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Introduction o

‘Field notes:

. 10/30/1 Never get caught in the hall on change of classes!

10/30/6 Physical maturity at jun!or high school age--a lovely girl, mature -’

and womanly, holding hands with boy who doesn't even come 'up to
he{; :$houlder --halls .as "lnterestlng
. t
c1/11/13. *”‘NOTE . when going aroundhcornerwn elementary, always swing
~ " wide=-little kids run ln halls' unless watched - -

#F -
937l1/13 playground--elementary teacher huggmg boy who fell and .hurt
’ _ himself . _ ..
16/11]13 Lounge lunch--teacher: m goirng-to get out’ my machine gun

‘ : and kill them [students] ", . .

. s NS B

‘ . . \
»

‘The sky, through the streaked windows-of the faculty lounge of*-City

-

Junior High School, is gray and threatening. The light fuxtures |n the

R \J

ceiling re_moye some of the gloom, but the tightly closed winduws, trap in the

smelis of too many cigarettes," of  slightly souring lunch sacks, and of the

stale, sweet dregs wn the almost« empty pop bottles stored in the wooden

* cartons in the corner

-

. The observer sits, relaxed and slightly bored on the couch. Onpthe

cheap Iamp stand near. his elbow, the ashtray overflows with partlally smoked )

cigarette butts which threaten ta dull the flavor of’ h|s half-drunk bottle of

‘diet pop. On the couch lays the ever present cassette tape recorder and an

’

extra 5 x 9 notebook In his lap is- another, slightly, d|rty 5x9 n tebpok

~and a cheap pen ‘is poised in his right hand. He glances at the wall cIock,\

noti'ng in thé notebook: "1:40 pm--lounge has one teacher " - /’

v / —_

Seated at the table‘ nearest the refrigerator and pop machine is an

E.nglish teacher rapidly gradlng a dittoed test recently taken by her stu-
v

dents. In her late fifties di' eerly sixties, Mrs. Brown s neatiy dressed ln“’

white. blouse, open vest and matching slacks Her white hair is in impeccable

M
- .,,‘-
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order, weavang and curlmg~ about her head and above her carefully made up

1

fsensually, ,on- her se.ond CIgarette slnce

/

entering, the .ounge and contlnues her, attack on her students' works. Whnle

face. She draws deeply, almost

hbr back is not completely turned to. the obser‘ver,,her posture makes clear
. 3 f = «
her intentions to finish gradsng ?nd ‘to :avoid idle chatter.

: /

Mrs. Browr{ had entered Room 121, "Faculty' Lounge," approxlmately

A -

twenty -five mlnutes eariier. Several» of “her (fellow teachers were leaving to

-

~ meet their flfth per«od classes. 'Vlost-had eaten lunch in th"e lounge, smoked

/ . .
carefully thelr cugarettes, and ‘chatted WIth colleadues Some pulled lunches

from the refrlgerator, others brought trays from the cafeterla, and many put

quarters-in the pop machme Conversatlons swurled around the room, leap-

&

frogglng in typical fashion from TV shows to ilinesses in their famllle_s to the

attltudes of parents today to th‘e upcomlng school assembly. A couple of.
off-color jokes were shared, soffie good natured ribbing occurred, and one of
the more attractive young female teachers was teased about her recently
announced' pregnancy . Most of those in the lounée ap,peared obviously re-
laxed, /sprawhng casually .on the couches or the chalrs and tables. Most wore

casua( neat clothes

Frequently the observer is drawn into conversatlons He has become not
only a flxture in the loungg a couple afternoons each week ,t>\u\§\also has

mterv.ewed two teachers currently enjoylng lunch hour. At times he makes

2 . .
bruef notes in his book, or jots down the ‘time. Most. seem to now view this

' behavuor as normal During thlS funch perlod he has heard one new joke and

.

one ‘told to him twice already that day, debated the merlts of a new restau-

l
]

. rant and shared in a conversatlon between two teachers about the problems of

-a "common" student. . ©- g ¢

> . (
N - -~



But-the end of theslast lunth meant the return of quiet to the lounge.- -

Mrs. Brown ch'atte'd politely for""a"moment, then pointedly noted her need to

finish her classes papers, and began working_after sweeping crumbs off one
. of .the tables, and checking the chair seat' for an -idle dollop of catsup or
g T ’ .
. mustard.

The deor swings open and, Mr. Swink and Mrs O'Brien enter the
locmge. They had met in ,the office, and decided to share a pop. Both are
. well-liked members of the faculty, and engaging people. Mr. Swink has

taught in the City §éh_ool System for nearly twenty years. Dhring that time
: - - : - * )
he has earned a reputation as a decent teacher, but exceptionally good at

. f ' \
c - dealing with problem kids. His own -divorce, his struggles to bring up three

— .

‘ childrey, and his many female friends ali?ﬁggest a'wirrn, sweet, and ‘con-

cerned human bemg .He is’ generally llked by everyone, although he is an

°

aéﬁtted "warm-fuzzy.".

<. . Mrs. O'Brien has. been in the system jUSt four years while her husband
. ‘completes his med'ica_l residency in a'local hospxital.' She is attractive, intellec~
tually alert, and well-respected by her -peers.“ The "better" kids enjoy her
classes; but she has earned a reputation of heing "hard on" slower students.

! She can handle them, but her sharp tongue and her lack of sympathy with
: thelr problems means that few, stay in her classes long Or, if they do, they

receive low grades. She holds some offlce this year in the teacher associa-

4 '

- tion. - ’ o

Both had been working in their rc;oms, and had drifted “to the office to

" _ check their mailcoxes. As they enter the lounge, Mr. Swink Iiéhts up a

cigar;ette,, draws deeply, and dramatically acts out a .smoker's cough. Both

[4 ¢

Iaugh spy, the observer smiling, and say "Hi" to everybody. Mrs. Brown

/"' smlles sweetly, and hunches back over her papers. The incomecr_'s politely '

&

¢
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|
ignore Mrs Brown, and select seats facing the observer They both suggest '

i
that they are thirsty, ahx:atch quarters to 'see who "buys " Mrs. O srien

losés, and Mr. Swmk commépts about . his great love for "women's lib o The\

‘ .- observer notes their time of arrival, and shlfts slightly so he may write notes ' o
= * less obtru_si\’/ely. | - T - Lo /

* . - N i A * , . '_
g ' Over -the next ten. minutes topics come-and go in no particular order. |
: N -Of %

Mrs. O'érien is quizaedfabout theprogress of her husband; Mr. Swink com-

" ments on his hopes that his son wili return to high school af*er al six month‘
vacation Both grumble about. the timing of the assembly--"all wrong"--and.
about the need for a vacation--"all right:" They visit with the observer °
about a new movne in town, and abruptly shift to concerns about the absence
of a female student they share in thiér different classes. 5wmk worries she
‘m'ight be “pregnant while Mrs. O'Brien is convinced her ‘hor_ne situation . is
simply a mess. She thinks the,tather may be beating both :the wife and this
girl. o o |

The topic of Christmas vacation, and escabing' from the winter, is' lightly
touched on as is the fight which broke out in the halls yesterday Neither
saw- the action,‘and both nave heard conflicting opinions of its. cause and .
possible sngniflcance. (This lSV:he fourth time, the' observer notes, he has |
heard about this fight. It has been described dofferently eacﬁ time. Maybe
he should see the \(ice-Prmcnpa! and get the l‘officnal"‘Ver:-;ion.)

Mrs. O'Brien glances at )the'clock and 'comments that in ten minutes the e -
"wars" b_egins--aéain.. She and Mr. Swmk smile, and then begin a new topic
of ‘conversation, the rapidly increasmg price 'of -gasoline. Both worry about
its consequences. S, T ' =

Mrs. Brown shuts her ‘official grade book, sighs and turns her chair so

that the conversational patternf is now a circle, not a triangle. Without

» . .
- . . 7
.
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mlssrng a beat,- she not only laments the failure of her students to under- -

o

stand the_notion of a paragraph but also that the famnly car now costs twenty—

fiye 'dollars to ‘r(ii’i. Mr. Swink is glad he drlves a Vofkswagen,q but agrees
~ - V

_that this year's eighth graders are poorly“ prepared jin writing. Most can't ,

tell a topical, sentence'from a cigarette. With chuckles, Mr..s Brown and
O'Brien comment that mostxknow what to do with a cngarette o . .

The Iounge door opens and a female teacher enters, smlles and goes into '
the’ restroom. Mr. O'Brien crushes out his cigarette, rises and drifts _slowly/‘
toward the door. The two women rise, Mrs. Brown collects hér materials,
and all three smile at the observer and head toward the door Mrs. Bro\‘»)n's
remarks at;out stoppnng at the office af'g cut off by the door closlng in the
restroom, the toilet |s flushed and the teacher leaves. ‘ —_—

It is now (_:25. pm, and the jounge is empty. The observer notes both
of these facts, and begins fillinﬁ)n' some of the details from the just finished
conversations. Once agam he laments. the disorderliness of talk in the
Icunge, the swift shifts from topic to topic and held to fleld. Nothing is
orderly or ‘coherent. ,He arlses, puts his empty pop b_ottle in the rack, and>

purchases his third of the afternoon. He once again mentally "notes that the

‘next time" he does, this study one budget line will be for "refreshmerits,"

and sits down'. By nowx that has become one of .the.inside jokes,'h{ tells
himself about doing "naturallistic" research when time drags in the lounge. It
is 2:28 pm, the Iounge- is empty, and he wonders who will shortly enter to
rest, smoke, gossip, work or escape children. Maybe no one, or maybe two
or three teacher.;.’ But at thns moment, the lounge is empty, smelly and

quiét.

P




Social Settings . . ' ‘ . .

It seems a trivially true fact of social intercourse ‘that where you are

. ) -
. .

) N . 2 4 - ‘ ;e
and who you are talking to limits the ways(you speak and the topics you

discuss. These etiquettes of social settings make posslble, for lns\tfnce,

., comfortable exchanges among frlends, ~r|tua||stac mteractlons with .strangers,

and formalastlc encounters between supervisors and subordinates.

’

ThlS report chronlcles a jumor hlgh school Iounge as a soc;al settlng for
teachers in that buﬂdmg v As a 'social settmg, the most typical_ aspect
from t\he _perspective\of an observer is the disjointed_nature of <conversation
in the Iounge. The iounge was a place of frequent coming‘s-asnd-goings,‘

sharing a sense of impermanence with settings such as an airline terminal or

bus' stop.' Teachers qropped in to get a\'vay from it all, to grab a quick

clgarette, to use the restroom, to buy a pop or to eat lunch. On a nearly

n\nute by minute basis the cast . playmg m the lounge changed Nobody

seemed to be around always or even on a very regular schedule about coming

) - -
a

~,

to the lounge. ' - N TR

.

ducted necessary b_usiness ‘with other teachers, and relaxed in the relative .

o

.peace and quiet of colleagues. They thought nothing of abr'uptly shifting

from chats about family to dlSCUSSIOI‘lS of lmportant issues facnng the school to

- analyses about thelr partlcular group of students, The conversat:onal toplcs,

had little or no coherence ‘They come and go as qunckly as most teaqu;)ers

" What én.thejlounge, then, tell us about schoolmg? Are such impermanent

social settings that important? _ o

.
¥

~ . . '\ >
1.  Initital plans included observations in bpth an elementary school lounge
and a“junior high school lounge. As discussed later, observations were
"impossible™ in the elémentary lounge -because teachers had no prepara-
tion periods. 9

KAnd when teachers were in the lounge they visited wuth Yriends, con~- .

*
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The setting of social enterprises has been a cha'ract,eristic concern of

inquiry in:the behavioral s;iences. In psychology Brunswik {1956) ‘wrote

. - ”

. that: ‘ \ R
.. . ...proper sampling of situations and problems . may . in the end be
v . 4more ‘important than proper sampling of subjects, considering” the
. * fact .that individualé are probably onh the .whole much more alike -
v © ,than are situations among one another (p. 39). ' ’

Q—/ . i
v A, standard text aboutlthe fieltd of anthropology suggests that:

« N . ]

. ...tRe anthropologist should attempt to locate people in space.
Mapping ‘such things as-where persons live, which way their doors
face, where their fields lie, the locations of the religious centers,
of water, of pasture, and so on, may help tell a’ story about the
condition of - present sccial relations in the community and may -
indicaté some reasons ftor their coming about (Edgerton and
Langness, 1974, p. 27-28). . F . "

ln,: geography Sorre und'er_scc;res tl';e‘ importance of ugocial spéce“ aﬁ a way nc;t
only. of understanding how individual secial groups reflect their particular
values, .;);'eferehces and aspiratio‘ns .but also of mappind by meéns-.of d'ensity‘
wtl;\e iﬁteractions among different groups (Buttimen;‘1969)s. . -

. L P . s
. lnffhe st‘udy of organizations, Lawrence and Lorsch (1967) examined the

s

.. probler{\at'ic relation between differs ation ana integration. Examining firms
from*® three different'industrigs (plasticﬁ, standard cont;iners, and packaged
fobds), t.‘le}; fc;und all 'firms in all industr.ie's to be diQided .(dif/ferentiated)
¢into divisions su'ch' .as séles, research of prédugtion. The members in,each' of

. % . these divisjons (sett'isngs) behaved differently from workers in other divisions’

(settings). -
h : k Lawrence and Lorsch demonstrated that the deéree\of differentiatier; of

firms was related to the complexity and differentiatioh in the environment.
. : R . P : ., . .

. ‘For example, in plastics the envirohment changeéd rap” .y and customers

' requested more complex products. Plastics firms, in response to ‘these en- -,
’ ’ - ™~ . ‘
vironmenth| Idemands’, became more differentiated to meet both short- and |
- Y . }

> long-term environmental requests. In contrast, in the standard container .
) Q ‘ ' - . / )

[MC . B L

s : .. 10 ~




industry some firms were .less differentiated .because the .env,ironment__was

relativelqy stable (no new products had been .introduced for . twenty years).‘

A

Each of the firms in these industries faced the problem of integrating

these differentiated diVismns (settings). Some collaboration was essential lf g

firms were to exist. In each of these industries different forms of confl'ict -

.

resolution strateg:es were developed In the plastics industry~ again, firms

» -

had relatively low level divisions or indlwduals who worked between conflict- .

A3

“&
ing lelSlonS (settings). These conflict .resolution dwns:ons or indiwdua}s

had spec:fic knowledge needed ‘to deal with conflicting divisions. In contrast,

in the container andustry almost all decisions were made by top level manage-

<

ment. (settings).

In eciucation the most frequently studied setting has been the classroom.

(See, for instance, Barr and Dreeben, 1978,‘ and Doyle, 1978.) The primary.

bl

focus of educational work in ecological psycholog? has been the- identification,

- ‘:"descript.on and analysis of educational enwi‘onments WIthln classrooms. (Also

_ see works of Barker and GUmp, 1964, Barker, 1968, and Kounin, ~l£l70)

While: less frequently studied the entire school has beeq the setting for
* F -

P

-

important studies, for instance, of t;ducational V‘innovation (Smith and Keith, )

1971), of student- life (Cusick, 1973), and of spread of information (Hanson

and _Ortiz, 1975). What has not been studied well is how the various settings
¢

to be found in a single school (classrooms, facu ty lounge, custodian's office,
and pruncspal's office, for example) inﬂuence such topics as the process of

communi\.atlon or the practices of control in that school. N

Hence, our "own social common sense and several fields’ of social inquiry

suggest thé importance "of knowing the setting where actions occur. This

report is an exploratory study of a faculty lounge as a setting.in a junior

'high school. Using semi-structured”interviews and observations, the investi-

£

gator sought to describe,and to analyze what teachers talked about in the

11
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”»

faculty loungel ¢ What educatlonal topics were talked about in the lounge7

.~ Whicn' educational concerns were prevalent or ignored? What does the faculty

.-

lounge as a so_clal setting tell us about'teachers and schools? Befofe turjnlng

" to such questions, this introduction sets the stage for the report by} discuss-
. ' - ¢ )
_-hing: first, the general point of departure for this study; second, the particu-

>

lar biases

¢
«p @

of the

investigator;

and,

finalty, the- structyre of this report.

a

- institutions, are characterized not only by ambiguous goals but also by the /
. . T ™

. r-.‘ .

A burgeonlng l|terature suggests that schools, if not all ducaanal

-

Schools as Orgf jzations '

likelihood of conflict, among ’suppol'ters of these, contending goals (Benoit, e
1975; Bidwell, 1965; Cohen a'rld March, 1974; Elboim-Dror, 1970; Frank, "L
1'958-59; Harper, 19§5; l’rebble,-1978; Warner and HaVen,-.1968-; and-Weick, S N

\ 1976). Cor _ ' . i .
[_)espite the spate (of‘ literature about conflict, on the surface -schools ap- .'C

Few observers of everyday life in

v * '

.schools report ma;or outbreags of rancorous conflict over goals, or Iengthy

pear calm, almost tranquil, institutions.'

debates in Jeglslatlve-llke settings about what ought to be done in classrooms.
In \f;'..t, such activities are usuallv rare einough to attract the attentnon of

fresear'chers (Smnth and Keith, - 1971, Berman -and McLaughlln 1979 for ex-
A

-

amples)., or to be called to the attention "of " other practltloners in journals

Y

sg_ch-as Phi Delta Kappan.

.

o

.

It -vould soern that schools may ha79 'amt;iguous and conflicting goals,

~
but schools also have many socijal mechan sms for reducing, consequ nces--both

advantageous and harmful--of conflict.

-

Jsms may exist for reducmg uncertainties created by amblgu0us and poten-

Whlle many dlfferent socua] mechan-'

tlally conflicting goals, thic report is concerned with only one: the dellberate
segr;egatnon of social settings as a device to reduce opportunltles for conflict.

- a

-

.
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. quences of segregatlon on chanqe in schools

After exploring deliberate se{regation, our attention will turn to the conse-

LI

Certalnly other means come to mind as ways of reducing conflict in .

schools. For instance, the, lmple physlcal layout ‘of the schook building

. P . _
locates individual teachers,

y) —

close their doors, .and

their separate classrooms They may simply

-

~isolated from criticism by others. Lortie has

.

dubbed this the "egg- crafe ecology" of)'\e school plant. Or, as Serglovannl

LN

has suggested, the tralnlng and soclallzatlon of educatlonal workers lnto

13

separate professlonal roles reduces confllct It is difficult for _elementary
teacher and secondary teachers to dlSCUSS their craft, or for -guidance coun-
selors, spec|al education "teachers, vocational technlcal education teachers,

mathematics ‘teachers, social studies teachers, and S0 on and on, to simply
o : -
talk to each other.- / ' . :

r

Both physicat separation an'd'trained separation may serve to keep teach-:

- ers, in_ igngrane of their differences. Moore and Tumin (1949) suggest that" )

_one of the funct|onal consequences of lgnorance is "to protect the tradltlonal

normative structure . tht ough relnforclng the assumpt|on that devnatlon from

“the riles is statlstlcally |ns|gn|f|cant" (p 79) ln ‘the body of thls report,

"much shall be l"hade of ‘{h‘: role not only of lgnorance but also of knowung

o Y
N I3 . ‘ “f

“hovg 'th system works T ‘ i S .
snally, thls lack, of confllct in schools may be explalned by a rapldly
Q ¢ 7 1

growing Ilterature whlch 'suggests th.at schools are best viewed as if. they-

&

system" (Weick; 1976),. permeated by “structural looseness" (Bldwell, 1965),

s
and marked by ‘high levels of "goal dJssensus" (Prebbl’e, 19/8) Whlle c1early

-

evocatlve both in terfns of practlce and of resea(eh the elaboration of these

.

notlons has been domlnated by three assumptions which heserve -some eXxamina-
. ) S -

tlon. . : ] .

v ' ’ A M .. 13 " . -

s . . - .

