CHAPTER 4

EMELI IN PHOENIX:
BUILDING EQUITY WORK INTO URBAN
MATHEMATICS EDUCATION REFORM

After my first EMELI experience three years ago, | came back and said, ‘you know,
| can see now where we are stuck in our district. We never thought we could come
together to really talk about racism.” So thisretreat was just a milestone, and the
reason why we wer e able to make it happen is because of the alliance-building
among our EMELI team. We have people of color who have built alliances with
white people who are saying, ‘We need to talk about racism.” A white female
organized it. It wasjust beyond our wildest dreams.

— Linda Fulmore, Assistant Principal of Camelback High School, referring to
the first-ever high school district administrators' retreat on equity

INTRODUCTION

The Greater Phoenix Area sprawls across the Arizona desert. The city of Phoenix, the older
center of the burgeoning region, has all the complexities of urban areas: high poverty amidst
wealthier surrounding regions, sudden demographic shifts that create socia stresses, and schools
with rising populations of at-risk students and declining achievement scores.

The education system serving the city of Phoenix consists of the Phoenix Union High School
District (PUHSD) and 14 elementary districts that feed into it.* That system is fraught with signs
of educational inequity, including disproportionately low numbers of minority students enrolled
in higher level mathematics courses, problems of access for ELL (English Language Learners),
students, and imbalanced allocation of resources.

! The Phoenix schools comprise roughly one-third of the districts in the Greater Phoenix Area. Those within
Phoenix are the most ethnically diverse in the region. In these districts, the combined Hispanic, African American,
and Native American student population iswell over 50 percent of enrolled students. In every Phoenix Urban
Systemic Initiative district except for Madison, Hispanic students alone comprise close to or more than 50 percent of
the students, and several of these are close to 90 percent Hispanic. The European American population in these
districtsis less than one-third in all cases except Madison. The size of the districts vary greatly. Phoenix Union
High School District serves approximately 22,000 students. Its feeder districts range in size from 1,339 students to
17,000. See Table 1 at the end of this chapter for more demographic statistics and information on the size of
districts.
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The Phoenix Urban Systemic Initiative (PUSI) is a large-scale mathematics, science and
technology reform effort funded by the National Science Foundation. Between 1993 and 1998,
the PUSI served the Phoenix Union High School District aswell as 11 of the 14 elementary
districtsin Phoenix. A central goal of the PUSI was to reduce the achievement gap between
minority and non-minority ethnic groups. Asin most mathematics education reform projects,
PUSI leaders struggled to address issues of equity through the regular mechanisms of
professional development and curriculum reform focusing on mathematics. The PUSI |eadership
sought out the help of the national EMEL| Project? three years into their reform initiative,
knowing that EMEL| was designed to build leadership specifically to address equity issues.
Phoenix EMELI members were drawn from the PUSI project and participating districts, and the
PUSI served as the reform context in which the 24 members of the Phoenix EMEL I team carried
out their equity work.

The story of EMELI in Phoenix is about the struggle required to address serious and fundamental
issues of equity involved in alarge urban district. The story details the variety of strategies
Phoenix EMELI members used to infuse equity work into the PUSI-supported reforms, to try to
redress problematic polices and practices in mathematics, and to enable educators within the
system to become better able to address complex and volatile problems of inequity at all levels of
the system. In this account we portray highlights of this work as individual Phoenix EMELI
members and the team as awhole carried it out. We do not attempt to be comprehensive; rather
we mean to illuminate key approaches used and their contributions to the Phoenix education
system.

|. MATHEMATICS EDUCATION REFORM
AMIDST A MINEFIELD OF EQUITY I SSUES

The work of the Phoenix USI, and later of the Phoenix EMEL | teams, entered into and unfolded
in an education landscape characterized by politicized equity issues with deep historical roots.
Imbalanced distribution of resources for education has been one example of inequity in the
system. 1n 1992, four of the urban elementary districts® sued the state because of uneven
allocation of funds across wealthy and poor districts. According to Joe Pena of the Roosevelt
district, “Inequity isthe issue here. Thereis no equity in the school system. The resources are
just not where they are needed the most — 95% of students are minority in this district, and we
get only afraction of the resources that non-minority districts get.” The four districts won the
suit and in 1998 the courts ordered reapportionment of resources. Some district administrators,
however, remain unconvinced that it was fully implemented.

Similarly, African American and Native American educators feel they receive too little attention
from policy-makers and hold a weak political position because of their smaller numbers relative
to Hispanic and white groups. Ted Hibbler, Director of Indian Education for Phoenix Union
High School District, explained that Native American education issues — for example, high

2 Equity in Mathematics Education Leadership Institute.
% Roosevelt, Cartwright, Isaac, Murphy
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school retention and graduation, and university attendance — have generally not been well-
represented in equity discussions in the district or the Phoenix USI.

A third challenge has centered around how best to address the needs of English language learners
and children in poverty. The Cartwright Elementary District’s dilemmais just one case in point.
Between 1991 and 1999, the number of Limited English Proficient (LEP) students rose from 750
t0 5,200. In 1968 the district community was 20% Hispanic, mostly long-time residents whose
children spoke English; in the late 1990’ s the district is 70% Hispanic, mostly recent immigrants,
most of whom qualify for free lunch. Predictably, achievement declined with the changing
demographics. Asisthe casein other U.S. cities, the debate about how best to educate English
language learners — bilingual instruction vs. English immersion — began within the education
system but soon became politicized at local and state levels. The teaching force in the district,
meanwhile, has remained primarily white. Some teachers who have been there for many years
feel unprepared, and there are not enough qualified bilingual or English as a Second Language
(ESL) teachers to meet students' needs.

Both overt and unspoken racial tension among adults has made it difficult for educators to
address equity issues constructively. There has been open tension related to hiring practices and
job status between classified and certified staff in all of the districts, as well as severe conflict
about referrals for discipline of African American malesin the high schools. The absence of
constructive dialogue about racial difference has meant that educators have had trouble
addressing educational problems. For example, one administrator who advocated English-only
instruction in school and support for families after school felt that he could not voice that
position: “If | were not awhite male, | would be able to say this out loud, but given that | am, |
cannot.”

Equity issues also underlay specific debates surrounding mathematics teaching and reform. An
especially thorny dilemma has been the under-representation of Hispanic, African American and
Native American students in higher-level mathematics classes. The most prominent exampleis
high school calculus, widely characterized as the “ gatekeeper” course that filters too many
students of color out of avenues to higher education and life opportunity. There has been
ongoing disagreement among the mathematics faculty in the high schools, for example, about
whether under-representation of Hispanic and African American students results from
institutionalized racism or from the choices and preferences of the students themselves. Taking
on this problem — one that is nearly universal in high school mathematics — turned out to be one
of the greatest challenges for the Phoenix USI (PUSI) and, later, for the Phoenix EMELI team.

The Phoenix Urban Systemic I nitiative

The Urban Systemic Initiatives (USIs), funded by the National Science Foundation, aim to
improve mathematics and science education through a multifaceted approach that focuses on
many dimensions of educational systems. The Phoenix Urban Systemic Initiative was funded for
six years (1993-1998) as a large-scale effort to improve mathematics, science and technology
education K-12.
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Why PUSI cameto be

The Phoenix Union High School District and eleven” of its most diverse elementary feeder
districts comprised the USI. Leaders from these twelve independently governed school districts,
along with local institutions of higher education and numerous business partners, created a vision
for the USI: to act asa“single, unitary K-12 system for these separately governed districts’ in
reaching its goals.

