

"How cbuld anybody understand when I said it like that?"
I thought I could have been more clear, and I never would have
known that, It's good practice for »xpress.mg your thoughts
- - clearly. (Interview)

They're good practice.

-

[
The two inteirviews have been very usefir'!. It makes me
think. I speak at the moment and then afterwards I think.
During the interview I put everything together in my mind,

i thoughts and feelings. It's a therapeutic session. It's

very essential. ' (Interview) ,
Talked with Eleanor last night (my midway interview)

and realised 'that I would like to arrange some cbservation time.

I'have to figure out what kind,of schedule I want. I would li)ce

the person to observe, listening for relevant comments or

situations relating to empathy and perspectIVe-taking

-capabilities.

I realize now I've been negligent “in observing and -
writing down things and hope to start do;ﬁg that more again .
(Journal)

f 4> . P i

Teachers in other settings have had similar .esponses.
Staff developers workingy with teachers in North Dakota used inter-
views to gather 1nfomtion fron teachers; they then found that teachers
viewad them as A valuable oppori;umty to, be reflect¥ive abgut ‘their
work, am< 80 included them as -a part of the staff development
actipities. '® Ted Chittenden also found in his documentation
of Teachers' views of their classrooms and use of advisory services
that teachers appreciated the opportunity to reflect on their .
work. He has preposed, not entigely in jest, that interviews
alone could serve as an imxpensﬁ%s. effective staff development
program. 1% Although most people«respond well to an oppoxtunity
to talk about and reflect on their work, it may be that téychers,
in particular, need the experience of having their work and
understandings taken seriously more often than now occurs. |

It was interesting to us that several participants chuse to uge
interviewers as a way *o gain infomtion in their own investlgations

' JOURNALS

At the first session of the seminar, partic:.pants were provided
with a loose leaf notebook in which they were asked to record a

Peréoﬂal Communication, Vito Perrone, June 1981.

14 N
Personal Cemmunica..on, Ted Chittenden, February 1989.
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numbetr of thingg®

\\t - :
- reactions to the sqminér, )
. ~ reactions to questions other participants pose, - -

+ =~ _things you notice in your class or things you wonder

. about in your class, <.,
- ’ ~ suggestions to us or tc cther barticigants in response .
« to their guestions. (Agenda Notes' . -
\ : ,
Every week, the journals were’ photocopied ard filed. Either °
Evans,or Stubbs would then write a response to the teachers which
was always avajlable at the next meeting. Those teachers who uscd
the journal reqularly spoke of thc importance to them of this
written response. . ot . '

& b,

Originally we planned to ‘use the thoughts récordeq ir participants’
journals largely as a form of dgta for us: As;in the casg of the
N \ 'interviews,, t @y,also, turned out to be useful .to those participants ..
who kept them. As noted earlier, we infqQrmed the participamts
that while they were to focus on what was\significant to them, the ). ]
staff would be looking for information abolhit how the seminar was . y
working'and what they.thought about it. .
. 3 . B .
Specificall;. as we e-plained to them in the first session,
we were seeking infocrmati. about those topics of most concern to
teachers. We thought!, thereby, that we might inform the research
: community of'the topics which would be most useful to invesfigate.
. We also discussed our interest in learhing what teachers already
. know abotit their own classrooms and our belief that if more of that
knowledge were share”, teachers would become more confident of what
they know.and could cthen be encouraged to write about it. Third,
as wupindiESQid above, we were interested in pedple'sﬁfhoughts about -
the semimar--what was working or not working. .Finally, we were v
- ' rinterestéd in anything else on participants' minds, especially the
things we Hadn't anticpated that related to the work we were doing
- together and to their professional lives. { h

- . 4

Occasionally, we asked participants to write about specific
-topics hoping to get a record of tieir thoughts about certain tobics
-in which we were interested. Ofily a few participants ever respondg 4
to any of these requests, reminding us again that they and we had
different, tnough related, agendas--providing data for our analyais
was not their first priority. ‘

The journals:proved to be a significant part of the project. .
. They provided running records of the teachers' thinking, an opportunity
, for the teachers to use writing to learn, an opportunity for them
to experience the value of writing and of * :ing written back to, a
means of communication between i idua. ceachers and the staff, ‘
and eventualiy a ~ummary staﬁgyéaifv We now realize that they could

> . ‘ . -
. . . . [y
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also have been a means of communicatlon among the partlc1pants and
could have helped people understand the project more quickly and

more fully by kiowing more of other participants'

Another timq, we would more often photocopy certaln sections with
perm1551on, to qlve to some or all of the other part1c1pants

1

THF_MEETING NOTES

. vor

All sessions werg tape recorded for reference purposes, hut
the detailed accounts of éach session, ‘' written by the documentor
from her notes, were far more uséful.

meeting notes give .a wonderful
did not make full us® of them.

use. After we decided to give
became aﬁignificant reference
touch and geminded them ofithe

previous gession. We be‘ieve that

We did not distribute them to each-
part;c1pant,-1ns€5ad we placed a copy in a folder for their common o

work and thought:

“Together, in retrospect, the
story of the seminar. At first we .

them to everybody each week, they

point.

They helped people keep in

.events and the agreements of the
ad they been distributed to

everyone ‘from the very“beginning, they would have been useful to
the teachers in- concepfhaxlzlng the procegs in which they were,

involved.

t

THE DAVIS REPORT 3

’

Although Davis' field study of the progect wac not part’ of
our original research agenda, it is a fine instance of résearch
that ‘served both her and the participants. o b

Y -

t 3 «

As arranged upon her entry to the group, Davis. report was

was made available to the staff in January.
thoughtful, and valuable and chose to distribute a shortened version

of it to the part1c1pants.15 (See appendix H. ) Members'of the

seminar were invited to discuss iz 2

a .ession and in the second

.

They found it deScflptive,

interview. They responded that the -eport intreased their understandlngn

of the project and, in som\ cases, grvest,lem ‘a new model of research.

Since I'm int2rested in the orc:ess,

tion of process was st1mq1at1ng
else thaught as I did that the process itself was important,
I’ Ve never been in a qroup where one perinn descr;bed the
prdbess. It's a luxurious exper1ence (Interview)

’

{Christine’s] articula-

Tt's reassuring that someone

It's great to have a graduate student, that aspect has been
Her report was one of the highest
points. It wrapped up everything that was gdﬁng on., That's
what I'd like to be able to do for five mln/teh every week.

one of the most important.

(Interview) 7

15

.~

-

. made toé that .group in February 1981.

-92_

The Davis report was also distributed to members of the
North Dakota Study Group on Evaluation as part of a prgsentatlon
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< T
What's good about .it .is that sh&put everythipg into

o ) per.épect.ive. I‘cou}d s.it back and say, "0h, this .is what

- weve ndo.in S . '
g.” 'hns o R

Chribtme s neport made mé think that research 1ike that
can. be useful, can help in clarifying ideas. I used, o put
down that kind of research. If it didn't-have numbers and
statistics, '.it was far from the truth. But it can be . ' g .
'ﬂluminat.ing( it gan give a;lot of light. (Interview) - i

"'l"’“

. . One of’ ‘the tgache'rs wrote to Davis several weeks a.fter the
-t distribution of the rei»’ort " a A

- - i » ve ’ _ - -

Dear Chnst.ine- . -

oY ; After redding over your paper a few times I realized that
+ your analysis of the seminar and jour ihsights into how it
R * functions have given me a clearer focus as, to what my experience
T has been in the group. 'The explanations you give regarding
| *+ the philosophical basis of this project have Helped me to see
Y ' myself in the role of researcher in the classroom.

LY

A\ ' As I see.it there are two levels of expectations operating
in the seminar.., One set of expectations is on the "how tp do, it"
level. This level is clearly spelied out and ‘supported. Mhe -

\ ) . other devel is'the philosophical ore. And this was not clear
. to me Bncil I redd your paper. I wonder if there is an .

advantage in dfs’cussing the philosophical level earlier on
in the seminar? " For me, it seems that there would be. .
(Letter) . .




' _ 'EOOKS AND ARTICLES

“

. One of our original goals was to lnvestigate the form and con-
- tent of profeSsional literature which teachers £ind useful.. . To
* facilitate this and to respond to, the partxclpants' ipterests and
needs, the staff circulated articles and books,. ouraged teachers:
to take them home, engaged a research assistant ipg?ina materials
in which people ,had expressed an 1nterest.and asked people to keep
detailed records of books and atticles they read ‘and their evalua-
;1ons of them. . . L '
Though the participants did quite a lot of reading. and lending . 1
3 of books or articles to others, record-keqping was sparSe'gnd not as . 1
useful as We had hoped.\ We were not, therefore, ‘atle to assemble a
comprehensive’list of books of use to teachers, 'We were able, how- P
ever, to find some patterns .and some' variety in teachers' evaluat%ons. . i,?
’ - i . N ) J ; . A
S Several teachers responded.posiﬁ!bely to books and artic.es . ‘ ..
written by other teachers or based on classroom observations. Teachers - 1
felt they gained not only from learning about classroomd other than 1
‘ . their own, but also from the opportunity to have models for developing
\ S . \ their own writing. During the'year, teachers often expressed the T
‘ time pPressures in their liyes. Those time pressures were also some- R .
times reflected in their evaluations of their reading. They tended |
to like books, or articles which were short and could be read quickly.

LN N . ‘ . i
Tt T like reading observations of different types of class- . . “_1
(A rooms. It'would be. znterest1ng to hear different ideas.about -
the way different classrooms funqtion and what adults in those -
classrooms have learned. and. also in terms of doing observa- j
tional writing. It wasn't so much things that I would do in
- omy classroom, but it got me interested in other schools' and
it was also interesting to me just to see the value of writing 1
down more information. That was the most asignificant kxnd of d -
reading. (Transcript of Final Session)

I'm enjoying The Logic of Action.} Amazing observations
‘of kids and interpretations of.the observations. Imparts a "
- real, excitement about learning which I ‘feel is the esgential .
factor in teacﬁlng but which often gets lost in the da;ly grind. .
. ) A nice rejuvenation for me. (Journal). . . . -

i . Articles by other teachers about their classrooms [are
. useful) . Outlook, The Children's Thinkigg Newsletter, the North .
’ Dakota moqographs. [T get] new things think about, new ways .

to look at my kids. Or they're. supportive and feed intp my thoughts. .
It's encouraging to read an aceount of someone who is doing‘what \\\ ' .
you're doing. It encourages one to continue movirg in the . P~ l

-~
» a
.
- ~
« .

L— ’

S ‘ o
lﬁFraneea Hawkins, The Logic¢ of Action: Younggchxldrgg at Nonk
(New York: Pantheon Books, 1974). .
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dlrectlan that one 1s going. It also encourages my writing. 17

. ST (Interliew) = 2 .
D [The reading I find helpful is] on other teachers or what
°  other .teachers wrote. (Interview) b .

I liked some of the a:tlcles, I can read an art1c1e in a
. ) short piece of time and get something out of it and then can . 3
bt 2 can read another article. (Transcript of Final Session) ! \

Short articles of two kinds [are helpful] Pegsonal
accounts or research that is written on two or three pages.
(Interview)

- ¢ »

'reachers also fdund bodks or articles useful or interesting -
‘which were diyectly related to their investigations. Even jen1 they ‘ .
questioned some aspects of the author's afgument they still ‘sometimes
found parts of a book useful to their thinkmg. .

-~ & r) A
N [T find it useful to read] anything re1ated to Cleze. ‘For

example, there was -one about two women doing a project and they

gave Clozg as an instructional procedure gnd "they did reading

nuscues, they: taped it, they instructed to -.the kids' errors. - ¥

* The kids looked for ‘the other kids'' mistakes. (Interview)

\ . Pflaum, pdcarella, "Interactive e*f/ects of pr.lor\ reading

achievement and training in context on the reading of ‘learning-
disabled children" given to me by N,R.\®Extremely helpful . .
‘summary of \the reseanch. (Reading Record and Evaluation Sheet)

. It alll started with an abstract idea and a personal ex-,
] penence that coincided. , At the same time that I was reading
* about "the hature of cohfllct” dn a textbook, Conflict and its’ .
T e Resolution, wrjtten by Deuts,gh (I think), I was experiencing a .
) confhct. in my teaching; some - glrls did not want to learn in
my classes wlule I wanted them to.'® (Journal) *

‘.

' . " This book (Qualitative Evaluative Methods),?® the chapter - - i

on .mterv.lewing and also "learning through dilemmas"” [were N
useful to mel.?! rt was great. It goes tMough the -dilemmas )

e e et

Stubbs, The hildren's Thinking Newsletter. ~ ' .-
18Pflaum & Pacarella, RRO Vol. SVI #1, (1980). '

¢

9 .
1 Morton Deutsc.h. Conflicg{ and_jits Resolution (New York: Teachers' <

' c:ollége, Colgmbla University, 1)65)

2olhcha\e]. Patton. Qualitative F'valuat:.on Methods, (Beverly Hills: 7
T Sage Puplications, Inc., 1980). - .

-~ 21)\rm & Harold Berlak Dilemmas of Séjhoolmg. (I.andon. Methuen & Co. .
’ Ltd., {\orthcoming) . . ‘ .~

. 1”’\‘ ‘ . .




'in the school system. It spoke to my needs. It was some résearch -~
‘done in England. (Interview) ’

: s I'm reading on moral development, Kohlberg.... Oh, and ‘
., ' * Robert Selman, too. Peggy sent me to hear him. Perspegtive- . |
taking, that makes a lot of sense. Before I only had vague ideas.
- Selman clarified a"lot of what I'm looking for. From my reading
‘ I géther that my kids should be (at a stage in their development) ‘
just before they can understand azother kid's point of view but close
«* ‘enough so: that it's worth lookiiug for. And then it's good to see if

. they’' re rlght, in my sample of 17 children.' (Interview) T - 1

Zick Rubin, Children's Friendships. 22 peactions to the last

. . few chapters. F. 88. "There is reason to think, incidentally,
that.girls are more sersitive to the vicissitudes or relationships
than boys are, . for reasons that we will consider in the next chapter‘
It may be in'part for thig reason that women seem to handle separa= '

A « - tion and loss mote effectively than men in adulthood as well."

It is 1nterest1n9 to me that he feels this. I would sau that
women deal with separation more as an issue. Men often don't . R
acknowledge it as a problem so in that way maybe women deal with
it better because they deal with it. But separation seems to be a
much more painful process for mapy womery--as well as’gisls. %\~

’,

P 116.. "An important advantage of mixed-age groups is allowing
- children more flexibility in finding peers." I agree. I think

- this has a rea] positive side in a school setting in terms of get-

- - ° " vwing rid of ‘the stigma of being behind as well as children progres-
- ° sing at their own.speed where there' are“more levels rebresented .
. s and more "legitimate 1y.”- (Journal)

, v . N f‘ o .
N ’ ) ' Sifice some participants expresSed an interest ir writing up their .
. projects for’their own satisfaction &r for possiblé publication but

felt hesitan€ about éheirzﬁbility to write, we bought one copy of _

Writing WiFhoht Teachers. It Was so well liked by the first teacher

’

or
- ~ e

@ . .

-
) £ -

;
T - 82 Zick Rubin, Children's Friendships, (Cambrldge, MA: Harvard Unl- -
. 'versity Press, 1980)
- ' ) .
e, %ahetez' Blbow, Writing Without Teachers, (New York: Oxfoxrd Univer-
sity Press, 1975). : . !
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? : : . . )
-/— -. - . 1
. . ,’yho borrowmi it, ‘and then the second, that we bought all the copies
¢ocally available to .shorten ‘the waiting time tor that particular book
. L o
As some teachers lived through a difficult year, either because : ’, .
( . of stresses in their own eclassrooms oz  because they worked in Boston °
. where they were fdaced not only with the usual difficulties of an urban

school system but with the threat-the scheols might close, they
read articles or books related to their struggles. They found some ) .
T I supportivervsome Mnteresting- but~questionabla+andmotherseunréalistie. e e

! .I read a newspapez articie on the Boston Public bchools. N
¥ L That was more interesting toeread at the time, how they perceived -
’ the problems that were occurring in the Boston Public Schools.
It was intexesting to compare their view with what I feel from
. " experience. .I sort out if what the person is saying is actually
e, true or not true, from where I am at the time. (Transcript of .

)

Final Sessxon) ‘“ .. -
Frank Smith, Understanding Reading, he poéh;poohs phonics. . e

I'm horrified--he must deal with oniy terribly bright youngsters —
3 with perfect perr:eption.2 * (Journal) MLIEN :

Reading Without Nqnsense, Prank Smith. Chapter 4. "Shallows

) to professional literature was an ¥mportant luxury for teachers. *
: ! . _ : s
I loved the booklets that Christihe brought in from [Australial)
about parents and teachers, I went through a lot of them, There

- ’ were lots of ideas, nuts.and bolts. I read one on reading, and

i language and one on writing.* They were very good. Chock-full of h
’ h) ) o

. 7—. LT . \‘- \ .

f 24Frank Smith, Understanding Reading (New-York Holt, Rinehart and

: Winston, 1978). . .o - ’

. -

) 4
g M\“) 25Frank Smith, Reading Without .Nonsense, (New York Teachers College, -
. ~ Columbia University, 1979). A .
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idéas.. I like applications--~immediate feedback} (Ingerview)

. I want to do some reading about different ways that differ-
T * ent teachers use drawing and whether tﬁey assess. the relationship ? °
between drawzng and skill development. I have a suspicion that
not a whole lot exists. v

I asked the teachers tev [1n the 1nterV1ews for my project],
.y~ what was influential. Not ,one could dredge up anything. In all . M
ﬂ * honesty, the most’ helpful.to me .has nothing overtly to do with -
teachéng. The ideas I've had of things to do with kids have aome )

. - out of reading conversations that Piaget wrote aboyt, not about : .
. L teaching- practice. The teachers I interviewed said that what . .
influenced them was talking with kids, obserﬁing’kidsr drawing .
. conclusions, checking with other people. Practical experience
) is more valuable than reading. . : -

. The problem is, the stuff that falls our way to tead is .
’ " pretty specific, practical stuff--not very broad. In the long

run I would like to read brgader, more theoretical things, so we -

— could draw conclusions and make applications. The perzodzcals in 1
teacher’s rooms are not very helpful. (Interview) 7

- ’ . -

. ot One I read was lnterestlng. It was hard ) digast.... Thlre
,are a lot of negatzve things, like teachers will e coursgs only ]
for points and not for enjoyment or ‘for extra knowl e to give
to their students. They were getting on to teachers. I don't
- know [if it is unfair to teachers]. (Interview) N
] . [ N ¥ .
. I would love to have access to Gutman Library.zs[Cbmment on
- . possible refunding of the project.] (Joltrnal)’ ..

. P .
= AT '
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(' -
~98- ’ . .S




»
* hd .