. ‘were "o\rxgpkzed anarachles" (Cohen and March 1974), "'loosely coupled .
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' , N - QOne assumption made in much of this “loose coupling" literature is that
. ”» .

1

A
v

make sense of what has happened. In a Ioose‘ly'coupled organization, then,

we should expect- that indtwduals act out their organizational roles, and after

actlng as):rtbe reaSbns to what has been accomplished. People thus can make

EE S sense bof any sntuatnon--aQr the situation is over. This flexibility "permits
¢ -*individuals, and in turn the organlzatlons, to react in differing” ways to
- . »

* environmental cues. The organization is adaptive because( individuals within

_/\ .. |ts boundaries are able to make sense. of their worlds--even if the organiza-

.; -{.{ . 3 \

Y tion' has .o smgle world to Wthh it interacts. Such adaptlveness may reduce

N

v

conflict. RERP N
C . e . .

The argument for social sett|ngs which drives much of, th|s report sug-

¢ [

« . gests a dlfferent eXptanat|on for loose COUpllng lndlwduals often intend to

accomp||sh somethlng ln organlzatlo al settlngs, e.g., teachers seek to teach

.
hese |ntent|ons alert them to' opportunltles

students about "the War of” 1812
l'4 .
w1th|n the organlzatlon..

settmgs By structurlng what’ may or may not be talked about, social set-

tings segregate ‘or, de- couple opportunltnes /—Ience, intendedly rat|ona| actors
- *® o
in the organizativn who lnhablt certain /soclal sett|ngs are functlonally |gnor-

s

ant (Moore and Tumin,’ 1949) qQf opportunltles’ or of conflicts which could
occur if they had perfec.t knowledge of, the qrganlzatxon. The result is -loose

couphng --various responses by actors in varlous socual settlngs to envuron-

4 v

. - mental cles. What is markedly dlfferent in this explanatlon is why loose

. coupllng occurs. Agam, later sectlons of this report touch on.this issue.

’

A second assumptlon made sn much of the loose coupling llterature is

*  that the organlzatlon constitutes a relatlvely ‘homogeneous social sett|ng The

e

-

:ndnvu;!uals act, then |ntend That is; after acting_individuals retroactively

netheless, opportun|t|tes are linked to soc1a|:

~
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tings within a single large organization seems suspect.

_ schoqls.

_students_ .

floundering about were beginning teachers with serious pro

-

’

- case studles found in March and Oison (1976), for examp,le, use as their’

settlngs sites such as unnversntles or the San Francnsco Unified School Dis-
frict.' While evocatlve,q thls general lack of sensltlvnty to various social set-
This msensntnvnt\, to
various socnal settings in an organlzatlon permeates rauch of the literature on
confllct in schools

An example mlght help clarlfy th:s ¢oncern. The las(t half dozen years

* have witnessed an interesting series of studies done in schools using the

Pupil Control ideology (PCI) instrument (Wlllower, 1975).

assesses the relative humanistic or custodlal ideology of educators toward

The lnstrument began as part of a part|c1pant observatlon study

done by Willower and Jones in teacher lounges

thls social settlng was the large amount of discussion about pupil control

(d:scnpllne)
ment. Several _pieces of research using the scale have found that teachers

become more custodial with “experience. Nonetheless, when Wlllower4 and

‘Helsel (1974) developed a Pupil Control Behavior (PCB) instrument to assess

the relatlon between ideclogy and classroom behavior,’ they found ldeology and
beHavior to be "lmperfectly“ assocsated (correlatlon of 37)
In terms of social settings, one would expect to find that the way indi-

viduals talk and behave in one Asetting (a teachers' lounge) would differ on

ii~portant dimensions in another setting such as the classroom of an individual’

teacher ‘or the completing of a scale. In contrast to what Willower and Jones

L

found in a faculty lounge, Newberry (1978) found that ‘experienced teathers

[3

in their classrooms rarely helped other teachers, eyen 'l&hose who were

ms. Newberry

-

15
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It also provndes llttle purchase on understanding the absence of A

The lnstrument ,

What they were struck by in. |

From this insight Willower and others developed the PCI instru-,

“r
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noted that in their classrooms beginning teachers who wefe having problems
" controlling student behavior “"tried to disguise the extent of ... control

problems from other teachers" (p. 52). Settings may \well‘determi‘ne*what

gets talked about and what happens. What heeds attending to is the numer- a

.. )~
ous settings in a single organization, and the "imperfect" relations among

these social settings in.schools. This report makes a&s:tart gt this large, but

.
.

’ T . -
important, task. v S : . @

A third, and final,, assumption of the loose coupling literature is that no
k4

smgle ‘individual has a grasp of the entire organization. The totality of a
~|oosely coupled organlzatlg)n seems so dlvergent that only microscopic vnevk
_are posslble A larger, more maCl‘OSCOplC view is dnffncult, if not lmpOSSlble,"‘
because of the difficulty of reconcnllng several dlf{ferent actors diverse views
of any situatiog. - This dlver5|ty and complexnty requnres any single actor to>

. . »

‘compress ‘and condense these vast amounts of often contrasting lnformatlon S0

’

that any larger view is distorted and out of - focys. )

Approac_h}ng this assumption from the perspective of social settings, one

could argue that no sin‘gle actor ever grasps all the nuances of afly single
setting or the vagaries gf many different settings in a single organization.
Nonetheless@rienéed actors have.maps of'the numerous settings in a
single orgahizatioh, and have guide books for acting appropriately in singular
settings.* Principals, for instance, may ‘know that the faculty lounge is
"off-limits" or students may know that the facul‘t'y lounge is where teachers
go to', .

totality of settings may provide a lush organizational environment, that total- .

~

ity wiN not be comprehensnble to many in the organlzatlon
w unfortunately have little sense of how md:vnduals who have complete

maps* of organizatlons react either to internal or external demands for change.
. . .

,

be "un-téacher‘ly," e.g., smoke, swear, gos‘sip and sleep. ile the -
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Two alternatlves come to mmd--those who know much may be conservatlve

about change because they see all the p:tfalls which could arise when settlngs
are disturbed. Or, those who know much may be positive to change because
they" see all the opportunities that arise when settings are disturbed. Fi-
nally, there is always the distinct possnbllltvﬁ that attltudes toward change are

divorced completely from access to settings.

! .

. Th|s report, therefore, beglns with- these sorts of. concerns in mmd

How segregated are the workers in the school setting? How calm and tranqull

are settings in schools? Are schools,l and their settlngs, loosely coupled?

.

row much change is likely, or even talked about, in a s,chool? ~This report

"'9 3 L3 3 3 - & -
does not answer these questions definitively, but it does touch on these and

other issues found to be related to settings in schools. .By fixing on the
{

teachers' lounge the report inspects the one site in schools whege teachers

can on a daily basis meet withacolleagues. By its very nature, then, the’

lounge is the major s|te in the school where teacher-to- teacher conversatlon

p'redomiri'ates I And it lS this teacher-to teacher: conversatlon ‘in the lounge

setting which is the point of departure for this ‘analysis. .

Reportmg Impermanent Settings . 4 ' . . .

Reportmg conversation |s difficult under the best of CIrcumstances Th'e‘

normal ebb-and-flow of “everyday ta‘lk is bound up in context, intonation and

gesture. Trying to capture the richness of teacher conversations in the

Iou‘ng_eﬂ provided numerous frustrations for the investigator as omissions

»
~

seemed inevitahle.

¢ - '
Missing from this report are two aspects of teacher conversation. First,
] ° .

teacher talk is so disjointed that no long, episodic segments are presented.

The longest conversation reported took at most two to three minutes.  In
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place of these richer episodes, épisodes which present a sense of continuity,
the |nvest|gator presents small bits of- conversation. These bits introduce

each of the later sections. Whlle they are weaker substitutes for conversa- &

tion, these bits are more accurate pictures of the disjointed and fragmentary-

7

nature of teacher talk in the faculty lounge. /.

4 .

Secpnd the comlngs-and gomgs of teachers: in the ‘lounge meant that

taik shifted with almost every entry or ‘exit. If-a coach Ieft for, exampie, .

dlscussnonsAabout school sports often ended abruptly In that sense, the
lnvestlgatm‘ tried to link conversatlonsv to partlclpant = But the frequency of
movement often meant that conversatlons seemed to start or to end abruptly.

lnfrequently, some conversations seemed to be ‘g;cked ug’in the middle.
\

Again, the use of short bits suggests the ‘choppy, fragmentary” sense of

teacher talk in the lounge. Whlle a !onger and more complex narratlve ‘might

have enhanced reading, it would have been false to, the blts and pjeces whlch

© —

constitute teacher talk. . , -

4

Researcher Bias T .

-

It is not only traditional but also important to understand and to appeci-.

ate the background of -an investigator in a_study depending upon semi-
structured inte‘?views and observations. Those who have examined these

methodologies for generating data stress their sdsceptibilities’to bias. This

’

mvestlgator is consclous of four: major sources of blas on his part

Flrst, and perhaps most importantly, the mvestlgator has spent more

than two decades in the field of-education. Of particular importance for th‘s
study is the fact that the investigator was a high school teacher for five
years, and has been a college\professor for eleven years. Thése experlences

meant that schools were familiar places, that school peOple were seen as col-

*
¢ 2
“
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leagues, and that education was viewed as a noble professnon Thl<favorable :

orientation to S{:hwls and their occupants /prov:ded the larger canvas on

L 2

-whlch other biases may have been elaprated

/
A second bias is th|s mvestugatoys preoccupatlon with the effects of

= /
external political and policy decisions /on schools. This theme can be elabor--

' / ; .. .
ated as interests in politics and edu’cation, and in implementation of change.

As politics and education scholarship. has developed over the last two de-

cades‘, much attention hasé fixed on forces seeking to shape school firances,

- * -

curriculum, facilities, personnel and operating procedures. Equally,- studies

concerned with the implementatipn of innovations have examined. how change
has come or been modlfled or - thwarted by\ss:hoolpeople Both may have
lnflltrated aspects “of -the study '

Y

The third bias consisted of 'the iQ/estigator's interest in 'schools . as_

orgamzatlons ' The Works™ of*tho 1970's--particularly those of Ja es G. March
- \and Karl Welck-'-argued that schools were not rational, tightly- coupled bureau:
cracies but instead were autonomous, Ioosely-coupled coilectives. ‘Au_th'ors
followmg the- suggestions of March and Welck produced pictures of schools as

out-of-focus organlzat:ons--goats were not cIear, means were not rellable, and '

_ partlc:p“aagwere not permanent. Again, my b:a(s toward these notlons may
fy have acGentuated the "ﬂbn-rat’ional" in the lounge. ’ ’

Th%nal bias was selection of sites. The schools selected were not only .
_convenient but also clearly very good schools The investigator sought out
sthools whose principals knew him'. personally, whose teachers were frequently
in the investigator's:classes at the Universit‘y, and whose students g\.nerally

came from "good" homes. They were cooperative sites: they may be unusual

_schools, atypical for generalizations.
. \

A\



- - . R , : .
L4

These four biases infected the investigator‘throughout the progess of

" creating’ this report. The task of the lnvestlgator durmg this process was to

discount these" Ieanlngs by being sensitive to the Selectaon of interviewees,

.

the questions asked and the observattons recorded.

A snmple illustration from the field notes may clarufy and |||ummate some

-

H

of thl,S conce%:om bias. The note is:as follows:

97/10/30 rox 11 00 amz/ walking- in hall from Assistant Princi-
- pal's office to set up interview--saw Mrs. Harold (English) talking
earnestly to boy--tall, 9th (?)--overheard disciplining about "atti-
. tude"

- »

/ That evening‘ the: inv‘estigator wrote in the "l.nterpretatidn" section

as follows: . . ) . L v
" \
5 . The  teacher- pUpll discipline - situation today left me wuth sev-'
- eral feelings. First, embarrassment. | was intruding on‘a very
private discussion in a hall. Second, the_teacher was a good head
shorter than the student. She was .really\all over him about his
"attitude." Third, it brought back a flood “of memories of similar
actions by me--"pmning the kid to the wall."
Think about how private the whole "event was. - The teacher
." left the classrom door open, the hallway is frequently traveled, and
their voices obViously carried. - '
Also think about how. you would have written up if studylng
discipline. Whose side? How public/private? Control. S

The Ionger the investigator ponders this incudent, the more conscious he has

become to the fact (and lmportance) of his "identification" with the teacher in

‘¢

this situation. Such identifications suggest sensitivity to bias is a necessity,

not’a luxury.

k4

Structure of Report: o PP e

~

The report itself consists of three major sections. The first’ deals with
the segregation of setting's in _sc'hools. Teachers.may, if they choose, separ-

ate themselves aimost.completely from othef teachers. The first section

.,‘ B

ot -

2. All’ materials in the field notes are coded by school, date and tlme The
time used was that last noted, e.g., "approx. 11: 00 am" means the last time
noted in the field notes was 11:00 am. A time of "11:04 am" means that as
the note was written the time was noted. All names are "false." LI

2 20
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chronicles this separaténess, and speculates about its or:iginé: The second

F . .
section concentratgs on the faculty lounge. What gets talked about by teach-

ers in the lounge of the junior high schools? The third section discusses

A - .A ) - b e - - - -
social settings and change in schools. Its mission is more speculative --given

settings and given teacher talk in a lounge, ‘what can- we sa\y about opportuni-

ties for changihg schoois? - ' T

» [}
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) o Organizational Segi-agation and a
) Teachergeparateness - . .
;o ’ €
. Teachers in City Elementary School and City Junior High School do not

have much tlme to spend with feliow teachers during the nrormal school day .y ¥
v . -At City Elementary School (CES) teachers have rio preparation period and
J only thirty mmutes for Iunch - At City \quorf ngh School (C,JHS), teachers

~

have a preparation period and fifty mlnutes ‘for lunch. But considera)dons“-of;

scheduling at CJHS mean that teachers oreparation periods are 'desinned. so
that teachers of the same subject generally do not have preparatlon periods at
the same time. The need to offer courses throughout the eight perlod day, at
.C:JHS means that teachers of differert subjects, _n_ot_: the same subject, gener-

4

ally are ll'free" during the same period. Thus, the first element in teacher
4 ; : :\ o l “
separateness is organlzational scheduling o . x
’ 3 ) :
Moreover, when teachers are free at the same ‘time, differences in sub-

ject matter preparation and teaching styie limit the range of conversatlons oo
TStated in an extreme form,r Specuai Education teachers in the junior high
school have significantly dlfferent subject matter preparatlon ‘and teaching
style from Industrial Arts teachers. Both these groups of teachers. differ
¥ from Geography teachers, and all t‘hre"e groups’ are different from Art te ‘ch:
ers_.,' At' the e'lémentarywschool _first.and sixth',‘g'rade teachers are different

not in what they feel they must teach but also in» ways they believe they tan

teacher. The second element in teacher separateness, then, is subjec{ matter

~- &
v

. preparation. ' ' &

4

~

3. Initial observations were done both Yn an elementary and in a junior high,
school. This section rests on work completed in both schools.




But even thfese differences pale when teachers talk about heis they teach

. . . . e » ) . : - . N - - ) -

. in their individual rooms. Their experiences with their classes; and less fre-
. . \-4 . . .

quently with a student or small groups.of students, or even more infre-

- quently before a supervisar, are unique: Thig, uniqueness is grounded on >

d
) 4

the history of that particular teacher, the history of that particular class, °
o~

and that particula?‘ vaoment that exists among Lactors in that ;;articular setting.
Teecher‘s,j however, do not see themselves as "performinz;". for others on the
"stage“ of the.ir classrf)om: they are a part of a very r:eal, existential happen-
ing--uniql.;e',‘ clifferent from but akin-to other days in other classrooms.
These classroom moments are tl\e core of a category of unique exp'eri-ences_ to °
be label_e;j “educational." The third, and final, element irl teacher separate-
ness is classroom uniqueness.
ThIS sectlon will elaborate these three elements of teacher separateness
-orgamzat;onal scheduling, subject matter preparation and classrqom unique-
. ness. The condition of teacher separateness is at the heart of organizational -
) segregation. A (See Fiéure 1) . : L ’

Orga mzatlonal Scheduling. At CJHS there are nearly 1,200 students in

grades seven, eigh‘- and nine. .Thes’e students are taught by a full 'an,d?

:part:time faculty of about 70 teachers and fed!| administered, cleaned-up
. after, .counselled, libraried, :ahd secretaried by anc&h;r_‘ 35 or so people. A
majoff responsibility of thei administration,- working with coynsel;rs, is getl:irlg
students and teachers together so jhat the eight 50-minute period T:lasses of
the school day can take place.. The various rquir,ed‘end elective courses, as
"well as the differing .skill levels of courses offered,. mean that most courses _
neet‘j"to,- be available . to students any one, -of the periods of the schoo] day.’
Counselors, teachers, and \ad.ministrat s all‘ seek to create classes which meet
the schclol district requiremen-ts, ar offered &t convenient'times for students,

and, provide opportunities for satisfactory (if not better) l'eern_ihg'.
2 N .
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‘ Figure 1. Major elements in

teacher separateness.
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.ment. of part-time teachers, the use of expert teachers (e.g., music) who

for teachers of the same "grade st.ibject matter to be preparing during, the- '.

™ »
The needlt6 offer suffucuent courses means that preparatuon periods usu\

ally do not permit teachers of the same subject to have 'the same peruod free:

Table\l/dlsplays the teacher preparatlon perlods by subjects at CJHS. Sev- -,

AN
eral ponnts are bf interest. First, t*he discrepancies between numbers of -

teachers, preparation periods and lunch perigds are created by the employ- .
visiﬁCJHs as ‘part ‘of a circuit of schools they teach in each day, a‘nd‘ the

fact that a few teachers do not receive a formal ;S;eparation per?od. " Second,
dv:lring periods-1, 2, 3, 7.and 8 most teachers are teaching. Only during
lunch periods (4 5 and 6) are a large part of the faculty not teachmg
Thsrd,ionlyun rare instances do two or more tcachers in the same subject <
field have similar preparatuon peruods _An inspection of these cases shows:

in English, in period 1 an 8th and 9th grade teacher are preparmg and' in 5
period 2, two 7th- grade, one eighth grade and one teacher of both 7th ‘and
9th grade classes are preparmg, in Mathematlcs, in perlod 1 an algebra and
8th grade math teacher, a gemometry and 7th grade math teacher, an 8th and
9th basic math, and 8th grade math teacher are preparing and in perlod 3, a
math-lab and science teacher, an 8th and 9th basic math, and 9th grade math
teacher are preparmg, m Physical Education the period 3 preparation is
shared by a 7th grade and an 8th grade teacher; finaily, in Specual Services _
{Special Education) the 7th period preparation is shared by six teachers who
all wo‘rk. with handicapped children. Four of these tea,chers work with stu- . : .
dents\‘whq ha;/e learning d{sabilities. This anal\,sls suggests that it -is rare i

same period. The noteable exceptfah is in the area of special education oot

L3

services. (" . . ) 3 .




Table 1

Teacher' Lunch Periods and .