The overarching goa of the Phoenix USI was to improve mathematical, scientific and
technological literacy for all K-12 students, including those who had traditionally been
underserved. Their broad strategy was to “create a culture for learning and change in which all
students are mathematically, scientifically, and technologically competent to function
successfully in the 21% century.”

The PUSI identified four major components of its work:

Four Components of the Phoenix USI®

To implement standards-based® curriculum aligned with assessments in mathematics and science
education

To support K-12 teachers in making improvements through multilevel, long-term professional
development opportunities and in-class support from teachers on special assignment (These teachers
are called Collaborative Peer Teachers, or CPTSs.)

To develop policies that support high quality mathematics and science education for all students (e.g.,
to eliminate tracking in mathematics and science, to change high school graduation regquirements from
two years of mathematics to three years, to provide continuing support for each mathematics and
science teacher including elementary, and to articulate instruction from elementary through high
school)

To collect, analyze, and use data at the district and school level

PUSI’s structure: Multi-level support for systemic change

The Unitary Management Team (UMT) was created as the decision-making body for the USI,
responsible for setting priorities and directing the work. The UMT, approximately 53 members
strong at its peak, included three representatives from each of the participating districts (for
example, superintendents, district-level curriculum administrators, and representative principals)
as well as representatives from the higher education partners, the PUSI business partner
(Motorola), and the Arizona Science Center.

* Alhambra, Balsz, Cartwright, Creighton, Isaac, Madison, Murphy, Osborn, Phoenix Elementary, Roosevelt,
Wilson

® Information on the goals and strategies of the PUSI is taken from the “Phoenix PUSI Annual Report,” May 15,
1998 and the “Phoenix PUSI Program Effectiveness Review,” December 9, 1998.

® When the term “ standards-based” is used in this report, it refers to the standards prepared and published by the
NCTM: Curriculum and Evaluation Standards for School Mathematics (1989), Professional Standards for Teaching
Mathematics (1991), and Assessment Standards for School Mathematics (1995). 1t should be noted that some states
have adopted standards inconsistent with the NCTM Standards.
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The work of PUSI was structured to enhance the leadership of people working at the project
level, the district level, and the school level. UMT members, K-8 principals, Collaborative Peer
Teachers (the teachers on special assignment working as workshop leaders), and classroom
teachers all received ongoing professional development.

The UMT saw the Collaborative Peer Teachers as the key change agents of the project because
they worked directly in the schools with lead teachers and classroom teachers. CPTs modeled
lessons, team-taught, co-planned, assisted in materials acquisition, organized study groups, and
conducted informal classroom observations with feedback. Further, the CPTs conducted some of
the K-8 teacher professiona development institutes called “academies.” Academies ranged from
45 to 90 hours in length, and provided content-specific professional development strands for
classroom teachers aimed at improvement of mathematics and science education.

The need for PUSI to develop leader ship for equity

The PUSI espoused the goal of improving equity within the system. However, PUSI leaders
found themselves at aloss as to how to work on the issues they encountered. 1n the complex and
highly political education landscape, their approach of providing professional development in
mathematics was not hel ping them address problems of inequity. Furthermore, as the PUSI
unfolded, some of its members (including those who would become members of the Phoenix
EMELI team) became increasingly concerned that the leadership group of the PUSI did not
reflect the demographics of the students they were serving. Of the 53 members of the UMT, 13
were Hispanic, one was African American, and none were Native American or Asian.

All of thiswas an indication that both the education system and the reform project hoping to
improve it were in need of new approaches to problems of inequity. The PUSI leadership
realized (as many similar projects have) that they needed to give direct attention to the issues
underlying inequities. The PUSI wasin itsthird year of reform work when it sent its first team
to EMELI workshops. The team was searching for concrete strategies with which they could
address specific issues — including racism, classism and sexism — that contributed to inequity
throughout the system.

The formation of the Phoenix EMELI teams. Adding value to systemic reform

EMELI’ s leadership development strategy fit well with the PUSI approach of involving
educators at multiple levels of the system. To assemble the first nine-member EMELI team,
PUSI leaders hand-picked leaders who could exercise influence in several areas. Four of the first
Phoenix EMELI team members sat on the Unitary Management Team: Hilda Carr-Goana, an
elementary curriculum coordinator; Linda Fulmore, a high school PUSI math coordinator; Nora
Ramirez, mathematics consultant to the USI; and Linda Jaslow, elementary PUSI mathematics
coordinator. Three members of the first team, Bob McDonald, Olga Klem, and Debbie Valadez,
were Collaborative Peer Teachers whom Ramirez characterized as doing the “real work” with
Phoenix teachers. There was also a principal, Joe Pefia. The Isaac district’s multicultural
coordinator, Dora Barrio, rounded out the team.
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Over athree-year period two more teams were formed, until there were 24 Phoenix EMELI
members altogether. Members of the first Phoenix EMELI team paid close attention to the
composition of the two new teams, making sure to include members who were directly involved
in the most pressing equity issues facing the PUSI. A full team was drawn from the Phoenix
Union High School District, where equity issues were most volatile.

Il. THEWORK OF EMELI IN PHOENIX

Led by the first team, Phoenix EMELI members undertook several strands of equity work over
time. One strand involved enhancing the ability of the PUSI |eadership — the Unitary
Management Team and the Collaborative Peer Teachers, in particular — to address equity issues.
To do this, Phoenix team members infused what they had learned and experienced in the national
EMELI project into professional development opportunities for these two key groups. Another
strand involved participating directly in the effort —initiated by PUSI before EMELI
involvement — to eradicate tracking from high school mathematics. The Phoenix EMELI team’s
experiences addressing this extremely controversial and complex matter of policy and practice
led to athird strand of activity, which emphasized broader awareness-raising among teachers and
administrators about equity issues and ways of fostering dialogue about them.

Our portrayal of the Phoenix EMELI teams work is organized around these basic strategies. We
describe the collective work of the teams, interspersed with portraits of the work of individual
EMELI leaders. Again, we do not aim to be comprehensive but rather seek to describe enough
of the work to illustrate the strategies used at multiple levels and their contributions to reform.

Enhancing the Capacity of PUSI Leadership to Address Equity
Providing professional development in equity for the CPTs

The first Phoenix EMELI team felt it was important to infuse skills for addressing equity into the
leadership work of the CPTs who worked directly with teachers in schools, and also the work of
PUSI’ s Unitary Management Team. Aswe described earlier, the CPTs are teachers who have
been released from the classroom to conduct professional development and they are key to the
effectiveness of the PUSI. AsNora Ramirez put it, they are the “change agents of our schools.”