N STAFFING AND BUDG .
. » Though our total budget was certainly adequate, we found we -
had not very accurately projected our needs in scme categories.
Both the documentor and the director were budgeted at one-
o’ ‘e quarter time for the year--one day per week during the forty weels .
T school was in session, five days during school vacations for °
interim data analysis -and 'planning_, and twenty days during July
_ and August _for report writing. ‘ -~ - . L
,__We planned that both the director and the documentor ,would attend ,
each session of the seminar, since it ‘seemed important that the .
0 director be free of note-taking responsibilities while chairing the .
) ~ seminar meetings. We also planned to have the director and the -
documentor raspond to the participants' journal entries in alternate , -
weeks. Both «f these procedures worked well. As the year progressed,
( 1t became obvious that it was advantageous that the chairperson not
be distracted by the task of documenting and that the differing
- “Perspectives of at least two respondents on the journals was useful. ”
We also believe it would be possible and effective to rotate the
. . roles of seminar leader and documentor if the two people were
) comfortable with that arrangement. '

Other_tasks for which they were responsible, however, took more
time’ thaf we \expected. More-of. their time was needed early in the’
year carry out recruitment and, during the school year, ta hold )
v individual conferences sith participants 4nd provide teadheré with *
books and articles in relation to topics of their .interest. We hired = .
, & consultant part-time for/a few weeks in the fall to assist with
. * recyuitment. When we found we had underestimited the teachers'
fnterest in lihrary searches amd,  therefore, the time that was
required, we hired another consultant to carry out that task for\
y participants and staff.’ That worked well for both those ngeds.
- We judged, however, that part-time consultants who were unfamiliar with
- . the project and the individual investigations of the participants would
not be able to conduct effective individual, conferences with them.|
The resulr was that we held fewer conferences than we wbuld have liked —
-and nt more time on the project than the quarter-time which had | -
been ‘dl]ocated. We would recommend that the director and documentor
. each be budgeted-at.one-half time and would also recommend’ that access
to a university library for each of the participants and staff be
" included in the budget.

. | : -99- ~.
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. one~fifth time we projected for the interviewer was'a’
rly accurate estimate of the time needed. She conducted three

attended staff meetings and some ‘'seminar sessions, participated in
interim analysis and planninq, and spent twenty days in July and
August in analysis of the data and preparation of the report.

“We also found we had more need for setretarial serviceé'than

<——..the half-time we budgeted. . That was due in ‘part to our circulatinq

more materials among participants than we anticipated. We not’
only began ovide copies-of all meeting notes to each of the
participants, but as teachers began- to write drafts of reports oh
their projects we circulatedweach draft to each of thé participants.
-~ Writers benefited from the wide range of responses and feedback .,
to their efforts and in mid-August ‘some are continuing to rewrite
and polish their pieces. We found that when the teachers reached
the stage of ariting up their inquiries they needed a great deal’

of secretarial support, -for h typing and duplicating, and since
* we propose that the writing bf given greater prominence in ‘future
projects it is <lear that -the work load warranted mc.e secretarial
time. . ' v ! .
. , R \

~ As a result of oyx.decis on to distribute meeting notes and
participants’ draft reports, we found our duplicating costs were
also higher: than we anticipated :

.

As mentioned earlier, teachers used less consultant time
in the form of interviewers and observers than we anticipated.
We think, however, that given mére staff time for individual
conferences, participants might have made more use of those
resources. We would not, therefore, recommend less than the three
half-days per participant per month that was budgeted. .

interviews with each of fifteen participants during the school year,
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L/ ,
! , g / —
N . T Tt -
! We set out to provide a forum for teachers in which they could ;
talk serjously with peérs to clarify and daepen their understandings \
of their work and to encourage them to make their knowledge more:- . 5
public. 'We are pershaded that thesproject-was an effective-professional “
. development activity for the teachers and that the evidence for that ’ -
13 is clear. The evidence:is also clear that the structure. epabled . . .‘
this group to start building on each other's knowledge. The evidence o
.i» lass clear that the strycture can contribute effectively to o

. 4 systematizing and developin: a cumulative body of practitioners' . o .
lmowledge--whid: requires puslication in orcer te be widely ‘accessible TN

to teachers not in the group. At the close of the project only . \
one participant fiad freached the posnt in her writing at which she~ = ~ = = -]

was ready to submit it for publication. On the other hand, several
participants, thoiugh they have not yet written anything they view Lo -
as finished, are continuing to write and rewrite for possible publica- ) nT
- tion. We anticipate that some, but not all, will complete their plans..

A . s

<

i We are not persuaded, however, .that our qo,nl is unachievable by * N
‘these means. We nave included throughouyt this report recommendations ’
‘for changes which we would make if we were o repeat jt. There are
a number of those.recoummended changes which we think “would make it

more likely that teachers wqild write and publisi reports of their - .o
investigations. We see tl'.ose changes as coptributing to their ’
conceptualization of the project and its implications for their - Sl
views of themselves as essionals; to their defining and designing. 2
the investigations more-quickly;-and to more writing on their
p:i:t. Some of the relevant recommended changes are highlighted here:

¢ give more emphasis early in the yur to examples 6f other
teachers' investigations and writing, :

. {
e distribute meeting notes. to seminar. sessions, i -

+

: o distribute more aelections from journals and responses to
° other put:icipants,

o ° ldhedule more small group and individual conférenéea, ] :

. questions; ways of collecting data, and ways'to judge the -
: results, - . ] ' .

P /

: ) ) ) ® schedule more bra{nstoming sesgions on-ways of defining - B N ‘
e establish guideiiqe‘ti for presentations of qu,estions,"" l
- . - = . -

- - ~ S — -

"o 1nc°rp°rate writing GCtiVitieB"‘i»n t‘he semj;]}ar‘ se:!ssio‘ns' A ‘._7 B e l
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® place more emphasid in the interviews on the individual .
projects, . “

9 b Ed

r“- : e hold some sogial events earlier inm the year. ’ :

We have no hesn:atl.on in -recommending this format as a’ staff -
development attivity to support teachers becoming more reflective -
about’ their work. Though we believe it would be improved by the '
ohanges we have recommended, we were impressed by the teac*~rs,

e their participation in the group, and their persistepce in the .
~_complex task of-furthering their understand‘ng of their students

' and themselves. -They worked hard in the seminars; they supported

—R'“_,,M __each other and came to appreciate each other;-and they became =~ = — — .
E— more analytical in their responées to questlons, plans, and results. R
‘ It was clear that they were also pleased with the proyect,

the group, and their own imvolvement in it: - .

——— e o .

(2 “lIf I were to describe this to someone.who wanted to

\ - _know whether to take part] I think I would bevin by saying

' I think you should take part and let me tell you why. What .

you will be doing is understanding the way yous teach and .

discussing with a group of-other teackers who are concerned

about education. You will be sharing a project with- this

group. You will be listening.to their projeccs. You will

. : be discussing students from different schools and different T

' systems. You will be given a lot orf tecliical assistance. .
It's great that something 71ké this project could ex{st. T

! (In..erv1ew)

[The strong point of the seminar is) arnving at an_under=__ .

st ng of the way each one of us proceeds ‘wi our research. o -t

I"hear "What_do you want to know about this topic,"” the whole . .
thinking process about ar{.w;ng p t/»yoﬂ topzc. It's happemng. .
I'm happy. It's raising m nscious awareness of ‘daily :
operations. The semi s made me conscious of thinking
. at the end of ea ay, "What happened today?" I do think Pl
3 about 1t.

LI R s nifins oA
R S 7,.————- st
.

\ [ d
: \ _~Tt's a group cbtmmtted to teaching and to improving teaching. : )
f - - /' It's a dynamic, interesting, .stimylating group in-which you ’
- R can develop your ideas as well as learn the ideas of other
.//' : people. It's a group I looked forward to going to every .
‘ " week. . . . (Another teacher in my -bnilding who) came with ~ :
me to one of the seminars would love to come. She was réally .o

- . turned on. [What she saw that she liked was)’ people working

Cno N - on a-variety of projects; the support among members of the
: group. (Interview)
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I have felt all alon§ that the seninar has baen vez:y
. helpful to me. I've been able to articulate my feelings.
It helps clarify how I want to proceed. ('Interview)
I resain enthusﬂstic in the erld as ‘'in- th( beginning
(Interview) ‘

- We tod iooked forward ‘to coming every week and remain as
enthuliastic in the end as in the beginning. We should add that
' we do do not view these teachers as exceptional. We feel
privileged to have worked with them oh this enterprise. ‘But we
dc not believe they represent a small minprity of committed or
competdnt teachers. When teachers are given the opportunity to
be' researchers of cheir own practice, many will respond

enthusidsticauy and work with persistence. .
\\’
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) APPENDIX A
. N ) . y (
s ANNOUNCEMENT

-

-

SEMINAR FOR ELEMENTARY TEACHERS -- 1§L0-1981
. N - N
Do you have questions or’ concerns -abor your classroom which you A
could more easily or more effectively inyéstigate with the help of other
teacliers and consultants? Would you liKe to share what you have learned
with Other teachers? If so, conside joining the seminar described below.

® . e \.

\ i
claSsroom observations and Investigations . ‘7 g

Our pro:ect will help teachdrs design and carry out investigations
in their classrooms. ' With the h, lp of a discussion leader and other
teachers, each person will have angopportunity to identify topics to be
investigated and choose methods of collecting information. A .grant from
‘the National Institute of Education makes it possible tp hiré a substitute
or aide to ?&ee the teacher td conduct small group interviews or give
tests,~to hire another teacher or a graduate student to observe in the
room, or to use videotapes cr tape reforders. : St

~

Examples from Teachers in pPilot Programs: . -

»
[

I work very hard to encourage students to help each other. I feel

; the students do become more cooperative as the year goes on. I'd like to

know if-that is really true; I'd like to.have scmething more than intui- °

. tion and imptessions ;o do on.

. I'd like 'someone: to do an objective study of F_the students creative
writing and reports
*

I'm having a terrible time this year. 'By 10 00 or 10:30 every day -
the room is chaotic -- some of the kids are really acting up and lots of
the rest of them are’no longer working. For some reason I can't seem ,
‘to figure out what to do about it. T . ’

I have a little girl in my room who almost never talks. From
across the room it looks like she has real interactions with Mary and

* Bi1ly"during recess, but when I come over she clams up. - I'd 1ike to know

wvhat those interactions are about and whether she asserts herself with
them even if she .doesn’ f with me. ,

What should I be doing about the mainstreamed kids I have in my
reom? They never sedem to be there long enough to become a part of the
class or to really accnmplish nuch. I wonder what (they think of all the ‘
coming and going an. how I could make it easier for them to work in my room.

1
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The Project . .
. Teachers w*o choose to particpate will meet from 4:00 to 6:00

once a week at Technical Education Research Centers in Harvard square.
Enrpllment . 4 limited to fifteen. We seek diversity in the teacher '

* participants and in the types of schools in which they teach. We may
be able to reimburse’some child-care ox transportation costs.

The project staff will document th< seminar and teachers' reac-
tions ‘to At. We will report our finding to NIE and to educators inter- 2
. ested in staff development epd'teacher research. #e hope to show that
. such a seminaz can be very useful to teachers, that teacheis'’ contribu-
tions to educational research deserve more support and recognition, and
v that research can be made more relevant to practice by looking ac ques- R
tions posed by experienced ‘teachers. No teachers will be required to
Jrite reports of théir investigations. Those who wish to do so for '
P heir own use or for possible publications-will be .aided by an editor.

t . .
. To join the seminar or to receive additional information, contact;
Claryce Evans, Director of Teacher-initiated Research Project. TERC, -1
8 Eliot Street, Cambridge, «02138. Tel: 547-3890 or 628-6003.
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Examples of Teachers' Initial Questions and Concerns
(. - - ) .

The following Junedited examples of teachers' initial questions are

&

A o
taken from pening sessions of pilot programs.. ‘ ; .
1. The concerns of the students don' t seem to be upported by

L4

the content of the curriculum.. What are they'really ﬁhxnﬁ.ﬂg about?

What do they talk about behind the lockers?: Haybe I could use their

real concerns to teach the skllls 1£“s necessary for them to learn.
5 T3 . * . * ’ -
{Grade 6) . ‘ C : -

. ‘If//;é'klds are.chattlnq and are not WOrkinq on my agenda,

°

do I really need to Harness them, to remind ther, in order to keep

*
>

the curriculum going? " Do they sometimes get back to work on their

. . ¢ . i
own? Do some kids sometimes remind a group to get baqk to the task? '
. ) “ , - [ ~
(Grade 4) . ? . . .
- - N A} ’
. ’%\

3. How do I 'use my time in the classroom? Am I interrupted in

*

talkii 3 with a studegm ar a quuD'of students as ofte? as I think 1 ) a

-
e

am? Is there soﬁ!’Way I coulg'gﬁange that? (Grade 4)

4. What goes on in the block corner? The conversations change

when I.come over. because of my role as the teacher. (Gradg 2L
5. I'd like som@%he to do an objectlve study of the students'
constfuctions. (Grade 3) ) - ) L ) '

6. I work very hard tO»enéouLaqe students to help each other.
‘I feel that the students do become more cooperative as tﬁe year ,

. . ﬂv . s L] -
.goes on. I'd:like to know if that is really true, I'd like to

have something more than intuition and impressions to go on. (Grade 1)

\ ) "109"
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7. Some stud=nts seem to react vély posltxvely to cgrtain panrts,

-
. <

of my course. Those students at other times, ané other studénta, seem’
‘. ‘ - . . 3 .

-

to be just sitting threugh it. I'd like to know why they respond when 4

. N “
AN > Yo
they do respond and why they don't when they.don't. 1I'd like ta know .’
. \ v
* whether they respond to. any of théir other courses. 1Is the difference:
. . \ -~

13

~ ' .in the context, in the structure, in the method of instruction or in the

way it is introdaced? T{High School Social Studiesrrl
€ .. 8. My kids always-do very well on the achievement tests axcept
. : ) ’ ‘ ’ 5

for one section. I don't really believe in the tests but I think the

-

reason they do poorly on that section is that they.wozk'slowly. I

don't think that it'sq because they can't do it. I'd like to‘know-to

see if that's true. (Grade 1) . t
I have a- lot of -quipment put I don't think the kids are “51§E

a 1 of it. I'd like someone to record what they use so I can put the

zést of it in the closet for a while. (Kindergarten)
] , * o ' s '1

-

1'd like to know what haRpens over the nékt few weeksfF Will the'other

¥

students who know Spanish translate for her? Wwill they be her first new

) fr;ends? When will she start to develop friendships with the English-
i

speaking children? How does that.happen? (Grade 2) .~ - . -

11. I haveva little girl in my room who almost never talks. She

does,sometimeé play with Mary or with Billy, From across_the room,

it lﬁgﬁs like she has real ‘iyteractions with those two students, but
]

whaq/} come over she clams up. 1I'd like to know more about what those

intéractions are about and whether she asserts herself. (Grade 1).

12. How much help should I be giving the new "mainstreamed" handi-

capped kids in my class in connecting up with the other kids? _How gan

-

! £ind out what's really going on with thclél(Gtade 4)
- ' B -

: . . L.

10. Y have a new student in my room who:speai'cs’ very little English.
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THIRD DRAFT: F.R. o -
- . O S~
Research Outline * ;-
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'rhe manner in which I have chosen to p;\ésent my research is the
short story fomato -This style seems to me more appealing to A teacher
audience. My, preference would mmny be a more quantitive analysis of .
the subject and data, but in this case I opted for the shprt story type
of format. Sope might argue that this would be at the opposite pole of

a dcientific examination of a pPhenotrenon. My opinion is that if one . .

advocates an anécdotal method of examination and explanation of human
behavior, why disguise it with an outwaxd. semblance of objectivity. I
decided, thus, to write a short story about- my .asedrch. In other words,
-1 chose to Be as subjective as pdssjible. I will present to you reality
as .I perceﬁqi it and why I saw the circumstances as'thus. I will then

- leave it to the reader to make the last }udgenent and to complete the
story, for my purpose in choosing this style.is to create an undergtanding '
of how middle school students act in a school setting. One final ,word:
this short stovy is not at all fictional\"the facts are real. I did not
invent anything; averythihg w&s presented to me, anﬂ I acted or reacted

to the circunstances . RN
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. "We'll sure miss you next year,” G. said. “This program is going to
be very empty. Ki¥s won't be getting any Theatre Arts or (another gpecial
course).” He continued, "It'll be kind of boring."

-

“What do you mean boring," I queried, stretching out the "o."

"I mean, we had some 'good times together this year. Besides, we
teachers won t have anyone to pick on." : .

I knew to what he was referring.. Since I had started teaching (the
spacial course) in the Boston Public Schvols through a federally-funded °
program three years ago fresh out of. co¥lege, I .had been working at two
schools; Mondays and ;,Tuesdays, I went to one schbdl *, and Wednesdays,
Thursdays, and Fridays, I taught at anbt2:;1322991,_w£tﬁ‘ﬁ157 The central
office for my program was in thg School C ee building, where all the
new and innovative materials 71 was always bringing nev slidé .
shows, films and gamethggt/tHE'students and I loved.

. "So, are you going to teach next year?” he asked, placing his cup of

coffee on *“:he le and cleaning his moustache With his thamb and index,
finger, as though to press it. He rested his chin on those fingers, with -
his elbow on the table, and smiled inquisitively. ; . e |

"Why do you ask that?""I snajped suspiciously. I hadn't liked his =
earlier remark gbHout the other teachers:picking on me, even thoqgh-I +knew .
he was alluding to the frequent loud, high-voltage discussions I ioved to
engage in with my co-workers. ' These discussions usually ended with G.
tellinq me I was too naive and idealistic to really umlérstand the prac- .
" tical issues involved with teaching._ As a result of these discussions, I ]
had ‘crefived an image among all .the oth¥r teachers of being too ‘intellectual :
and .somewhat. out ‘of reality. They all believed I hadn't yet been exposed . .
" to the cruel realities of teaching: being a home room teacher,: having W
duty stations, and all that entailed from being in one school five days a
week. I viewed their remarks and answers td my questions as a reflection _
of their lack of .dedication and high expectations of teaching. :

G. waited a second hefore explaining his reason for asking me my
teaching plans for the. upcoming year. "I just think vou're going to have
disciplire. problems. Ypu won't be able to control your, kids.” He looked
at me with hLis interse green eyes, ad'thgugh to deeply involve me in his
opinion. I was, 86 used ta G.'s intensity, bracing expressions and loud
straightforwardness, thatﬁizetnrned his gaze w1th an even more intense
stare. "Keep going,” I ?emanded.

,’“I'm not saying yog‘re a lousy teacher. I think you're excellent,"”
he .quickly utter.d as thougp afraid of hurting me.
Our relationship was a unique one. Since my first day -of teaching,
G. had taken me under his tutelage. He-considered me unvittird prey of
the adminiatration. He thought I .volunteered frequently to 4o moxe than
was required and that I never got credit for my deegs,.that 211 praise
was usurped by (one or another administrator). He would warh me of the

-112-+

v l‘ -I'f' I F]
N e «{ . . Lo




‘ . . .
. pa . i
' r ( *

° ' real and dirty poiikics played by people in power in the "gystem,” how
' . leaders within the administration didn't care at all about education.
L Three difficult years later, I have learned that G. was quite accurate in . .
his assessment. I-have seen (one administrator) worry about the form of
my presentations to either the studentsfor the Principal, with no skought
' given to content. At that time, with misgivings and doubts, I began to .
obserwd\the other teachers, to sce how wise his words were. I soon found .
: that the teachers who were most respected were the ones whose attendance
' was, high, whose duty stations werd always coyered, and whose teaching
style was one of "not making waves."