Preparation Periods' by Subjects in CJHS

Periods Number',of Teachars
5 6 irn_Subject Area

" Subject Areu

- English -

- Mathematics

. Social Studies
Science
Foreign Language
Physical Education
Art -
Home Economics
Industriai Airts
Reading Lab

. Special Services
Music

«
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.{, étated differently, the._organiz'a’tional need to ofvfer classes the entire day
meant that except'f_or lunch very few teacher:s, with similar courses* had the‘
' opportunity to be in sites éuch as the teacners' lounge.where thegl could talk
to other teachers with’ the _exatt same interests. 'Usually the a\}erage number
of teachers in- “the lounge at any one perlod, for example, would be somewhere

between two ‘and ‘three. Just as frequently the lounge was_ empty:' The

.

following field notes reflect these condition5° - :
37/12/11  2:20 pm [Lounge] empty--all Have gone to class - - 4
32\]11/20 2:25 pm no one'in lounge '
i ‘ , . ‘, - : \ M - i .
. 34/12/3 10:30 am two teachers in lounge. plus Special Education Com-
. ’ munity Trainer ‘ ,
, J15/11/13- 10:40 am lounge énlpty--one. female teacher came in, 'used
’ i restroom, left ‘
:'.‘ T N . , o
o n/1/4; 2:14 pm two teachers came in lounge--chatted as - they
s - "sneaked" a cigarette--left for ‘class .
K - - ’ 2:'20 pm . janitor comes in to fill pop' machine--leaveé--empty
'2/10/30.’ 9:20 am two teachers enter lounge--settle at table to work -on
- . student progress folders--smoking (one is a counsel- -
/ A _ . or, not teacher)
" .10/11/4 2:06 }_:m return to lounge--one teacher Stl“ "there, readlng a
oL T ) novel--wrote up notes
. , o g .
. 1/10/30 8:44 am . janitor come§‘in,‘ buys pop, leaves--en‘ipty)ﬁ(

. The lounge was a ’n'\ulti-purpose roon;,‘ e.g., rest, ,smoke,‘ eat, snack, drink
-pop, read in peace and quiet, chat.informally, work, or someé or all of the

3 -

+  above: Except

. .
. b
.
. . .
) . [ \\. A
- . ”
) <

)
»
f . . N

, ~ Thesea'fleld notes reflect deliberate selections by the investigator from the
. , ebb-and-flow of events in the site. As noted ea‘?r, rarely were com?eréi;
’ tions or events in, the site neat and additive. ics' were dealt with on
_ hop-scotch fashion. In réconstructing the site, itfms were pulled from vari-
: ous days and times to provxde a "mass" of information which® couid only be
- accumulated by participants in several visits to the lounge. As noted earlier,
) each item is "labeled" ‘by a date and time; code. Interviews are als. coded.

T Q | are,
\’ o . . . . |". 27 ‘ . .,
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for lunch periods, noneth’eless, it was freguently empty. At CJHS, then, one

physucal location that could serve as a catchment for teachers in their prepara-
tion perlods was’ mfrequently used by the few who were not teachlng The

lounge at CES was even less used, if for no other reason than CES teachers

«

had’ no preparatlon perlod
{

At CES, sohe 250 students are taught by 18 teachers. Other services

P

are provided by about nine support\personnel, includi g,ra prlnclpal The
teachers at CES do not have a formal preparation ‘perlod,, and because of

helping to move students to and from the lunchroom, have at most twenty-five

A%

minutes for lunch. These moments at lunch and playground recess are the
)
only times during the day teachat's and_jtudents aren't together.

The. grade comblnatlons at CES are designed to |nd|v1dual|ze programs of

‘ study for students Placement of students is linked to the overall assessment

of student progress in a number of areas, including SUbjeCt matter skills and
emotional deyelopment. Table 2 lllustrates these comblnatlons of grades and
teachers atlgtEs. For example, Table 2 suggests that a grade 1 teacher has
seven other teachers who spend time “with students on grade.1 materials while
a grade 2 teacher has six other colleagués The qverlapping provides a.
falrly large pool of’ posslble teachers to vns:t with, but the combinations
suggest that each teacher faces a sl:ght_l_y different mix of students. The

three teachers of 1-2 face different students not only among themselves but

also from the two K-1 teachers and the three 1- -2-3 teachers

3 ¥

! Hence, at CJHS and CES the need to provude classes to a large popule-

tionr of students who fhust meet certain requirements about classes taken and

.

grades successfully completed means that’ teachers are deliberately separated
by schedule. Such schedulings allow courses to be offered at d|fferent times
during the day at CJHS, and different grade comblnatlons at CES, and. limit
severely the amount of time teachers can spend to‘gether.

-

[

. . , o 2
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Grade Combinatiéns
K
- K-1 h
. 1-2 _
.( 1-2-3
34
4-5-6
56"

(Y

Teachers by Grades at CES

4

Table 2

-

Number of

.

Teachers

1

W&

w W w W w N
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'Subject_: Matter Preparation. At CJHS, teachers are brgken into a dozen

different ‘su'bject‘ areas, e.g., English, Art, and Physical Education. with
only one or two- exceptions, teachers p'repare and presen}: c'lass;s in or.1|y one
subject matter area. Furthermore, most teachers in a specific subject matter .
areas ’té:a(:h only two differéﬁt sdbject specialities, e.g., Ggography and U.S.

. Hisfory, French 1 qnd French 2, or Algebra a}1d 7th Grade Math. In teacher
]angbage‘,‘ most. have only twoq‘different "oreps." _

Teachérs ‘at -CJHS not only distinguish sharp differences a;nong the

larger subject.mat'ter a_rea’s :-t;ut also see wide differences ‘among .courses witl;in v
the sa"me subjec£ matter area. ‘The field notes and the interviews provide.the

-

following information: ' : : -

1/28/11/14 (181) — ..."my. English teacher friend". .. )
14/11/14 'abprox_.- 2:10 pm "1 hate ‘goin'g to those LD ({earning disa-
. . . bilities) conferences. What do you do

when others question" your competence. and
Yegree? You still know something s
wrong..."

17/11/13 approx. 12:10 pm ‘two teachers were. discussing how to deal .
’ .with unruly <ctudents--one  suggested -
"pouring on homework" but the other said. ,

.- \ . that was alright for some areas but he had
: "no homework to give in Art"... ’ .
1/27/11/14 (129-135) «..."elementary ‘teachers. . .effusive...second=- -
‘ ary teachers...period of war..."
"34/12/3 _ approx. 1:15 pm Mrs. Crown (PE ‘teacher) is-drinking a
~ pop--obviously., very relaxed--we chat

about feeling bad (flu)--as she gets ready.,
to leave for class she comments that this is
her "strategy time"--figuring out what to
do the next hour--Mr. Comstock (Geogra-
P phy teacher) smiled and shook his head--
after she left Mr. Comstock said that he -
" . Wwished" he taught PE so he could just
"toss a ball out" :

1

- Several points should be noted from the field notes. '.Ftit, it is not

—

uncommon at CJHS to identify other -teachers to strangers by their subject

4
3

‘
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matter “fields. Equally, at CES grade lavels are comrionly. used to; identify

teachers to others. The aubject'or grade markers are not idle social ploys.
Teachers use such identifications as important ways of understanc]ing and
relating to their peers (Swidler, 1979).‘ Only a stranger to education would
not "know" differeqceg among English, Industrial Arts, and Special Educlatio.n
‘, teachers. And, With’inl the teaching' ranks, o'n}y. a very foolish Engiish
teacher, for example, would challenge the expertlse of a learning disabilities

.teacher (or vice versa).

a3

The training of teachers separ;ate them: \ntr:oduc:
tions necessarily pqlnt out the uniquéness of trained individuals.

_ Second; and we shall make more of this later,‘ CJHS and CES teachers
distinguished-"-very/general techniques of teachiag from teéhniqges unique to

thelr partlcular subject areas or grade levels. While there is some sense of

ge;eral gundelmes for ,teaching, such sweeping generalltles always seem tem-
pered by the unique charactertstlcs of a partlcular teacher and by the subject
' r;iatter presented. Taachers may wish to use films, for example, td enrich
their classes. But in many subject areas the. catalég is limited, while in
others it is overwheiming What is taught interacts with how it is taught,
and limits severely larger ganérahzatlon -about teaching.
Finally, CJHS arpc_i CES teachers seem to. have some conception .of their
- \;role in -a larger educatiopal system. This role includes what they must teach
at the_\;arioq's lavels'bf this system, - e.g., elementary, jynior high school,
secondai‘;l, college, ahd graauate school, as Well as what expectat{ons about
students are abprépriate to these levels. The ed\ucational~system is bothﬂ
illustrated and explained by grade levels and cours,e"tjtles. Tﬁis system is
displayed to others such as paren'ts’ by pointing .to grade levels or subject

matter classes. A sixth grade student, who is taught by a sixth .grade

EN

teacher, should do sixth érade studies, at a level appr"obriate for a sixth’ .
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grade ot}udent. The independent factors\appear to be grade level and- -content

_area. Tgachers have been trained and hayve had experience in’ teachlng both
AN
a partlcular grade le\‘gel and  a particular subject matter. This system pro-

vides outsuders as well as other teachers in the system images (.stereotypes)'
of 'wvhat goes on in-classrooms at any grade levels and in’ any other subject
field. ‘These images seem to. create a lafger, holistic view of an organized
aducational sysat’em sweeping deliberately and dependably from kindergarden to
* graduate’ school At each niche in thls system, separate teachers in their
c¢lassrooms contribute to subject matter understandings at a partlcular grade
level and with certain grade level expectatlons for students These\ expecta-

)
tions are tempered by the age of the students. The system, therefore, is

all-encompasslng ‘ ' o .
Subject matter preparatlon thus differentiates teachers not only into

v
fields but also seems to be a crltlcal element in understanding the educatlonal

~system. Teachers at CES and CJHS not only can identify themselves and
‘others but also display the system by indicating subject field-and teachlng‘
level. 1"hese identifiers are\narticularly usoeful to ‘teachers_“because they
"locate" other teachers as either possible sources of information or as mere
.colleagues -in the broader field of education'. “These location markers mean
that elementary teachers .may find and share with other elementary teachers
or that World Geography - teacheré may ‘discuss ‘issues with other World
Geography teachers. The passage of -§pecific information about teaching
across gra_de levels or subj_ect fields, in contrast, seems difficult to CJHS and
CES teachers and occurs infrequently in "loose" -discussions ab‘out schooling

or students in general. . , o . '

Classroom Uniqueness. While CES gnd CJHS teachers are separate'a by

the organizational scheme of their schools™an their particu_‘a: prepara’tion

y , 32 g .
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. and assignments, the greatest separation come from their bellef in-the un:que-

n?ss ‘of classrooms Each classroom belongs to a teacher. Rooms are refer-

Y

red to by teacher's names: Yyou, are in Mr. Jones' room or in Miss Brown's

room (literally) Each teacher's room becomes .is or hers. Year after year,

’

Teachers proudly assert, .and are willing to show others’ that their rooms are_
different from 'the rooms of other teachers. The arrangement of chairs, for
example, is one indicator of uniqueness.’ : ' .

' ‘But even more powerful than rooms are the bellefs held by teachers
~about their classrooms., "The followlng is a sampler from field notes and
- interviews: . "

1/29/11/14  (237) " think what I'm doing is right. i'm
N waiting for an expert to come and show me
a better way.". .
€6/11/20 approx. 10:20 am  some teachers leave their doors open--some
shut them . ‘
C ) ”
c4/11/20 9:45 am . Teacher correcting boy on way in from
o recess--"We've got a lot-to do. Don't play
games. "
c1/11/13 ' 1:05 pm : - three teachers finishing lunch in lounge--
. one is upset with a student teacher--an-
other volunteers: "I don't want-student
_ teachers..:huh...to get between ine and
) - the kids." S -
‘: ) . - ‘\. -
31/11/18 12:30 pm "| had -that kid last year. He's no All-
. ~ American boy"‘ - :
16/11/13 " 1:47 pm : _"Teachers must; do as they say. " .
12/11/14 approx. 2:10 pm two teachers were discussing ‘a2 mature

_Room 219 belongs to Miss Brown and Mr. Jones<s in Room 222. The seating

arrangement, bulletin boards, pictures, locations of maps or charts, and

-

" perhaps even _the color of paint are ‘under their control. When students

enter, they come into Mr. Jones' or Miss Browns' room This territoriality is

an unshakeable boundary ‘that marks off "her“ or "his“ from all others.

fourteen- year old girl--Mrs. Wilson. called

¢ ' “

J

-

P
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"her "Lolita"--Mr. Rawls suggested they
visit with her other teachers--Mrs. Wilson
said she doubted other tedchers or counse=-
lors understood the girl's problems

1/24/11/14 (392-400) "Past experiece. All of what | do in class
_ is based .on what |'ve seen work or not
: work. - Past. experience...that's ninety
o . » ' percent of it." - v

c1/11/13> _  approx. 1:05 pm  "Personally, | believe that..."

Interpretation ¢1/11/13 Two teachers plus an aide were discussing
. the problems of a -student--reading, | .
think. Most of my interest was on conver-
sation on [the] couch about student teach-
er. As this conversation finished (see
c1/11/13 1:05 p.m.) | happened to note
. these three.. They seem to be really
discussing the. student. -:.Finally, Mrs..
- ‘Brown said, "Personally, | believe that..."
| missed her ‘remedy,. But the tone of
. . voice struck me. Mrs. Brown had "really
* . said (I think) "That's my student. My
o background ° (experience plus training)
dictates we do x. I've heard you all but
- the student is mine." It's the sharpest
. exchange I've ° heard. Territoriality.

‘. Students as my responsibility.

39/12/16 approx. 12:00 pm two teachers on couch discussing problem

’ with student--Mr. Cash suggests that the

other visits with the principal or counselor

. : about the -student--Mrs. Jordan accepts .

.- advice about conselor but says of going to

principal "that's not.my place"--both leave

Teachers see themselves at an existential point in their classrooms. This

point, this }‘eality is the intersection of all that has gone on previously in

their room past) and all ‘that they anticipate and hope will happen (future)

with a particular student or class. This unique and existentiai point separ-

ates one teacher from another teacher. Several impc;rtant aspecig of unique-
ness as illustrated in field notes and interviews-deserve discussion.

First,' teachers see themselves as the ultimate judges of what happens at

this point in their rooms. This judgment is total and absolute. “Teachers at

'CES 'and' CJHS set the) rules, for example, for their -rooms about 'student

34 .
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conduct, Iearnlng and assessment

. .
Teachers set the conditions of the class-

room as- an\,enwronment.

However, teachers do not see themselves as the

* sole initiators of what .happens’ in their rooms.

The best laid teacher plans

may be disrupted by an unruly student or some mysterious outbreak of adoles-

cent stupidity or wit.

control the conditions of their rooms.

_ tual excitement as the class "catches fire.

Equally, a dull and drab day may explode into intel!ec-

" -But teachers clearly "intend" to

’

i

Second, classroom conditions in turn_put limits on teacher behaviors.
Teachers at CES and CJHS are generally expected to practlce what they
preach. The rules teachers impose on students about punctuality_, for ex-
ampie, ought not be broken by the teacher. Such a'breakdoWn opens up
opportunlties for disruptions, petty problems or annoyances it helps to
* practice what you preach--if you are a teacher. .

Third, the ']udgments that a teacher makes_about a particular student in_
thelr class may be chalienged--’;ust so long as the challenge does not extend
to the Iarger, dgeneral’ context of the teachers classroom. Teachers know
students respond differently, but such differences should not 'change class-‘
rooms " Most teachers at- CJHS and CES see themselves as suited to work in
their: rooms with students generally (although they probabiy work - better with
particular types of students),‘ as insightful about certain types of problems,.
and as warranted in these assessment-'of‘their own capabilites by their past
experiences. , Other teachers. may challenge viev\is on a particular student,
but challenges to the larger frame of reference are neither welcome nor fre- '
quent While another teacher may use a different technique with a specnflc
student, and drfferent te¢hniques may be rigorously examined, discussions
about an‘ entire classroom and -its complexnty must be offered as advice only.

Claims to the uniqueness of each teacher's c!assroom are sacred. Other

'y .ot

*
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teachers offér advice,. and in fact ‘advice seems to be given freely at-CJHS

and CES, but no teacher is obliged to accept such advice. Advice must bg‘)

N

. weighea agéinst personal (and Highly idiosyncratic) -classroom ex;;eriences.

Finally, just as'tgachers have their place in the school, counselor;s, the

“principal, and others have roles. Teachers seem to anticipate that there will

be ‘piutdal respect for the variou;s "places" of the school. “The uniquenes§ of
their classroom suggests tc CJHS and CES teacr'\ers, for example,'that the
princibal should control the hallways. 'Because Sf such roies, work will Qet
done, griping can be directed io appropriate ofhers, and tﬁe overall school
can go apout its ’day-to-da_y./ routine. ‘ .

This sense of place was also reflected in the little amount of time teach-

* " ers spent in talking about administrators in the CJHS lounge. Most of the

time teachers talked as if administrators were not a part of the school. The

.reason for this was clear--teachers were speaking abput their classrooms or

their ‘subjects or their students. Administrators were mentioned when ‘!arger,
‘more. global school ‘issues were: discussed. . For example, ‘
34/12/3 approx 12:10 pm--finished lunch with Mr. Corner, Ass't.

Principal--Mr. Sandman, math teacher, came in .and brokz into
our conversation : -

Mr. Sandman worried about placement of studen_ts' in Algebra--
Mr. Corner said he had talked to other teachers--aware of
problem )

Mr. Sandman suggested making math open to all had created

problem--have to ‘take care of next year--but for now, he °

suggested switching "bad" Algebra students to ninth grade
math ’

Mr. Corner agreed--"no kids hurt"--show on transcripts that
students took ninth grade math--give math grade only--that
way they could take Algebra later "if they wish"

. ’ N ¢

Mr. Sandman agrees--quickly leavés “to get back to class...

Administrators make decisions which influence equally all classes: teachers -

make decisions which influence their C_Ia;sses. Each has their place in the

-
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“system. When disputes arlse, adminlstrators retaln global responslblllty and
teachers retaln classroom power But such dlSCUSS!OnS were ‘rare, exotic
occurrences in the .CJHS “teachers lounge Usually, admlnlstrators exusted
_ neither in flesh nor in spirit in the lounge. -~ - ¥ : .
In sum, while the second section of this report will elaborate both_the‘ﬁr .
themes ol’ training and cla’ssroom uniqueness--they ar.e important elements in
faculty lotunge talk--little will be heard of ‘organizational arr'ang‘ements until
the_final section ‘of\the report. Stated.dil"fer_ently,u teachers at CES and CJHS
spent little time worrylng about larger organlzational arrangements which
separated (segregated) them from other teachers They seemed to see these
as perfectly natura! (as parts of the educational system) Teachers at differ-

ent levels and in dlfferent subject areas are dlfferent, and such dlfferences

mean they are unlque . Equally, teachers at CJHS and CES freely swap

advuce abqut teachlng te*hmques, about students and about trl’cks of the
-trade But these exchanges are never obligatory--any teacher may reject -
- out-of-hand the suggestlons of a colleague by suggestlng that "Personally, | |
. believe that...' '.‘ The arbiter of such suggestions is the experience of the
individual CES or CJHS teacher in their classrdoms, and this decision rule is -
-sacred.~ Such pouer rests not only on the fs'pecific and particular happenings ‘
in their rooms but alsb on their specific mission to teach’ students in ‘a certain
grade a partlcular subject matter Few ‘others in CES or CUHS had this - ) ‘

speclflc charge, and those * slgnlflcant others were hard to see on a dally .