The Phoenix EMEL | team’ sfirst collective effort as equity leaders was to offer an equity
workshop as part of the CPT professional development in the Spring of 1997. Their plan was
that this would be the first of three workshops, this one focusing on racism, the next on classism,
and the third on gender bias. The Phoenix team modeled the first workshop very much on the
experiences they had in the national EMELI workshops, in effect “importing” the key
communication structures and materials into the PUSI. For example, they introduced the EMELI
“ Perspectives on Equity,”’ presented data (not from PUSI districts) on math test scores
disaggregated by race, discussed articles on mathematics and equity, and taught the CPTs how to

" Please see the end of Chapter 1 of this report for the current version of the EMEL | “Perspectives on Equity.”
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use “dyads’ and “personal experience panels’ (PEPs), which are two of EMELI’ s core
communication structures.® The CPTs received articles, materials and books from EMELI
workshops on issues, such as Herbert Kohl’s | Won't Learn from You,® a core reading in the
EMELI Project.

A second session was planned for August 1997, the annual PUS| professional development
retreat for the CPTs. The team wanted to give participants time to further process emotions
raised at the first workshop and to introduce issues related to the second topic, classism. This
second session, which had gotten the approval of the PUSI professional development
committee, did not occur as planned. Although the EMELI team found the delay frustrating,
they did offer it in January 1998, almost a full year after the first.

In the second workshop, CPTs looked at mathematics achievement data from the PUSI districts
themselves, which was a more emotionally charged experience than that of looking at data from
other districts. In addition, they played a game called Barnga, designed to raise awareness of
issues of culture and class differences; and they watched “ True Colors,” avideo that portrayed
the different experiences of awhite male and an African American male in present-day America.
Throughout, they used the EMELI communication structures to explore issues of classism and
racism. Thethird CPT training took place in the Spring of 1999.

CPT reactions to the equity-based workshops

Most Collaborative Peer Teachers were quite positive about the equity-related professional
development they received through their required PUSI program. But the work of EMELI is
personal, and it becomes emotional as people confront their own issues surrounding equity.
Hence, it is not surprising that not all CPTs were happy with the program. For a handful of
participants, the first workshop signaled an unwelcome change in priority: “Thisis taking time
away from what we are meant to focus on — the classroom and children...thisis too much focus
on ourselves. People are angry.” Another CPT said, “ They talk about equity; [but] thereisno
equity in this organization. | hate to come to these workshops and know others do too.”

Phoenix EMELI team members attributed these early mixed reactions to the inherently emotional
nature of equity work. They felt some teachers' discontent was primarily due to their not having
an immediate follow up session where they could continue processing the emotional and
controversial issues of racism that surfaced in the workshop. For example, one white teacher
recalled that the workshop left her feeling blamed for racism: “It surfaced blame and hurt from
minorities toward whites and [there was] no time for healing.”

8 EMELI created a number of communication structures that enabled people to discuss equity issues constructively.

They emphasize listening, and sharing authentic experiences. For more details, please see Chapter 1 of this report.

® Kohl, Herbert (1991), The Role of Assent in Learning: | Won't Learn from You. Thistle Series of Essays. Milkweed
Editions: Minneapolis. Kohl’s book uses personal storiesto “distinguish not-learning from failure.” It supports the axiom
that “al learning must on some level be voluntary,” and makes a plea “to respect the truth behind this massive rejection of
schooling by students from poor and oppressed communities.”

19 The reasons for the delay never became completely clear in the accounts given to us by those involved with the Phoenix
case. Some people felt there was some concern about, or even resistance from within the PUS! itself about the new emphasis
on issues of race and class.
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The CPTsinfused equity into curriculum-based professional development

As part of the PUSI’ s regular professional development that focused on mathematics, teacher
leaders and classroom teachers participated in academies of 15 to 75 hours. The CPTswho
participated in EMEL| offered some of these workshops. These academies reached nearly 1500
teachers over the course of the PUSI project. Cognitively Guided Instruction (CGI)™ was the
foundational approach adopted by the PUSI in terms of the mathematics-specific content and
pedagogy for K-8, and PUSI leaders (including the Phoenix EMELI team) believed CGI and
EMELI complemented each other. In fact, with the infusion of EMEL I-based equity work,
equity was the lens through which teachers approached CGI. Integrating the two brought equity
further to the forefront of PUSI professional development.

Portraits of PUSI-EMELI members

Along with the work carried out collectively by the Phoenix EMELI team as awhole, individual
members worked on their own within their positions in the PUSI structure. Below, we offer a
brief portrait of the work of one Collaborative Peer Teacher who was on the team. In alater
section, we describe the work of a member of the PUSI Unitary Management team.

Olga Klem, Collabor ative Peer Teacher

OlgaKlem was a CPT in the Roosevelt Elementary School District. She is outspoken about how
best to meet the needs of students, particularly minority language students. A Latina, and a
teacher of many years, Klem says her experience with the PUSI changed the direction of her
career and led her to take on new leadership roles. “I wouldn’'t have connected with this
[opportunity to be a CPT] without the USI; | wouldn’t have participated in EMELI. [l would]
still be in the classroom and unknown. We got training we wouldn’t have gotten.”

Klem saysthat EMELI and Cognitively Guided Instruction, together, have altered her thinking
about how best to serve English language learners and how to work with K-6 teachers on issues
related to equity and mathematics. As a professional developer, Klem places great value on
listening to students and appreciates the power of understanding a child’s mathematical thinking.
As aresult, she says that both the content and the process of the teacher academies that she offers
look different than they did three years ago. “I would say that my first [facilitation of an]
Academy was strictly mathematics, very surface mathematics — here are some activities, thisis
how you do them, there is some literature.” Three years later, her 75-hour CGI class
“incorporates al of the [EMELI] communication structures. We do alot of the equity thingsin
our classes...We have incorporated the dyads, the group sections and the PEPs...on racism, one
on language, oneon | Can’'t Learn From You, some on the articles that are part of ...our [EMELI]
training. So everything we have done with EMELI has been infused into these academies.”

1 As part of the implementation of standards-based curriculum in mathematics for K-4 students, the PUSI districts
adopted Cognitively Guided Instruction (CGl) as aframework for developing students' mathematical thinking
abilities. PUSI leadersfelt that CGI’ s focus on mathematical reasoning and devel oping multiple strategies for
solving problems fit well with their goal of reaching all students.
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Klem has also found it valuable to work closely with Esther Sanders, another CPT and EMELI
participant in her district who is African American. Klem finds that the power of their
collaborative experience lies primarily in the fact that they think so differently, yet both have
strategies and common language to communicate their thoughts constructively with each other.
In addition to teaming up as facilitators for the academies, Esther and Olga have co-led sessions
on equity for pre-service teachers at Arizona State University, and co-presented a session on
equity at aNational Service Learning Conference.

Professional development in equity for the Unitary Management Team

The Phoenix EMEL I team’ s other approach to enhancing the leadership of the PUSI was to work
with the project’ s advisory group, the Unitary Management Team.

In January 1998, the Phoenix EMELI team held itsfirst equity workshop for 22 of the then-35-
member UMT. This session was significant in that it marked the first time PUSI’ s leadership
group had devoted a block of time solely to issues related to equity. The Phoenix EMELI team’s
original hope, as with the CPT workshops, was to offer the UMT multiple sessions covering the
three core problems of racism, classism and gender bias. However, the UMT at first committed
very limited time to this training, so the Phoenix EMEL | team tailored the session to meet the
most immediate needs and offer the most compelling experience possible in the time frame.
Three members of the Phoenix EMEL| team — Hilda Carr-Goana, Dora Barrios, and Bob
McDonald — led the session, with most of the rest of team present to support them.