G. knew that the (administrators) were waiting for the right oppor=-
L ., tunity to capitalize on my enthusiasm and nalvete. 'They had tried it on
. him before without success. We had frequent long talks about the- battles
he had.fouynt and won with them., Once, when (one administrator) had
l. tried to discontinue (a progtgm in one school) and start it up in another
middle school,. he had organized the faculty, parents, community, and
) . students intq.a power bloc and had forced (the administrator) to reinstate
* the program. He told me he knew at the time that she was ying tqQ return
. a favor to (another administrator) and that the move woulgE;ave been
MR ‘ totally "poliéicdl."'thnéiher time, he had successfully folight the removal
' - of gym classes from the Bilingual ‘Students' schedule. - .He was respected,
for both his commitment to the students and the fact that he couldn't be
- . bought. T )
Neither had I madg a deal with them. I didn't dare about recognf%ion
or credit. I did my -job because I loved it and drew gyreat pleasure from
‘lt. Teachers would frequently, ask me what I was after, why I was involved
P in so many things at once. They reasoned I either needed the ‘overtime pay
. or I was jockeying for a.position "downtown" in the administration.

*+  And now, three yeaFs later, ve were having another of these conversa-
tions, but this time the difference was that I wasn't going to return to
¢ the (school where G. wgrks). )

-~

Ll - H *

. . "I'm sure I won't have any discipline problems with the kids next
i year. Having my own classroom will make a big difference," I replied, .
The students will automatically see me as Raving power. I won't be the .

\ ) outsiqir anymore; they will see me daily, not half a week. Besides, I
have all summer to plan my lessons and my approach to classroom mangge-
ment . . " ' v :

I could have kept going on ard on but the sch bell rang out with
a high~pitched trumpet-li%aisound, thus marking th gd of cur fifteen
minute break. S 2

1
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Where did it all g¢» wrong? Both the hehavior and the attltudes of
B., C., R., H., L., and M. were unexplalniyle to.me. Is this what G. had
warned me about?, I pondered in dismay. But . I've done whatever I can. _
It was- already mid-October and I wondered if this problem was going to
continue throuqhout ‘the year. Maybe it's because I lost my classroom, I
thought. : )

When 1 had been assigned to the (Schoql). I had been told that I
Hould be replacing a teacher who was taking a leave of absence. for one )
year.' P., the teacher whose room and students I was to take, had recently:
undergone open~heart surgery and was not expected back that year: . Because
of his lengthy absences during the previolis year, his students were very
much behind in mathematic skills. I' looked forward !éﬁh ant1c1pat10n to
improving just that. I decorated the room, and developed a "code of
conduct.” 1 becdame very- strict, demanding a g%eat deal from my students,
and“setting very hi ards. This time, no student would call me
"P.” as I had-+ couraged in prev1oﬁs years; they were. all to call me
"Mr. R:™ I became task-oriented and did not give in to flexibility. I
prepared my lesson plans well each day. In short, I was creating a percg
fect structure, even if it didn' t feel quite right to me. I was the
homeroom teacher, and I had to, make sure the students knew I would be in
control the whole setting. Mine was going to be a classroqgr{ully under
its teacher’s hontr?l. I would make G. eat his words.: :

. On yellow posterboard with bright red letter=s was the codjfo conduct -

I had taped 63 the bulletin board on the left wall with two-sid¢d adhesive
left over from my (special course) days. To its left was the blackbodard

I had washed carefully the first da of . school, and above that, attached
in the same way a3 the code of cond . was a series of geometric shapes
cut out of multi-colored construotion paper. One corner of the room I

had designated/the "Game Center."” There I kept all the films, slide .

£d games I had loved so much in the past three years, neatly
organized o a table. Above that table-a sign taped to;the wall read

-

My cpde @£, conduct was simple. It consisted of 10 s
stated in an affirmative manner. "Raise
: up from your seat only with permission";
the classroom"} "Talk to me first if you feel like fighting"; etc.

tences, all
ur hand before

I went over eacp rule first thing every mornlng. R. lgot up without
asking permission, and I made her sit down again and ask ple before gl;sing
up. The whole class ridiculed both the code and The. iscu551an en ed
in which I ingisted on keepiryg thrat rule but suggested changing some of
the others. They felt I was tre@tinq them too childishly and that’ since
they were already in eighth grade, I should treat them liKe the seniors
of the schcool that they were. I decided I shouldn't give in so soon;’ 1
did not want to be thought of as too democratic as I had been in the past.

But I begn to yield, little by little. By the end of the first /
month, only ohe rule was in effect' "Get up from your seat only with

permission.” They all chewed gum, ate candy, threw papers on the floor!/, etc.

Finally, I threw the code of conduct into the wastebasket. /

! .
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One day, I tried to resolve a fight between students by talking to
them softly and persuasively. It didn't work. The tallqét boy in the
class finally had to pPhysically break up the fight. He turned to me and
said, "You should have broken it up. .You're the teacher, not me. You're
too soft.” His words hurt ‘me a lot. I understobd from them that being
pPhysically soft meant cowardliness. I made the excuse that I was afraid
of'breaking my glasses, but I knew he didn't beliave me. .

B. was one of the first to protest when I sent R. back to her seat.
R. had given her a folded yellow piece,of Paper similar to the ones I
kept in my desk drawer. A note was written on the paper. B. had laughed.
She told me very clearly and loydly that if she were R., she never would
have sat down. “That's a stupid rule, anyways," she said. "I'll get up
whenever -I want to. Nobody's gonna boss me around." She swang her body
from left to right, with hands half-open and her index finger pointing
downward, and looked ssharply around the room at the other students' faces,
her eyés finally resting on my face. She had once before gone home,
leaving the line at dismissal time, saying she had many errands to run
and that ty waiting for the line to be quiég was taking too long. '

I decided to do nothing, hoping my silence would make® her understand
her behavior was bothering me, and that although I wasn't using all my
authority and power to stop her, I could do sé if I wanted.

In reality, I did not want to yell, nor get angry or upset. I did
not want %o punish her; it was too early in the year for that. I wanted
my patience to conquer her. Everything is out of control, I thought.- Now
it's mid-October. 1Is this going to last all year? .

. a R

Then suddenly P. returned to work one day, two months into the school
year. He should have taken the year off, I thought. '

<
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"I told them I would come back. This is so typical." .

* ' P. looked around the room. erything was different. I had removed’
the pencil sharpener from the sill of the picture window and screwed it a
onta my desk. This was to avoid distraction; last year, .I had seen ~
students take about two minutes to shaxpen a pencil, 1ook1ng out the window )
at their friends and calling out to them. I had also pushed the deskfrom .
- - the corner of the room into the middle to create a more commanding presence.’ -
- 1 wanted the students to always be aware of me. 1In fast, though, I never
’ sat at my desk during class, and used it only for individual conferences
or during exams. I had taken down all the old posters and replaced them .. ...
with new ones 1 haatgotten at’ an international cross-cultural conference
Lduring the summer and carefully saved for this time. There was a tanned, ;o
beautiful woman lazing on a beach in Venezuela; a man and a young child i
e, talking earnes;ly on a- park bench in Brazily and two young lovers tpaki'ﬁ‘\ N H
o at a gorgeous suneet in Puerto Rico. Above them all was a 51gn with blue . t
- _ letters on pink posterboard Saylng, "Buenvenidos a esta clase. Welcome . , .
- ' to this classroom.” I had bxoken the lock on the closet, taken out all '
2 the math textbooks, and distributed them to the student had nat 1
replaced the lock. P. looked at it and sniffed. U . .

L ) color, contorting and twistxng,into different shapes -and expressions. I *
; felt sorry for hir and did not want to cause him any trouble. After all,

he had been in (another city) for three months, and altnough he made a’ -~
great récovery, you never know with heart problems; they can come on at

any time. ) i . i

. . - He did not. comment on anything. but T could see his face changing . ) {

PR T T

- "I toek ower your room because the Principal assigned me here. I
+ . changed a lot of things. Everyone said you would be. out this year," I
said. "I guess now that you'ré-back I'll have to find some other place, J
.1 SIQth : . g
. . ot # * .
¥ And thus the problems began. ‘' S. felt threatened by my presence;
she was afraid of losing her job. Because she didn't have tenure, she’
wﬁuld have to be'transferred now that there was one teacher too-many. .
.'s dignity had'been violated, and he wanted me to feel guilty. 1
defended myself to both of them by pointing out that it had been the
administration‘§ decision, not mine. %

-

I felt s0 guilty that I talked to the District Office, and pleaded

that they let S. stay. §he took over teaching qcience, whi~zii she laved *
©  and . took over her Social Studies classes. We shared hrr classroom,
» . and I made sure that she and I created a friendly worki ag environment.
~——fgachers can’ sometlmes have big egos. Sharlng a classroom can be a
miserable arrangement. Her '‘classroom had already been decorated, so.I .

- T squished in some maps, a globe, and a desk with a warped top .which I had
7 : found abandoned in the gymnasium. I felt very depressed. I wasn't going
to have my own classroom after all. I had been so, excited with P.'s room;
now I had to start over again. : - v
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"I haven't talked to you since the end of the summer. You don't
call; you don't visit. You don't remember your friends, or what?" _For

R some reason, G. sounded very far away. There was too much.static*ang_,/—”"—.h\\

{ interference. . *
E . "I can't hear you,"” I answered. "Hang up and I'1l call you right ..
- . back. Are you at home?" LS
I knew G. would want to know abqut my classes, my students, and my -
»setup in general. I wasn't prepared to tell him all the decails. I
knew that-all was not working out to my 1iking, and I feared his dis-
- -~ — approval. I knew that teaching Social Studies, one class of Math (so
P . = "P. wouldn't get tired dut), and lgtely.f%ym, was not one of the .most
, desirable positions to be in. And, as that wasn't enough, I didn't
" even have my own classroom, the key ingredient I hal stressed for suc-
: cessful teaching. 1In addition, to make matters worse, some girls in the
3 lowest level were driving me crazy. - v

1

: I pushed open the swinging door, and entered the kitchen. Grabbing
: ’ a glass from the sink, I filled it with chips of ice and poured coffec
‘ _ and cream over them. I crossed the dining room again, entered into the

L living room, and sank down on the sofa to what could well be a long con-

R versation. I pitked the phone up, -glad that my branch of the “elephone
company had not changed its lines to allow for Push-button phones. 1I
had a red princess phone which a friend had left me the day he returned
to France, and I had stored it with some other Junk in the basement." Now,
here on the sofa with my iced coffee, in the middle &f October, I could :

) . take my time d;gling. 1833~ . . .

S”Whgt took you so long?* he protested. "Listen, are you busy or
something?2" . -

""No," I said. "Just pouring myself something to drink. What a .
'surprise.. So how's . :. . low's work?"
- . v ~
"We just finished our testing and leveling," he replied. We came out
, with five levels, sort of like last yeur, you remember. So the way it .
) looks is this. One level is made up of those students who are high in both
) languages but not as-high as those who belong to the top level. Those .
. students are very high in either language and in math. The lowest level.f“bﬁ :
again’ like last year, is illiterate. We have two groups of semi-lgpguals! .40
They know Spanish and English at the same low to medium level. Those
students belong to the medium levels.” He paused.

.

"So have you done anything like that in (your school)?" he asked
cynically, as thoygh to make sure I knew that the Bilingual Program at
(his school) could never be surpassed in orggnizatioq and quality by the
O one at (?ine). . :

A

° : z,
"What do you mean? Maybe better than that," I quickly replied defen- %'
. . sively, bursting into a false laugh. I paused, had a sip of iced coffee,
ahd continued. "We have only four levels, you know."

-
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Five." - }):'
g Why don't you make five levels?" ,. v ) :
We have only four classrooms. I have been flghtxng for an extra
88 but there's none available. This year .the school has more
udenjts than ever, five hund?8d and fifty to be exact. That's because  -. .
° it's a magnet school that attracts kids from all ower the city. _Have you :
ever Been (chere)?” . .

L3 ! ' ) 3
summe readzng program. That wa§ fun. I earned mcre money’ that year than -
ever fore. It's an okay school. -It looks like-a warehouse,or a factory S
from/the outside, that's all, with broken windows and dirty wallg. But
anyway, “you couldn't get an extra classroom.. WHo travels around? You?"

"That's right Me." .. . I “ ) T ©
- : i * ) . - . h
) “There wasn't any other solution. I didn't.want to hurt anybody. -
Besides, I'm used to it hy now. Don't forget I've heen doing it for the .
~ last three years. This time'it's better., At least ;'mzonly in one-school." !
. 1'did not want to accept the fact that I was very depressed and .
uhhappy heoause of not: having my own classroom, that all the onganlzatlon .
and structure I had worked ‘out over the summer and started 1mplement1ng /

in P.'s classroom would be thrown away. -

I continued, "What I did was make sure that all of us participated. 4
in the leveling process. I'm not the team leader; D. is. She has a great ]

_ deal of experience in ESL. And I made sure that.the Sparish scares were
" taken into account. The Spanish teacher, J., is not outspoken enough. I

‘

guess it's because she just came from Puerto Rico-and her Engl’sh skills |
are not very good." T . .

~
123

"So what kind of leveling do vou have?" G. yawned. "Excuse me."

"We have four groups; two groups are bilingual with higher skills in
English. B\ the way, al of them speak English. - ThesébtWo top groups have
high skills in 5panish. 4%5@ other two gruops are semi-linguals. Very’low
gkills in both languages " :

kS

£

"It sounq¢,ﬁike many of those kids qhonl n't be in Bllingual " G.
uttested. "I mean, bilingual education is glpposzd to be transitional—tm————
-Massachusetts. The law says it--Chapter 7’A of the Compensatery Education
kto” . lv' N *

The greatest controversy among bilingual educators lies in whether. a
transitional, three-year bilingual program with great emphasis on ESL is
the best method for educating Limited.English Speaking Ability (LESA)
populations or if instead, a maintenance program should be used, where
instruction is conducted in both languages with no timé consideratians. , .

- N -
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. , "That's right," I'replied. ."Some of the.a shouldn't be ib the Bilinguaf
° lrcgrum< But the problem is what to d6 with the semi-linguals, lo eading

and .writjng skills in both languages.

Shouldn't we emphasize Eng1i¥%h?” I

,Jmean, some of them are in the eighth grade. What kind of future will they

) have?" 1 s}pped the last drop of iced
though to’ produce more aoffee from the
~ chomped oh pi:ez of ice, crunching in

" “are you happy there? TIs ghnry
2sked.

. "Everything's going fine," I saic.

coff&, and twirled the glass -as
almost~dissolved ice cubes. I
G.'s ear. ‘

Ffﬂfﬁb okay in your classes?" he

* © ‘ -

I had to lie. I wasn't prepared to be viewed in a disag;?ntaged situa-

* he was very good at teacher training. He had once told me t§ be.careful
whom I asked for help in teaching. "Some supervisors and prilcipals don't

tion, even though I knew G. would have helped me improve mg‘\\ ectiveness;
" know how to help you improve. They see your asking as a negative thing.

i

They think you are no go: ‘. "You could be the greatest teacher, but if "

soneday you feel. you want to be even better and ask them for their help,
they'll think you're asking because you don't know what you're doing.
. Insteqd of taking it positively, they hold it against you thzt you asked.”
I

new I reeded help. How to §et it was the problem. Arthur Miller's
words and my review of my dia had inspired me and giveﬁ me hope. Maybe
e writing about it would help mel' Somehow I felt, however, that telling G.
. -'of my teaching. problems with some of the students. was ncgvthe right thing
) . to do, in spite of his understanding nature. I did not want to be_ vulner-
ablévto criticism, bit -anted €o handle it by myself.

.
£ -

He broke into my reverie. "I'm glad everything's going okay. Listen,
it's getting late and I gotta go to sleep. Let's get together soon." He

Ay

hung up. .

1 )y
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I was constantly thinking about it. I was experiencing it daily. I
couldn't believe it. Maybe it was only happening tdwme. Maybe I wasn't
experienced enough. Maybe it,was because of my training in experimental
social psychology, where controlling variables in the lab was an asset, .
bu. far removed from the real world. 1 had fallen into education by chance
-and by pecuniary need. Where had everything gone wrong? There must .be
someth1ng in either my teaching or in education in general that was '
making these kids behave as they did.

Then I saw a course advertised by (a project in the school system).
Although (the.prgjéct) had run out of money for (the program) where I worked
for three years, it still had money to o.fer teachers free courses as part
of a smaller grant. G: had been very happy when the program endefl; he had
thought it was a waste of money, that the basic ideas were.great but the
inefficiency was greater. The fact that.close to $2.5 million had already
been spent over a five-year period yet no teacher was offering (the special
course) that year attested to the lack of thange produced by (the project).
"I would have changed the whole system around pergamently with that kind®
of money,"” G. would often muse. But maybe this course would offer some-
thing worthwhzle. . . ’ .

I enroLJed and began attending class every Saturday from 9:00 a.m. to
2:00 p.m. It was during the same week I saw the class posted on the bul- -«
letin board th@t Arthur Miller gave his interview on PBS and that I heard
about somethiﬁé else. .Some kind of institute was recruiting teachers to
do classroom reseavch. It sounded like just what I needed. Maybe I
could turn the whole situation into a research paper. They offered meetings,

-discugsions, assistance, direcgion, ‘'and on top of all that, typing, taping,
and xeroxing. . ' \\\

[ ’

The weék after‘nw'$1rst meeting at the Technical Education Research
Center (or TERC™as it° was’ called), the director dsked me if I didn't mind
being the only man in the group. I rep11ed that I could offer a man'g
point of view to the yroup. Three wegks later, I was supposed to present
my- research idea. I had my idea all along, but never so clearly as when I
heard the teacher of my course on Saturdays mention the works of Dewey.

She gave us a copy of some of his writings. Dewey %rote that the "child" and
the "cyrriculum” were at diffarent levels of understanding of the world. -
His words kept returning to me; they made too much sensa. As I was reading,
B.'s face kept appearing and disappearing in front of me. After awhile,

as I read mcre and more of Dewey's works, more and more faces would present
themselves to me. I felt nervous; my- heart palpitated rapidly. I smiled.