.basis.
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The Faculty Lounge and Teacher Talk

! - This section de‘als almost’ exclusively with the faculty lounge at CJHS and
e wuth what may be called "teacher talk," the way teachers talk about class-
) ‘ rooms and their life as teachers Dellberately ignpred will be talk about
: -' weather, health, husbands or wnves or Iovers, and vacations-~the kind of
. L everyday amenities and dlscusslons that occur among good friends, acquaint-
ances and colleagues, and which made up a good portlon of conversations in
the lounge. , ¢ | i s
“Teacher talk will be analytically divided into two major Lcat_egor?es:
‘classroom realities and teacherhood‘ problems Classroom realities, .in turn,
will _be analyzed as four major topics: amblguuty of control; particular stu-
dents, nature of the age group of students;. and ‘necessity of teachmg sub-
jects.  Teacherhood problems also includes - four . prmcupal subdwuslons
teacher rewards, effects of teaching on self; pubhc images of- teachers, and
failure of others, e. g., parents, socnety -(See Flgure 2). In the next few
pages these major analytlc categories and their sub-categories wili be exs
’amined in detail. | . o

<

Classroom Realities. Teacher talk in the CJHS lounge often dealt with

~

certam realities to be found in ‘classrooms. Such discussions'r'anged over
four m'ajor areas: amblguity of control, particular students, nature of the
g "age group of students, and necessity of teachsng subjects
1.. Amblgulty of contrei. Teachers spend a fair amount of time in the
CJHS 'Ioun.ge talking about controlllng classrooms. These discussions rarely
deal with the remote possfbility 'that entire classrooms are out of control.
Most frequently talk centers on means available to teachers to control lesser

SItuatlons, recognizing that students have powerful dlsruptzve weapons avail-

able. The field notes suggest the flavor of some of these discussions.

. . ’
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. ¢5/11/20 ' approx. 1:05 gh - Miss Kelly "I. baven't been doing that..."‘
° . ‘ R ;[PAUSE] * . )
- 7 : Mrs. Jones "It's a good way of handling -

, . . kids on a day like today..."

N

— 12/11/4 - approx. 2:07 pm  Mr.. Gordon (Geography) was telling an-
. o . - other that he had- just "nailed an LD
R . ‘(learning disabilities) student’to the floor"
¢ . ; about parental help--the student didn't te.|
- the truth about whéther or rnot his parents

would help him--

13/11/4 -appr{x. 2:20, pm "7th graders are tactless"
b} .o
. 37/12/1, 1:37 pm three female teachers (English, Art and
' _ Physical Education) - were' discussing the
. possible double meaning--dgx--of a story
2 title--English teacher ment?&q:d that some
. ) ' 9th grade. boys had ‘played game with .
- . her about .the title--an obviously’' naive

f student hadn't picked up on the connota-. -’

4 tion, and those boys had presscd -her
about it--they were "putting her on to see

. - . how she would react"
, 38/12/11 2:27 pm e Mrs. Worth, coynselor,” remarked about
) . : " the numerous namber of thefts--felt was
e .caused by—Yanbnymity" in such a large
‘ * school

L4 ¥ .

- ) Several points about ambiguity of coptrbl need to be emphasized. First,
P >
. teachers at CJHS are sensjtive to the ahilities of students as individuals and

4 t
as' groups to resist efforts at teacher control. In general, teachers tal@
" N oy
¢ aboutlf,{his qeneral capacity on the part of all students to resist as if;i/t_b«ere

)
a game. For example, teachers expect students to "embarrass," to be "tact-

® less" or to “conveniently lie.” In th.is'way,’teachers come to expect students

‘ {:o,exhibft certain normally reg_ellious traits. These normally rebellicus out-
breaks are dealt with initially as a-game to be played between teacher and

stu.dent or among a-teacher ‘and a small gr:oup'.of students. These are minor

‘ scuffles, anticipated as spirited young peéple segk to explore thf: boundaries

4

of teacher control. » ) R - :
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Second, teachers seem. confident that they. possess skKills enough't'o

c’ontrol_" their classroomsa under most of '{hée\gaming conditions.  Control

LY

means playing it cool, losing nelther ones anger nor seTf'-confldence Dis—

plays’of coolness "tell“ the class that teachers are experlenced players. Good

teachers not-only know a game is being played ‘but also display that they can
> ‘ ° i’ /4 ' )

play the game better than students. If the students push, the CJHS teacher

»

will play ,eyen harder--although pushing eventually: may ‘lea’d to behaviors

. beyond the game. "Good" kids know when to quit, just as "good" teachers’

{
know how to-feign ahger '

' Third, teachers know they must punish students, but recognlze there
) P
are bbundarles for punlshlng overt displays which fall outside the realm of

normal gamesmanshlp. They can "nail" students by reveallng that they know
b . . T >

the studént is lying, for eéxamgle. But the punushment should be Just: it

8 should ’"fit" the crime. _ Usual gamesmanshlp between/teacher and student
~ . ) * . ’ . ¢

- thus means restraint, particularly by the\'adult" teacher.

Fourth, gamesmanship 'wlthin' classrooms is enhanced by teachers knowl-"
edge of the general’ characteristics_of individuals and class groups,ras well -as
3 knowledge'of particular students or, groups. By -swapplhg information about. a
particular student or group of students, teachers alert each othe,r to.ways
they have played the game succegsfully or unsuccessfully.. They sungle out, .
for instance, students who' are especnall\’,l adept or,maladrol.t at playing the
- > game.” Some students are mischlevious; others disruptilve,.. Teachers may afso
. indulge in telling stories about successful ’or unsuccessl;ul games &t other
" times (and in other places)... These incidents of swapping and sha ing create
a sense, of the commonness of gaming wnthl students, and spread lnformation
" about good or bad moves and ab'out' the other "team" of players. Familiarity

. . —~— - P
» brings clear understandings of safe and unsafe moves within classroom- games.

l’r 41 \' -.-.",

]




39 .
. But in t.he\hallwagis and other r"uon-class'room- sites of CJHS uﬁfamiliérity
produceé less tré_ciable situgtions. In clas;rooms tea;:hers know who students
are, how the):I play t_he game’,\gg,d/—teachers can reveal how thg,y play their
.' ’ 'gajme. in Hallwgys, i‘n contrast, the faifure -to'l'<now each others moves makes
~ gaming dicey. " T eachérs'.can only anticipate average ("mathematical mean")
re'spoﬁse.s‘from studénts; students face these sa:rﬁe problems. The anonymity
of tl:me /l?allway and of other nor!-c‘lassro‘om sites‘di;r;upts the normal game, and
. -thus may lead to seriou‘s problems. Teachers often avoid chr; encounters by

- spending little.time ‘in hallways. Finally, and this leads to our’ next topic,

i

- some students seem to- resist all coriventional efforts at teacher control. .
2. Pért;icdlar students. Some students stand -apart from the general

run of students. The field notes and interviews/'illuminate some of "these

"different" students at CJHS. ~ ’
13/11/14 .  approx 2:20 pm A physically mature 8th'grade girl can be

. " ] L a danger to a 29 year old male..." "
1/22/11/14 ¢ (237) .. ' "problem Kkids with great potential... P .

S build them up... | think they're great...
« | help their self-concept... , build up...

12/11/4 éppro_x 1:50 pn; Teacher--"He's ju;:t dumb."
31/11/18 12:30 pr0 ¥| had that kid last year..." )
13/11/4 approx. 2:40 pm two teachers . discussing "a po'tentie':!Iy‘
2 . violent student"--Mrs. Kelly pointed out
, « . that she "got to- him" by using him:;as a

- helper to clean up her room--a "“helping, .
role"--Mr. Rounds remarked that "He still’ 7
has” strange eyes." ..

. 1/26/11/14 . (062) ‘ nj i:jét all this enrichment [from discus-
. . . sions.by students of their family travels]."

ff-"’/ ' . Characteristics such ‘as maturity, abilities or problems--or a marked lack

of maturity, abilities or problems--set some .students 'apart. Teachers “at °
CJHS worry about these particular students for several reasons. First,

» -
. { A N . ¢ *
.

i'\
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.entire school. -

o

*
L 2 é.

particular students: pose day-to-day problems in their classrooms. A sexually

promiscuous girl, a seemingly out:of-control boy, a‘student lacking, intellec-

tual capacities or a student who'has richer experiences than the teacher |

endangers the rules of the classroom game Such deviant stude‘nts seem to

"demand much more teacher time and energy to contrQ:l and may be ultimately

uncontrollable. They are ticking 'bombs, often explodlng without apparent -

i
® .

- reason. . i '

.

Second, particular students pose problems for the entire school. They

are cohstant sources of trouble, requiring constant surveillance. -But even
. “ Pl

surveillance is troublesome. while teachers - alert each’ other, or ihquire

about, partlcular students, they may differ in their assessments Both of cause
~and of consequence. Teachers will ‘have spotted _ such students, but may

provide dlfferlng mterpretatlons of ‘such students behaviors. Hence, the ~

"cures" ‘for partlcular students may create divisions among the: faculty

,Answers to' questions of_what can be don‘, of who should do it, and of

possible incidents between teachers and parents, for example, often create .

3

.disagreements. CoL

<

’ Finally, particular students challenge most teachers' general confidence

“in thelr ablllty to prepare their charges for the future. The part'icular

student may ge, pregnant or be sent off to jail or be sent to a private prep

school. Particular students, then, stand apart from the usual triteria of.

success. or failure_ teacher appiy tolstudents at CJHS. Being 'different,,

particular create problems .not only teachers @nd classrooms but- also the

¥ ,

-~

about students in general. Teachers of 7th, 8th and 9tb grade boys and

LI

girls find these years ‘of‘d'evelopment fascinating.' One interpretation-may

suffice. , ' ’ A . _ 43

3. Nature of theage group of students. Teachers 2lso talk a good deal
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Interpretation 15/11/13 ’ Potential isting of categories teachers use
: to "describe" students
sex--male or female
physical maturity
~ social maturity
.«. learning abilities
. . ‘ attentlve Vs non- attentlve
. . - energy level’
truth-teller 'vs liar
good vs m|sch|evous 'vs bad
attentive vs inattentive (“goof-off")
: observable behavior vs motives
S ‘ self-centered vs group (sensitive?)-
follows rules vs fools :the system

life ,
- strengths vs weaknesses
great potential vs average vs low

learning capacities cr

involved .

- floating vs trying -

putting forth an effort
Teacher talk is filled with efforts to put
students into categories or to create cate-

- . gories to capture students Some obvious,
‘ e.y., sex,. and some subtle, ‘e.g., energy
level.

The typical teacher at CJHS spends 300 mlnutes each day formaliy- in=

ignorant of life vs sophlstacated about

- ‘ potential, - . -

) I

; structlng w'th ‘some- 170 students it"is small wonder that teachers spend so

much time talklng about the general characterlstlcs of those who confront
[ 4

'them Thls fascmatlon with student charactersst;cs in genera[ is not only

fpragmatlc for dally survival but also necessary for evaluatlon by, teachers of

4 Y

their success. Pragmatlcally, teachers heed to know as much as they can to

“survive. They need .to have as subtle a category scheme as .is poss:ble about

? L]

the creatures surroundmg them. Whlle teachers are the subject matter ex-

perts, are adults and are in thelr rooms, students are the overwhelmlng

majority. ‘Teachers could be easfly overran by teenage hordes.,

Teachers also wish to sepa'rete what they are achieving from other forces

‘

influencing student development. - Teacher talk is concerned about and sensi-

tive to claims a’ efficacy. This sensitivity is displeyed by the ability of -
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A

teachers not only to challenge (gently) the capacities of their colleagues to

shape students by provudlng alternatlve explanatlons “for student behavuor but

A ]

~ - also by the general sense of social complexity teacher categories suggest.

o

why did student X do behavuor Y? Teachers know that Y could be produced - .
not only by teacher behavuors“‘butanalso by budding sexual maturlty, by en-

ergy level or by other comblnatlons of factors Efforts by teacher -to suggest

~

smgle category explanatuons for CJHS student actlons always seem susceptlble'
to challenge as colleagues o‘ffer other mterpretatlons Often teachers express
slmple mystlflcatlon about the complexlty of student behav:or--sometlg"

-wonderful things just happen.

-

* The concern of - teachers about students as a generalized category seems

one constant of teacher classroom realities at CJHS. It is a continuous source -

& . of speculation and wonder,” and seemingly an ever present topic of teacher ~

-
-

tatk. In fact, students often appear as cohstant sources'of ‘amazement to

, ' - teachers. The’ contlnultles and discrontinuities over time, the victories and

F

the defeats; - and the "good"~ and' "bad" situations of students are the fuel of .
. A . .
o .mOat,teacher talk. If:you don't like talkmg about students, don’t come to the

-4

" lounge. - .

. - -

4. Necessity of teachmg subjects Teachers at CJHS spent some time
. talklng about the subject matter they taught Again, thizsection begins by

" noting .some ,|nterpreta_gons,\fleld notes, and ‘mterviews hich bear on_this )

I . - ' .

topic. " ' ’ S )

-

- Interpretation 14/11/10 ) Teachers seem mostly to talk about their
. ol L subjects. They dori't - spend timé discuss= ,
X ing in detail a particular lesson but they '
. . . do visit about the need for Geography or .
‘ e o . : ‘ Englush .

1/10/11/4 approx.”1:52 pm "My _[general] approach is to build on the
0 - ‘ % o strengths and weaknesses of the student
‘ ] ' ‘ s " population. | move from concepts to skills .
T or competencies."
\‘l ‘ :\ . te . » . « . . 4 A‘ - M -~
- ERIC , ~ . 5 .

)
e
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37/12/11 1:37 pm ; three' female teachers--Mrs. Jones, Smith
- . . and™ Thomas (English) in lounge--lunch-=
. Mrs. Jones smoking--borrows cigarette--
’ . =~ Mrs. Thomas involve ‘me in-discussion- of
’ good restaurant --Mrs. Thomas shares a -
o " piece of cookie with me--Mrs. Smith breaks
in to. ou chat ‘and asks other two about
how kids are doing in the text--a general
— discussion. of reading leVels on text--Mrs. .
- ' Jones points out that students -like to do-
- ) : . some exercises (code of initials | can't
g ) _ follow)--seems to be cléar hierdrchy of
VRN : . Lo ‘ materials--great concerfi=” expressed by,
. : ‘ . " Mrs. Sniith" over inferepce steps--ﬂassess-
‘ . + - ment_of how hard or -edsy it'is for kids to ~
‘ - understand questiors ir- text--Mrs. Thomas

T
~
~
e
rad

L¥)

. ' + remarks she "doesn't-always see how' text
] . ] . questions rare developed: or thelr logic"..
35/12/3 approx. 12:10 pm _standing in hall with Asst Prmcipal, Mr.
. . o * Corner--some Spec. Ed. Kids being

" — T , +  wheeled or guided back from_lunch-~Jean

says "Hi" to both "of us but .George called
Mr, ,'Corner "wrong" name--Spec. Ed.
teacher smiled and shrugged shoulders--on

- way to cafeteria Mr. Corner explained he
- - alsc had George in the one class he taught .

l/19/11/14 . o "Thls is the core text.. That's what | call
‘ : .this [bodk] " :

-

¢ - Teachers at CJHS talked as if they were thOIVed in teaching students
" certain subject matters. Several pomts should ‘be noted briefly. First, teach-

¢ ers formulated a general approach to thls cognit:ve task, frequently using a

t

. smgle text book as the core. of their approach Second, whule they d:d use a

single book, they frequently augmented the text with other materials. Thlrd,

~

teachers. at CJHS worried about what they were teachlng in so far as that

°

content can’ be grasped by students . Some talk about the text with other
teachers, all seem to use tests or other mdtcators to see. how well students

¥t ¥
-? ‘ comprehend .materials. Flnally, teachers rarely seemed to engage in the
‘oo d;scussnon of the relative mer:ts of var:ous subject areas. They seem to
’ <
accept the need, to teach courses, for reasons ‘such .as some student might

! . o . . -

. :
- Y - ~

-~
&




. the system.

<

.seeks to est bllsh
. jointly deve

" . CJHS® suggest that teachers challeng

_cont&;\ed to a sufficient degree to kee

-~
-

need it to get into the University, or students needed to know this for next

’ ¥

years work (Swidler, 1979) -,

B

Subject matter concerns appeared to join teachers as part of an educa-
tional - System, Texts, supplementary materials, tests and assignments were
commonplaces for locating what was happening in CJHS classrooms " To teach
was to teach a 'subject field to students at a certain level. The failure of the

teacher to teach or of the student to learn endangered some hlgher levels of

“ P
.

-

R P E ‘, . . .
Summary° Classroom realities. _ Teacher talk 'at. CJHS recognized four

major realitles about classroom Classrooms are péo'pled with two general,'

L

categorles of students, the majority who reflect the general charac».erlsucs of

. early adolescences, and a few particular students .who possess unlque chai‘ac-

’terlstlcs‘ Classrooms are sites wherein students must be- taught a ‘subject

matter, frequently found in a coré text. Fmally, the nature of sti.dents and

.the requirements of subject matter - learnlng produce a problemauc sltuatlon‘

Stu’dents may overtly or COVer‘tly challenge the classroom s|tuat|on the teacher

Teachers al d students through gamelike encounters‘

deflnitlons of the
ado’lescents to behave as ctudenits while
adolescents behavnng as students c allenge adults ‘to remain as teachers
Overt challenges must be met and owvercome if teachers are to remain m

contrdl And generally these challeng s are overcome.. Most students ?re

X

Nt . .
deslred by the teacher . N 2

suggests one lmportant pomt While edch teache‘r is separate from nearly-

the class ,mowng in the direction *

lassroom sltuétlon These definitions at - -




R

~

to talk about ‘the SImilarities or differences whlch fnay exist among them.
’Whlle teachers are separated from each other by the organizational schedule,

'by their subject matter preparation, and by the universal recogmtion that

A

each classroom is unique, they may be mtegrated by dISCUSSIonS in the

-

lounge of ‘classroom realities.‘ Realities about students and classroom control

r

lhlS commonality is hest seen as

thus pr:;/&iS grounds for commonality
underst ings that CJHS teachers displayed to colleagues about the existénce

of and .the need to resolve (at least temporarily) problems such as particular

students CJHS? teachers come to understand from conversations in the
lounge that all other teachers in the buﬂding face particular children and the
‘need to_"handie‘i them in the classroon. CJHS teachers also learn*in the
lounge that each tea;cher may face 'different particular children, e.g., a

sexually developed fourteen year old female threatens male teachers but- not

female teachérs, and may "handle" them |n different ways, e. g , one teacher’

H

.‘may make one a helper, a second may watch one very. carefully The details
of the nature of particular students .and of strategies for dealing, with them
a,re legltimate ;opics for swapping.

information and of possible courses of action. Tales ‘told in the lounge thus

*

becomé ways of joining teachers With other teachers. Hence,’ teachers learn

“in the lounge to see- themselves comfortably as different from but SImilar to

their colleagues in facing classroom realities As the next" Section chronicles,

the’ pr'oblems of teacherhood seem to afford. them further opportunities. both

-

for umqueness and for identification.

Teacherhood‘ Problems. The second major topic of teacher lounge talk\i

CJHS was . the problems of being a teacher.

M.
~

‘dwell on what was happening in the classroom, but with larger issues con-

Teacher talk on

nected with.teaching geherally, the “school and the society.