Asis customary, the Phoenix EMELI team engaged the participants in a series of activities they
had adapted from the national EMELI project. In thisworkshop, UMT members received a copy
of Herbert Kohl's| Won't Learn from You. They also discussed data disaggregated by race, first
Cdlifornia data borrowed from an EMELI activity, then the more pertinent (and more
emotionally charged) data from PUSI districts ITBS and SAT 9 test scores. The group aso
watched and discussed the “ True Colors’ video, another EMELI resource. Phoenix EMELI team
members had participants interact using the EMEL| communication structures. For example,
some members of the UMT had agreed before the session to be panelists on a personal
experience panel. They spoke to the question, “When in your life have you not been treated
equitably because of your race, gender or class?” Asiscommon EMELI practice, the panelists
had received the question well before the session, had met as a group prior to the panel to share
their thoughts and concerns about what they would say and were given atime limit for talking
during the PEP. Therest of the group had the opportunity afterwards to process their reactionsin
dyads and some chose to share their thoughts with the whole group.

Beyond involving UMT members in personal examination of racism and other equity issues, the
meeting also focused on strategies for promoting equity in schools and classrooms. Jose Leyba,
the Superintendent of 1saac Elementary School District, shared equity activities that his district
had begun to implement, and the participants discussed ways in which analysis of data along race
and gender lines could create a climate for equitable practice in districts. Participants also
received a handout entitled “Creating A Climate for Equity,” intended to be shared with teachers.
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UMT members said that they were impressed with their intensive three-hour experience. Several
— including the Motorola representative — said that it was “the best training” they had attended,
and that they would like more. For Phoenix EMELI members, the spirit in which the UMT
responded meant that they as ateam were becoming capable of working with different
audiences, and also meant that EMELI’ s professional development tools were directly
trandatable and could be used opportunistically to promote additional equity leadership
throughout the system.

Outcomes of the equity-based workshops for the UMT

This workshop, afirst step in working with the UMT, was pivotal to the efforts of the Phoenix
EMELI team both because it began to affect the perspectives of UMT members themselves and
also because it gave a higher profile to equity work in the eyes of district administrators
participating in the PUSI. Phoenix EMELI members trace both immediate and longer-term
outcomes back to this beginning.

For example, Mike Lang, awhite UMT member and PUSI science coordinator, noted that some
PUSI members began to use an “equity lens’ in making decisions and were quite “outspoken
about it.” He offered as an example that some UMT members regularly reminded the rest of the
group to beinclusive in selecting new teacher leaders, not discounting people of color who had
leadership qualities and who may want further support in mathematics and science. Lang said
that his own decision-making and leadership style within his district also changed as a result of
EMELI’'sinfluence. For example, he said that he began to consider how different groups would
view adecision and the implications it held for them, whereas before these were not primary
considerations for him.

The Phoenix EMEL I team’s work also led to changesin PUSI policy and practice for
professional development. For example, the UMT gave approval to the infusion of equity-
related workshops into the regular professiona development offerings at all levels of the USI;
they also approved new professiona development offerings (including the Saturday equity
sessions discussed below) that would focus centrally on equity.

The UMT’ s response to the Phoenix EMEL I team’s work also won the commitment of several
district superintendents to addressing problems of inequity. Dr. Rene Diaz, the Phoenix Union
High School District Superintendent, as well as a number of the elementary district
superintendents (including those in the Roosevelt and I saac Districts), began to support the work
of the EMELI teams. Dr. Diaz eventually approved funds for the high school district’s equity
retreat for administrators (discussed below), as well as other equity eventsin his district.
Additionally, the Phoenix EMELI leaders worked with him to create a policy change so that
equity workshops (i.e., the Leadership Forum, discussed below) would be part of the
professional development required annually for high school principals and other district level
administrators. Changes such as these show the ways in which the enhancement of local USI
leadership for equity, as part of the Phoenix EMELI team’s long-term vision for their area,
helped to build greater capacity for equity work across the participating districts.
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Nora Ramirez, Unitary Management Team member

Nora Ramirez taught high school mathematics for fifteen years. Her life experience as a Latina,
coupled with the perspectives on equity that were clarified, enriched, and refined through
EMELLI, are central to her leadership. She holds a profound personal commitment to equal
access to high-quality mathematics for all students, a central goal of the USI. She had long been
concerned that the district’ s calculus classes are “made up of al white students,” which she
attributes to issues of access and equity. Beyond that, she is concerned about the lack of
representation of the different racial/ethnic groups in the teaching population (which is
predominantly white) and about the role of social class bias in teachers' teaching.

Ramirez is an energetic leader capable of juggling commitments to mathematics education
reform in many different settings. While Ramirez was a coordinator and member of the first
EMELI team from the Phoenix USI, she was also consultant to and professional devel opment
coordinator for the Phoenix USI, as well as the Arizona coordinator for the Integrated
Mathematics Program (IMP).*? She functioned from the outset as one of the political leaders for
the team, providing important links to local decision-making groups (through her role as a
member of the UMT) and to the national mathematics education reform scene (for example, asa
member of the national IMP network and Co-PI of Phoenix’s Local Systemic Change [LSC]
Initiative, the aim of which was to implement the IMP curriculum in the high schools). She also
teaches mathematics methods courses for future teachers at the local university. In Phoenix, she
has also been at the forefront of the effort to eliminate tracking in mathematics in the high
schools.

Ramirez’ s participation in EMELI led to an important shift in her thinking about the relationship
between equity and mathematics. When she began EMELI, she felt that the PUSI had not “been
dealing with the deep emotional issues necessary to truly address equity.” She believed that the
PUSI was doing a good job in mathematics education reform and was “going in the right
direction” but that equity issues were being couched “in terms of accessonly.” EMELI heavily
influenced her thinking about the purpose of the PUSI’ s reform agenda.

Rather than thinking about inequity as a rationale to initiate mathematics education reform,
Ramirez came to see that reform as being in the service of equity. This shift in thinking gave
Ramirez a stronger perspective from which to act asaleader. Just as one example, Ramirez told
of how she had participated in the revision in the Horizon Research L SC protocol for classroom
observations. Rather than considering issues of equity only in the one section devoted to equity,
she examined the entire protocol through an equity lens. She said, “1 would not have been so
aware of equity issues in classroom observations had it not been for EMELI.” She says further
that EMEL I provided her with the concrete structures and materials she needed to really address
issues of equity.

2 The Interactive Mathematics Program (IMP) is a National Science Foundation-supported mathematics
curriculum for grades 9-12. The IMP emphasizes an integrated approach to teaching mathematical thinking and
problem-solving based on the tenets of the NCTM Standards. IMP is a problem-based curriculum using cooperative
methods with students working with real data. It is designed so that students progress developmentally through the
curriculum using in-depth problems. Nora Ramirez describes IMP as “basically a constructivist approach to
learning, so the students are always analyzing and figuring things out on their own.”
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Ramirez experienced the process of becoming a leader for equity as a personally transformative
one in which EMELI became part of the fabric of al of her work: “Equity is areal big piece of
what we are trying to do.” Because she was positioned as aleader of mathematics education
reform at the school, district and regional levels, she has been able to contribute the perspectives
of EMELI to avery wide spectrum of educators.