I had the impression I had found the answers to my questions. I no longer
felt alone. If Dewey had said it and I‘was experiencing it, it wasn't
abnormal. Maybe other teachers were experiencing the .same phenomenon. I
felt normal again. I felt sure of myself gnd what I was doing. I finally
realired wha' was happening in my classes. Dewey had just told me, very
loudly. ™The cMild and the curriculum are in constant conflict.” R.'s
facn would come to my mind, along with H.'s, C.'s, B.'s, and M.'s. The
wozld I had created with my well-prepared, "truthful® lesson plans had,
demanded of 8. and Company maturity, discipline, and the logic necessary

“jELSQQQtuemand—aeeept——ﬂfIaughed. I was suddenly awakened from tﬁis .

- .

!’

' =120~
124

pr



i

- I
revelation by-a voice coming from rar away, or so it seemed. The teacher
wuS telling us to read all- the materials she gave us, and to think about
basic thinking skills in preparation for the meeting to take place the
next Saturday. B. and her group kept intruding, insisting I pay attention.
Dewey again offered me the understanding that had eluded me for so long.
The teacher kept talking. I refused to listen to her. 1If she only
realized what effect she had made on me by passing around that "hand out."
She had shed illuminating light on my problems. Now if only I could do

~ the same with my s;udents. The teacher kept talking, and I kept thinking,
. not about what she was now saying, gpt about my preseptation for TERC.
iy . ’

-
. . -
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THIRD DRAFT:

s

.M.E. : ’

- Outiine

' ’
. _ y
“opic-—hpproaclb&wards developing positive images in students
towards themselvés, their school, and education. .

. '3 .
I. Ing:roduction to the Idea of the Topic . s
1. Why I feel the topic is important . ' -
2.

Past educational knowledge of the need for this research

~

II. The Beginning of the Research Project -

1.
2.
3.
4.
5.

1II. The Day the Questionnafé Was Given ‘

The questionnaive o

Why write a questionnaire to give to students
Certain items inciuded on the questionnaire
Who received the questionndire

When is it best to give out the questionnaire

-

- 1. How 4id the students respond to the questionnaire - .’
. -2. Did thes students enjoy working on it .
. ~-3. Did the students, respond negatively toward- the
. quastionndire {
4. Percentage of students that refused to ansvger .
the questionnaire — — .. = ’
1v. Parents' Involvement in Answering the Questionnaire ) o
1. How many parents recotv':d the questionnaire
' How many paunts\nnwered and returned the
questionnaire
< 3- o

4

V. Scoring the Questionnaire --(need ndw word)

. How Did I Score the Answers -- -

//’! 1-
J 2.

How wers t.he answers scored
What did the s;naents rate real poorly

-122- °



VI.

VII.

™

The braph

1.

2.

3.

1

2.

3.'

4.
5.

6.
7.

What were positive strong points about the attitudes
towards school, educators, and others on the graph?

What.wére negative points on the graPh ‘towards. school,

educators, and others?

Parents'attitudes compared to students'?

" Conclusion

When is the appropriate time to passg out a quest:.on-

naire?
To whou?

What do you do with the results?
Improving the negatives

Pass out a post guestionnaire
first one given in October.

Chart the answers

Compare two graphs to see if the negative factors have
" changed to positive attitudes that the °

may have.
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How to. D.wlog_?ositive Images in Studerits tewards Themselves,
v Others, School, and Education
[y . ; » - V

.

-

The inspiration for concentrating on_this particular topic
stesmed from working for five years in an urban middle school. -
G'\ My observation of the students and the constamt reoceurrence of 'a
varisty of behaviar problems’ inspired me to study Dr. Glasser s )
approach to-discipline. 1 then became a fa¢ilitator to a gfoup of >
ten teachers at the schuol tefching them what I had learned. I
still was not satisfied with all my past krowledge acquired in
colleges, private schools, and bnooks. I felt the only way I could -
obtain in-depth knowledge of how the students tha m constantly
surrounded with felt was to go directly "to the ce. Fortunately,
I'm constantly surrounded.by 400-500 students dail . Monday through
Yriday. what better opportunity could I have in obtaining some of
my answers? I’joined the TERC-group in late October. The organiza-
tion and the’actual research paper helped me put togather questions
and ansvwers I'‘ve had in the bsck of my mind for years. With the
generations of students we are working with today (meaning mostly
1 teenagers), ong cannot solely rfly on past information but must obtain
updated materials and methods,’ meaning constant research.

-- I chose to give to a group of 6th, 7th, and 8th grade students
-4 broad questionnaire which would give me a little broader .
insight into their individual feelings on different things that
affect their everyday school environment.

I The students were enthusiagtic in respohding to these guestion-
naires. Gbserving the students while they were answering these ques- .

" tions I felt that they were fimny saying "it's about time I can '
tell ‘you how I feel about school:" Students who -did not hoose to

> participate in the survey were not told that they had ‘to. 3 The students
completed the questionnaire without once saying "Do I have to?" or
*I don't want to ." This made me feel good about giving students the
creortunity to answer questions concemiqg themselves.

s Thess questions were asked: "Who would read our answer?" "What

would you do with our answers?” I explained to each group about my

e © involvement with TERC on Thursdays and said "I'm also conBtantly

. ‘learning more about education and am very ¢oncerned about your feelings
towards different topics.” I volu.nteored to give the students more
information concerning th. results of ‘the reséarch at a later date
if they dasired. The students felt more ucure in answerin *
questions after I gave a brief introduction qoncarning the ;urvvey.

- \ ’.
- | Comparing their desire to work on this and other materials

* "3 given to them recently, I fet this was very therapeutic for the

.. students.

‘' _ I've observed differunt types of parent.involvement tawards
their child's education. Scme parents visit the school and meet the
tasachérs and staff. Thev explain to teachers that they are very
‘conanrped with their child's education and would be of any help
to theiteacher if needed. Other parents would only be seen by the

-

-
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.~ teacher if there was a problem, exarple: bad grades, tardiness, . ‘
* conduct pyoblem, or high absenteeism. Still other parents feel e
negative towa?dtd:hgir child attending the school because_of the - .

busing situation, styrted in (1974). To avoid being bused many
parents enrclled their child in prividte school or moved to a dif-
ferent location. Some parents\bbcagserof_ ‘economic° réasons had —
'to work with the system and allow their child to attend schools T
assigned ta them, ever though the parent objected to the school
. assignment. o " v
_ The various attitudas the parents have about the school make
students ghtain and project similar jttitudes toward the school. .
It is vefy ippgortant that parents Project positive feelings about
- -the value of education and the school. Parents with negative )
- 7 attitudes about the school may find ways of improving the school N
¢ * ' by involving themselves- in programs and activit%es at the school. i

e " .Parents .of the same group of students were sent home similar .
v questionnaires tq JAnswer. About 50% of the pgrents returned. the '
. " answered questiorhaire. . s

- -

— Scoring was achieved by changing the number of responsés to a
percentage. Example: Question. #1 for 6th grade students out of’
" 25 students’:8"responded poor, 4 OK, 11 fair,and 4 good. I
\.- traneferred .these figures into percentages and then recorded the
. highest percentage on a graph. For this case 44% was recorded for a
*fair® answer to the questions on the appeararnce of the building.

» =

' N
The Graph v O . .

. Scme of the strong positive attitudes recorded on the graph - ) e
from students! answers uerepﬂ.(a\‘.’ a majority the students felt the
teacher either did a good o1 fair job in tegching them. ‘ The classroom
appearance was mostly recorded as.fatr. cept for one eighth grade
class tle other three groups of students felt the subjects being
taught %o them now are|important for their future. The. sixth and
seventh graders felt that the principal does a fair job in his
position; the eighth gralers wers more critica; towards the principal; :
one 7th grade group rated him poorly. This same eighth grade class .
rated the vice principals poorly on their ability to do their job. .
The guidance counselors were rated from all four groups of- students
" fair to excellent! All four groups rated the homework given to them
as fair.

»

. Rating the other students was what interested me the most. I
wanted to see how they felt about each other. Did they idulize
each other and wou}g ‘rate other studgnts as excellent, or did they
not trust each orther and would rate fhem as poor? The graph showed

. that everyone played it safe and rated the students in their school
as/fair. (ADD?) -
/. ~
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Except in the group of sixth graders, which rated it fair,
all the other groups rated the appearance of the building as poor.
Similar ratings appeared on the question concerning the lunches; A
mostly all students rated the lunches as poor. Nearly all the
stvdents felt there weren't enough extra school activities or
programs to \,join.

N [ I Y,
’ ’

~ Nearly all students felt that thern wasn't enough time to
cofiplete things in school. . <
i. . I . ﬁ
.- The parents were more positive in attitudes toward the school
than the students, which was very interesting. When the students
rated the appearance of the building as poor the parents of the
. Same group rated it as fair or good. On questions concerningrating
_the teacher on the ability to teach the students, two groups of
parents answered similar to their children as fair. The other two
.- groups rated the teachers as,good and excellent while the students
. " of that grbup rated fair and good. There was always a high
. rating received from the parents who returned the questionnaire.
The question still remains on how the 50% of the parents who did not .
“wish to participate i the research felt. .

Conclusions - ,
. . .
Research similar to the one T ¢onducted .3 good for teachers

te give their students in late September or early October. Between
tencher. administration, and gtaff, a grcupfshould look at the
responses of the students in the school and work on ways to imorove
the negative responses. If the apvearance of the building was

© always rated as poor then che staff _may get a group of student
committeesformed to place interesting posters or pictures throughout

<  the building to improve the appearance. If the graffiti ruins the

appearance of the building then a group of student volunteers and

staff could work together to clean it up. There would be questions
that may-be answered as negative and students may nodt be ‘able to

help improve the situation, & .c throygh the principal, teachers,

and school department, maybe enough srofessional concerned ‘3taff

my project enough pull to uprove negative factors occuring in
ducation. . ' .

A shilar questionnaire should be given to the same group in
May. The anewers should be placed on a graph and then.compared to
Ahe lat graph recorded back in late September or October. Areas
of improvement should show where students, teachers, administrators
e and staff worked together to try to improve conditions that students
were not satisfied with. .
- We could help the students learn easier if we as teachers got
a ctlear understanding of their feelings and attitudes by askying
m througl writing or interviews. This is a constant changing
world. Generations of children now think and feel differently
than children 5~10 yeares prior to them. Attitudes toward themselves,
- v
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, others, school, and educators are constantly-changin i~but the stude.nts
are not afraid to express their feelings on the matter, and are
more than pleased to let us educators, administrators and staff know.
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THIRD DRAPT: C.K. ) : T
. v - ,

Sthe-ber 1980 was the fiqpt time since I began teaching- that I had
the same job ’'two .years in a row. I was struck by the enormous difference
n the two classes--specifically in terms of how they did/didn't listen
to each other--especially at meecings (which there are a lot of).

In searching for an explanation several factors seemed significant.
They were different children. They were older. (Almost a year--September
*to Juhe--is a long time in a child's development.! I was a new teacher
(for them) who had different expectations of them than their last teacher.

Clearly, all of this was true and relevant but. . . . Was I expecting
too much of them? Had I -ontinued to raise my expectations of children the
previous year (probably) and then forgot to lower them again? What was
appropriate to expect of them in terms of empathetlc behavior toward each
other‘and consideration for others? ) . -

This led me into reading other people's research on moral development

. {Lawrence Kohlberg) and specifically perspective-taking abilities (Robert
"T Selman). Thc r basic argument is that in order to feel empathy one must
be able to take another's perspective. According to many theorists, a
,/~ Young child is egocentric and incapable of doing this. It is not that she/ @
he is "choosing" to be inconsiderate but can't see beyond his/her own needs .
and desires. For example, an infant does not know of* existence outside
her/himself 8o cries in fear when mother (primary caretaker) leaves,
- thinking she/he has disuppeared from her/his life forever (probably isn't
thi.nking {n terms of forever). )
Ahs a child grows 'she/he "learns," comes to "know" the existence of
others as '‘separate entities that exist first in relation to- her/himself
and later in their own geparate lives. It is only after this step that
a child can begin to think in terms of putting her/himself in another's
* "shoes"~-contemplate a situation, idea, Gecision from another's perspec~
tive. And this‘is essential in order to feel any real empathy.
* There seems o be some connection between moral and gnitive . '
(spatial) perspective-taking, although, contrary to preva.iing theory, one
dopas not seem to be prerquisite'for.the other. These in turn, seem to v
be connected in some way (I'm not clear how) to cognitive development in
. terms of conservation. 1I have no trouble accepting the validity of stage
theory in cognitive develo| ent, the idea of an esshntial sequence to
follow rather than a usual®ne. I do, however, have real questions. about
the model in moral development. 1It's too easy to find behavior in children
under five that looks empathetic.
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The following observations weré made bv. Peggy Stubbs in a few pre-
- 8chool classroom: in (place and date): ’ ’ o

1. Bruce gets labeled the bad guy, Sam notices Bruce's worry and
says, "Not you, Bruce. I'm going to save you." ,
~

2. 'When Charlie tellsg of .choking on a rock once, Ben replies in a
very concarned manner, "Does it still hurt?* ;

' f Iucy and M.R. are fighting about who gets to be the nurse. Kai

. .

suggests there be two nurses. - «

4. Randy, declaring himself Aquaman, 1ifts up his shirt to a blank .
« T=shirt. Sam . gets him off the hook by explaining that Aquaman doesn't have
a design on his shirt. \

""As a first-hand learning experience for me on the validity of stage

theory in cognitive development ‘I checked on the conservation ability of

all the children in my class. Most of them could Conserve liquid and

thought I was being silly; a few were'reany' confused and wavered back

‘and forth a lot; a smaller number were quite sure the amounts.of H20 changed.
It occurs to me now that it would have been interesting to check on

their spatial perspective-taking by giving them Piaget's modified 3 moun-

tain experiment and then see how it correlated with empathetic behaviors

ot -ved.

4

"+ - Much of the reading I had done focused on hypothetical situations and/

or older children. According to these theories the children 1 spent .five.
days a week with were probably mostly right on the edge of being able to
take others® peripectives and for the most part* not really ready £o be

. motivated by empathy in their interactions with peers. Yet I gxpected them

to be considerate of others and have a sense of right and wrong and be
motivated primarilv by a caring for oth rs.. These expectations were
shared by the school and probably their parents. And intuitively I thought
we ware all correct. . :
. " N
So I decided to do research on the empathetic capabilities of a group
of 17 seven~ and eight-year-olds (my cla=s) in a natural getting., I
would not set up test situations but at‘tginpt to learn from what was -
actually happening. The topic was €00 broad and.I needed a place to begin.
Since listening to each other in meetings was big issue and this was one
area of our lives together in which I was asking them to take each others'
perspectives, it seemed like a good Place to start. By this time most of
the children were listening to each other most of the time during during
meetings. But why were they listening? It seemed that maybd the.answer °
was closer to reasons of discipline than caring: I would be ypset with
them if they didn't. be they weld have to leave the meeting. For
example, one day in r a friend of mine wvas Wisiting my classroom
during a meeting at the end of the day. He obsexvéd this exchange and
g 4 A 3

¥

wrot_e/i},dem-\_\ ﬁ N

A: "Hey. That's mine." . ) @

B: "I know. I didn't want to, talk 'cause I didn't want to get
in trouble." L. -
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This was from a child (B) who was constaritly interrupting at meetings.

He finally wa3 uUsing some self-control but the motivation was fear of

reprimand, not empathy or respect for peers or any of those other wonder- N
. ful things. ‘ s . *

s “had gotten them to listen but it seemed like for the wrong reasons.
. I had talked to them a lot about respect'and fairness but the bottom line
was that they had to appear to be listening (at least not disruptive) {
because I was the teacher and I said so! -

Why were they listening? -
My first on-site research was conducted in January. First we had a
class discussion about why they listened to each other at meetings., I
‘ made ndb comments about their “answers (I did smile once) and attempted to {
. establish as non-judgmental an erivironment as possible. This is what some-
of the children said. (Eight out of seventeen responded--some twice.)

"So pe0p1e‘that want to shdre things can share things." (A)
= ...-. "So people can let other people know what they have and feel good ~
.. -about what you've got." (B) ¢
. -
"Be quiet and listen what they're doing and don't fool around.” (C)

"So you can show people what you.did, what you made, what you .
® like, . . . so other people can see it." (D)

"It's a nice time to sit and relax.” (E) S
- '
_"A'time to listen to what other people are saying.” (F) . _g

2To show about how they feel." (G)

-, . o

* 4ge have to listen what other people are saying and not fool around."” (H) )
B .

2

"It's a time to get together." (E) ., ,
"It's.a time to be happy and talk about different things.” (D)

Next, after generating a list of questions sbout meetings and listening, ’
someone came to the school to xnterviev the children, individually. Of the ) ;i
17 children in the class only 6 gave ‘any explanation ‘of why they listen to
others in meetings: 3 gaid because the teacher told them to, "2 because they .

might midg.something important or fun, one out of a sense of feciprocity.
These are some of the children's responses ta the question, "why do you
listen to each other at meetings?"

[What do you do when you're not interested?] I still listen. Maybe
it's boring, but maybe there's some fun part to it, that's why 1
still listen. / ;

We still have to listen because we have to be qui when other ¢
.people are doing it because when they pay attentidn to you, then
I pay attention to them. . 1
° ¢
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I have to listen anyway, because the teacher tells you. - I
always o. If they don't, they get sent out. And, it wouldn't
be fair Yo other kids. Sometimes it's hard for me to listen. .
. I just try to because I have to listeh to what other people say.

\ It's good to listen.

"+ I learned a lot about various children's interests but not a trewmen-
dous amount about. their empathetic capacities. I was again reminded of _
how.difficult it is for children of this age to articulate motivations.
Next I tried two kinds of records which did not end up being~very useful:

_to “he research. I had the children record what they did and with whom
at any choice times during one week. I hoped to find clear examples of
‘children making choices either primarily for a friend's benefit, or in ‘
total disregard of a friend's needs. I found neither but I think it was
good practice for the children in keeping a daily record of something.

(It made science record-keeping a month later a less strange and difficul
task.) .

. During this same week I kept a record of where children chose to sit -
in meetings (on the rug, in a circle). Again I couldn't really figure out
how to use the data I collected.

What ended up seeming most useful i the data I collected by obser-
ving children at various. times of the day and making notes on this. The
most useful times were choice times but things came up throughout the day.
I tried having other people come in to obscrve and that was somewhat help-
ful, but since I was there all the time I could be most effective.

I also came to realize that my observing and recording was beneficial
for other reasons--picking up patterns more quickly, remembering incidents
I wanted to recall (weeks and months) later in more detail than I do just
from memory for use in parent conferences or consultations with colleagues.

I collected approximately 9 possible examples of empathy and of _
perspective-taking and Slpossible examples of lack of these in my sporadic
observations.  The following are one example of each~--empathy, perspective-
taking, and lack of perspective-~taking. :

I. When a child applies to the Advent School they come to visit for
a day. Some children have an easier time fitting in for the day than
cothers. One child always noticed if a boy visitor was being left out and
went out of his way to include him in things.