T o

‘Detailed accounts become sources of

‘Thes¢ conversations did not |

4
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the%} jssue's can be ,classified into four:categ_orieSb teacher rewards; effects
of .teaching on self; public images of tg.,achers"; and, failure of others.
‘Teacher rewards. Teachers find a great deal of joy as well as some

intense ,sadness in their role:« Turnfng again t;'d field notes, the following are

-

good examples of teacher rewards:

1/4/10/30. ' - "while: a new Special Education might seem
‘ overwhelmed [by the team meeting], they

get into it pretty fast. Pretty-soun they!re

. popping with ideas." ) .

.“ N + ¢

. - 1M/11/4 . * approx. 2:30 pm  Mr. Dunn (Health) teacher is -putting up
: poster on lounge bulletin board about no
v ~ smoking day--Mr. Clover is teasing about
AR ‘ . him smoking-=Mr. Dunn ‘says he's a weak-
- . . ling, but hopes "at least one v Kid" stops’
> . smoking " M "
(232) . . %) .choose what | teach. "I'ts a nice job.
. oy 2 | do wqgrry that I may be my own worst

.
. <

o

1129/11/'13
. : boss."

.
-

35/12/3 ~-approx.‘12:35 pm --eating lunch--Mrs. Holden (librarian)-
) bt ' comes in and gets. pop--1'm, introduced--

. 4 R . she turns “to Mr. Jones: (girl's ~cross-
‘country. coach) and mentions a girl who

comes into library and reads the running
. magazine~-as Mrs: Holden  leaves Jones: .

e . . promises to ‘get in touch with girl.during

: PE class’ ’

-

v . . .

“ ’ it shouid not ,be_sur}prising that in so human an enter:prise as teaching
" rewards such as joy and sadness are linked to the nurturence or the loss of
human tale_n'trzé-.' S'everal ;;oints_ seems pe_r:tinent” to this line of reasor;in;t;.
First, ‘teachers work in' an_eﬁvir_onmént with other teachers that provides
constant Jopportqnii:ies for :feedback about sfx'ég:eﬁs or failur;. .'l_'{hese claims
may be H:scountgd 'to a certain ‘extehf as fidiosyncratic,"but- no’ teacher can

\ W “doubt completely that ‘something good or somethfng bad has_hapgened--partif- .
., cularly 'wheagw it 'r:ings so true 'mwyour own _;Ias§room exper_'ier)ces.' 'f:he shar-
iné of winning or losing, theﬁ, is a community-buildﬁng, experience. ’The jo;'
’ that r;r.e teacher shows isqcontagiohs,;rhaking possi;Ie renewed efforts on the

v Ve

pu—_ e - * >
» » H
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part of others ‘Moments of sadness also create a "we" feeling, and 'may

contrlbute further to prlde in being a teacher--we "try" very Hard. Teach- .

a

ers talk freely and often.of their successes and failures with CJHS students.
‘While théy are saddened by failure, and"while_'tt seéms to goad some to
greater efforts,' most accept a. few failures as an ineVntable concomitant to

¢ Mmany succes_ses. The problem of - l:eacher joy |s the mescapeable corollary of

a .
¥ N -

teacher sadness. - ) :

0y . . )
. Second, ‘teachers individual,ly, may addpt their classroo~ priorites to

: & ~ .
heighten ‘their own joy or sadness They may raise or lower expectations for

students social or intellectual performances, make of the athletlc program w%at

E

they wnsh to a great. degrec, and deflné the target populatlon for a program

e

1}

as a single student, .a snngle class, or the entire school But these adapta-'

tlons are rnot wnld’“or erratnc “in fact, as d|scusswns in the lounge suggest,

* s

these are in realltv fme-tumngs. They are efforts to ‘fit within the general

framework of jOYS and sadness part:cular events in partlcular classrooms for

'

p_artlcular teachers They are adjustments.

L Third, CJHS teachcrs see themselves as part of .a generally good group
of people do|ng an lmportant job. They may or may not qulbble about their
status as professnonal, but. few who remaln in teaching. find jt a "bad" job.

Thls sense of comradeshlp nut only helghtens tne human dimensions of joys

and sadness but also tempers the' ran.f.re of mdnvndual assessments. Over time
1

teachers .come to know what to expect in terms of rewards or losses - Veter-

K

ans may sound unduly cynical to beglnners or outsiders; they seem co have

grasp some rule of Whinimum expectatlons " Equally, the "oddest" of teachers

regress toward, the meap over time in thelr assessments Qf the quallty of thelr

4 »

teacning. The dlscusswns in the lounge help create common ‘understandings

and shared respect as they overcome the separateness of the teacher and

‘*
LN

s [
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the realities of the «classrcom. The talk in thé lounge creatés common, not
ju(st subjective, assessments. Most CJHS teachers in the lounge talk "as if"

they were the sole Ludge -of thelr teachlng success or. fallure, their assess-
\

ments of their work, nonetheless, are tempered by dlSCUSSIOnS in the lounge

Effects of teaching on self. Teachers have clear notlons ‘of some of the

{
effects that belng a teacher has on them as persons

;_ 16/11/13 approx.‘ 11:34 pm lunch--Mrs- Gregg and Mrs. Fox are

%

dlscussmg student problem as Mr. ‘Gcrdon
) joins them with his lunch tray--Mrs. Gregg.
- . JER - uses the word "exacerbate'--Mr. Gordon

says "Exacerbate! Don't tatk that-way., | -

v now have a junlor high v’ocapulary "--sug*-
. ’ . gests he doesn't understand such big
» L . words--Mrs. Fox already setting at table.
then told joke about her aunt who taught
first grade for 52 years--"Uncle- Harry,
_get into bed: Now take off your ‘shorts.
¢ . Now totuich me..." (laughter by entire
table) * o .
”
1/30/11/14 (261) . "'ve spent too many years in the “junior
" ‘high school. 4 - .

.
RY

31/11/18 - /apprex. 12:30 pm lunch--Mr Elliott (Geography)--"how

elementary teachers talk"--simplified like

! first grade reader |m|tat|on

.57/12/11 2:19 pm . Mrs. Kane (En l|sh)--“The l elementary

i ) O teacher speaks ifn ‘monosyllables and ‘in
. ' . short '- sentences." - (imitates-~general
Y ' laughter) . :

*
074 Id

1/26/17/14, © (104-113) u| Jove working with these kids. They
: o have so much energy...they're fun. | like

<, ~ 'to see them get mvolved N

16/11/13 - 11:34 pm 7 Mr. Salter (.lndustrsal Arts)--at lunch-_--
i ’ _ asked me -if | would be interested in help-
ing him write article’ on curriculum=--I

»

begged off--he [eft (may have hurt his

v _ .feelings)
*15/11/13 . 10:57 pm in lounge with two teachers--Mr. Callahan
’ had taken a class with me--he is kidding
- me about being a prof--he has .finished
program--Mr. French asks if 1 know Prof.
Z--no=-he tells .me "horror' story about’

Z's class (no goals, etc.)

S S » .

. . . * . . . ¢
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" Feachers in the CJHS lounge believed that working at a certain level in
schools pf'ofoundly 1nfluenced their behaviors.- The effect of ‘being an elemen-
tary teacher on conversatlon and behavuor was a common "joke" among these
jumor hlgh school “tezthers. (See Haller, 1966.) They were just as sensutuve
to the impact of theur own work and environment on theur behaviars. They

may -well have antlcupated that hlgh schoo} teachers or umversuty professorsx

" made them the butt of lounge Jokes They felt comfortable chattmg wuth thei

peers about what junuor hugh school teachmg did to them as people.

ln a clear sense teachers at CJHS felt' that belng with students kept

. them young and- v:tal but also threatened to make them less than fully adult.

Students were not only a contlnuous source of wonder and jOY but. also re=

qulred that adults "retard‘l themselves to be fully understood l“ovmg too

quuckly for. students or judging, students on too mature a scale meant that'

teachers‘would be frustrated. eeplng in touch with st_udents meant for

.- . ’ - b}

CJHS teachers -not only vitality but 'also slowing down. Teachers thus found

1 -
E
N L]

what teaching. dld ‘to them as problematic.

But they did not flnd problematic that they were ‘to teach subjects and ‘
students in a Jumor high school manner They were neuther elementalcy/no
high school teachers They had to ‘adjust the |ntellectual content and pacmg

elle,ctual challenge ‘to the’ capacltles of the students of. this age graoup.

These djustments, made successfully, insured student achlevement, teacher

rewards a d a sumpler vocabulary and a less complex world for the md:v‘dual

’

7 The tradeoff seemed clear
Pubhc images of teachers Conversatuons in the CJHS lounge also~
pointed up the love-hate relationship teachers have wuth the public. On the_

one .hand, CJHS teachers felt that many people saw them as critical elements
'3 3y P 4

.in" the development of thei young. On the other, most worried about the

¥ .- %52\ w T




willingness .of-the public to support and to pay for needed'services). The

notes and interviews provide a taste of th.is problem.
1/25/11/14 (036) ° , | can't get away from my job. Maybe
_— teachers can't do that. | know some
J . _parents expect ts to be always working."

38/12/11 2:27 pm - Mrs. Kane (counselor) is talking about
. . how the school now is a pulse ‘of the enttre
community-- e

»

31/11/18 approx. 1:00-pm ~ two male teachers dlscussmg salary of
o teachers--Mr. Elliott singles out a friend
. ' - working on county "roads makes more
. . * . -money,, has better vacafion--Mr. ‘Swink
» . . ~remarks that "They [publlcl doi't tHink
we work year round "

. .
.

The importance of teaching for the mamtenance of our way of life, and

.the unw:llmgness of the publlc to support and to pay teachers their Just
' -wages were everpresent themes in the iounge at CJHS "The public expetts
teachers to be constantly on the job as they help “the young become good
- American cattzens " There was little disagreement among those in- the Iounge
of the legltlmacy, of “this publlc charge Equally, those inﬁthe‘CJHS lounge

felt abused (and some feit badI)9 abused) by critical and unappreclatsve par-

' ¢
7 v

_ -ents and -by the salaries they received for fulfllhng this imperative ‘mission.

- . B v [

The summer "Vacaticn," for .example, was a -continuaus concern to teachers

1]
«

because the public could not see |ts importance. .

Few soluttons to publuc mlsunderstandlngs were present{d Most CJHS

£ te)ache,rs sumply felt that this was the way: things:were. Good teac\hers would

v

be Iost becauSe of parental pressure and7 of Iow pay, and schools would be .
less than théy could be (and certainly much less than they ought to be)
because of the public's general unwillingness to, generate more support and

revenue for schools. : . T e . :
; A i 3 “ .

Failure of others.- The genera:I relationship between the school and its .

environment , had another dimension.' While CJHS teachers often-~saw those

03

-~
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b

.teachers saw failure in the environment.

R

. 1/725/11/14
. 1/3/10/30° . N o
- 12/11/4 approx. '2:45 pm
15/11/413 10:33 am
) - a.. ’ =N ‘ |3
18/11/14 9:57 am

»
-

outside the school, and parents‘parti:ularly,'as helpfux!,

prowde some sense of this concern

. parents

"two- teachers
. smoking in

gested

more frequently

The field notes and interviews again

"Well, this .one set of parents didn't want .
their .son in reading. They didn't see it
as challenging him. | think they thought
it was remedial. | set them straight in a
hurry. Teachérs aren't always nice, "
"Cons:stency is good - for kldS We try to
be conslstent and to let their parents know
wha’t we're doing."

[ ]

Mr.. Johnsc.. (English) discussing confllct .

. with, parents of a mainstreamed- student--
student described as  “out-of-synch" with - -

class--"aughs 45 'seconds after .joke"--
know probiem but don't care--
dumping ,
‘and janitor- ,having pop,
lounge--discussing "trashing"
ofagroﬁnds over weekend--janitor . says-
people in neighborhood should. watch
school--teachers agree

*

~A

lengthy dlscusswn betweem two teachers

on one parent famuly--both violently sug-
it as major problem Zemotlonall):

For the CJHS teachers, those outside the school frequently falled to-

carry thelr falr share in raising the young.

deeply concerned about the responsnbllltles of the famliy

that parents would not provide.

wrong--often extremely out of touch~-ln theu' assessm\én

as "mir:acles "

the school and the communlty was. grow:ng

Flrst, many CJHS teachers were-

1

They saw parents,

and particularly s:ngle parent families, dumplng thelr children on schools

H

And those who dumped them demanded thchools prov:de for children things

Second many’ 'CJHS teachers saw Sparents as’

LAY

' L

ties. Parents demanded that teachers perform what CJHS teachers often saw

" Third,” CJHS teachers (and janitoc.s) felt‘the distance between

« \
Those yvho sat in the lounge

knew all too well grim tales of - cost- cuttlng, school closlng and tax-revolt.’

-
.

-~

N 54 . .k

. . ’

student capablll- y



~

Finally, CJHS- teachers seemed worried about American 'sooiety writ large.
They ,seem%d worried aboyt the lo'ss of consiséncy_‘about important \(alues and

institutions 'At times discussions were" bleaK. Despité this doom and gloom,

i “ ‘

hoWever teachers could point to instance~ . of cooperatlon and ‘success. éut

< . Y

more frequently they poanted to how the fallures of others, partlcularly

-

parents, created major problems for tea&ners

.
’

The. most dramatic dlscusslon wntnessed by this <investigator in all the:

CJHS lounge observations centered on, how the fallure of others created

WY

‘\problems for-teachers about student_ discipline. The extended field notes

> » . - \
, follow: . x ’

39/12/16 * approx. 12:40 pr» finished eating. .lunch in lounge--chatting -
. with two male " cuunselors,Witson and. Young
) ' . --they were -discussing problems’ they were
. ' havmg with & "problem" student . .
X o -Mr: Wilson tells how four years ago he had
T T e moved his family and Kkids to~Commuter
’ - . Village--kids had "to adjust to strict rules

and 4ough 'grading--one had very success-

fully ("A's and B' "), one having some -

SN troubles:. ¥ - .
~Art teacher, Mr. Brown, entérs--borrows
. change for pop machine--sits at other table
other counselor, Mr Young, stresses what’
\ , good discipline-="paddling"--dges for kids
N and schools,--'they know we mean buslness

S, . : another- teacher enters:--Mrs Able (I don't
e ’ . know her well--English teacher, | th:nk)

, Mr Young continues about paddling--had

T paddled in city schools until sup't. came
. .« 7. 7 in=-can't. remember name--supplled by Mr. ; 5
el - -Wllson . . : . .

Mr. Young, contlnued descrublng virtues of
paddling--now ‘'we fpave to beg to get>
' ' their * [students] attentlon"--[lmltates
. pleading gestures] -

. - Mr_.‘ Wilsonl asks Mr. Brown if he.ever |
T o " . paddied--"No." :

S 95
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.




Mr. Young continues to push value -of «
paddling--issue of . parents--"| don't want

. mine  paddled. "--shook ‘head, , (dlsgust) -

Mrs. Able suggest she don't want her kids - -

' . to be paddled R o
Mr. Wiizon says O.K. to paddle hls--remem-
¢ bers when if he got paddled in school,
- also got paddled at home--clalms parents
are the problem now

14

Mr Young "Socnety n

. Mr.: Brown and Mrs. Able protest that"

g - they don't like paddlmg

Lo ’counselors both leave (had. been moving..
toward door anyway--dump lunch garbage
in can)--both going to class

S

Mr. Brown and Mrs. Able continue’ point-
) ing out evils of paddling--might hurt kids
T Co. physically--Mrs. Able continued to shake

. +. ¥«  head negatively--"| don't want them pad-
- . ’ - dling my Kid..;.hurt. ..don't know how
. . hard to hit." :

P‘erhaps the counselor's single word sentence, “Society ", sums up as'st‘Jc-
cmctly as is posslble his vnew of the teacherhood problem of the failure of

othefs. But the sharp d|V|s|on between these two sets of teachers also’

suggests that dlsagreements among teachers about the nature of socnety and

" of larger problems are .common.& o : .o

/

_Summary Teacherhood problems The problems of teacherhood gener-‘

ally pull teachers together These, problems provide common concerns for

-

.teachers at CJHS as they talk about how their colleagues and school, -or
'schoms in general are, treated by the surrounding envnronment They also

worry together about the balance of joys and sadness in. teaching and about"’

the costs and beneflts of being a teacher. .
" These generalized ¢oncérris forge a. strong bond with classroom realities,

and help, create a teacher perspective. The perspective created by ‘classroom
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realities and téacherhbod problems seems to contai‘n three major elgments:

f:rst, "each. and every CJHS teacher feel they prov:de unique solutions to’
%nearly all classroom realities, and to some- teacherhood problems. In this,
sense.teachers' are isolated and Ionely, and‘:stang ‘apart from all other teach- ’ . .

ers. The second element in the perspective is the conditions of commonality

- 1 e

_ created by nearly all. teacherhood problems “and some of the classroom reah-
g . ties. Common themes and problems arlse--even lf colored sl|ghtly differently
by the partlcular subject, the partlcular students, and the particular teacher.

-« There are dlfferences, but teacher talk in the lounge reveals many snmllarl-_ :

ties. Flnally, the thJ,rd element in the perspectlve is the sense of the general _'

s

educatlonal system. This sense of the general system not only differentiates

> elementary and junlor hlgh teacher's but also suggests what is approprlate for ’

9

these, and other, levels Teachers at CJHS have senses of what CO'lStltUteS'
"educutlon" from mndergarden through at least a bachelors or master's

' * degree. This schema of the general educatlonal system sets forth w_hat stu-
' dents should know and how students should behave when they enter a parti-

'

cular teacners classroom, ‘what should happen durmg the student's stay in

>

v , _ '
» . this room, an¢ what they ShOUld know and how they should behave when they
4leave that classroom.’ (See quure 3.) - - s o T
‘ v Hence, . téachers at CJHS find com'monality‘ in the .general educational

system they‘belie’ve they are a part of, while they find uniqueness in the
. particular realities of c_lassrooms. The problems of teacherhood are in middle -

~ standing like a signpost pointing particular realities toward larger universals

and univérsals toward the existential moments’ of the classroom. 5

LY

Yet, one warn|ng needs to be ralsed, and serlously heeded -Fernandez

(1965), among others, has pointed out that cultural groups such as teachers

‘

. -' - . . 57 .

frequently avoid exploring in depth issues for fear of creatlng confllct. .
|
|
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Social interaction is facilitatedvby stressing common experiences and by down-

playlng precnsnons whlch mlgnt expose deep dlfferences. Fixing attentlon on-

that which seems . commonplace accentuates the solldarlty of groups,- and

covers over, possible divisive url*queness. ngher level abstractions may hlde

X
[ 9%

lower:_level dlsagreemen‘ts. o . ' "

Whlle the lourlge at CJHS may not seem ‘to be a place designed exactly

for such abstract df@cussmns, it serves-as an arena to allow teachers who

wish to display thelr |nd1v1dual|ty, as a, forum to create comradeship with -

®

fellow teachers, and as. a platform to aferm their falth in an hOllSth educatlon

¢

system which they serve and perpetuate. That teachers are not as unlque as

‘ ~they clalm, that the fellowshlp is not as warm as they profess, and that the

system is not .as coherent or as unlfled as they believé are unfounded asser-

‘thl"IS of"cymcs or outsiders unfit to eat their lunch to drink their pop or to‘

smoke their cugarettes in the CJHS lounge . . ’ -

A
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' sectlons and joins them w1th a duscusslon of change m schools

- 57

Social Settings, Deliberate Segregation and Change

L]
-

This f|nal sectuon pulls together the themes developed dn the f|rst two

The |ntent of"

such an effort is_to examine -what may help or hlnder those .who seek to

mtroduce change .n schools. - To conduct such an examlnatlon in an orderly

&

fashlon, four questlons ‘will be, posed They’ are: -

1) ,What ‘impact does teacher separateness have on change\m class-
=g rooms‘) . .- ,u'- = o ‘ .