Ongoing leader ship development for the Phoenix EMELI team

Asthey were infusing equity work into the existing PUSI leadership structures, the Phoenix
EMELI team members also managed to stay connected to the national EMEL| network. For
example, one Phoenix EMELI member, Linda Fulmore, served as a support group leader for the
national EMELI project, assisting in the entire two-year workshop series of Cohort 6. Linda
Fulmore was part of the national leadership group that conceived of the National Coalition for
Equity in Education (NCEE). In addition, in a proposal to the National Science Foundation for
an expansion of EMELLI, plans were laid for Phoenix to be one of the five regional centers.
Although this proposal to NSF was not funded, the Phoenix leadership network is still actively
engaged in developing alocal center and seeking other sources of funding.

The Phoenix EMEL | teams have also invited national level EMELI/NCEE leaders to Phoenix.
For many of the activities that followed the team’ s successful presentation to the UMT, national
EMELI Director Julian Weissglass or another core EMEL | leader (such as Vivian Elliott, equity
consultant to the Colorado Partnership for Educational Renewal and a core staff member of
Colorado EMELI, and Ana Becerra, an Associate Director of the national EMEL I project based
at the University of California at Santa Barbara) served as the keynote speaker. This ongoing
relationship with the national group was an important form of professional development for the
Phoenix EMELI team members themselves, enabling them both to contribute more to and gain
more from the national alliance. This relationship with the national project in turn supported
Phoenix team members' capacity to build leadership in their region.
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Direct Work on Mathematics Policy And Practice

A second strategy of the Phoenix EMELI team focused on providing support to local
mathematics education leaders who were addressing key issues of policy in mathematics
education. The EMELI work helped these |eaders identify and understand issues that were
critical to addressing deeper systemic inequities. This meant that, in Phoenix, the EMELI team
involved themselves in examining the selection of curriculum materials as well as the complex
and highly politicized problem of tracking in the high schools.

Bringing an equity lensto selection of curriculum

As part of its effort to bring some unity to what had been separate policy systemsin the 14
school districts, the Phoenix US| leadership sought to coordinate the selection of standards-based
curriculum. One of the first ways in which the Phoenix EMELI team infused equity into the
work of the PUSI was through the new evaluation process for curriculum and materials. Several
Phoenix EMELI participants served as members of the working team that evaluated commercial
mathematics materials.

In undertaking this task, the Phoenix EMELI members stood out from the other reviewers
because they examined and evaluated mathematics materials through an equity lens. To use the
horse-and-cart metaphor, this means that they treated equity as the criterion that would lead the
way in producing the best judgments about curriculum. Their assessments of materials thus
came out differently in some cases from those of other reviewers who did not have equity as the
driving concern. The Phoenix EMELI members found that the communication strategies for
addressing controversial topics they had learned in their EMELI professional devel opment
experience were quite useful for discussing, in an evenhanded manner, these differences with
their colleagues. From the recommendations of the team of reviewers, afew of whom were
EMELI team members, alist of standards-based mathematics materials was developed and the
PUSI districts all agreed to adopt their materials from the recommended list. Thislist of
recommended materials continues to guide the materials adoption in the PUSI districts.

Addressing the practice of tracking

Long before EMELI entered the picture, the PUSI leadership had been working to eradicate
policies that led to tracking. For years, students were placed in their high school math classes
based on their scores on a standardized placement test — the Mathematics Placement Inventory
(MP1).2* Many believed that other criteria should be considered instead of or in addition to these
standardized scores, for example, teacher recommendations, and student choice.

Team members are the first to acknowledge that to this day, tracking remains a contested and
problematic issue in Phoenix. In fact, one of the lessons the Phoenix EMELI team learned from
thiswork is how difficult — and important — it is even to be able to initiate and sustain
constructive dialogue about tracking. Their experience with thisissue illustrates the importance
of fostering leadership committed to a persistent, sophisticated and sensitive approach to
improving equitable access to high-quality education for all students.

3 |n the latter two years of its use the same test was renamed the Algebra Readiness Test (ART).
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The debate about tracking in high school mathematics

At the core of the debate, from the PUSI perspective, was the fact that students of minority racial
and ethnic backgrounds were severely under-represented in the higher level academic
mathematics courses. Hence, tracking was seen as a mgor equity issue because these courses
are afirst step in preparation for higher education and better employment opportunities.

Students who entered the lower Mathematics 1-6 track in the 9" grade at course level 1 or 2%
amost never reach the hi%her level mathematics courses because of the slower pace of the Math
1-6 program. That is, a 9" grade student in Mathematics 1-2 (of the Mathematics 1-6 track) does
not have the same opportunity to take four years of college preparatory mathematics as does a
student who entersinto Integrated Algebra 1-2 (in the higher 4-year academic track) because two
years of the Mathematics 1-6 track are the equivalent of one year of college preparatory
mathematics. And with the exception of those students who enter Integrated Algebra 1-2 after
they complete Mathematics 1-2, once a student isin one track it becomes very hard to transfer
out. AsNoraRamirez said, “It isnot normally done. Itisnot done.” Ninth grade students who
enter the Mathematics 1-6 track are thus virtually guaranteed that they will be unprepared for
college when they leave high school.

The debate surrounding this disproportionate representation of under-represented groups in
higher level courses has focused on several issues, including the causes of differential accessto
higher tracks, the quality of curriculum in different tracks, and the quality of instruction in the
different levels.

For example, Rob Turley, aPUSI science coordinator, believes that minority students are not
denied access but rather that they are unprepared. He believes preparation “is what we need to
work on.” Jerry Gambino, director of curriculum for mathematics, science and gifted and
talented programs in the Phoenix Union High School District, acknowledges that “the
elementary districts perceived that the [9" grade placement] test was tracking kids by ethnicity,”
but he believes “that is debatable.” In his view, student choices may underlie the tracking
pattern: “ The question becomes, *Is that some kind of aplan or aplot, or isit achoice?” While
Gambino agrees that “most of the Hispanic kids are in lower level math courses,” he suggests
that this may not mean they get watered-down curriculum: “What | mean when | say ‘lower
level’ isthat these classes allow students more time to do algebra, geometry, what they call
college-bound mathematics. Itisn't asfast, but it’'s still algebra.”