II. several girls have had a crush on tne particular boy for the l\k
year. It often becomes a popular game--sending love notes, chasing him, -
writing stories about going to his house, and whose boyfriend he is. It

got really disruptive and annoying to him a few months ago, so I began to-
actively discourage it. Today he came in from racess saying something like,
“I've just had one of the worst experienoces of my life." When I asked him,

he didn't want %o tell me about it. It turned out that these three girls °
decided to tell him they didn't like him in the hope that he would say. he

did like them and begin to pursue them. He's a zhild who 48 nice to

everyone and was really hurt by this. Some interesting things about

this: '
N

(3
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.1. The girl who plotted this was, I would have said, not very
t - socially sophisticated.

~

‘2. When we discusseéfntis in class later a child who doesn't aften .
onter into thd%e kinds of conversations made:the comment that it seems .
they were txying to get him to say he lxked them by telling him that they
didn't like him. ‘

.nsmutbmthﬁfmtﬁfnﬂywmnduud t spective~taking
was gotten and Lram the people from whom I would leastfexpect it.

T * 111 ay‘thes gym 'trgcher' was absent. She Had appaxggsly told

- the children that she would/ take them to the Esplanade and they would play

! soccer. They. were disappointed (understandaﬁly) but one child went heyond .
. this by saying, "1 bet she did that on purpose 'cause we were going to T

L play soccer." Interestingly. the next child replied that he ‘'should be . -

. teeling badly that she was sick. ‘ . . )

A - . h ] .
Some of these behaviors ca? be interpreted as motivated by empathy .

3 and the ability to take another‘s perspective; others as the lack of that

N ability or children choosing riot to use that ability. Having not questioned

them about their motiv~tions I can only offer these as possible éxplana-.
tions. However, I th. ; such data is still valid an3 important to look at.

It became clear to me why this kind of research 'is not often done. o . ;
Observing in a natural setting means a lot of waiting around for seemingly -
. relevant things to happen. therving 7- and 8~-year-olds, one is limited -
by the difficulties they. have in,art1eulatinq their motives. A researcher
is often left ascribing possible motives ‘to behaviors.without being able > L '

to corroborate much.

S : What I am able to conclude as a result-of these observations -is that -
it appears that some seven- and eight-year=olds are capable of empathy at
some times. It is also likely that those who are capable of taklng others
perspectives do not aliways choose to do so




DRAFT: N.R.
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I. Observations from pvevious years

No "natural growth" from year to year as measured
on MAT

\
Poor skills especially decoding any word c
Jurnad-off attitude
Behavior problems

Few answers to question "What book(s) 4id you read
last yaar?" Consisted of the nc.ve(s) of (a) book'’s)

Reading very seldom listed on survey form as
*faverits subject” ’

II. ‘Deicription of Celtics

A..

Third stanine on Stanford Diagnostic

"Perky"” as a group ’ : -

. Anxious to read orally

Par.icky about writind anything
anecdote-~Encyclopedia lesson ~

Good at \;orkinq in small groups or pa'rs
Mug sharing behavior and helping behavior
Some imttirity in dealing with disukedﬁher B

Little general knowledge except B.
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I. Vocabularies lacking many.common words ) !
o 1. wvolt 3. brief~ 5, beagle--anecdote
2. bawl 4. cyclono 6. dusk : 7. seldom . ‘
J. Low lelf-oltee-
. oA
K. Majority dialqctal speakers ' ,/1
: /
L. Poor memories -
\\.)‘ . , ‘
111. Program
. ] .
A. Phonics ‘ 1
A . : -
1. Emphasis on grapheme/phoneme correspondence : * 1
1 2. Encoding from phonemes
3. PReducing importance of visual nemory
' C. Syntax £ - ‘ 1
1. Stevenson program: anecdote--Benjamin
. a schedule change ’ i
P . 2. Notetaking - . 4
D. Oral Reading -
1. Stories from basal reader (febkl need to defend j
. this book)
* 2. Stevenson material .
- . a) memory association ' 1
g b) repetition of a few phonelu throughout a story
2o c) sentence game
j - 3. Chdll reading of poetry ) l
/ . E. Silent reading
i ' anecdote~--Are You there God?
1. Paperbacks ‘
L 2. Magaszines
I 3. -Observations
a) strategies used by students to get around
, decoding difficulties (
b) behavior

r.

Reading comprehension
1. Questions to answeyr orally or written:
anecdote~-Mystery story--L.
2. Cloxze procedure Vo
a. desaription
b. revelations about student fauiliarity with .
standard English i . ]
1) Had had ’
2) Llay
3) Lay in dialogue
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‘ 1.
2.
3.
4.
5.
6.
7.
8.

S T - _—_———

Iv. Summary

T O, T— ’w

+ d) Content clues

d) Quastions and explanations
anecdote-+Student org. sheets

3

G. Writing

Tree poeis and drawings
Wanted Posters

Amazing Mixing Machine
Notes to teacher

A Spoon Can be ...
Pencil stories
Sentences

Paragraphs
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5

Evolution of My Thinkin arding the l
Read CQ’u'ehénoim;n §ixth Graders .
‘E,/ ) i

Many Boston Public School students arrive at sixth grade with
a resignation that the only skills for which they will be rewarded
inGschool are an ability to "tune out" completely and/or a talent ‘
for creative distraction. These students expect the teacher to .
praise the “tuned-out” silence "as good behavior and they expect the
other students to laugh or at least sairk at the distractions. Of
courss, a distraction par excellence is one that makes the teacher
obviously angry. . -

Generally, these new sixth graders read at ; leval 1-3 years -
below ihe national average, cite gym and recess as their favorite ]
sublects, and remain mute if ‘asked “to name a book they have read.-

. . [ 1 .

/ . I-prepared for the fall of 1980 on the basis of the previous E
fails‘ advinistrative chaos in assigning studsnts with the following |
erpectations: a 766 program that never sesms to get going and the

“sttendznt stats of rage induced in me, pubswscents-who hate school and
“winze only goal in life seema to be to giverme a hard time. !

After the usual false starts anc wultitullinous incorrect lists, _ i
&ny sixth grader whose reading achiev. smnt léevel fell into ths . ﬁj
3rd stanine on the Stanford Diagnowtic Meading Test (8.D.R.T.) was
piiced into a group which henceforth came to be known as the Celtics.

/I I mat the Caltics on the third Monday in Septesber at about i
9130 a.m. The .Celtics were “perky” as a group but what first. '
intrigusd me about them was that they apparently were' intending . 1
tc forego my initiation prooceding. Purthermgre, throughout the year ,
ro Celtic ever purpossfully created a distraction to get me mad. |
There was only one “tuned out" Celtic. I have no explanation. )
Mt I felt my teacher juices renewing at a fast rate, since they {
were not constantly being tapped by stupid questions meant to annoy,

— ——bahaviors msant to distraot, and other stable floor i&iocy. More :

about this theory later. ‘ ) i

Like most of their predecessors, the Celtics displayed little ’
general knowledge except for B. who was exocsedingly well-informed i
- and quits a delight because he would get all worked up and talk like
" a taps recordsr on fast-forward whenever he was sharing one of his
tidbits with tha class.
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T would meet with the Celtics 90 minutes each day except

on. Fridays when the additional 45 minutes gilent reading period
brought the time to 135 minutes. During these 90 minute sessions
the Celtics displayed much sharing and helping behavior. They were
excellent at working in pairs and small groups except there was some

immaturity when certaip individuals tried to,share space. \

X

“What are you looking at?"—-indignant demand.

“Nothing much,"--staring directly at the questionar.'_

Thump! Bangj--a delk}éing moved to block the view of the starer.

A uajority of the Celtics were dialectal speakers whose
vocabularies were lacking many common words such as, volt, b .ief,
bawl, cyclone, beagle, dusk, and seldom.

During an activity which involved sentence writing I discovered

that no one, not even B., knew what a beagle was which is not
important in itself except that it fepresents a pervasive but
gensrally unrecognized problem in the urban classroom. I had given
the group a list of questions whose purpose was twofold: 1) to
diagnose decoding difficulty with graphemes that generally have the
long e sound, 2) to elicit complete sontences as written responses
to questions. The Celtics enjoyed reading the 'questions aloud and
appeared to enjoy success during this activity. So I asked then
to write an answer to the question, ™Can a beagls fly in the air?"
and bring their rosponns to me as they had finished. Therc was a
sudden quite apparent mood change in the group. T asked, "what's
the matter?”

‘ 8. said, "What do beagle mean?"

.

As soon as I explained that a beagle was a dog, that Snoopy was

a beagle, the lesson continued with its previous success except that

from then on-1 asked if anyons needed to know a word meaning. They
did; they needed to know steeple. And in later excercises during

the year they 4id not know the meanings of ladle, dread, sable, and |

bugle. ([theory heral

Bvan:.thouah they enjoyed writing sentences, the wmere hint
that they might have to write more than a gentence induced a panic
approaching terror.

One marning I had taken the set of encyclopedia from the
bookshelf. As they entered the room, tne students seemdd to stop

‘short at the sight of the encyclopedia set, catch a breath and resume

in a more cautious, guarded manner. Of course, it had not yet
occurred to me \uhy the encyclopedia weze causing this reaction.

| .

I procseded with my lesson, somewhat hesitantly. I wrote five
questions on thc koard such as "Where do potatoes grow?" and asked

for volunteers to select the encyclopedié volume which might contain
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the answer. ‘There was no great enthusiasm. However, with a little ”
pr- ding people did select the appropriate volumes.. Next I handed )
ea 1 student a question on a little 3 x 5 piece of paper. I had

prepared the questions ahead of time, one question for each of the

2l volumes. I had wanted each student to select the appropriate A
volume and find the answer to his particular question. Chaos set in.

What I observed was people unable to select the appropriate yolumes,

much loud complaininy about not understanding what to do, inability

to look up a word, inability to find answers to questions such as )
"How much do male tigers weigh?" even though the ansWers were

either under a picture on the first page of the entry ér in the

first paragraph of the entry.

e

.vn

Hindsight tells me that this lesson had ,been doomed to faild¥e {
as soon as the group set their eyes on the encyclopedia. N

Encyclopedia to them meant long Written reports based on
infermation they couldn't read In retrdspect, the students’ minds -
had become frozen with the image of impending failure because they \\
had always failed before with encyclopedia. They had comprel-nded .
nothing from my explanation about the lesson I had planned foc them, i
n.t because I had suddenly become incoh2rent but because they had )
locked their brains-shut, and closed all their senses tight. It : 4
was a collective "tune out."” But if anything about this encyclopedia {
lesson pleased me, it was the realjzation that the Celtics were nqt
usually "tuhed out” but tuned in ‘and that if .they could anticipate ;
success they would try. I tried to bear in mind that writing a i
long report was also repugnant“to them because the physical act of
writing was tedious. As a group they tended to have underdeveloped
small-motor muscles--writing was the same cumbersome process for ) 1
them that it was for children much younger. -

I began to feel like telling the Celtics they were my favor1te 4
group, the best in years, but I didn't know why. ‘

In the meantime, R., a bilingual teacher to whom I had said
very little in previous years approached me one day with a suggestion ]
that we work together on a research project for an "anonymous society"
cal' " TERC. T felt enthusiastic about doing research about the

Ce » I wanted tp know what was different about them or was

1. s something that finally clicked? Above all I wanted to teach a’

then how to read better. So I joined TERC. ) - ’
’t was for TRRC that K. and I triéd to coordinate our reading/ ‘ l

language arts program. I planned to use the Celtics as subjects L
for my research, and R. selected the Mayas, a group'of bilingual
children who read sbout two years below the norms for sixth graders. ) ]
R. and I were both especially concerned about reading obmprehension
and agreed that comprehension would be the area thaf Yeceived the
thrust of our efforts. § - ' ,1
. : Y\
We chose the group Cloze pro"edure to 1nvestigate improvement
in comprehension. From previous years' obsetbations we had both o~ ‘
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concluded that the typilal Csltic or Maya could successfylly -
complete a comprehension exercise consisting of questions on a
: selected passage. They were very adept at "lifting out” informatior
. required to answer literal questioms, less adept at making inferences,
and reluctant to write evaluations. However; we both agreed that
they were using strategies to answer these questions that were not
dependent on comprehension of the passage.

R. and I'decided to use the group Cloze procedure as an |
instructidhal tool with the hope that the strategies that the students
devised to complete Cloze tasks would -be more truly c.mprehension
strategies. to help them truly comprehend the deer structure of the
passage. We also hoped that concentration on filling in the deleted
words in a Cloze exercise would focus the students' attention-on

* the surface structures of written standard English, thus f iliarizing
them with the structures which were alien to spoken dialec
English. . ' -
= The Celtics reported to me that the Cloze gxercises were .
"very hard,” but they could not explain to me why. So I began to
ask about specific deletions. T concluded that they needed to focus
on the context in which the specific ‘blank was placed. I began
to ask why particular studénts had chosen particular words for _
particular blanks. The responses revealed that the Celtics were - -
ignoring context clues. When I pointed out a clue, they would K
respond with "Ooooch, Oh yeah!" ) .

\(‘.‘{5

Soon the Celtics were making more lloéical choices for the‘deletions -
' and were readily explaining théir reasoning. These reasons were a -
: wealth of information to mé about their understanding of vocabulary ‘

and syntax. For example, most of them thought mend meant sew.

8 + did not ‘include in the meaning of mend the gencral idea of fixing

. .and repairing. They thought that the past perfect tense "had hadf was
a typographical error. They Also noticed .on their own the word lay”

i as a past tense and questioned me about its uge.

4 Dialogue ca{sod much trouble at first. The use of quo
marks and new paragraphs to indica ange in speakers w
information to the Celtics. Also they learn to use pronouns {
as clues to the gefder of the antecedent. The concept of plurality
was shaky since a word in its plural form does not mean plural to a
dialectal speaker. A deletion preceded by a number such as Two
would just as likely be filled in by a singudar noun because dialectal
speakers say "Two boy.” Similarly the phr boys did not

’ indicate to the Celtics that “"one" or "a” could~not f£ill the blank.
"A" and "an" were not context clues to these dialectal spsakers since
they do not say "an" at all. In addition "in" and "and” were
homonyms for them. Sorting out this information and much more sent
me intc myriads of daydreams about ‘devising a new curriculum which -
clarified all these confusions from day ome in grade one. '

R. and I continued to administer Cloge -exarcises and record
- fesults. We alsp planned a coordinrted language arts program, the
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salient features of which follow:

A. Traditional phonics exarcises from The New Phonics We Use

Books E, F M
r
B. Spelling ,
. 1. Emphasis on grapheme/phoneme correspondence and memory |
associations.

2. Reducing reliance on visual memory
3. Encoding from phohemes N
) This strategy taken from Basic Goals in Spelling by Rottmeyer

and Xlaus proved to be immensely beneficial and even entertaining to
the Celtics. I began by constructing flash cards containing the ;
Phonetic spellings of some very simple words, i.e., [kat] for cat. |
The Celtics delighted in pronouncing the words and then spelling
thems correctly. These exercises progressed from words to phrases
to complete sentences containing a varietl.of phonemic symbols .
such as [0] (] etc. Homonyms received much emphasis in this manner
with particular emphasis on neaory associations such as you eat
®Paat and you hear with your ear and a deer has two eyes to see ee with
and two e's to be read with. T observed consider le ‘progress in
spelling and a concomitant decrease in wild dec ing strategies.
The Celtics were no longer decoding multi-syllabic words on the
pasis of the first letter plus length. For example, at tihe beginning
of the year it would not be at all unusual for a Céltic to read
"cautious" as "careful"” because both words are about the same length
and both begin with "c¢."

A

C. Syntax
Syntax might sound like pretty heavy stuff for a bunch of -
struggling urban learners. And quite frankly, I gregfed the : )

* idea of syntax as part of my curriculum pretty numbly] since I had
abandoned it in frustration several years earlier. But M. was
bubbling with enthusiasm, so I agreed. M. was a protégée of
llancy Stevenson who has developed reading and English materials -
for troubled learners.

The Celtics atrrived the ye& after my introduction to the
Stevenson Syntax Program.

Most of them liked syntax but nobody more than D. Around
the middle of the year D. would say "When are we going to do syntax?
I love syr+tsx!" What had happened was that I had changed syntax
from Tuesdays to Mondays to accommodate the 766 people, and D., who
rarely came to school, had not noticed except that on Tuesday when
he showed up for syntax were doing spelling. That's why he had
bagun asking. He was never able to make the transition, however.

-

D.” Oral reading

* Oral reading was by far the Celtics' favorite activity. But
since oral reading by its _nature encourages the reader to focus on
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" decoding and showmanship over comprehension, I tried toc ,use passages !

we had ®lready used for comprehension, the Stevenson stories/ and
choral reading of poetry. The Stevenson sentence game was Yequested
very often. To win a point for his‘t a player :Yead a sentence
aloud perfectly--no repetitions,'mispZ::;unciations, etc. The
sentences containing ea which could be long' &, long &, or short &

were the most challenging I dread éating breakfast while wearing

ater. . ) .
myswe \)’ - . ) ° -
E. silent reading *s\\\ ‘ .

Silent reading was the least successful part of my program for
the Celtics. They hated it,;and complained constantly that it was
boring, etc. That thesedsf;asant children during reading instruction
could become such nags during silent reading was pretty amazing to me.
I spent considerable time trying .to figure out how t get them to sit
still and read silently. ' )

”

* For materials I had hundréds of paperbacks and magazines
at all reading levels. Some of the paﬁqrbacks were in comic book
formag. Some were just barely past the primer level. I trieé
shortening the time. I asked people to tell about the books they were
readinj. I offered a prize to whoever read the most books. Overall,
two-thirds of the Celtics never got into reading independently for
personal enjoyment. ! ’ :

I reearded my observations of several silent reading periods - )
in my journal. People would sleep, leaf through magazines, stare
into space. Some would actually read a book, but they were a
definite minority. .

My first postulation is that these kids just dién{; have .
enough decoding ability to enjoy a book independently. Perhaps
a whole book™seemed formidable. T

My most helpful observatibns were the amount and vaffé;y
of strategles used to avoii‘fjcoding-—

1) ask me .

2) 1look at pictures

3) ask the nearest student
4) 1look out 'the window

<

Maybe ime of day was wrong--right after gym but right
before lunch.

G. Writing °

rd »

The first writing exerciss was a poem that we all wrote
togethexr after reading a poem about a tree during the four seasons. ' .
I would write on the board, the students on paper, but we used
ideas from everyone. Each student then drew a tree from observing
one of the two trees visible from our classroom window. This idea
about observational drawing came to me from one of the®projects
at TERC. The results were gorgeous. Later each student wrote his -
own poem about his own tree. The joint poem seemed to preclude any

complaints about getting started, what to write, etc. because there
were ncne. .
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The second formal writing exercise was definitely the most
successful. Each student made a WANTED POSTER about another studefit.
I took a pciaroid snapshot of each individual. We hung the posters
on the side wall and they attracted refilers from all over the building
inoluding the eighth-graders. .