2) What impact does teacher separaténess and classroom realutles have
. . on change in classrooms? . « - . _

3) What lmpact does teacher separateness, classroom nealrtles, “and.
' teacherhood problems have on change in schools"

, . Pt 7 o V] "

4) What impact does teacher separateness, classroom realities, teacher-

hood problem$ and a sense of

the educatlonal system have ‘on -

change in educatlon"

]

o
*

Teacher Separateness an& Classroom Cha g Teacher separateness

suggests that schools are fragmented organizations. Teachers at CJHS and

0"

CES are organlzatlonally separated from co..wockers, see. their teacl:ung ‘areas

e -

as dlstlnctlve, and belleve that most dec151ons made |n thelr classrooms are .

7

Changes: lntroduced ..at these schools mhst deal wnth if not over-

N

'unaque

‘ak

[

come, these three condltlons of teacher separateness ) ’_ . -
, s . :
The deliberately fragmented organlgatlonal arrangements of CJHS and

ta

C&S reflect what-is now a tradltlon |n Amerlcan educatlon--the confrontatlon

L4 R &

daily for a specified time pemod of_a trained adult and untrained children.

As they »mature, children are confronted by more and varlously tralned

~adults, and are required to move from site to site to, meet with these adultsv.

American schopls are collections of such_sites. .

S

The allocation of children- to sites is not random. Each site and

“trained adult provide ~some necessary but tmique information to children.

760
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. Schedules ‘are lmportant to_aduits and children ,because they. d|ctate the

amount of time and-the place of hese meetings. . . T —-'-

N K -~

Framed in this manrier,' teacher separateness begins with a’larger manag-‘

erial decnsnon that children cah be tralned ‘most effecthely and most effncnently

perlods each day. Thls ecision for fragmentatlon mean that both the orgam-

~ "zational arrahgements pf the schools and the preparation of teachers. are

relatNely lnflémble Schools must be arranged so that classes may take

e

place, and -teachers must be trained to "conduct" cIaSSes In this s=nse,

-5 \1

then, we: ought to speak of the structurlng of schools as places of "dellberate N

segre_gatlon." Thls fragmentatlon is now the structural tradltlon of ‘the

-
T

. school. Further, ch|ldren should be treated as fundamentally lsolated- from

2

other chlldren--each chlld _possesses nearly infinite capac:tnes for adjustmq to

>
‘

“new grouplngs of. peers of the|r own age--and teachers should be treated as
hlghly knowledgeable abou_ .4, l|m|ted range of chnldren and- a srnall;part of the
lntellectual world--each teacher pos esses nearly infinite capacltles for know-
ing about a relatively small sector- o{human life and knowledde

These prnncnples of organlzatlon or teacher preparatlon do not fit all

students or all. teachers” Each classroom snte becomes a place where students -

seek partlcularlsm, for example, by seeklng frlends, |gnormg many peers,

.

and disliking others. Classrooms “also are affected by how well each teacher
knows ~and is able to communicate ‘the subject matter. The stress by students

and teacher on unlqueness, on the partlcularlsm of each site, would seem to

’

increase as more unlversallstlc standards of random student assignment and

¥

the more specnallzed knowledge of a teacher increases. These universalistic
préssures often serve to accentuate the particularlstic nature of a group of
students and a' teacher confronting each other about a sperific, subject during

a time. , ' '

[

.«

X

[




e .3. brothers and sisters N

But it would be an’ error tol accentuate too greatly individualism.. ~ Con-

sider for ]ust a moment the multiple sources of information avallable to teach-

‘ers about what a teacher ."oughtfto .do" in a partlcular classroom. They

lnclude, for example, the experiences of - ] .“ -

1. the mdlvadual who is now a teacher but who has been a student .

" confrontmg teachers for at ‘least, s|xteen years «of formal schooling

« ¥ . 4 -

2. ’parents o :

B
> B [
»

= . . . ) ) ! .
4.- other relatlves" such as nieces and nephews, uncles and aunts, and

grandparents . .

v
v < AR

5. fellow students of , different ages and sexes, abllltues and |nterests
: during the’ sixteen years or more of formal schooling ’

. peers in teacher training courses ce
A} s N

the oooperatung teacher |n student teachmg

e -

6
7. professors in teachlng training courses
8
9

. peers durmg student teachlng classes

10.. companioris or spouses - , , R

~

1'i. admlnlstrators of the school where the individual. is teachlng

S <

12.° fellow teachers in .the school

13. 7 parentsvof students
~-14. students ’ ’ L

.15. friends and acquaintances -

16. teagchers as written about in novels or-displayed in movies ot televi--

-

w  sioh

=5 17;-- the individual as a classroom teacher

* - . R -
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- -Those experlences p:owdl» a rich catalog of mformatlon about how schooi

.

<

- systems are ‘organiz ed how subjects are taught, and how teacher behave. .
At CES and, CJHS we know teachers in “the lounge taik little about -

change, 'an‘d .we suspect would probably be slightly bothered about the_ notion - "

of 'teacher sep.‘ara'tenessn They mig'ht see lthisl notion stressing too much - 4:"

connotations of isolaticn and loneliness. Instead, teachers see themselves
v . Y . ) ‘

- Ly B
K

fulfilling an integral part in a well-developed system This system appears to - e

-

be sound, and teachers have fairly clear images of what they should be‘

<

doing On the other hand CES and” CJHS teachers spend a great deal of
+'  ‘time talking wnth other teachers about teaching They, swap information about

3 i , :
students, successful or unsuccessful tricks of the trad,e, and graduate -

_courses or« degrees. .This rseems.to be or represent a“core of their commit-
ment to eduqation'; This swapping often crosses Yines drawn by distant

*classrooms or different subject fields™” lnformation is freely rgiven there is

.. Mo obligation that it will be-necessarly used. As CJHS and CES teachers talk _

—— shop they fully expect to glve, and, to rece've advnce, but they fuliy expect

,.‘ that others- or that , they themselves may use any por*non of that advnse as ‘_ l

&

they see fit. Teachers may totally reject a suggestion gr they may totally . ey
mcorporate what has been offe/ret:la lt snmply may, or may not, work for a ‘
partlcular teacher in.a partlcular classroom at a partlcular tlme ' \
. , Teachers at- CES and CJHS talk as if the larger system is fixed but as if
P | - they were; constantly tinker‘:ing with their classrooms. The need for such : ‘.5.3
minor-/expgl*iment_ation larises"from the,unoique mix of students they face in
their cla\sses and larger c'hanges .wnich may be'_happeni'ng in their fields of
,sul;‘;ject matter specialization. CES and CJHS,'tea‘chers talk as if t_hey'were
constantly changing--bu,t: within lintits set by the larger system and by stu-

dents, subject matter and the particularistic mix of the class they face at this
/ , ; g - d

.’ ' . ‘ v / . " " ’ ¢ *
Q Lo . . . :
: AR - b3
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~explanatqons

_well as permitting reflecting- and action clarifying.
"also "pe used to explain why unexpected conditions upset planning.

“tedcher separateness

.
»
'

e

-
e
r

) : . . . . . . N L ‘ .61
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moment A change in either the larger system or any: .of these elements

creates major problems %, If _Subject matter changes, for example, the effects

L

prod'uced on' stude‘nts and on the understood partlcularlsms of the classroom.

must be re- exammed Changes m the mix of students, on the other hand,

. result in reassessment of sub;ect matter and the conditions of the classroom

-~ 5
Shifts in the larger system may well be traumatic.

(54 -

Teacﬁer separateness is but one element of the larger system which

.

"As changes are proposed,

k]

they are welghed agamst the system and |ts _key factors.

producesx.a governor on change in classrooms.
Such a wei‘ghi‘ng
generally lnduces a strategy of incrementalism. Small, seemmgly msugmflcant

ShlftS are constantly happemng To the partncupants the partlcular mix |s

never quite the same, but the generallzed structure of .the sutuatlon seems

eternal--a teacher, some subject matterr, a batch of students, and a specnfled
' ' ~ r . P o o7 =,
length of - time. _ : N S

Teacher separateness and classroom change also provide some insight on “

.one of the issues of loose-coupllnq in orqanizatlons lt was noted earlier that

' much of th:s literature suggests that lndlvnduals retroactlvely make sense of

ot - »

what they 1ust d|d

may not only mtend to do somethmg but also can explncate retroactlvely what

: they d|d because the sense of system makes a\}allable ~a larger repertoure of

Thls systems catalog permits |ntentsons and goal-seeking 'as

Loung.e talk, for instance,
’ (

can be used to diplay tight linKing between intention and outcome. It can

Hence,
the larger systemic frame of referenée provides .major categories justifying

and suggesting that it ﬁ "just the way things are" in

schools. . - v S

’

Teacher separateness . suggests that as actors teacher'.sw

w
3

[ R
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Classroom Realities and Classroom Change. Classroom realities, as talked.

r

sbout -in. CJHS lounge, . suggest teachers may successfully or unsuccessfully

deal with students (generally and particularly), subject matter and classroom

control . Success means that most of the students most of the time are en-

gaged in l‘earmng the sub;ect matter m an orderly, predictable envnronment .

‘Unsuccessful means that most of the students are not engaged m learning the

subject matter ("'they are not on-task.") in an unruly, unpredlctable environ-

fhent. Most of the lounge talk at. CJHS implied that the teacher was generally

successful *but that particular students, particular times of the year, e.g.,

immediately before holldays, or particular eleents of the subject matter could

challenge this general climate On these peculiarities, since they were normal»

‘ and to be expected, CJHS teachers freely offered advice. They tell each

other about particular students’ and how they did or dld not deal wnth Jhem.

Advice might range from "grin "and bear it--nobodys domg anything for that
‘ i

" Kid" to "I ve made him a helper“ to "let's see the Vice Principal about getting

her suspended "o ,They also' offer freely. advnc;e about how to deal Wwith

\Monday mornings, Friday afternoons,, the days before holidays, the hour after _

a "good“ or "bad" “alt-school «assembly, or after two Kids havé been ln a

i

. fight _These _ were" normally "rough“ times, and requ:red "hard“ work
2 DISCUSSlonS about subject matter were less frequent but the few noted sug-
: gested that teachers try to make: needed materials as much "fun" -as possnble,

e.g. i games, crcssword puzzles, or prizes, and not beyond the comprehen-

sion of most students. .
Discussions of -classroom .realities at CJHS created primitive generaliza-
tions about teaching, -and about spetial problems which could be anticipated.

These generahzations sought to giVe advice. to all teachers in the bunldingd

.

One popular generalization was: “Chlldren of this age group get bored ver\y' :

‘r

- ‘ 65
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" . qui¢kly.. Therefore, change activities every ten minutes." While many teach- ‘

“ers subcribed to 'this generalization about the realities of teaching at CJHS, a

* few debunked this claim. -ln the' lounge some doubters would challenge such

a generalization by pomting to "their suco sses by vuolatlng such a rule in
i their classrooms. Others would claim that while they wished they could shift \

that frequently, their. subject matter would not permit- such a “helter-skelter

kS
3

e approach - L

Dlscussmns about classroom realitles, and the primitive generatizations

1

./ . found in such dlscusswns, are another set of criteria whlch may be applied to

’

changes proposed, for classrooms These shared wnsdoms about the ways of

; teaching serve as screens to filter proposals for change. These primitive

generalizatlons, not shared by all teachers and rarely verified except by

lndiwdual classrooms and teachers, ser\.'e as_par: of the teacher lore of the

v

school QThey suggest that there are larger, shared understandlngs about

4

‘what is going on in this place Such understandings freely admit*that~teach- i

“ers are partlcular (much as students) but also are typical (much as stu-
X D

(1

rdents) %

- S

A . ) Changes sproposed for classrooms,” then, may be examined not only from °

.. [y

the perspective of a unique and sepa;ate teacher but also from the- perspec-

tive” of a few geheralized teacher understandings Teachers at CJHS empha-" -
snzed for example, the nature of th|s age group of chlldren While they did *

", not 'seem t6*®iscuss where this generalized ‘understanding came from, e.g.,
wisdom of other teachers, training in schools of education, or self-experience, ‘ N ‘
they did assume that'other teachers would understan.d the phrase and its ' l
larger implications There seemed to be an |mpIIC|t sense that "kids were like L

o " that." At CJHS this meant, for example, that 7th, 8th and 9th graders

', varied in terms of physical maturity, sexual awareness, anger, and attention

; - { S '

. "466 . | -
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'Proposed changes in classes or the school which did not account for the

characterlst;cs of students of this age group wilk recelve harsh treatment from

’

teachers who see thns as one of the lmportant characterlstnc of schooling at.

CJHS. | l _ : - S

'i

The notion of classroom realltles also bears on the loose coupling litera-

can grasp their entirety. In CJHS, teachers not only grasp the entlrety of
the organization, but also they recognlze those places when partlcularlsm was
necessary Classroom realltles underscored both the relatlvely staI:;Ie, endur-'
ing - structures and the necessary arenas of mstablllty and temporarlness.

These outbursts of equlvocallty were simply part of the everyday life of

o

teachers possessed not only a map of . the larger o"ganlzatlon but also a de-

. talled .and finely grldded map of partlcular nelghborhoods. These maps

Teacherhood Problems_and, School Change. The problems of teacherhood

Ll

serve to aggregate teachers Concerns about -the rewards of teachlng, the
\ effects “of teachmg on the self "the public image of teachers or the fa|Iures of
commonality, for c’ommoﬁ solution, and for the as:si'gnment of common enemies.
Teachers in:the Iounge at 'CJHS ‘found colleaqueshlp in teacherhood prob--
Iems. Colleagueshlp meant that these were issues all teachers faced, though
they mlght dls:gree heatedly about the resoiution .of these problems. These
dlscusswns suggested that as teachers they had common problems to resolve.
tdach a,n’d every teacher, for example, had to weigh the costs and benefits of

spending large‘amounts of time jn the company of junior high age students.

” 67

“ture. Thls Ilterature often suggests organlzatlons are so complex that few '

dealing with students of this age' group, and a, series of routine countérmea-

sures weré  available to restore the regufarities of classroom Ilfe. In a sense,

suggested understandlng and alertness, not sngnlflcant change. ‘ . .

oth‘ers- pull “teachers toward ‘some sort of a center. These problems press for

S
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lt was small wonderrthat most who remalned could jest about the consequences

.

: of I!Vlng W|th kids. ~ The jest lmplled that these kids prov:ded greater bene-

fits than costs. . - ' S ' .

Coupled -with classroom realities, teacherhood problems suggest . ‘that

sthools develop something resembling a culture. This culture |s Best de- 3

scribed - -as common answers to common problems. Each and every teacher -

*

seems. to resolyev for hlmself or herself the nature of the classroom. But thlsr

.

|nd|V|dua||zed $olution is. embeddec; in the fact that teachers are organlzatlon-
L4

ally arranged., subject matter specnallzed and face nearly random groups of

‘

students. These envuronmental arrangements shape teacher solutions to class-
room realities. These larger solutions are aiso molded by the answers created ‘\

by teachers- to teacnerhood problems. The group afftrmatlons about the °
legltlmate -joys of teachmg or the beneflts of working WIth students prowde
alternatlves for md:v:dual teachers not necessary prowded by discussions ', .

~ N

fixed only on classroom realities. For example, some individual teachers

. » W

néever. come successjully to_ grips with dealing -with lntellectually slow stus

.dents. Discussions of classroom realltles suggests that, mdlwdual téachers

. may deal wnth such students in several ways. A few teachers are never-

-

SUccessful even when they use these techmgues. But at the level of teacher- .

hood problemsl it. is recognized tl?a\ -all teachers have favorlte groups or‘

type,s of .'§tudents, -and that all teachers have those students they do not,

work With we.ll.“'Individ'ualf‘classroom teachers worry_ abodt slow student
success or failure find comradeship in teacherhood fdiscussions about general

characteristics’ of teachers.” . ) . ( . "
The culture of the school provides *common answers for individual teach-
»
ers as they grapple with problems of classroom realities and teacherhood

"problems. The CJHS lounge became a place to propose f\hat this culture was .

- 4
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ike, to argue about or to amplify particular cultural dimensions, and, to"locate o

.oneself as a‘.te_acher among other .teaéhefs. The lounge thus served as a

: ‘ﬁavigation‘bea(_:on for many teachers. Upon enterjng, the¢7 could: propose
;ovhere they “were, they,could‘ contrast their ‘plotting§ with tﬁeir colleagues,
and thei'_could steer \t‘he same or set a new course.-s-;l ) Yo k

These ef)forts by (‘fJH_S tgacher;s to clarify individuality and commonality '
suggest that.tho:se.; whé propgs:e cf:anges at the school level must be aware not
only 'o.f classroom realities b;yt/a/lso -of teacherhood pr:oblems._ C})anges .will be-
screened against the la_r‘ger Pcanvas of teacherhoog problerhs such as the
failure of othér; or the public image of tea’chers. " These ieai:her:heod proo:-

‘ lem's serve as c;ri—teria for _*Z-:chcéol level change iust as classrpon]‘ realities serve
as criteria for: classroom change. At both levels, changes must deal with
complex cultural ‘linkages émona t_hesg_criteria.. A change aimed at modijfying
~the~joys of te';zching in classrooms, for exan_\p-le, must also I:\>e screan‘ed for its_" a
t'ea;:'herhoéd cdnsequenées such as the failure of others’, the public ir;aage of
. te'ach’ers or the effects of. teaching on self': _While it i:-_; doubtful that teacher -
\ talk in the lounge of CJHS would systematically examine each of these ele-
N ments, during fuller ‘deliberation of the change{-teacher talk wou‘ldv ust.ally

¢ .touch on each element. t

~

~u

, 3/ Much of this report has sought' to comprehend how teachers "created"
their. world. How did teachers put all the events of the school day together
to provide for themselves and their peers a coherent and reasonable world?
The same question could well be asked of students. At CJHS students typi- .
cally confront ‘seven different teachers talking about seven different subjects .
and demanding seven different sets of studentmanship each day. How are
these elements integrated? Could we suggest that each student has a picture -
of the realities demanded by teachers in each. of their rooms, that . students
have general images. of what it means to ‘be a student, and that students
develop some notion of an educational system? For teachers, these. elements
seem to provide powerful means for explaining much of their-behavior-. Could
. the same things be said for students? See, for example, the work of Becker
‘ et al. (1961) on medical students. ) . :

ERIC N ‘ - 69




.

H
’ / - R

Such a view suggests a coherence and unity that few CJHS teachers

reflected in the lounge. lng\ividual. teachers might highlight rtain dimen-

siors™ o even be ignorant of others (Fernandez, 1965). -But if these teachers

spent enough time in the lounge (the luxury afforded this investigator), they
would eventually come to these topics. CJHS teachers might come to see
themselves'as ’seoarated by organizational‘ struoture and subject matter speciali-
zation, to realize” that their unique -classrooins create lv_vith fairly common
realities, and to understand that as - teachers they share fairly conventional
probiems. | ' |
“Teachers ‘Would also come to see that the various social settings in the
school bunldlng are heterogeneous In a third, and final' contrast with the
loose coupling literature, schools are best viewed as a collectlon of extremely
diverse social settings. Classrooms, hallways, and lounges are not alike--
they are. very different settings. Schools ‘are not homogeneous settings,
albeit the larger languages of the educatlonal system acts as if, classrooms,
teachers and students were constants. By mspactlng the similarities and

differences in sites, a more subtle view is possuble of teacher realities and

-

teacherhood problerr_ls .