Some of those who accept the existing curriculum strands point to another problem related to
equity that accounts for the uneven preparation of students; this other problem is that the best
teachers are not equally deployed across all tracks and all courses. As Linda Fulmore explained,
“The curriculum is still the same in the different tracks.... The problem isteaching it. We find

14 A few years prior to the PUSI effort to eliminate tracking, the district stopped offering General Mathematics and
Science courses. Asaresult, all 9" grade students now take algebra. There are essentially three initial placement
choices for 9" grade students — Mathematics 1-2; Integrated Algebra 1-2, with an honors strand; and IMP
(Interactive Mathematics Program), also with an honors strand. Mathematics 1-2 was designed to prepare students
either to stay in the Math 1-6 sequence or to move into the Integrated Algebra 1-2; thus, they have the option of
entering the Integrated Algebra 1-2 after Mathematics 1-2. Disproportionately low numbers of minority students are
found in the honors strands and in the higher levels of the Integrated Algebra and Geometry strand. See the data
tables at the end of this chapter for more detailed information on high school mathematics course enrollments.
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that the better teachers, or more experienced or more content knowledgeable math teachers, are
teaching upper level classes, which would have mostly white students. That is still an ongoing
problem.” Though there are severa influential educators who agree with Gambino that all of the
math tracks offer standards-based curriculum, there are also some who do not believe this. Nora
Ramirez, for example, says “there are afew of us who don’'t agree on what the standards are.”

I ssues of inequitable access are even more evident in the case of English language learners.

They are systematically not offered equal access to high level mathematics because thereis a
dearth of good bilingual teachers in math and because standards-based materias are largely
absent in their languages. Nancy Meyers, an LEP Resource Teacher and EMELI participant,
explained, “We used to think math was an easy place to start for ESL,” but experience has taught
her that mathematical concepts are very difficult to teach if students do not have full command of
the language. Thismeansthat ELL students, who could likely benefit from the improved
instructional approaches of the PUSI reforms in mathematics and from bilingual instruction,
most often receive traditional math instruction in English and thus work at a disadvantage.

Using EMELI to help CPTswork on tracking

In the hope of having an impact on tracking through the existing structure of PUSI-sponsored
professional development provided by the Cooperative Peer Teachers, the Phoenix EMELI team
worked with the CPTs specifically on the issue of tracking. This began at a three-day retreat for
CPTs. In accordance with the PUSI strategic plan, nine PUSI districts had made a commitment
to eliminating tracking, and these districts agreed to dedicate one of the CPT retreat days
specifically to that.

Nora Ramirez planned the day with assistance from Motorola facilitators, and other Phoenix
EMELI team members helped facilitate the small groups and contributed to the discussion. They
felt that their EMEL training gave them the confidence to bring up the role of racism in tracking
in adirect and evenhanded manner during whole-group discussions. Those attending included
not only CPTs but also UMT members, including four superintendents from PUSI districts, a
curriculum director, a coordinator of professional development, and eval uation/assessment
specidlists, al of whom influence policy.

The day included a personal experience panel with five participants, of whom one was of African
American descent, two were white, and two were Hispanic. The participants talked about their
personal experiences with tracking. One panelist talked about the negative consequences of the
honors track based on his daughter’ s experience (she now hates math) and in the discrepancy in
who gets into honors classes. Another talked about being one of the few African Americans on
the high track during her schooling and the impact this had on her in terms of creating conflicted
relationships with her friends. Another spoke about the powerful memory of ateacher who had
fought for her and moved her out of the remedial track. The last was an emotional and painful
story of a panelist’s two children — one who tested gifted and the other who tested as a“have
not” — and the consequences of thisin their education and lives. Following the PEP, participants
talked in dyads about their own assumptions about tracking, and then individual s voluntarily
shared in the larger group.
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Participants spent much of the day in small groups, facilitated by Phoenix EMELI team
members, working towards an understanding of what tracking isand isnot. Thelir discussions
examined the role of racism in tracking as well as the high level of awareness of equity issues
and teaching expertise needed to design a superior system. From a carefully planned and
executed process, the group reached consensus on statements that described the problem that
tracking was designed to solve, defined what tracking is, and clarified what tracking isnot. The
group then began to craft possible solutions, including individualized help, special interest
classes, needs-based instruction, flexible curriculum that allows students to develop skills at their
own rate, and fluid groups based on |ow-stakes assessments.

The limitation of existing professional development structures

The EMELI team realized early in their work that reaching the leaders of the high school district
mathematics departments was perhaps their greatest challenge. And though they tried to address
tracking practices through existing PUSI structures, it became apparent fairly quickly that high
school teachers were far less accessible through CPT professional development academies than
K-8 teachers. In fact, the Phoenix Union High School District did not even require professional
development for math teachers. As Linda Fulmore pointed out: “ The bigger problem is the fact
that we can’t get high school mathematics teachers and department chairs to the table to even
talk about equity because you can’'t mandate staff development... All of the equity work that we
have done... for three years, we have not been able to get a significant number of mathematics
issues to the table for any type of staff development [in the high schools]. That isthe real
challenge.”

The PUSI’ s move to eradicate tracking through policy change

The PUSI Unitary Management Team believed the 9" grade math placement test and the
resulting high school tracking were responsible for the disproportionately high numbers of
students of color being placed in the lower level courses. They thus reasoned that elimination of
the test would help end tracking. When PUSI acted to replace the placement test with a system
of teacher recommendations,*® their move got the attention of the high school math teachersin a
way that invitations to workshops had not. Many high school mathematics teachers were
immediately critical of the change because they felt that their voices were not represented in the
decision but that they would feel the impact in their classes.

A heated conflict arose around this decision, one that only widened the chasm between K-8 and
high school educators, and one that intensified the internal conflict at the high school level.

Much of the debate centered on the 9" grade placement test. For example, one K-8 administrator
spoke for many of her K-8 colleagues — and the high school Superintendent —when she
characterized the elimination of the placement test as one of the “greatest accomplishments of
the USI.” She did stipulate, though, that there were still tests that students would have to take to
qualify for the most advanced classes. One high school mathematics chair was sorry to see the
9" grade test go because she thought that having an assessment of students’ basic skills was

'3 The Phoenix Union High School District Superintendent sat on the Unitary Management Team, but the decision
to replace the test was ajoint decision made by the whole UMT acting as a unified K-12 decision-making body for
the PUHSD and participating elementary districts.
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useful. Jerry Gambino of the PUHSD held a very strong view, saying that the PUSI wasin
“constant conflict” with the high school district in its stance on mathematics course enrollment in
general and the elimination of the placement test in particular.

Of course, the root causes of the controversy went deeper than the terms of the disagreement
over the placement test. Aswith all real issues, there were legitimate concerns on both sides of
theissue. Teachersworry about having students enroll in a course for which they are blatantly
unprepared. On the other hand, the current system of using a placement test to determine access
to upper level courses seems to be a sure way to enforce the status quo. Hence, the issues faced
by Phoenix in this debate are real and complicated. They require the ability to engagein a
serious and extended examination of the situation by al who are involved.

In fact, the important lesson for the Phoenix EMELI team members was this: they saw a
pervasive inability among leaders at multiple levels of the system to engage in a dialogue that
could begin to get at deep-seated issues underlying access and equity. The lack of accessto high
school teachers, combined with the well-intentioned but fairly heavy-handed policy change, had
merely exacerbated conflict and divisiveness among teachers and administrators about this very
complex issue.

Realizing this, the Phoenix EMELI team began to think about their equity work differently.
They began working to develop alonger-term, more strategic approach that would focus on
building capacity within the district to foster constructive dialogue. They did this with
encouragement and support from the national EMELI leadership. The new approach was
consistent with the national EMEL | project’s perspective on equity, which is that the work has to
begin at a persona level with honest examination of and communication about issues that lie at
the heart of inequity, rather than at specific local problems.