After the WANTED POSTERS fad they were replaced by The .°’

Amazing Mixing Machine. At first glance this machine was a huge
green piece of cardboard with all strings going in and out of it.
The kids thought of two things to mix together--these were sent
into the machine--the result was a picture and a description.
There was a lady with a fish tank for a head, a creature with a
duck's body and a cow's head, a kingbo--a cross between a king
and a hobo, and assdrted other "mixtures," all accompanied by
vivid dgscrig;iohs.
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' ' APPENDIX D ’ .

QUESTIONS FOR GROUP DISCUSSION ON 5-1/17-51

)

In interviews, some people said it would have helped them if the project had been
more fully and clearly described early in the seminars. Now that we have all done
“it," what would you suggest we tell people if we were starting over with a new
gr@yé/:f people. . . '

X Y
In what ways was the p}ojec:\bseful to you?

.

What do you think we should do to make the project better if we were to do it
over with a group of people? As we write it up for other people to read
about and sibly to try, what cautions or recommendations for changes should
we include? - ’ -

~ . )
We have emphasized developing an opén/safe environment in which each person fis
helped to think about his/her question in a way consistent with his/her teaching
and point of view. Some people,in interviews have safd they would have &iked
more challenge to people’s 1d:g§ or more opportunity to ask each other “Why
do we do what we do?" rather n so mich "How?" What do. you think? Are there

ways we could combine both?

d

- What do you think about the journals and the responses to the journals?: If

you wish you had written more, do you think it would have been helpful if we .
had exerted more pressure on you to write? What kinds of pressure? Are there
other things which would have been helpful?

What d/id}you read, where did you get it, what did you think about it?
What do you think about research? & .

A . -

What questions should Eleanor ask in her final interview?

=143~
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__8lternative to existing models of collaborative research.

- APPENDIX E

’ . SUMMARY
. o

L}

- {
We propose a one-year project to stimulats, guide, support, and £:n€

and analyss teachex-initiated research.

X There is incrsasing concern for the dissemination and utilization of
research knowledge in education. -Thers is also increasing intWrest in research
designs vhich include ccl ation between researchers and practitioners. We
Propose to conduct a weskly research seminar for teschers which is based c¢n
succsssful pilot programs, which extends those programs, and uyfir(

- The study will include & number of smali pieces of xesearéh ilitiated by
teachers ard conducted by them in their own classrooms. Participet teachers
will be selected from among experienced, cokpetent volunteers. Each partici-
pating teacher will chooss a question related to his/her clasaroom to investi-
gate with the quidance and sdvice of the seminar leader, in collaboration

. with selected graduate students ir educational rescarch.

By using the teacher seminar as a laboratory, the project will also
research questions ¥elating to teachers' utilization of rasearch-produced
knowledge. We will investigate patterns of participating teachers' initial
and developing interests and the relationship of those interests to current
educational ressarch and theory, ¢ * .

The seminar will require that participating teachers identify an area of
concern or interest to be investigated, supply them with new information and
insighes regarding their classrooms, dentify relationshipe between their
investigations and established results in educational research and theory, and
-encourage them to reflect on the implications of their results for their
practice. It will, thexefors, alsc rovide a laboxptory for studying questions
related to staff development. We propose to capitalize on that opportunity,
‘aince there is also a current need for research ®n the revitalization of
experienced teachars to avoid "burnout.” -

By documanting the teacher seminar process, the project will provide a
J-alcl of teacher-initiated and -directed research for schools and school
systems to nplt?u. y *

Seminar participants will be helped to publish their own research findings.
The report of the seminar process and its relationship to thy Atilization of
knowledge will be disssminated to nu!uchqu and practitionens.

~144+
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Questions Related to the Utili%ation of’Knowledge

< What are the initial stated interests of experienced, competent
teachers? ’

* Afe there patterns in the expressed interests which relate to the

teacher's age, the n r of years of teaching experience, the
school setting as perceived by the teacher, the age of the students,
or the soc ass or racial composition of the class?

~  + How do the initiél interests of the teachers shift and develop?

developing.interests of teachers? - . \

*» What basic educational research is rélated to the initial andﬂ;he \\XQ

* What au the significant realities of public school teaching which
influence and constrain the choices teachers make in their classrooms
and which influence the -way théy conceive of their classrooms? )

3

*What questions do teachers pose which cannot be answered within tha
limits of the project, i.e., which require a largsr sample, more
sophisticated research techniques, or longitudinal studics?

‘ +What piotessional literature is u..ful, interesting, and accessible ‘45" ', .
to teachers? What is the form and content of that literature? P

*What recomrsndations can be made to researchers concerning the . ;
content ar.4 style of presentation of their work which will mak -
" it more useful and accessible.to tgﬁéhers? ' ‘5 ‘e

\ . . : .
.. . rf\ ]
- Questions Related to Staff Development

How do teachers react when they find that their practice does
not matqp thc?r goals for their teachi.g?* -

What changes do teachers make in their classrooms as a result of '
the investigations they carry out? -

' What techniques are effective in Providing feedback to teachers
who are uneasy about asser3ing the results of their work?es

How do teachers. influence cach‘o;igr in e seminar?

. fg =145~ - (
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/ . el ‘ - . cc sent to 13 A~ .
“T-chnlul T e ’ . .
=1 Education - ‘ ’ C
, Research e - ool |
. Centers .| -8 Eliot Street, Cambridge, Massachusetts 02138 Telephone 617-547-3890
- < . . . ’ .. 1
( ~ i . ' -
5 August 1981 : R ) 1
rl . - . . ' L] "
Pen?. Elelnor. Christ;ine, and I are finishing the report. 1'm ) : s 1
vriting to check to see-if you have any concerns about our des- .
ctiptionl or our using exerpts from your journals and int.erviews. o , 5
= 1'm sending ysu a copy of the currént version of the description ' 1
: ‘of your project. Tt will be proofread and edited, but probably ' s
= not chnngod substantially. - ] . . _ 1
\\ * We've discussed - wnethat to use your real initials, made up initisls. ) ~ -

‘ ~_ or none. In any casey we will not use your names. .

- - , The report will bs &ent to NIE and they will automatically enter it 1

. "in ‘the ERIC informat¥on center. Most universities have .aécess to ) )

ERIC. . Anyone who asked for a listing on teacher researchi from the
ERIC system would get & copy of the title and abstract. If that
soun(}ed 1n:eruting. they would ask for the full report. TERC will

also 1000 ‘copies’ to be distributed to people who request them, .
will each receive a copy. ) . T

) 9 * .
Mv guess is that this is not an issue for most of ‘yoe. _If you do
have some concerns, please let me k‘x% what they Afe. Eleanor and I. 1

L (U

ard working together out of town for few days 80 yowwill not be )
ble,to teach me by fhone at home or at’ TERC. Leave a message or
, vwrite me a note. . ‘ s

. o
=

I'm also sending you a copy of part of my chapter for the book which

Peggy and Teresa Amabile are editing. It will be published by Per- 5
gomon Press in about a year., Again, I don t think there are any prob- . ’
lems, but wanted to check with you.

y "

' Sincei’ely, : . ‘ 1
) R . ‘ . \
: . ' ik~
» . .
* \ Clarycey . l

TERC Hostaveren: ) , - - A non profit
O ateie Surem / Ji) - public servies
l: KC ridge, Maw. 02128 . <« ‘ T Mﬁm
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APPENOIX G

INTERVIEW GUIDE 1 s

i

l. History as a teacher -

® How you decided to
@ Teacher preparation
'@ Where and what you taucht, how long

~2.~ How_you-got-into this

—_

® How you neard of it
o ‘that made ycu.interestied--¥nat you understand it to be
"® " at you hope to get from it g
® Your apprehensions .
® The question you want to investigate
3. Orientation to teaching Lo ”

® What are your strengths as a teacher:

e What are your weaknesses as a teacher —
® How do you know if something "works"

®_What was a teaching "high" this year | 8
® How do you plan--a day, longer range, .in unexpe ted moment
What constrains you

Whe are your luminaries in education

What beliefs about cnildren have changed since you began
teaching

¥What have you learned as a teacher, that a 1st year teacher
doesr:'t know )

How did you learn it

300

How you keep up

Further degrees

Further coursework

Sabbaticals, leaves A
Reading

Do you keep a journal

Who do vou talk to about problems, successes

How ar you evaluyated




INTERVIEW GUIDE II . -

1.
2.
3.
4.
5.
6.

7.

9.

10.
1l.
12.
13.

14.

How does it compare with what you expected?

What are its best geatnres?

What are its weaknesses?

Why do you think it ;:ook the group so long to get going?

Mas it affected you as a tp&h& (your thoughts about teaching)?
Has it affected your thoughts about wh;t research is?

Do you f£ind the group diverse'c'. Too much? Not enough?
What 4o you think of the diversity?

Have you gained from other people's projects? From what they
found.out, or from how they went about it?

What are your thoughts about observers as a way of getting
information? '

How has journal writing been? Claryce's and Peggy's responses?

" Has any reading been useful?

How are seminar and 21/2 interacting? -
Any comments on Chris' report?

what are your expectations and hopes for the rest of the year?

-148~
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INTERVIEW GUIDE III

1.

2.

\ 4.

5.

‘8.
9.
10.

11.

12, {mt is research? ),

13.

Where 4did you get with your project?

With hindsight, would you do your project differently
another time?

If this were to be done again with a new grouwp, what should be '
the same? What should be chnnged?

If it were to continue with this group, what ‘lhould Le the same?
What should be changed?

If it were to continue with this group, do you have any idea

. of what quastion you would investigate? How you would

investigate it?

If it had been organized as independent study--what would that
have besen like? (i.e., no group) Would that have irnfluenced your
projeét? Would that have influenced the general merits of the
program? . .

¢

a

How did you feel about your participation in this group?

What are (would be) the next- steps you would want to take, for
your growth as a professional?

Can you see yourself being different next year as a result,of
this, even if it doesn't continue?

How would you describe this project to someone who was trying
to decide whether to participate?

What three projects would you mention to give a rmqo oft
examples of what people might do?

What is teaching? -
-149-
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APPENDIX H

TEACHER- | NI TIATED RESEARCH SEMINAR

A SHORT REPORT

-

TAKEN FROM
THE REPORT_PRESENTED TO
THE STAFF OF“PIE PROJECT

ON Z0 JANUARY, 1981 . -

!
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v
. INTRODUCT!ON ~

{n December 1979, a proposal for a project callied "Teacher-initlated Research"

was submitted to a national educa?ion4research organization and received their sup-

port for the academic year I9§0/8I .
In September 1980, as ;%r‘r of my graduate work | was looking for a Iong-ferm

teacher deveiopment programﬁe of some form In which | couid play a participant-

cbserver role, and heard about the pfpjec?. Atter negotlating w'!th the ieader, C.E.,

-

| joined the project from its first official meeting between the teacher-participants
and the staff on .6 b;?obor, 1980.

I'enfgred the site with six years of experience running, organization and .
writing about feaéher*developmen? programmes of a-slmllar general type; ;hlls? on
the slte | continued to write and read abcut the theory and practice of teachcr de-
velopment under the rubric of other courses | was compieting. '

This paper has gréwn from the interactlion of all of these perspectives upon

= .
aspects of teacher development with the data | was recording as participant-cbserver
to the process and some of the data that was ga?hergd by the staff about ?Qg‘process
for thelr own documentation process.

For two hours a week (on Thursdays 4-6 pm) a number 6f eiem&ﬂ?ary teachers from
rd

+he Gr.er Boston area meet for a seminar intended to help them beccme .resea-chers

into themseives as teachers and Info thelr c|a§srooms. it Is those meetings which <
occupy the focus of this analysis although journal writing by the teachers, staff
meetings and pFojec? documents have been inciuded.
~In ail, the data upon which the anaiysis has been drawn Includes: ~
e fleid notes of /9 (seif) occupylng an observer roie In the seminars and a
participantdobserver role in ﬁhe staff mee?lngs.
] gran?.proposal documents 5 |

e Journal writing by the teacher participants and the replies to that writing

by staff members

=151~
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® "notes" wri+*ten by the scribe, Py, on the basis of her documentation of
the seminars. These naigc form an important part of the recording process
for the research aspect o¥ this project; they enter the.permanent file and
are avallable to participants (since January, 1981 they have been dis-
tiributed weekly--prior to that one copy was held in a common “file for‘any~

l:i ’

one tc refer tH* -~ -

e notes, letters and memos written by CE to the staff or to participants.

In the }nferQSTS of confidentiality, the individuals are not named (their
Initials are used throughout); the schoo! sysfems‘ln which they work are not ha;ed
specifically and the semjnar site has been called the ABC building.

The ‘11 reporf4¢§é/prepared with two audiences in mind
. : HBSE personne! assoclated with the course T-550

gfaffumembers éf the project
and will be given to-each group oh the-same day (20 Jgnbary. 1981).
! anticlpate that the HGSE persoﬁnel will consider +hémselves bouﬁd by f&lés of
sconfidentiality and that the report will not te shown by them fqlényone else; ! con-
sider the fu!llreporf the property of the staff of thig project to be used by them
as they will. This report has been developed for repi ng to the feachér-parflcl-
pants and is based upon,fha f{ll report. Some journg] ctions and descrlpfiﬁns
have been eliminated for tha purposes of conf:denfiallfy.;-ijurnal quotes which

remain have bean checked with *he authors./

‘ - -~
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The Setting of the gémlnars '\‘

The seminars were Reld In the 'ABC' building which houses the: offices of the

'AB Corporation!=-an edJEafion research group under whose auspicés the whole pro-

A [

ject proposal waS‘gu“miffed for ibnding.
| The Abc buiiding\s a clapboard bullding of some a;e and no great beauty in
the ‘vicinity of Harvard Square. [t Is an old rambling house now hoiding the
office Qpace for a number of ABC personnel and projects and provld;ng a basement
P '
. in 4nich seminars are held.

The~projec1;:ms an office ob the ground fioor; the project's part-time secre-
tary alsé‘workg for ABC 'and she Is housed adjolining ;he project cffice. - This
office Is a small bare room wAIch has a couple of filing cabinets, CE's desk In -
st ich material for the proj?cf is sfnred; a typing table, and, sometimes, a drawing
table used by an ABC iliustrator grébblng ;ome space. The room iglbare of decora-
tion; all of the furniture has been weli-used and ls'sfrlcf!y utilitarian, public-
officé-dark-éblaured ﬁef;l. In summer an air conditioner sat uneasily In the

t

window, surrounded by cardboard, but with the advent of winter I+ has been taken

[3
-

out.

The semlnar roo& is In the baseme;f,_reached by a set of stairs immediately
to the right of the front door which Is open for the duration of the seminar but
which is not the regular ;pfrgnce to the buliding (a hand-lettered notice in the
front win&ow asks people to use the side entrance). ﬁ further set of steep stairs
leads down fo’fhe back of the semlna; room from srsmall foyer near the side entrance
and'nc;r the secretary's offlca/project office.

When the seminars started, the basement room was In the process of being re-
furbished. |t had beel;w +two off_l\ces until a sh;:rf fslme before and, on 16 ctober,
1t presented S fairly unpleasbnf grospeéf. The aﬁr was musty and a lﬁffle dank,

* indlcating clearly +hat the side door to the basement had not been open recently,
/ i
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3 ! - .
3 Pipes and wiring were exposed, there was a wooden s*ructure, which latar proved
: RN

to be the Xramework of a closet, In one corner, and the willf were not well 1
' .

3 painted. A number of plastic stacking chairs ~ere placed around three tables

not quite matching In height and ar?anged to" form a long, reasonably narrow ] 1

rectangle. The floor was cold ana uncarpeted and the 'egs of the chairs made an

unpleasant loud nolse as people moved them in or out. l

) At her openiny welcome 'Spggch,' introducing the ABC, AN told us that in time *

the place would be "gorgeous." 1t has changed, fhgkexposed wires/pipes are now 1
;, . encased, the-closet is ;;mpldhe, the rooé'has been}pa!nfed, tables for computers i
. : .

edge the room, forming a p;rm;nenf display for the more usual computer workshops.

There are magazine racks and cupboards upon which is placed the cotfee, cheese and 1

' chbkerF and wine which are part of the weekly ritual. |f not gorgeous, at least

. more habitable. ) ! . : ' 1
- The'projecf funds supply the coffee/tea/cheese and crackers. Wine was supplied l

“for fhe'flrsf week and the wine drinkers have agreed to take it In fgrns tc bgjng
some wine each week. One 6? the rulas of the seminar }s that neople are free to
- ~ get up to help themselves tc drink/food ;f any time--there is no break. Ouring
the second session, one of the teachers Indicatea that the noise she mace when
moving to do so concerned her--she worrled that it was distracting to others. CE

R . .
reassured her that that was not an issue-=-since then, despite the noisy floor/

.chalr leg combination, people have' got up during the seminar, helped themselves to
eg 9 P 9 o )

.
-

s whatever, and rejoinéd the group wlfhopf‘any disruption of the process. Smoking is

banned in. the seminar room.
*

»

elhe Par?chpanfs...ls teachers from the Greater Bostcn Area ' ‘

There are in the group hints of sfﬁong comm|tments-to egalitarianism-«One’
‘teacher querying critlicisms of basal readers because some of them are more

stereotype-free +han other books with blacks and women portrqud realistically;
T
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3

.another with a long 5Isfory of confronting racism through her teaching, writing
RN t

about *he segregation of some of her Aslan students into a class ourporting ‘o

>

help them:

L4

| feel that | am using an abnormal amount of energy on the Issue
concerning kindergarten E.S.L. classes.
. dlrection In a meaningful way that would bring my concerng to the

bilingual program planners.

| would Ilke help and

‘When the seminar began, | had a class

of Chinese, Greek, Spanish, Laotian, Russian, Cambodian, and

. American chllidren.
speak English,

The Laotian and Cambodian chlldren do not
My class has now been divided-so that all the

Laotian, Cambodlan and Russian children are In a separate class

. that Is an English as a second language class.

The teacher

speaks only English but all the chiidren speak Laotian, Hmong
and Russian,,,

Granted, extra halp may be needed to helgFnon-English speaking

children but It should be positive. The optlons could be:

1) having ‘an itinerant teacher taking chlldren eut of classes for
extra help; 2) placing;aon-Engllsh children In an extended day
program with one half fime spent In mixed setting so that they

practice and exerclse -extra help offered.

What | see . a sep-

arate but equal system operating on another group of powerless
pecple. Do | stand by and help 'this happen?.

All igdlcating a comm!tment to doing the very best job they éan for the students In

v
thelr-classes--driving hemselves to make maximum sense of their classrooms and

their role.

o { ! .
T Some of +he Featurss of the Seminars
li

e Seminars are held weekly with most people attending most of the tIme a!though

1

/

almost everybody has missed one-three sessions (see Figure 2).

e At the beginning of each session, CE devotes some time to announcements.

These cover administrative issues 1lke

,}-

, b

sfjﬁends K
crecdit
journals

xeroxing procedures

negotiation procedures with systems.

The first two sessions had a preponderance of such time as the process and

the philosophy was explalned. As the seminars have continued there are fewer and
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fewer announcements (although thers Fs a conggAluing saga of negoti-
ation wlth one of the school sydtems represented in' the group).