-

Educational System and Education Change. Teachers at CES and CJHS

had a sense of an educational system Qnd of their place in this larger system.
In contrast to 'the rather precise and detailed knowledge these teachers pos-
sessed about their classrooms, knowledge about the system seemed Vague,

UnCOdlfJEd ‘and dlstresslngly abstract.

. In the first place, teachers at CES and CJHS had a sense generally of

what went on in elementary schools, junior high schools, secondary schools,_

and colleges and universities. This sense seemed to be made up in part.of

»

70

_recollections of their own experiences. This investigator, for example, recallsﬁ‘
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vividly a female,' elementary teacher in her mid- 'or late-flfties over coffee
recalling the pranl: that she‘"and her ‘classm’ates "pulled“ on their third-grade
teacher. None of her klds, she remarked were as mean as that bunch of
hoodlUms. A second, and not unexpected, element of th|s sense comes from
- talks wi;h other teachers These sharings recall what has gone on in other
schools where they' may have been students or teachers Teachers in the

O
. CJHS lounge frequently compared, for example, these experlences in other

_schools to 'CJl-lS. A thlrd source s|s tralnlng in h|gher ‘education classes.
This source is often seen as challenging and often wrong. 'The CJHS -lounge .
provnded at the drop of a hat assessments, for example, of the worth of
classes in hlstory of educatlon, phllosophy of educatlon or currlculum plan--
ning.. Stories were told, with obwous relish, about certain professors at
certain institutions. A fourth resource for many teachers were reports from
their own- children who were, or had been, students. Other teachers not
only could recount their own experlences but also could substantlate what
went on in schools by telling about what happened to their own youngsters
In a very real sense, then, the great majority of teachers Went to schools -
similar to those they are teach:ng in, and older teachers who attended such
,‘ schools were' reinforced farther by the children as students. They know of
little but this’ educatlonal system '
This generallzed sense of what the educational system was about, none-
‘ . ‘theless, Wa's uncodefied and vague. Junior hlgh school teachers joked about .
the way elementary teachers spoke, but had little precnse knowledge of what
was taught in the second, fourth or sixth grades. Equally, eIementary
teachers me,w Junlor high students had tn take certain courses, but were

J
vague about what that |mpl|ed - Older teachers whose chlldren had -passed .

-

through the system had clear plctures of. some teachers (usually very good or

s . . . . . L.
Q ) . ’
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very bad) and ew assignments (normally very good or very bad). The .
system seemed be a larger abstraction, a larger but hazy image of what

happened frpm kilhdergarten through a college degree. But the very haziness

of the image erihanced its power. £E£ach teacher was required to prepare

Y

_present students for a future that was generally similar to the one recalled.

7

But not knownng exactly meant that unless certain things were done now

failure m the future might be guaranteed. Hence, curren‘c students were

burdened wnth preparatnons for a hazy future need

©

Stated differently, the sense of the educatlonal system provided the

gross overview for the teacHer. Generated by examples such as the personal

.
'\

students, and by being a student teacher, the system existed as boundarles,

which separate memories, recollections, dreams and Iearnmgs about educatlon

v

from- fields such as politics or religion. These larger boundaries encompass

the field of education and the fact that today is not yesterday. The educa-

* tional . s
tional system does change; older teachers can recall an almost perfect cycle of

~

emphasis on basics, ::1ecline, freedom, and re-emphasis on basics. But these
changes are usually produced by external pressures
|
© Time 'in the teachlng role brings recognition that societal shifts -affect

the educatlonal system. For example, a mlnorlty of CJHS teachers went to

school with Blacks, and even fewer ‘were in schools wnth handlcapped stu-

dents. Or, divorce was less common and more traumatic in their childhoods.

These shiftings mean that what classrooms are and what teaching is remain

~ constant sources of concerns. -The day-to-day "with-it-ness" of the classroom

is a reality (or set of. realities) which not only must ‘accourit for the larger

systemic conceptions but also deal with constant shifts of students and their '

backgrounds, for instance. The vagueness of conceptions of the system

*
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experiences of the teacher as a student, by the experiences of pe'ers,as,




- becomes the major supportmg actor in this story.

"little learning and -bad attitude fails.

increases not only the systems power to hold attention (it may absorb new

elements wjthout change) but also the need for tonstant maintenance (will this

-

subject matter appeal to these new children?). .
Teacher talk in the lounge suggests a constant re-learning from what is
happening for application to classroom realities and to teacherhood problems.

The lounge also pro'vide-teachers a site to ponder with their colleagues how

_shifts in these topics may indicate possible changes in the educational system

.

caused by societal changes. Are present students, for example, ruder than
stu_dents of twenty years ’ago? Teacher questions and talk is not idle; it
serves to def%ne shar:ed m;eanings for teachers about classrooms, teaching, -
and education writ large.

1:he‘ sense of system that teacher, possess is 'generally stabﬂle as a wholz,
but i$ in constant flux in part. The sense of the larger system could be
likened to the general'plot of a Holly_wood_movie#,of the 30's: . boy meets girl;’
boy and gir! fignt; girl gets boi The educa‘tional system as a success story
goes' something like this: good student learns; good student has right .attu-
tude, good student w1th learnlng and right attltude succeeds The teacher

But“a second versuon

exists. This general system horror story scenano is as follows bad student

resists learmng, bad student has lnapproprlate attitudes; bad student W|th

The teacher is a supporting actor
pointing to the things the student must learn and the attitudes the student

must correct. These two stories might account for the "AM and "F" students.

" The “scenario for the ai/e‘rage or "C" student would be: student has limited

abilities to learn- but tries; student has attitudes of a good citizen; student

b

leads a normal, happy life. -

»




Teacher talk reviews these scenarios much the way mpvie critics screen
the latest hits from Hollywooo. Teachers, for instance, must factor into
these everpresent plots issues such as drugs or single parent .famili‘es.
These "new" societal elements force reassessment of specific elements of the
standard plots. Do drugs immediately mark off a "bad" student? Are single
parent families’ the external cause of bad attitudes rather than the mternal

motivations of the stgdent? The larger script holds true:. the details need
changing. These .script“ changes, these fn't;erpretative. reworkings, ol:cyr

often in the teachers' lounge.

These reworkings also seem to_have one other characteristic. Because *.

» ‘ -

teachers are aware of.the uniqueness of ’_individual classrooms, they often

+

believe that other teachers may have solved problems they now face. Other
teachers in their building, or in ineir subject field, or professors at some
near or far university may have a' reasonable answer to their current, nag-

éin,g problem. Some expert may truly know what advice shou_ld_ be freely

‘given. If the advice is rece‘ived', individual teachers will filter it to fit their

-

particular -style. Until ‘such advice is received, they will continue in working
out their own iruneaiate solution. Hencé, teachers continually look in their
immeniate envnronments for sol’utlons--but with limited hope This process of

external search makes teachers not ‘only sensitive and aware of the views of

others but open and cand:d in telling others . how they handle problems

Swapping involves not only receiving but also tellmg it also involves expect-
ing ansWers from the envnronment for dlfflcult lmmed:ate problems

The larger, but hazy, image of education ds a system serves as the
criterion for assescments of educational change. Those who wquld propose

new goals for educatlon, who would see the system serving new or different _

clients, or who maght drastlcally reduce the scope of education, face CES and
] . _A-;

T

A




. of the educational system seems a much less precise marker than either class-

‘but ought they be taught in regular classrcoms?’ Bilingual teachers could be *

-did as the system. Alterations in their work might have consequences for

CJHS teachers who have notions of what education is all about. This_sense

’

room realities or teacherhood problems. In that sense it seems to be a more
projective( or a mc?re invitational, media for CES and CJHS teachers. 'Teach- - .o
ers in the CJHS lourige, for example, could worry about the |nclUSlon of
handlca;;ped children into the school or about the growing issue of bilingual
education. These worries seemed disconnected from very many real world
instances in either of these ‘categories that these teacbers experienc.ed..
Slmply, few CJHS. teachers were deallng in their classrooms ‘with handlcapped
children .as part of classroom realities. '~ Few CJHS teachefs had any bilingual
students But these lssues emerged in dlscusslons of education as a system
because many teachers were not certain whether or not handicapped or bilin-
gual \l\:ere a part of the system. Handjcapped children could be dealt with;’ -
- -

found, and students taught appropriately; but ought bilingual students .be

taught in a language other than Enghsh" These were topicswhich were'’

» x

~F

|mportant to the system.

,Teaéhers at CES and CJHS saw themselves and colleagues in a general-
iied educational system. The further the system was from their particular
classroom and school, the more abstract and vague, it became. But the sys-
tem never vanished because_teachers themselves, éd their students, were a

part of this system. In one sense, the system drove-teac'hers at CES and -

CJHS to do what they did; in another sense teachers clearly saw what’ they

later stages of the system. Thus, efforts to make classrooins easier for
students in the third grade might have long range, and disaste'roys conse~

quences, for these students when they become.‘ninth araders. ' .
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It was al‘so“di,fficult for teacher to'see the system as \a “Wfailure."
~Lounthalk~saggestsi1d\prlmotes a view of the world of the school as
orderly and predictable. Problemfﬁrsystem—ane_resolwble:
’there are not fatal flaws within the system. There is no ideology of discon-
'tent', while there is acceptance—‘ of minor probiems sur*acing, being re olved,
and tne system remaining. lt is hard, nearly impossible, work in the lounge
to Ilvnk classroom disruptions to the failure of the system. The problem was
located 'in others, net in- the system.

p Hen'ce; what teachers and students did in their'classrooms was not only
‘ an end in itself but also a vital means for students who would complete the
system. Equally, the efforts of .other _teachers in their school contribute not
onl);' to the maintenance of the system but its successful impact on student_,s..
Teachers in CES and CJHS_ were linked because their fates were bound up in
how well students moved through the system. In thelr unique classrooms,.
most teachers taught mbst (students skills in partlcular subject matters. As
studénts moved through the system, they were provided opportunltles to not
only enrich these fields out also to use them to grasp new subject matter by
new and specnally trained teachers operating 'in their classrooms.

" This mutual support often was illuminated by concerns at the junlor hlgh )
al:cut the failure -of elementary teachers to teach, and the wary smile that
indicated former junior l'\igh students would soon be found wanting by second-
ary teachers. But the few gaps seemed easily remedial for most students.
The realities ot all’ classrooms su‘ggested thatﬁ few stud|ents escaped a.'xd then
only for a moment. Few successfully eVaded the relentless pursuit of teach-

ers. Somewhere the system would match student and teacher, and the system

" would have another success story Simply ask any- teacher.

%
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”Sur'nm/ar1~ This section has presented one view of the relationships

- ’

~ among teacher separateness, classroom realltles, teacherhood problems, educa-

tional /systems and change. This view has contended that any single 'proposal

\m?may-be‘see‘n\by teachers as invalving three different arenas forn ’, .
- change_’(.clas‘sroom; school; ano, syste‘m) and three‘différent_ iteria for
'change (teacher separateness and classroom rea‘lities; teacherhood problems;

.~ and, educatlonal system). : . .

.

' These notions--“the uniqueness of my classroom, the general sense- of
common classroom realities, the’ notion of teacherhood\problems', and the,
larger V.notioh of an educational system--are the stuff of. teach:erQ talk. As,
. central foci of teacher talk, these notions allow teachersl Yo talk to other
teachers in ways that clarify both individually and collectivel;/ what teaching

_is about. As an individual, any teacher r‘nay; compare her or his position on
aspects of the classroom, on bemg a teacher or on the nature of the educa-"
tiomal system. As .a collectivity, teachers author jointly by dlscusslon the
‘n‘ature of classrooms, teachlng, and the system. These discussions under-

score commonalities and dlfferences, and make possible a common lore. These

dlSCUSSIOhS serve as "triangulation" points for individuals and the coIIect|v1ty .

——

b
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Summary —

3

_ This brief summary'recaps and speculates about some of the implications
that“might be drawn from t?'\e study. \
Recap. Teachers at CJHS and CES are, in one clear sense of the word,
.‘ . v segregated’ from each other by the dellberate organlzatlonal pattern found in
\xﬁoolsrbmhe training they have received, and by the unique mix of stu-
i dents and experiences they have But‘u‘niqueness__at w level is

——
tempered by four realities ‘all teachers at CJHS. and CES faced. All teachers ————

x

; had to resolve in their classroom problems including ambiguity of, control, -

P’

particula}~ _students, nature of the age group of students, and necessity for

teaching subjects. The resolution of each of these realities was accomplished

by each individual' teacher, but within a rich and varied field of freely given
advice. The advice offered by others could be accepted, reshaped or ignored
because of the uniqueness of each indlvud%ial teacher ("style"). Teachers in
CES and CJHS also faced problems simply because they were teachers. These
problems of teacherhood . lnvolved teacher rewards, effects of teaching on self,

public lmagos of teachers, and failure of others.” These problems were fre-

-

quent toplcs of copversation in the lounge at CJHS as teachers sought to

define the jOYS of their -profession. Finally, these schemes suggested that .

N

" teachers at CJHS and CES had an image of an educational system. This
) ) . |
system provided vague pictures of what generally ,went on at other levels in - :

the system as well as 'a sense of what must be accomplished if students were

’ . » » -
.. . to succeed in the system. "
’ o ’ .

Speculations. Four particular notions will be the objects of speculation.

They are: amount of teacher talk; tne sense of sy}stem; boundaries; and, -

A . |
teacher's knowledge. ' / . |
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1. Amount of teacher talk. Teachers at CES and_(fJHS spent large

amounts of time talking about classroom realities, teacherhood problems and'

_the educational system. To be sure, they did tell joves ‘(sometimes "dirty"),
swap yarns about their past, brag,k about thi:r families, set up dates for
single teachers, worry about the cost. of groceries or'disct:s; this winter's
fuel bills. But they spent an inordinate amount of time talking as teachers
talking. to other teachers. Those in the lounge at CJHS found the|r teachlng

and ‘their students to be endlessly fascmatmg. They seemed never to become

-of-tales_about classrooms, tips about handling situations and informa=

*

tive gossip "about particular students. T —— o "

———

Many of the colleagues of this investigator suggest that. this is -not a
characteristic of all schoois. They suggest, instead, that some schools, are
like CJHS and CES while others would have lounges where such teacher talk
would be rare. One line of mqunry suggested by teacher talk relates such
talk' to the quality of the school. It may be that as ‘teacher talk lncreases,
schools quality . lncreases, e.g., awareness of lnnovatlons, |mprovet:l atten-
dance and/or increases on standardized tests. Speculations about thls rela=-
tnonshlp may . suggest that good principals facnlltate teacher talk, that good
teachers are good teacher talkers (and hsteners), and that good schools are

{
staffed by good talkers.- Or, a lot of teacher talk may lnhlblt change

.

Unfortunately, we know little about teacher talk.

.2. The sr e of the system.. Teachers at CES and CJHS clearly saw

"education as a item. This system was composed of individual teachers

trained to teach grades or subject matter, age-grouped batches of children,’

classes of 'specified time, and schools which physically housed and separated

" teachers and-their students frorn other.‘ teachers and students. Most of the

teachers at CES and CJHS had done to schools similar to those they now

R v
. ) « - — a .
N » . ’ -~
.
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- tors were themselves from. minority groups, but little sense of usnng the

~ What™are--the_sources of teachers'. views of the educational system?: The

‘ impacts of self, peers, an_d system? Third, what are the larger consequences

77 .
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‘taught in, and many had children in such schools at.this very moment. The.

schoéls these CES and CJHS_tea_chers worked in. were what they had come to ~

see as"'usual " as "traditional."

This sense of normallty about te educational system suggests further

L}

speculations. Flrst, what happened to all the reforms of the 1960's and

1970's? The lounge. at CJHS seemed immune to discussions of sweeping educa-
{ ’ -

tional changés. CES did display multi-age group classtrooms, €.g., 4, 5, 6,
but little else ‘of a reformist temper Teachers ‘in both buildings did have

dnfferent racial mix cf students in class, some of 'the teachers and administra-

’-

A

schools as an instrument of social reform lingered in either school. Second,

contr|but|ons of experience as a stud?n‘t, as a teacher and as a parent, for

9

example,’(AE need to be sorted out. Key questions here- become. (1) how™ do-~-\._-

individual teachers "construct" from such diverse sources an "image" of what - »
being a teacher ls" and, (2) how do individual teachers "weigh" claims about ™

"newness, e.g., |nnovat|ons, students, policies? *What are the relative

o‘fxthe notions of a system? While the notions of '~ system seem to dictate a
rather‘traditidnal and stable view of. the school, teachers at the individual
level seem to be constantly tamperlng with their classrooms. Are teachers
aware of differences between a relatlvely stable system and a constantly

evol’vmg classroom? These suggest some lines of inquiry suggested by the-

sense of educatlon system dlsplayed by CES and CJHS teachers
3. Boundarles The sense of the system seems to provndeqboundarles .
Wlthln the system and between the system and its envnronment. Teachers in

the CJH& lounge seemed to know, for example, their place in the system as

- .. 80 E
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junior high teachers, and to have clear, expectations about the place of other
insiders, e.g., adminis:tr'f)tors, and outsiders., e.é.,- parents.

Such expec'tationg, seemed thwarted \on oc:asion. ._Others inside the
system did not always act wisely nor did outsiders always support the sys-
tem. These failures of others caused grief for teachers, but were not ex-
amined for their geperal validity by'teachers. Teachers, for example, rarely
.feit external criticisms abdut other teachers were jt:;stified. The teachers in
the CJHS lounge also had a hard time grasping the realities that administ}'a-

?

tors faced. The world the administrators faced ‘often seemed a different

-world, and one with very different boundaries, from that of teachers. More

inquiry into the functions and dysfuhciions of boundaries within the system
(and of the system itself) might illuminate problems of teacherhood.
4. Teacher's knowledge. What teachers know must be heard; it cannot

be read. Teaching is a non-literate, oral culture. What-is so striking “about

\.

the teaching‘ Eﬁ‘lfu‘r‘e 1s that -,itsgoc'al_pggyre perpetuates the need to spend

great amounts of time talking about teaching, accentuates the—sense of a
unified and common educational system, and substantiates the imagined bound-

-
aries with the system and between the system and the environment.

»
[=23 '

Thi’s oral culture suggests Jines of inquiry about its content and valid-
ity. ‘T.his report has suggested some initial r:ategories for content. But little
can be iriferred about .validity for él;ssroom activities from lounge talk,
What, for exaniple, is the relation between wh'at teachers do in the classroom
and say in the lounge? What kinds of evidence do teachers marshall when
they argue about their classrooms or schools’ ,or system be;fore administrators?
Parents? Fellow teachers? How éasy is it for tga’chers gene;‘ate a common

language that would facilitate cross subject or school discussions? _The oral

culture of teaching may hinder o:xmay help change, but on the whole oral
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culture are often seen as conserv{lve In education we know too httle of the
consequences of this non-literacy. The spoken wbrd may not convey the

details necessary for asststmg those who promote change, whlle the lack of

7 .

written records may induce many to try somethmg. . ¢ Lo

3

‘In centrast to the oral culture of teachers is the given tradition of

]

schools as ,)iaces for snxth grade teachers of socnal studles to teach stxth

grade students. This managerial tradition of orga mzmg schools seems to
persist. The relationiship of this structural tradition and teacher oral culture

.deserves further aitention. 4

-

These lines of inquiry obviously may be expanded or -put into some

priority ranking. They are offered because they suggest th::1t while teachers
are segregated in the social settings of 'schools, this segregatioh is at least
part'ially overcome by teachers in lounges talking shop taik.. This talk sug-
gests that teachers Ttace both unique and commcn problems in tthetr class-
rooms, that beina a teacher presents problems which must be resolved, and

that teachers often see themselves as part of an educational system. -

L]

-
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This study was conducted using semi- structured ?nterviews and
participant observation techniques. This appendix chron:cles the evolutlon
of the study and of the various uses of these techniques- as well as some

problems fa'ced'by the investigator. ' LT

1
. - -

. .
The Time Line of the Stud,y '

The inltial ldea for the study surfaced in a 1979 graduate class We

had been discussmg studies of schools as organizations, and had been

re\(iewmg the use of the Pupil Control Ideology (PCl) scale. lnspecting

the scale closely and reviewing some of the literature using the 1] (parti-

cularly . Helsel and Willower, 1974). raised questions about the applicability

of the RCI. What became interesting was to see\that answers on the

PCl--the "first" site--did not transer well to ~the classroom--the "second"

Site. ‘a
!