Building Capacity to Address Equity I ssues Through
Awar eness Raising and L eader ship Development

The Phoenix EMELI team met over several months to develop a new strategic plan for reaching
the high school district mathematics departments. Linda Fulmore, who was the only member of
the first EMELI team who was in the high school district, spearheaded this effort and kept it
focused on the high school. What emerged was along-term strategy aimed at building more
support for equity work and creating alliances among key leaders. The new approach would
focus on creating awareness about equity issues as broadly as possible among the leadership in
the participating districts. 1t would simultaneously focus on providing more in-depth support to
those individuals within the districts and schools who were committed to equity. This latter
effort included, for example, providing support to leadership groups beginning to form at
Alhambra, Camelback, Trevor Browne, Central, CES, and North high school campuses, as well
asin some K-8 districts.

To carry out this strategy, Phoenix EMELI members set out to create new programs and

activities specifically designed to include and educate key members of the high school
community while continuing to infuse equity work into existing PUS| structures. In all of this
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work, the team was attempting to increase local educators capacity to engage in constructive
dialogue.

Creating a high school EMELI team

One way to support emerging leaders and build greater local |eadership capacity was to send an
additional team composed of all high school personnel to the national EMELI project. High
school administrators Linda Fulmore and Jerry Gambino carefully selected new team members
so that key leaders responsible for both mathematics and under-served student were involved.
These included, for example, Jerry Gambino himself (PUHSD director of curriculum for
mathematics), Joan Mason (PUHSD curriculum director for LEP programs), Nancy Meyers (a
resource teacher for LEP), Armando Ramirez (an assistant high school principal), and Mina
Smith and Ruth Sandoval (high school counselors).

Raising awar eness and building a broader base of leader ship

The core Phoenix EMELI team also created new events designed for the purpose of addressing
issues of equity in the high school district. These events took many forms. The best examples of
these multiple modes of professional and leadership development include the annual Equity
Summits, the Leadership Forums that preceded them, and ongoing series of Saturday workshops.
These events varied in intensity and depth. The Equity Summits were larger (drawing 90-125
participants) and aimed at broad awareness-raising among leaders as a way to build capacity for
change. The workshop series were smaller (10-60 participants), and offered more in-depth,
multiple-session professional development for those whose interest was piqued by the Summit’'s
awareness-raising sessions. All of these activities were initially spearheaded by Phoenix EMELI
member and PUSI mathematics coordinator Linda Fulmore.

The Annual Equity Summit

The first summit — an all-day Saturday conference billed as “ Climbing the Equity Summit:
Ensuring Success for Every Student” —was held in 1998.

Roughly two-thirds of the participants were people of color, primarily of Hispanic background.
Eight UMT members (three of whom were EMELI members) attended. The organizing EMELI
team made a concerted effort to include fully the dozen or so parents who attended, including the
seven or eight parents who took advantage of Spanish language trandlation services. Asthey had
donein other local settings, the team designed a day’ s program that would introduce participants
to both the substance and communication structures that lie at the heart of EMELI’ s work.
National EMELI Director Julian Weissglass gave a keynote address focusing on national data
related to inequity in mathematics and on the EMEL| “Perspectives on Equity.” Participants
then engaged in dialogue about equity issues using the EMEL| dyad and discussion group
structures. In the afternoon participants attended two breakout sessions of the 11 offered.
Sessions targeted diverse interests, for example: “Parent Power in Education,” “ Achieving
Equity for Language Minority Students,” “Reach More Science Students with Computer-based
Labs,” and “ Student Views on Equity.” One mathematics content session was designed for
teachers to help students in grades 7-9 make the transition from arithmetic to algebraic thinking.
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The following list offers a sampling of the actions participants committed to before leaving: to
talk about race, gender, class and sexual orientation instead of avoiding those topics; to talk to
counselors to raise their awareness of equity issues; to involve co-workers in dyads around
equity issues; to use more “inquiry-based” teaching approaches; to teach to different learning
styles; to involve both parents in the schools; and to provide nights for parents to share their
stories. These statements give some insight into the ways participants hoped to connect their
experience at the conference with the larger system and their daily work.

The Phoenix team received positive responses overall on follow-up evaluations. One person, for
example, especially valued the way Weissglass opened the subject of racism: “| was surprised
that he could acknowledge racism’s existence in the classroom. People usualy dismissit as non-
existent. | wish all of the teachers and staff at our school could attend a conference like this.”

Participants also felt it was important that the event connected bilingual teachers with Spanish-
speaking parents, who are often isolated due to cultural and language differences, as well as
connecting them with each other and to other teachers and administrators in the district.
Trangdlators for Spanish-speaking parents were provided at this summit; thisis another way the
EMELI team addressed the problem of inequitable access to education. One bilingual teacher
said the following: “Sometimes | feel alone at my school because of my ‘ separation’ due to
bilingual and regular split classrooms. The discussion helps me understand others.” A Spanish-
speaking parent wrote that the conference helped her learn that she needs to pay closer attention
to the details of her son’s education in grade school so he will be prepared to attend a university:
“Este programa me ha servido para tener mas cuidado con la educacion de mi hijo. Deseo darle
una educacion imparcial con referenciaalasrazasy sobre todo lo apollare para que logre llegar a
un nivel universitario.” [This program has helped me pay more attention to the education of my
son. | wish to give him an education that isimpartia in reference to issues of race, and most of
all to support him in reaching a university level of education.]

Participants from the same district, but who held different positions (such as principals,
department chairs, teachers, classified staff), said they valued the very rare opportunity to talk
and listen to each other on issues related to equity. One person emphasized the need to continue:
“There wasn't enough time. | really felt that this was a good beginning. We need more
opportunity for this type of dialogue.”

Because of the Equity Summit’s broad appeal it has become an annual event, with participation
increasing steadily. In 2000, 125 people attended, including principals, district staff developers
(including CPTs), teachers, paraprofessionals, and parents (a number of whom were monolingual
Spanish speakers). Each year a core staff member from the national EMEL | project has been
invited to Phoenix as keynote speaker for the conference. Vivian Elliott, of Colorado EMELI,
was the keynote speaker at the second annual conference. Ana Becerra, an Associate Director of
national EMELI was the keynote speaker for the third. Summit organizers have received
funding from several sources in addition to the PUSI, including the PUHSD, Phoenix Union
Business and Education Partnership, Phoenix Preparatory Academy, Arizona Public Service,
Phoenix Elementary District #1, and Arizona Science Center.
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The Leadership Forum

The Leadership Forum, which precedes the annual Equity Summit each year, targets a smaller,
but influential, group (35-50) of district and central office administrators of the PUHSD and its
feeder schools. The Forum focuses more specifically on district leaders' roles in addressing
equity. Dr. Rene Diaz, Superintendent of the Phoenix Union High School District, opened the
first Forum by noting that the PUSI had increased local dialogue around diversity. Julian
Weissglass led a three-hour session focusing on the ways bias and inequity affect students, and
on the factors that districts must address — curriculum, assessment, pedagogy, school culture —to
reduce inequity. Beyond helping to facilitate small group discussions, the Phoenix EMELI team
members volunteered their assistance to the participants in conducting local equity work. Like
the Equity Summit that follows on its heels, the L eadership Forum has become a well-received
annual event.