An issue which has been glven one or two airings In the whole group,

-and which Is still of concern to one cor a few, is dealt with in a con-

versation after the session, e.g., after several discussions about

Journals, one teacher ra’'-~ed the qﬁes?lon: What exact!y do you expect
- L ’ ~
of us: and she was asked by CE to talk about it at the end of the

session since others, dlémnot need clarification.

After the initial Aeminars, teachers we-e invited to "sign-up" for a

time slot in a forthcgming seminaf. At that time, s/he was to ""make
&

a presentation” of a question which s/he had about his/her classroom,

and to use the group'ﬁ questions as a means to:

-*clarify the question
- determine what information could 11luminate that questio. and

how it could be collected using the resources of the project
The resources which the funds of the project make available to assist in
the process of asking and answerlng questions include: secretarial
assistance, consultant time, observation and substitute time, tapes

[

(audio/video), books and articles; photocopying,

»

The' project has been funded as 3 rgsearch project so it has [t+s own
documentation process as descrited in the grant proposal (see Design
of the Documonfaffon and Analysis ;f the Seminar, in Proposal).

Credit has been arranged through Lesley College. Some people seemed
interested but the prospbéf of paying $15C-$450 for credit when none

of the work was being done by the College put people off (one teacher

Rl

called it "outragecus"). |t did not aven seem as |f there uas'very

much interest in or concern about .credit and that most people were

L
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there to learn rafper than just-to stax up credit. As a participant

.. pointed sut: We cah include attencance at this in our resumes so

~

. \thay's enough.
AN - A
) FepﬁTe arrive on time usually; the 6:00 pm firishing time is adhered
to rigorousiy and most people lsave at once, There I5 very littie
lingering and chat+ting before or after, although Increasingly, brief
conversations between CE and/or Py and one or two Qgrflclpanfs orcur,

e Participants have not developed the pattern of sitting in set nlaces.

~ ]
| have deliberately sat In different places each week, to vary my =

access to the body language of the group, which may have influenced
4
that pattern (In the second week | sat where one of the teachers had

-been ssated the previous week=-she made a direct amicable comment about:

| see we ars not slfflnggég,ths’?ghe places). CE tends to sit in the
T .

centre of the 'top' of the table and Py In the came place, near an
ayd he=~tape recorder for which she is _sponsible.

e Most sessions bave followed The general pattern of:

-

: announceflents ) ‘ .
report Qack from the people who were "slgned-up"»fhe oravious
ABek

: time for the |, 2 or 3 "sign-ups" for that day.

The exceptions to this have been:

- Session | which was directed at f111ing In *he context for

the proposed process

. Ss§slon 3 in which some col!ective bralns*orming around *he
questions of: What ways can | cocllect Information: snd About
what sorts of issues can | collect Information (see No*es from
Meeting of chobe;.?o; 1980).

- S--ejon 7 In which, before MR and RS had thelr time slot, evgry
person was Askad to indlcata t fly where 3/he wsas in his/hter

thinking.
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e The seminars seemed to cal!l forth attertior and intensity in people.

During the sessions, the most common posture was inyard lcoki‘, towards

the cen*re of the jroup. Whils} indivigduais ware looked at when being

. addressed, there was no paffifn'of remarks heing directed at one person

& . )
or 3nother--through this hehaviour peopie were signa!ling an ownership

- . L3

of the g?oup na'ture of the orocess. Sven though CE played .a significant
e . * A\ ’ .
part In the dynamigs, there was . little avidence of her being deferred to ‘

. »
.

above al! cthers. . - .

> THere was one brief cxcept'on to - is pattern. In Sesifon 2, CE
. . . .\ . \

had called for a bralns*drmlng of ways *o gather intormatisn in the

-

classrooms and of questions to ask onesel® but *+he intention of -having
A * e‘. .
a brainstorm was lost as several people took the time of fhd’group with’

getailed discussions of their current concern. Affer +he session, we
discussed it and | commented-that, if a‘lérge list of ideas 'was required,

1+ might be necessary to structure the session so that |deas could be re-

= celved without commen*, -hereby preventing the recurrerice of what had

happened . \\

When | arrived fer Session 3, | discovered that CE had aquipped her- }
’ self with paper, maglé marker, tape, etc. 5he carried out a brain-
sfolfing session which ylelded the Iist on page Ja by being the scribe

and fairly directve. Du%ipﬁ'fhls tima, the participants spoke to her,

pot to each other, and their language was the language of tists--not of

r e ,

9 -8

) discussions. At one stage, she walked to the back of fh&'group {near

the present clgset) to look at the array ¢f ideas on the wa!! and all
eyes stayed w#i*h her, instead of on *he papers. Later she toid me *hat
l as she realized this, she changed her position and sat down as soon.as ' .’

Y possibie. This car*ainly Indicates *tnat had ZE ~isted to play a dJominant
| o --
-159- - )
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Notes from the Meeting of O-“ober 30, 1580 -- Session 3

Ways to make more information availauie to yourself.
Ways to collect info,mation.
days to become more aware of what you know.

Ways to better understand something tnat is happening. /;3

Without responding to or discussing any of the suggestions made, we generated
a list of ideas in response {: two sets of questions. The first set of
questionc had to do with ways of getting information. How can/does one go
about getting information about one's qtudents? What are some ways of making
information more available to onesel#” ‘What are different ways of collecting
information? How can you become mu are of wnat you already know? 'Ynat
are some ways of better understandinc .omeone or something in your classroom?

Ideas

observations
testing
« tape recording
interviewing
video tape B
anacdotal records : €
questionnaire
informal conversation
cumulative records
parent conferences ; .
conferences with friends of the student
make lists - .
tell another. person
go to the library .
health records .
ask social servi.e agency personnel :
stydent teacher
taik to-another teacher
save samples of student work
guided recall/free association
ask your principal
ask.the student }
observe the student doing something s/he's really good 4. or really enjoys
observe the student in a different envirorment
student journals - '
keep a record in our head

. Auestions you might ask about something vou are currently doing.

Questions you asked yourself last year for which you would have liked to
have had bet*ter answers.

dunch you have about something in your rcom on which you'd like mere frformation.

A phrase which represents something which cuz-les you.

Q ~-1€0~-
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Pnrase which represents a protlem that inrarmation might flelp Jou to resolve.

~ Something apout which vou're pleased and which you would like to document.

The secord set of guestions had to do witr the kinds of questions people might
be interested 1n investigr*ting and what kinds of things were there to docu-
ment. What questidns did you have last year that you wish you had the answers
“to for this year? Do you have a hunch about something in your classroom

What phrase tells ahout something that puzzles you? What phrase repné?Z:%s\:
problem you are dealing with or recognize in your classroom? Is there somes
thing that you are pleased about?

-

[deas

¥hy did/did. '". something work?
Teaching styles/learning styles
Physical environment
How space is used
© Jhat skills are required to perform a certain task? \r
How much am | assuming my students know befere I go on?
What kinds of things are age appropriate?
How d¢ we know what's age appropriate? .
Why should we believe what someone tells us is age appropriate?
HOow can we change a task to make it become more age appropriate?
How can we use children's interests?
Is Billy learning anything? ‘
Are my activities too teacher directed? '
How can [ make my teaching more student centered instead of teacher centered?
How can 1 appropriate time more effectively?
How to pace the day ‘ :
How to coordinate the classroom with support services .
What am [ educating these students fer? -
How can I be more effective at gettTng parents and the community involved so that
it motivates students' work?
Are my students becoming more cooperative?
Does the task leave room for personal expression?
How fast am [ accelerating to being burned out? X
How can I get kids to be willing to take a guess or a risk and to value making
a mistake? : :
How can I develop som: standards of moralify without imposing my swn values?
Is my emphasis morc on process than product?
How can vou get kids to apply the skills they have in the testing situation?
How can [ get students to apply what they've learned to their world knowledge?
What do [ do to develop critical thinking? -
] What do [ do to develop creative thinking?

How do you piase in and out of things? . ‘ |
How.do you handle transitions? ,
’ 4 ¥
! s ~1561~
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role In the groun, they would probabiy have det her--a pcint | «ish to

take yp later.
Al

There were a numcer of explicit rules !ald out by CE about the func-
tioning of the group. These Included acceptance of eny“person'a version
of a sfbry--the qroup was iavited to offer idiosyncratic fnfarprafaffoﬁs
of an incldent as reported by a group member, but not to duesfion the
description of the Incident. This was wel! received by the participants--
It seemed to be seen as respectful towards them.

Another recgﬁrlwg theme to which | attribute some slgnift;:nce asS
the one that: we are not here to change a2 teacher: "There are many
pé%hS'fo being a jood teacher," CE sald‘In Session |, and referred to
her own experience as a >rincipal having teen a strong confirmation of
this attitude which she had had for a lonrg time. As Py said In the notes,
"The purpose of discussfsn is rot to convert someone to some stancard
positica; the purpose 6f discussion Is to help people look more clbsely‘

. .
at their own work." As | shall elabPrafe la*er, there is an inevitable
ditemmg wlthin this stance because f%e act of looking more closely a*
self is an act of change--even |f subtle,

[ %

Anyway, the tension cailed out by this attituce s*ili recurs. One
teacher's journa! indicates that some of the rasponse she go*.during her
discussion was 0of the 'conversion mentality,' s%e telt, and 5a+ ureasily
_upon her. A stronger exampie is that which occurred when NR and RS made

a jolnt presentation regardir: their [ntended use of the CLOZE procedura

in thelr class(es). The procadure can be # mindless as 'flli-i.-the=
b J

-

missing-blanks' with a narrow conceptua! framework of right/wrong answers;
it can also bYe *thy scurce of enormous and subtle growtn In language and
can be a responsive *s0! for dtagnosis/assessment of language development

~162~
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within the broader framework of looking at the type and category of
word which a child inserts into 3 sgace in discourse. NR and RS are
well versed in the technique and are interested In broadening their

use of it., Ouring Session 7, they spent more time Iéoklng at examples

-

of thelir children's written cloze exercises and the interaction was
such that it brought a letter to NR/RS from CE which then was dis-
tributed Yo everybody. That letter produced the following response

frem RS,

Last week's discussion left me with both positive and
negative reactions. Like you, | came away with a feeling
that people were trying to change our minds about the use
of the cloze as a valid measure of comprehension. Such
opinions didn't surprise me. The cloze is such a unique

~—~method of looking at reading comprahension that most people,
on first exposure, reject its validity. Even | had problems
with it when | first learned about 1+. After three years !'ve
becomé convinced of the usefulness of the Cloze. Llike-
wise, within the reading profession, research on its usage
as an instructional and testing tool Is Increasing. Even
Boston had adopted it as a tool for measuring the reading -
scores of its biiingual students in both LU (first languagq)
and L2(English). | could go on-and on citing examples of
WHY the cloze s valid and what the |iterature says I feel
that perhaps people in our group reacted on an emotional basis
against the format of our procedure--of which they knew very
little. Their bias fogged the issue of what Nancy and | are
trying to research.

Even though people were questioning what we were doing, and
-~ how the cloze fit In to our schema | fe't ail in all people
wore re., .ctful, The questions that were raised were inter-

esting. The questions gave me a perspective | don't have
about the cloze 'since |'m already "sold" on its validity.

...What | found really interesting about the discussion was -
people's suggestions on how the cloze could be used as an
instructional tool. | felt that everyone was open enough
and imaglnative enough to see alternative uses. The spirit
of investigation and questior ‘ng was exciting. The ideas
that people gaye us were good ones. We'll probably in-
corporate them into our curriculum, ’

Although people gave some good |deas about using the cloze,
I- dontt+ +hink they were helpful In our analysis ¢f errors.
You and Peggy provided a good part of *he impetus in fOCusnno
on our needs. ,

~163-

L

. . ’ lb’ﬁ
v
o/




. 12-6-80

Dear R énd N |
Nasrlast week's discussion helpful to you?

1 feel strongly that we are not here to change each'other's way of teaching,

that when two people in the seminar do things in two different ways, neither

‘ of them should assume that one way is better than the.r*her. So, I've asked
people to accept the point of view of .the person presenting. -

-1 would hope that we would ask a lot of questions in order to unders‘and as
o " well as we can what the other person is thinking. Only then de I thiak we .
///’ should make suggestions to the.other person. And the suggestions should be °
p within the presenting person's framework as we understand it. - N

‘{ast week my impresston.was that people were trying’to convince yoy to change
-your mind about certain things. [ felt whenever I asked them to focus on a
paper and try to figure out what a student might have been thinking, they
would start making suggestions again or start telling you that the Cloze pro-
cedure wasn*t r2ally doing what you wanted. ' ' )

At the same time, 1 felt they were genuinely trying to be helpful and were

genuinely respectful of you. I also had the impression that you found the

discussion interesting and challenging rather than upsetting. So, I didn't
) strictly enforce the guidelines [ had set up.

P What did you think? How did you feel?

- Did you tﬁink people were being respectful df you even if they disagreed a
lot and made a .lot of suggestions? Was it different for different people?
pa

Whether or not you felt they were respectful, did you find the session helpfu'?
- A ° : .
Do you think you understand any one of your students better?

0o ,sou have a better way of loéking at the work your students are doing?

.o Do you think that the two of you could now sit down'hitﬁ four. papers similar
to thé ones we looked at on Thursday and learn mare from them than you could
have before the_sgssion?

Do you think you have some new ideas for extensions of your investigations
which are consistent with your ideas about teaching and consistent with the
realities of your classroom, school, schedu :, etc? ,

After writing this, I realize I have made a lot of comments about’ the functioning
’ of the group which T ought to share with eve.sone. I will give copies to everyone,
: but am still interested in your answers to the questions. Originally I thought
you might respond in your notebook. That is still fine with me. Probably after
reading this other people in the group will also ask you, or want to ask you,
for feedback. . a

c
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. - Could cur presentation of the p#Sbtem have been part of

the difficulty? L
Was the group so unclear as to what we're doing “that they

.grabbed onto the techaique so as have something to
discuss? o

. . »
® Ancther feature of the seminars provide an interesting dilemma. One of |
;/ the intentions is to set up a chain of distribution of articies to find

t
r j .Perhaps‘We.were In fact part of the pr;blems.
|
; out what is useful and what is not. The arflcles,and'hooks are to come
from staff, graduate students and from participants and their value Is fo‘
t . be assessed by the.narticipants. The intentlion Is to be able to make
comments in *the f!nallreéorf abouf‘whaf types of edL -ation material is
t. useful to questioning teachers. . ’
Thus the seminar allows the pa;flcipanfs +o eonffbnf Ideas In writing
E" . which might be 'banned' In the discussions. ‘
E . ¢ The general quality and styie of the interaction between the participants
and pa;flcipanfs and s*aff has been very™good. There has been an ease
. ‘ ahd comfort from the very beginning (one of my crpss-culfura! reflections
| wag to décld;x}haf'lf was unlikely -that 3 group of randomly sélecfed._

/although volunteer/ Australian teachers would ‘e as comfortable with

sach othar and with the Idea of being together as the ~roup who met for

Session | was). Although there were the different styles of interaction-- \

- . \
from quie% fo-joilylfo reflect ve. to outgoiﬁg--fhere Is 3 general feeling
of goodwill -within the group.:

, As peopla talk wirh aach other, }hey ise devices which show some
experience c# groups and the techniques advecated by many jroup theorists
(they listen well, they paraphrase, they make 'I' s+atements, they don't

.

'tell you'=-they 'share with you'). Some are particularly adept at re-

sponding we!l to any opening nr~ issus that a person ralses although all

=165~
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e are very likely to fill that role. Thera seems Tb be a high ievel of‘

acceptanca of the others in the 3roup.

[

- Although pmcess comments are rare, there Is a 'straightness' of

a

; the interactions which indicates some skill in process in many of the

participants, Cé has set the tone here, fe[ling anecdo#es, admitting
her doubts and fea;s, mistakes and successes. The motivation fo; any
§frucfuring_move she makes as leader is always explalned so that people
do not fee! manipulated. (Despite this, one-person spent some time In’
the journal! specuiating on her hidden agenda but could not find one.)
An indlca*lon of this openness is that the copy of the ethical rules of
the American Anthropological Associat on, under whjch this sfud; dhs7-
'“tarried out, was disfribﬁfed to all participantd; as she did so, CE
}) commented ugon her reading of them, indicating\that she objected to the

wording of the one about reports being made avallable *o the population

studied 1f gracf!cél as she considered the population studied most en- «

titled to feedback.

An indication of the ease which people fee! w{fh the é;oup is the
move of several to use the group as a suppor} mechanism, e.g., one
teacher chose Yo 'share wi+h' the Sroup ?er anger and frustratign about

- an incident «hich ogcurred in her school between one of her more unpopu- -

lar students, the lun h/:;bervisory, the principal and-her. .Another

, o~

+teacher has asked the group to ac* as her sugporf group as she works i

fhrOugh'hér grief/anxliety about) the presence in her class of a child who

Is termina Il with leukemia. As a gesture towards her concern for

3 the ethics of her discussing this issue in Tthe group, | have not taken

., any notes during her timé s!ofs,gnor will any further mention te made of

+his iszcye in this report.
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e When *slging #ith each other about *h2 questions being raised by a teacher,
?;;:LTTE\RB'Ehecigge of :oﬁmenT and involvemen:. The: seems to be re-
spect for each o;her's woncerns and a willingness to engage with them.

In respons$ to an issue, the groyp will:

- make suggesticns’'of what to do, to observe, to think about,

- . b

to rfead . .
3
& 4 ,
- anecodote and talk akaut parsonal experience
-

- offer solutlion

- ask for further information to clarify +he context .
And éll'mosf amicably, so although thera are those unresolved issues of
change and 'conversion,' there is clearly quality to the profassional

dialogue.

AND YET, as of writing this paper,

- np teacher has engaged in a rasearch project ]

- .the staff is constan*lv expressing concgh® +hat what is happening
\

in the seminars is great bui it Is not snough and they do not feel

comfortable floating with the pace 3and style as things are at the -

momen+ ‘ \‘
i .
- the style of interaction in tHe seminars Is changing.

In order to make sense of these behaviours, it is nece:sary to concepfuallze

'

the process aof the pruject as operafing at various levels:

- within the seminars, as described, above, attending to such questions as:

"Who says what tc 'whom and hew?' . ’ '

"Whe does what to whom and’ how?'
-, witnin the tota! context of teachers écfing as researchers:

'Hpdt does a\rhacher-researcher do or think?!'

- 3

g

'How ara thpse hHehaviours learnt?’ ,

4
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- within the oroject, as teachers Igifiafe research projects ynder +he
stimulus/support of the gémlnar: .

'How does CE conceptuallize Teacher-ressarchers?’ <, .

'#hat part does *the seminar process play in helping teachers become

teacher-researchers?'

My thesis is that, at the moment, the teachers are engaged in the process

of including in fheirnfofql repertoire of Images of se¢!f that of self as

teacher as researcher and that this perspective will provide a ¢ramework

for understanding and evaiuafing the seminars to date and planning the

future directicn of the seminars and +7e project.