To stimulate discussion | asked graduate students in the class to

make a fist of “safe" and "unsafe" tOplCS of conversation in their school

using as sites the lounge, the administrators offlce, the facuIty lunchroom

(if different from the lounge), and their ‘classrooms, with and without

pupils bresent. Three examples of student work, identified by school . -

level and role, are displayad in Figure A1.

. This discussion’ and the "re-analysis of the PCi materials str’ongly)
suggested that these students from different school systems, different )

levels and different role.s could not: only easnly describe ‘the: "proper" -way - -

] 3 @

to talk in various locations in their’ schools' but also that the safety of

topics wvaried greatly by ‘site. Further research work in the library by

‘students and me urderscored both the notion of sampling sites and the

effort to .see how segregation of sites might affect schoo.s.
(4
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, - LEVEL: ?écondary ROLE: Teacher °

L4

. SAFE . UNSAFE
Lounge: 1. Families of faculty 1. Incompetent colleagues
oo * m+mbers 2. Students getting out of
. 2. . Activities of school class for extra-curricular
assemblies 3. Curriculum disagreements
3., The inadequacy of (.e.g. English more
) other high schools valuable.than home ec.)
. 4: Students 4. Special students-spec. ed.
- 5. Administrators -
. (when not present)
Admin_ Office ~1.° Curriculum 1. Other faculty members
. ;2. Budget _ 2. Non-inforced school policy
" 3. Personal leave 3. Misplaced priorities of
(time off) admin. :
) 4. Special course _4. Inadequate handling of
O requirements - admin. problems w/
Vice-Prin: 5. Particular student " reference to teachers
P problems : and/or students .
) (i.e. not supporting
- ’ . . teachers)
. Faculty Lunchroom 1. Activity of the day. 1. Administrators
. 2. The culinary 2. For the most part: same .
. delights! : things listed in lounge
Classroom Pupils: 1... Course_or equip. 1. Other students
needs : 2. Other teachers "~

2. Anything that is - 3. Administrators
quickly handled, not )
soli¢iting opinion
orally--OK if written

; . . ! *
No pupils: 1. Too dependent on 1. The importance of each
> , " other teacher; if* . ~ other's subject matter in
, . friend, anything - “relationship to "what the
could be discussed ~kids really need is."
Fiéure A1l. Three oaxarﬁrﬁ;;le; of student res;i;}"tées.'“ Ekample A:
Secondary Teacher. ’
N e i
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LEVEL: - Secondary

ROLE: ° Administrator

Area 1. Faculty Lounge =

Safe Topics

Student discipline
) . Prep. time
. : Class size

. Marking of students'

assignments .

Evaluation procedures

Area 2. Admin. Office

Safe_Topics
Inservice
- Student discipline

"Area 3. Faculty cunchroom

Safe -Toe' ics

Unsafe Topics

Integrated cur?‘iculum
Student achievement
In-;erVice

L

toea

Unsafe Topics

Parent evaluation
Student eval. of teacher
Mainstreaming

Unsafe Topics

Thé quality of extra-curric. Job satisfaction

) activities
~+ > Job enrichment -
Footbali

’

“Area 4. Classroom

Safe Topics

. Student achievement
Student motivation

Pupils Present:

" Student achievement

Unsafe Topics

Student discipline
Cheating, busing -

‘Pupils Absent: Cooperation
. . Courses offered i , -
Figure AT, ‘Example B: Secondary administrator. )




iious: Admin.

LEVEL: 'Middle School

faculty lounge

oooooooooooo

admin. office. .. . . % « + v ¢ v

ooooooooooo

P I N

ooooooooooo
oooooooooooo
ooooooooooo
ooooooooooo

Ed .

v

. Figure A1.

%

Safe

School lunches
Kids "

,University Courses
Dress

Janiturs ¢
Parents

Curriculum
Football .
Textbooks

"Dropouts

Truancy

Drugs

Weather

Phi Delta ‘Kappa
John Wayne

Nothing
Perhaps
Name the 50

states,"
Littl e else

Television

Othier Faculty
Members

Plant Life

Jogging

Example C: Middle school administrator.

-Christmas

. Evaluation’

- Absenteeism

_Sat. Scores

- KKK

Unsafe
In-service

Program
The Principal
Grades -
Plan Time

Scheduling
Personal Days

Secretaries .
School Boards
Halloween
Fed. Gov.

Tenures

5

Everything
God -

Peanut Butter
Etc.

Room Arrange-
ment
Decaorations
Condition of
DeskTops
Textbooks




developed. The teachers in the elementary school literally had no time

. site’ would be of little value for this project. It was also becoming appar-

 ?
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' The initial proposal to The National Institute of Education not only .
linked this’ proposed work to organizational research but also depended’

upon interwews with a convenience sample of_ teachers and administrators. = °

.5 e

In negotiations with Institute personnel, this first proposal was modified to -
an intensive stuoy of two sites--an elementary\ school and a junior high

‘school in a nearby community.

' Discussions with the central -office personnel of City School -District

#100 (a "false" name) about the project centered on two points. First,

central office- personnel .suggested the word "segregation" would mean'
something very different to the‘district's administrators and teachers.

"Segregation" V\ias yeplaced by "how teachers resolve 'differences among’

themselves about what should be taught " Such a substitution seemed

-

* warranted because it permitted teachers to talk about differences and-
similarities among teachers and to talk,about how they talked in various

school settings. Second; central office personnel emphasized the need to

get permission in both schools l“visited with each principal, gave them a

copy of the proposal, c.nd met and discussed Lthe project wnth both facul-

_ties Both schools' personnel asked that | begin my mterwewmg and

observation after the first grading period (October "20).
Beginning in latz October | began my mtervnewnng and observations
On October 28 an introductory letter was put in each teacher's mailbox in

th"ews‘c’hools (Figure A2). But almost immediately the first majo'r problem

during the day either to be interviewed or to interact with other teachers

when they could be observed. It became apparent that this elementary

.ent that the teachers lounge was one” of the few places in the building

Co o ‘. ) 91. -
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_since 1975, working in Educational Administration and Supervision.
" should be taught. -Other studies suggest differences among teachers are v -

" months I hope to visit with you about your views on this issue. These

Il

" - : ' | 89
University of Illinois at Urbana-Champaign

College of Education .
DEPARTMENT OF ADMINISTRATION, HIGHER,
AND CONTINUING EDUCATION

333 Education Building - . K .
Urbana, lllinois 6180} . :
1217} 333.2155 7 N . .

<3

October 28, 1980

g

. .o ‘ U }&
Dear Faculty Member: - : ’ . R,
This brief Tetter. serves to introduce me to you and to ask for your
cooperation in a research project.

L]
»

My name is Marty Burlingame, and I'm currently a professor in the College
of Education here at the University of I11inois. I've been on the faculty °

I've received a small grant from The National Institute of Education to
see how teachers resolve.differences among themselves about what should
be taught. The research evidence we have about this problem is mixed.

Some research has found that teachers seem to generally agree about what

resolved by voting or by consensus. Still other research reports suggest
teachers seem to ignore differences and go their own ways.

My own experiences as a high school teacher proyide little insight into
how differences among teachers are resolved. Over the next three or four

visits will be informal (although I will take notes), will try to explore
the range of options aboutsresolving differences, and will protect your
confidentiality in every way.. I am interested in your views and opinions,

and expect them to range widely--I do not seek a "definitive" answer.

You will see me wandering around the halls, the office or the faculty

room-chatting with others. I hope to get to know you, to discuss with,

you "this issue, and to get your opinions. When the project is completed--

about mid-July--I will send ccpies to the. school for-your examination. I- .
hope we can work together to- make this project successful.

Yours ;rd]y, . : »

Marty Burling )
Professor

MB:d o ’ -
' - Figure A2, :lntroductory "Ii?tter. P -
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wheré teachers not o'niy got together in reasonat;le numbers but also talked
to each other. Neitl'-aer classrooms nor admiristrative offices seemed to be
meeting places. L
By the secend week-in l\iove-mber all hy attenfion was fixedi on the
,junier high, school, ‘and part'icularly’ the lounge. Between Oc'tobe‘r 27, 1980

and January 30, ]9}31, | - visited thls school 25 tlmes, averagmg siightly

more than 2 hours per visit. Usually 1 spent from 9 00 am to 12 '30 pm or’

ffogn 12:00 -pm to 3:30 pm in the building. The majorlty of this time w_a‘s
" spent in the lounge "ohse‘r\"/ing." Geperally' | spent Monday and
Wednesday mornings and ‘Tuesday and Tht.Jrsday afternoons in the lounge.
These i:i-mes "fit" with my University responsi'bilites of teaching and advise-
mentw ! also' inéreasingly eame fo eat my lunch in the lounge. During

- -~

’lunch many teachers were about

-,

During this time span | also interviewed 11 teachers These inter-
views ranged from 26 minutes to 500 minutes. The maximum lim}f was set
by the teacher's preparation period. As the interviews and tapes accumu-
lated (of .the 11, nine were recorded), | moved more and more to a struc-
_tured format. Teachers 'V\;ere_handed six 4" X 6" cards (See Figure 'A3).
These teachers were asked to use these-cards as guides. l\;lost had no

-trouble in dealing with this format. Only one teacher. rejected this ap-

proach, and instead proceeded to "lecture" me on scientific cuﬁriculum .

making. (This lecture was recorded. ) By the Christmas. holidays | had

-~

some 300 pages of field notes, som: 60 pages of "mterpretatlons," and nme_ '

_taped interviews. | had been _or'ganlzmguthese materials usmg as guides
the works of Lofland (1971) an.d Spradley (1979). )

. . ) .
On Tuesday, December 2, | presented an informal seminar at the

. university to graduate students and faculty. It was my first conscious

-
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1

IN DECIDING WHAT TO TEACH TODAY, WHICH OF THE FOLLOWING

WOULD BE "HELPFUL" SOURCES "OF, IDEAS . ~ )
o1 Principal. |
é) Supervisor. ‘ .
3) Other teachers of your grade/subjeét
4) Other teachers
5) - In-service workshops
6) Conferences
7) Textbooks, teacher guides,; stadent workbooks
8) Y_ouk past experiences as a teacher : .
‘9) Students . ’
10)’ Par}ents/cémmun‘ity members .
a ) »
11') .Profesﬁjonal jo'ur’nals o ; s ,
12) I;looks about. education _oth'er than texts ’
1 oters.. - T 7
Ca: ds for interviews with teachers.

Figure”A3.

-

-

-




IN DECIDING WHAT TO TEACH TODAY, WHICH OF THE FOLLOWING

WOULD NOT BE "HELPFUL" SOURCES OF IDEAS

1)
2)
3)
4)
.5
6)
7)

8)

9)
10)
11)

_12)
13)

, Other teachers

Principal
Supervisor _ ’
Other teachers of your grade/subject

In-5ervice workshops

Conferences

Texf:books, teachers guides, *tudents workbooks,.

Your past experiences as a teacher

‘Students

Parents/qdmmunity members

Professional journals

Books about education other .than texts
: ) ' |

- Others... , _ ’

-~

coo
Ut

3
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- DO YOU USE.IDEAS IN YOUR CLASSES FROM <

’

:

1)

2)

s 3)

o,

* . 5)
e

-7

8) .

4

_Gradugzte. textbooks - . *

- ' . » s
.= ~/\_'

Pre-servicé college’or university classes

*

L]

Y

College textbooks

Former college or university professors

-, ’

Graduate college or_university classes

Y

Recent graduate school professors
Classmates in graduate classes

others... <. .

4

’

-

DO YOU EVER GET IDEAS YOU TRY IN YOUR CLASSES FROM

D,
. 2) ",
e @)
T
5)

o

b )

Magazines . -7 .
Newspapers .
@ |}
TV o .
Movies . . _ L .
Travel | °
Others..., = . ) ' !
\ \
' \
\ 1Y
. " 3 . i / \ . s
/
; L




. to !Qs.come ses.s‘itive‘not only to my own biases but also to the way my

 the first draft wrltlng was discarded, but the notions of teacher classroom

’

effort’ to order the inforniation, and | fta'ped both presentations and my
colleagues‘ cntncnsms During the last- two weeks in December and the*
first in January ‘| revnev\fed th|s tape, re-orgamzéd all other materials P
(usually by making "piles" of notes), and,wrote.a flrst,draft The draft

was an act of/d'iscovery for my own benefit. “T tried diligently to "make '

sense" of the collected |nformat|on

-

| returned to the ;unlor hlgh school the second week in January and

\made my Iast observaton January 29, 1981 The work in January was

focused on clarlfylng issues raised in December by the prellmlnary discus~-
1 4

sion and draft In ‘contrast to obserVatlbns done earl|er, many of these in

»

January se\emed "conflrmatory A
During laté January and early February | reviewed materials on

interyiewing, participant observation, and ethnography in general. | tried

presence changed® i3 si“te . | also worried- about translating a rather

chaotic ‘scerie’ into’ a place where “themes" could be stated (I am still
IR

\vorrled about these issues.)

in March and Aprll I prepared a sacond draft. About 90 percent of

- realities and teacherhood problems:persisted and were ‘clarified. They
were’ fleshed _out during these months. By late March | had also become
~intr.iguéd by education as a “system.” Much of April was consumed with
seelng the relafuon of the system and these dsta. _May and June were

re-writing months, with a target date of completion set for July 4 (sym- .

bolic). o '




Som: Problems St -

o

Interpretation:

One of the really big problems I'm facing is not looking dumb, There | sit
in the teachers lounge, watching, listening, taking notes. They (as nice
. , people will) draw me into the conversation. | check the time, and  make

: some notes. Every once in a-while I'll write something that | know these .

) _.teachers must be completely baffled about. "Why did he write that dewn?" °

<~ "Everybody knows that." "He's dumb--or' a spy." Or, else I'll be inter-
e viewing a teacher and probe and ‘I’ get this look that means "Don't you

know that? Here you are a professor, and you .don't see that badsic -

_point?" It makes me feel like I've asked ‘Waiter Payton- why he runs to--
. . _ ward the .goal libe with-a football. Everybody knows that, dummy! . |
- g worry that it may hurt the quality of my relationship, even more than

" taking notes in’ an obviously sensitive situation.
: Lnterpreta\féw :

There .| was, sitting at’ one of the lounge tables, eating my sandwich and-—-— - -’
chatting with two teachers. At the next t le one of the teachers is
‘telling about how he dealt with a kid, and | desparqtely_‘waq{téd to hear
- Jand to take notes. But that would have been really rude. to my table — - —
mates. At the next pause | glanced around and realized there were four-
teen people in the lounge--and | had no way of following the majority. of
conversations. What was | missing? No wonder anthropologists use not
only single informants or very small groups (famijliesy Yo interview or ritual
situations with -actors playing parts for an audience--you can't 'do (too
" strong!) an- ethnography of a crowd. (TV camera panning ball park or
stadium.) Even if | could tape (secretly) the lounge there would be no
way of tracking.

-

The opening .quotes from " nterpretations" are the key problems to be

- . discussed. Thev are the problem of (1) not. looking dumb and (2) multiple

conversations. The se]ection' of these two for. emphasis in ihis section
indicates n(::it'he;r: that these were th(‘::“ctinly p;roblems (they simply weren't)
nor that these were the most important (they probably, weren't, but they
.. _ ‘ égught my eye moéﬁ f;‘;qu’ently)u - l | '
- Dumb. The problem of - appearing dumb’ ultimately became not only a
" L methodological issue but a keyl‘tO‘ understanding the notion of: éysiem. As

a methodological issue,; | became concerned early on in the observations

4nd interviews that teacher would’'see me as not understahding'their job.

Such -a lack of understanding did not s'eem totally normal for a professor

.
Y . .
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\jn a nearby university. ’\I worried. that some teachefs “rQight feel 'l‘“lwas

simp‘ly "out of it" or thal'q . was simply "putting them on." | tried to

counter thls concern’ by stresslng that my own expemences were hmlted to
hlgh school students ’ Hence, I..was. unfamiliar on j:n experlentlal level

with Junlor hlgh students %d schools, and really d|d not understand the

|ntr|cac1es of Junlor hlgh teachlng

While | hope these asserﬁons "cooled out" concerns about my motives *

and mental capacmes, this sntuatlon also got me to wonderlng about w y l-
would be expected to know all about schoollng ’ What began- to emerge was
the notson that teachers at alI evels were xgected to know the gross-

. N — b

character{stlcs of the schools from klndergarden to gradUate school

~These” characterlZatlons of - the way things- are- and of thmgs to.be done at

) varlous tlmes in differing schools seemed common to nearly all teachers.
_At their part|cular level and in their subject fields teacher’s were experts,', .
but teachers. also had a good sense of the hroad span of schooling' in
America. , . ' o ' RN

. - As time passed, | found it harder, to play :"dumb." l increasingly

tested" --teachers about. what | now‘ knew about ‘junlor high sqhools.‘

Usually | asked if "such-and-so was normal' or if "such-and-so usually

happened at this time of the year. " l also found that | could dlsplay -

profltably and naturally a general sense of what elementary teachers dld

—

but an ignorance of specific elementary teachlng behaviors (and also a

& - . « !
—-———-slight_distaste for working with Very young ?hlldren) -Yet, as the obser-
O «

3

vation and lnferwewung ended I still felt "ne vous" about how some teach- :

7
ers might have viewed my "qUestlons" about what teachers did or my

"note-taking" wh_lle they chatted in the loungel

N Y- 99
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‘Crowds. | never learned how to‘ deal with the mess" of conversa-
tlons that occurred durung lunch perlods On the one hand, lunch periods
provucled scenes with. many teachers talklr.q to other teachers On the_“
other hand, there was "no" way for me to observe what was’ happenlng 'I-‘
became worried because for several teachers lunch was the "only" tume
. they talked to their colleagues. | was missing important interactions for a
nu'mber of the CJHS_)faculty. Ultimately | tried to sit.at tables where somé
of these teachers were, but fthis was often simply not possible. In a-

sense, some of the teachers were never captured in easily observable
v ¢
frames--they were in’ ‘either crowds or. not around. ’

*  These, then, Wwere problems Wthh domnnated my thinking durlng
these months Others came and went, or were simply ignored. For in-
stance, I never fngured ‘out” how to "gracefully" turn a éage when taking
notes. .,,l always seemed to be in the wrong, cha|r Y would catch an

"mterpretatnon“ in" what was supposed to be field data. These problems

© were |mpo\rtant but "dumbness" and "crowds" worrned me the most.
-]

-