The Codcepf of Teacher as Researcher needs to be given some historical and

cultural pgrspec*ive before progressing any further.
Firgtly, a rasearcher is ore who:

- -Iobserves and reflects

- 4

- /

-lasks and answers questions

- segks to make meaning of the contexts which are generating the questions
2

o

- recognizes and questions conjunction and disjunction

-~ knaows appropriate ways for hngwering the questions +c a reésonable standard
of satisfaction,
Ul timately, there Is no mystery about the rese;kgh process=-~the mystery derives

from the mys+ticne of methodology an® the esoteric language of research reports,

. .
The image of teacher as rasearcher is being given impetus from a number of
directions. As learning theory emerges from the Dark Ages of unadulterated be-

haviourism, so an appreciation of the problem-solving, trial and error, hypo-

v
,thasising, deducting, inducting process that is inherent to learning is growing.

A
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As curricutum development *theor; emerges fraom the metaphors of curriculum as
conduit and curriculum as clone so the pMblen-sclving processes of the classroom
teacher are becoming the focus of *he atfention of curriculum fheoris#;. As the
relavionship betwser theory and practice is rgcognized more and more as.pracfice
being theory in action and theory being prac+%;;(in reflection, so teacher de-

velopers are beglnning to look to processes which aid\ teachers to become:

- reflectors and ébservers ~ hi : .
* - askers and answers of questions ' .
- makers of meaning of their contexts 5
-~ seekers after information l o
i.e. to become rgsearchers into f%emselves as teachers. <, . ’n:?
Such an ima ¢ teacher development is gaining powe>\ln projects around the

worid, e:g. Ford Teaching Project coming out of the UK at the Centre for Applied
Research In Education, Jniversit, of East Anglia, the Curr'culum and Learning Unit,

South Austra!ia which works-largely.on an action-research mode! of *eacher de~-

&

velopment, *the Language ncross the Curriculum Ynvements In the UK, USA, Zanada,

Australia, the Bill Mull Seminars on Children's Thinking in the Boston Area and
N R ° . 7

. -~
Pat Carini's work at The Prospect Cantre, to name a few. They have 4different

“surface é§tructurss, but there is a similar underlying ccmmitment towards +eachers

taking the stance cf researcher to themselves and their teack’'ng.

v

Neverthelass, they represent a minority view of +eacher development, albelit

a growing minority. From the explicit nature of the statements about tsaching made °

to teaghers in teacher education, the media and school structures, and from the

implicit messages of the ftransmission methodology of school$ of eaucation, the

emphasis upon supervision, externally imposed curricula and accountabillty measures,
the teacher is gliven 3 cisar sense of powerlessness, of being the technician ad-
ministering other people's meanings, »f dolng what is perceived by someone else

-169~
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to_be raguired. Thus despite +he clear avidence of problem-solving pehavlour In

thair daily !lves, therae Is rarely in teachers a consclous assertion of being the -

means of production of thelr onw knowledge, wlth the researchers and adminlstrators

as resources to that process. Susan Florio's experience |s relevant here of
bringing a researcher and.teacher together.

As the researcher spent more time in the classroom, the teacher
felt more comfortable and better Informed. The teacher fe[: that
she was beginning to have a definite hand in the research. She
realized that although teachers do not have time to be athrc-
graphers In their own classrooms, they can hecome more observant
participants. New insights and questions genarated by the teacher
and researcher could be checked out by the teacher by means of re-
flaction during and after teaching. This enabled her to becaome a
part of the process, not just a séurce of data.

For the teacher, the task is curivusly reversed. She Is con-
tinsally immersed In the fray, and, |lke many other teachers,

- expreriences loneliness and frustration in tnhat immersion. The

. teacher has learned gradually to look at her classroom problems .

not only with the ccmpany of her researcher colleague, but to
raflact on her own using more of the perspective and techniques
demons*rated by the new colleague. She Is reflecting on what she
thinks, does, and absolutely knows about her class. She Is an
insider gaining some Internal distance on her role, and this en-
.ables her at certa!n moments to see thedfamiliar in a new way.
Concretely this curious blend of roles has generated a procedure
for classroom research in which both teacher and researcher work
closely In the posing of researchable questions, the formulation
of hypctheses, the gathering and analysls of data.

‘Retaining a sense of the Sroad contaxt of teacher development programmes is
important when analyzing the progress of this project to data. To +take on the
nefion of feaéher-sglf astfesearcher, a teacher has to shift a.clear!y g;*ﬁb{jshed .
set of behaviours and Ihages of se!f which are a slgnificant part of the current
cultural definition of belng a *eacher and that it is this person which can be

seen refiected in this project, in the talking and writing of %he teachers and

in how tnese have changed, in the time line of the pracess and in the gfaff's

rasoonse to and recognition of the process.. -
- -170-
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The 1ist of speezh Sehavizurs which | gave on p..> , was derived from an
analysis | carried ou* on"3essfen 6. ° The categories no*ed for each separate

uTterance, differentiatiyg 28 and Py from the teachers, 3re defined below.

" The frequency and distrisution of the utterances are jiven in Figure 3.
A. a response which was atle to open up possibilirties for fhe

person, assisting him/her to realize fha?'sghg ¢could solve

his/her own questions - -

£.3., #hat is your hunch about your quesffcn?

#hat information could you need to Lnow in order to, satisfy

yourse!l $? .
..1 L

A.l. focus o~ methodology of investigation «

A.2. focus on content

B. a response which offered answers, solutions -

2

<)

3 reques® ‘for more informa*ien{ the filling out of context
0. general information 3iving, tnclﬁding anecdote °,
E. suggestions of things +5 db:
£.1. _do
, €.2. observe

£.3. think about

£.4. read !
F. general talk ) - .
. ’ ®

5. bhousekeeping, administrivia.

-

_ As can be see%, the dominant speech acts are acts of "*elling' an ;5uggesfing'
{*hese Included anecdote ané experience). This, | see as within the culturaliy
acceptable definition of teacher's conversations wi<*h colisagues. ‘Thé'images cf

. . ’
§ejf which appear to te underlying the type of talking 'allowable' at this stage

‘n.c lude: —in
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self as coll=ague
as peer
3as 3roup member

-3

as sociable nerson, etfc.
These images fed straignt in}o the gquality of interaction which | have described
earllier, sustzining and enricting it. They also fed into CE;s and PY's response .
*o the discussion (ana to mine) viZ: that there was somgfhing of guality hap~-
pén!ﬂg and that attempts to structure the sessions so gth 'this''! (whafeyer it
was} dird not happen would not be necessarily very useful. A reéurring fheme
in staff mee*ings was the fénfafiveness everypody felt in fufni;g this process

a?éuf and the intuitive feeling that what sas happening haa some significance,

«

ye*+ no participant was resez-ching.
: The ra+e of the uytterances in Session 6, indicates another dimension of the
gynamic. As ‘n earlier sessions, the commenfs came quickly, Sugges+'on upor:

suggestion, anecﬁove upon anecdo*e. Cne Teacher, afrer her cession, for which

¢
2

' fook tRe notes (Py being absent), asked me to mail her a record of the sug-
éesfions as "It al!!l happened too gquickly... I csuldn'flwrlfe it down and talk

at .the same time" Siven the f ct that few peoolé froﬁ }hose early sessions Héve
got any closer *to a research projecf,‘and despite their polite statements to fhe!
contrary, It would seerr as If thelir session did not fili a usefu! function for *

them (al!lttough raybe a crudial role in group establishmant). What may Save been
_
happening !i/YNaf fhe idea of feacher-as researcher was' so ,oorly es*abl!shed In

the minds of the speakers and !isteners af that s:age that tha ou+gome of the
sassion could not be a research projecf as the hypothetical mode was not being

modelled by anyone.

=173~

179




Things are 3eqinning To Thandge and saveral .eoole seemed poised on the brink:

.

of 'dqing 't.' The changes are becoming obvious in the language of the seminars
and ir the journal writing. l} is these changes which mcke me think that the
teacher-as-research ‘mage is being established ana acted out.

Py reports that taking notes for Cessions 7-10 is much easier- there is more
focus and she has mc 2 sense of questicns and suggestions, which help *h%“IEESAer
concerned, being offered. My notes indicate a clear shift In the language of the
sessions with more questions and more suggestions which would rate as an A coding
on the i3t delineated earlier (see p.18).

Session 9 is an interesting example. Ouring her session, the teacher re-

»

ceived highly focused comments, in which gquestions which forced her back onto

hersel f predominated. For the first time in these sessions, the presenting teacher

made explicit comments about the usefulness of *the process and indica*ed that sha

was making.éonnechOQ§ as she went, Although net 2 prccess of dialogue, *he‘commenfs
from the ofhe;; were ca!lind out new meaning§ in her uncerstanding of rself and
her context.
The quesfi;ns asked and suggestions made tended to te specific:h
"When is he at his best?" .
"Do you think you»know the time or situation wHen he is disruptive?"
"Nhy don't we take one child av a time?"
although there are still comments like:
"Maybe you need morg structure, and less Jisruption." .
And as’ the questions flow, the teacher comments:
"Excellent...these are good su,gestions... You' ¢ .onderful...which is why .

| keep coming." and "Maybe | am ta'king myself out of having an otserver"
P g g 9

ang so on.
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A similar shift is evident in the iournal writing.' The ¢:inctions of recording

1

and racorting are dominant in.the zarlier Nriffng--moc" of *he writing includes
notes from the sessions, lists of book. ind articles (usually not accompa-ied by
svaiuative comments), anecdotes and descriptions of classroom even*s. Gradually,
reflective~hypotheti<al writing appears. Anecdotes ar;.éccompanied by reflections
and questions of self, the tone becomes more‘personaf {many of the earlier ques-
tions are 1isfanced 'out there' sbsfracfions)t
#hat is the source of these changes? How, given the embedded nature of *the '
non-researcher image of teaching :an‘a éiiferenf image be learnt? Teachers can:
- raad about teachers as ressarchers
- hear about them

- becoume researchers by doirg /;

. - have 3 consclousness raising experience which causes *+hem to ,2soouse

'S

-
the notion.

Very like!y, a combination of'all mcdes is required, aéd this zan be seen in this
project. | would contend that it is the experience of nearing abou?t ané reading
about teachers as researchers, and the mode! of teacher as researcher +hich both
CE and Py offer in their oral and yrl**en language, which has heen the source of
this 3growth.

I+ is helpfﬁl hare %& reflect upon CZ's image of the research proceds.and how

the teachers perceived research at The beginning of the project.

In response to CE's and Py's clear statements In Session f: +he teacher§ xnow

a lot about classrocms "buried under runny noses and desks" (to cite Py's great,

€

desc.-lption), there was a very clear sense ‘rhat people liked hearing
. ) .

selves. Howevér, very quickly, one pe-son talked about "having knowledge at her

fingertips" but lacking "the background to make it presentable, factual, logical."
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Her writing reflected this concern that any research‘!ﬂe did be statistically

based and comparable 1o any large scale rasearch or sophisticated design.

At the end of Session 2, as we cleared up,'Py, CE and | decided that RESEARCH

K

2
as opposed to researth was én lssue for prdjecf to confront. |t was in the

1

context of that concern that CE decided to try again a bra'nstorming session==to

mode! ro the participants the unmystefious nature of data gathering and question

posing. Nevertheless, the implicit assumptions of experimental resaarch design

*

emerge frequently (control grou,. are suggested, 'there ought t5 be a test for
that'! is said, 'we need a questionnaire'). ‘

"

Both CE and Py have a ve(y different sense of the rese- c¢h process: In-

<

fluenced by the Carinl! and Hull emphasis upcn observation, aware of mo;;s in edu-
cafloé to ;erive resaarch methodologies froé the ochonomenological tradition, and

to move from the agricultural-botanical paradagm,'fhey.have each written articles-
about changes thay would like to sde In educational researci and Its distribution.
They would both like to see collaboration between rcsearchers and teachers (although
not as patronizing as Susan Florio's, maybe) and clearly theirs is net a gquantita-

. e
tive/deductive sense of research. CE's reply fto one teacher's request for a

tecture on research is typical of her attitudes.
« 12-30-80

Dear :

it

Resedrch formats. [t is a long and complicated tooic. "I'm not inclineg
to give a lecture on possible research formats, byt will be glad o try .
to answer questions and will try to find some arzicles and bocks 9 rear.

Here are some short comments: 3 - .
Ther'e is a lot of disagreement among the profassicnals atout edica®:ianal
resgarch. Much of the disagreement 1ddresses Questions ¢f technigu: or

method, but [ think {s also about purposas and mors fundamental suesziznag
about the "nature 37 knowlegge.” .
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Thera are pecpie whd think educational ~researcn can be and ougnt to be
"reai scierz2.” 3y tnat thev usuall) maan “sxderimental" and “contrgl™
Troags and satistical aralrsis of diffarences 1n “outcome.” ([ guess !
.+ shoulc also stats 2azisicitly Ty sias in tnvs. D onave littla cenfigence
TS POSITION, 2ven NTh respalt 0 'sitence.” That aias cores Trca
rexding resdarch in that traditicn ard zziny suhjectad <o 1t as & stasf
mecser 3T vartous Tederally furded projects.  Tre Bids is scmewhat Sup-
2cr. . Dy reading I've dene, ncluding Xubn, The Nature o Scientifie
geolution, which gives a different view of <ne traditions of science. ) '

'here is a growing number of educational researchers who think that edu-
catron should stop trying to mimic 'science” ana develop other traditions
ang tecnniques. Some of them borrow ideés from anth~opology and call
‘r2ir work "ethnographic." They study educational setting as one would

study a strange culture, sometimes as participant observers. Someone in
the groyo has an article L "enny in which he talks atou® ethnsgraphic
stucies, claims few people du them, and argues tnaz we need more “story
teliing.” Ask at the next seminar to see who ras *t; I think ycu might
find it interesting. ‘

Pat Carini, 8ilT Hull, and a group »f peopie at 275, Ted Chitterzan,
Mirianne Amarel, and Anne Bussis, are aliso developing a -ew approach to

© educational research. They assume fhat teachers are the pest scurces of
information about. classrooms and students' T nctioning ia ¢lassrooms 21d
have, therefore, tried to help teachers rs€tgnize that thev know a lot
about classrooms, to make that knowledggZexpligit, zna <o make it more
public so it will be recagnized and valued by-sther pecsle in the field.
fAs you might guess, ! find their work more interasting than most other
appreaches 3 gducational research. ) )

['ve set aside ®io publications you might want to read. The firs: is
Imoroving Instruction Through Classroom Research whicn presents the tra-
diticnal "scient1fic™ view of educational researcn. The second is "Five
Faces of Research on Teaching” which very briafly outlines different
rproaches. I'1V also Tesk around at home to see if trere jare some other
things which I think might be usefuyl. ' {

;

0o you still think we shosid talx about it ih the seminar? ['ve had a lot
of arguments about it in my 1ife and den't find them rar<icularly pro-
ductive. My _inclination is fur ys to proceed in 3 fairly straightforua.d

- marner--wnat wouid you Tiae to know about your clissrocm - hew do we thir
we might e adle to find out - without more adc. 3ut, ‘o let me kncw wr ¢
you think or bring it up Tor discussicn in the group.

Claryce
. ‘ %

< In fhe,i;' language in the s'engigars and in their responses to people's writing, thev
have modelled the reflecﬂvem\/pofhe’rica‘l moze. Although their writing styles ar;
very dif.ferenf, they cansfanﬂy use rersonal experience *5 make connection ith some=-
thing a cerson has ~ade, or jive some form of affirmation of *he person, tren proceed

+
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from that connection to: to . '
sose the questions whiéh the point raises in their mind
;{Ql 5ose the questions which *he teacher could reflect i:pon
%

: suggest types of data gathering which might serve to il'uminate the

t
-~ . ~ <

context. -

-In the discussions, Py usJa.ly silent because her major role is mentor.

v

i

The analysis of Sessipn 6 (¥igura 3) indicates that both CE and Py are the ajor‘
sources of questions which throw the teachers back on themselves, as definers’of
their own reality. | first became aware of this In Sessior 3, when | noticed CE
posiné the "Have you a huncﬁ...," ""4hat dc you know already..." "Ahat inforﬁafion
would be useful...“-fybe ques*ions. "hilst she does not ever take 4o most of the
discussion flma; and holds back é lot, she dnes model the questiocuing technique con=-

sistently and frequently, ond whenever she anecdotes she does-SO in the contaxt of
principle. Given her sofenflaf to influence f%e group, as mentioned earlier, it is
pt%bably of no small ihpdrf to the development of this project that she does so.
Many'of the feachérs havé shown great Interest in hearing asouf CE's experience
wé?h c!a;sroom-bafed research and in reading the few reéorfs there are of such pro-
bassaszand philosophies. Material by Denny, Florio; Hull, Carlni ot al. has been
.étrculafed and read w!th Interest. Further, each person has received ‘he list of
questions raised in CE's pil~t programme and cited in the grant proposal. So thougn
Mode!ling, readiny, and listening, they have been assisted in the deveiopmant of
fheir‘:elf image to accommodate the notion of teacher-as-researcher,
When CE set up this projeect, she anticipated an easy development into tne
__classroom-based research. 7Her memories of her pilot programme gight summers ago
had led her to think that the process was going to be siﬁble. Tha' fecus ¢f her
funding attention in the grant was upon getting enough money to finance the enormous

numier of bservers and substitutes that +his process was going to Jdemand. So far

no observars and no expenditure!
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'n the grant proposal, her image Is of teachers coming to a semlnar with an-
‘niTial "area of interest ¢ - concern” regarding the classroom and being helped by
*the seminar to "restate tre ccncé}n as 3 request for information...(be heiped)
identify *he relevant information which is already avajlable...EAenfify additional
information which #i!l be useful, and select the most feasible method for collecting '
adadivionai data" (pp. 9-10). Then they would go back to their classroom and carry
oft research.
! 3ut, to.carry ou” research one has to see onéself as a researcner and to carry
>it rasearch is to examine one's image of self and one's practice. Apart from inducing
noticeable change, the acr of self examination is chan‘e. Change toward a reflecfive‘.
m?de; change toward greater articulation of self, change toward the conscious )
assertion of self as a source of knowledge, change teward Incorporating self as re-

searcher into one's repertsire of imageé}of self--al| at differential rates and

arour< different issues. And it is this change procegss to which | have}been witness.

/

.

Implications for the Future

IF, this construction of my observations resonates with the perceptions of
Py and ED, then it says some things about:

: ] undefsfanding the time frame for the type of growth such.a project demands

] e

— e '

of people T e L

.

e reflecting on the modelling process and ways In.shich that can” be made

more potent

.-
”

e firding ways fo jive people more opportunity to read about and hear about

- action research

.

e finding ways to nelp people experier.ce the research process and +o recognize

1t In thelr previous experience

.
® using this report as the basis for some direct discussion of the concept of

teacher as researcher with the teacher participanvs

® seeking verification of this construction through the next round of interviews.
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