Ongoing Saturday Sessions

In al of the professional development provided by the Phoenix EMEL | team, there are some
participants who “wanted more.” In anticipation of that reaction to the Equity Summit, Linda
Fulmore proposed and received funding to offer a series of four Saturday sessions called “ Equity
in Mathematics and Science Education” as a follow-up, beginning after the first Spring 1998
summit. This more in-depth series was intended to support participants of al grade levelsin
carrying out the ongoing personal work necessary to further develop their own leadership skills.
As Fulmore put it, the Phoenix EMELI team had “systemic change in their sights,” but they were
also convinced that “sound equity work had to start with personal transformation” — a key
principle underlying EMELI.

Because Fulmore' s colleagues from the high school district had not yet begun their EMELI
training, she invited Arizona State University faculty to conduct the sessions with her. The
sessions focused on African American, Native American and Asian American cultures and
covered topics such as student voices, racism, classism, and building aliances. Fulmore was
able to incorporate conversational structures and equity-related activities from EMELI
workshops. The first round included roughly 40 participants, amix of teachers, administrators,
classified personnel, and maintenance staff. According to Jerry Gambino, the diversity of the
first group was “what makes it alot more powerful; those people generally don’'t get together.
This mixed group gets together to talk about these issues, and | think it brings us together more
asadistrict.”

The first workshop series was so well received that Fulmore offered it again during both
semesters of the 1998-99 school. Phoenix EMELI members, including Nancy Meyers (resource
teacher for LEP) and Rob Turley (high school science professional development specialist),
joined Lindato offer these workshops. The sessions focused on student voices, racism, classism
and the building of aliances. In each session, team members took care to provide time for the
participants to process the deep emotional responses that arise with these topics.*®

181t was not only the participants who struggled with their emotions and personal issues related to equity; some
Phoenix EMELI team members did, too. In fact, midway through this year, ateam member made the painful
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In the third year (1999-2000), responding to the emerging need, the Phoenix EMELI team
expanded the offerings to include sessions as an extension of the well-established, origina
sequence of Saturday sessions. The Phoenix Union Partnership of Business and Education
sponsored the series, called “K-12 Equity in Mathematics, Science, and Technology.” The
second-level series, involving 25 returning participants, included further attention to racism and
building aliances, in addition to introducing new topics such as gender equity, homophobia,
second language issues, and building leadership for equity.

In al of these series, Phoenix EMELI |leaders asked participants to outline the actions they
intended to take in their schools and districts. Most outlined plans to organize support for and
address equity issues on their respective campuses. Some examples: To build alliances with
other staff members who have taken both levels 1 and 2 Saturday series; to include feeder
schools in equity-related professional development; to encourage other staff members to take the
Saturday sessions; to design similar workshop sessions for parents and students; to include
equity issuesin “professional development day” meetings; to enlist the Phoenix EMELI team to
meet with the equity support team on each campus; and to strengthen alliances with specific
people on campus such as curriculum directors and mentoring programs. EMELI team members
planned to meet with each campus' team to help them focus on their goals and move forward.

These Saturday workshops were the first of their kind in the PUSI, insofar as they offered in-
depth, sustained professional development, rather than one-time events. They enabled
participants to address and deal with their emotions that are a natural consequence of talking
about — and listening to others of different backgrounds and life experiences talk about — deeply
persona and complex issues and biases that underlie inequities. Further, these workshop series
brought administrators, teachers, and classified staff together to delve into equity-related issues.
As important as the workshops and retreats for CPTs had been — because they served to infuse
equity into existing PUSI work — these Saturday series added a vital new dimension to the work
of the Phoenix EMELI team.

Residential retreat for high school administrators

In the Fall of 1999, the Phoenix team organized and carried out a two-day residential retreat on
equity for high school district and campus administrators. This first-of-its-kind program
emerged in response to a new conflict —and it turned out to be a watershed event in the story of
EMELI in Phoenix.

An explosive controversy had arisen between a member of the governing board of PUHSD and
the high school principals around the question of who was responsible for the disproportionate
number of referrals for disciplinary action of African American males in the high schools. Both
sides publicly accused the other of racism. The Phoenix EMELI team wished to help out, but
they also did not want to choose sides. They decided instead to take along-term view and to
think about how they could help al involved address the conflict positively. That is, they asked
how they could help build the capacity of those within the system to address the issues
themselves. At first they considered working directly with the members of the governing board

decision to leave theteam. An internal conflict he felt about an equity issue prevented him from devel oping the
commitment he needed to address thisissue in professional development with the EMELI team.
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and the district administrators, then finally decided to start within the PUHSD district, by
working with administrators in a safe environment as a way of strengthening leadership for
equity on each campus. To thisend, they began organizing aretreat for them.

The team paved the way very carefully, first by conducting a two-hour workshop for district
administrators (principals, assistant principals, assistant superintendents, and curriculum
directors). In thisworkshop they emphasized building alliances. The administrators liked it and
asked for more, and at that point, two EMELI team members, Joan Mason and Armando
Ramirez, took this feedback to the Superintendent and asked for district support for amore
intensive retreat. The Superintendent had (by design) already become acquainted with the work
of the EMELI team, having attended the Leadership Forum for two years. He approved funding
for the retreat, arranged to have each high school campus covered so the administrators could
attend it, and participated himself.

Twenty-three administrators participated in the two-day residential retreat. Dr. Julian Weissglass
and Colorado EMELI team leader Dr. Vivian Elliott led the workshop, along with EMELI
members from Colorado and California. The administrators participated in persona experience
panels on the effects of racism and bias, and in dyads to express reactions and relate personal
experiences; and they viewed and discussed the video “Fear and Learning at Hoover
Elementary.” Also, the administrators identified steps they would take to address equity in their
work, and the EMELI leaders built in follow-up support for carrying out these action plans at
each campus.

For many participants, including Phoenix EMELI veterans, this was a profoundly
transformational experience because they came to understand — for the first time — colleagues
they had been working alongside for years. Joan Mason, an EMELI member and one of the
organizers of the retreat, observed: “| think there were things they didn’t know about each other,
especially about the administrators of color and their struggle. People realy bought into it; they
were very moved by it and they made plans at the end to continue.”

Another participant put it thisway: “1 can’t believe I’ ve worked shoulder-to-shoulder with a
couple of these people for several years and never heard their stories— What a shame! | only
hope some of the alliances and common values felt in the room, expressed by many, are still
present in new settings Monday morning. To understand the depth of the ‘damage’ individuals
have endured (my colleagues) is both disheartening and inspirational. The discussions caused
me to reflect upon my own actions and words.”

We discuss further the import of this event below.
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Portraits of Phoenix EMELI leaders. Linda Fulmore, Dora Barrio and Nancy Meyers

Phoenix EMELI team members, working together, planned and carried out the key events that
built wide familiarity with and understanding of EMELI’s goals. They also carried out equity
work in a different mode — individually, in their regular positions within the education system.
Theindividual portraits of team members stand alongside the accounts of the team’s larger
activities asillustrations of the nature of EMELI work and leadership that unfolded in Phoenix.

Linda Fulmore

Fulmore began her 30-year career as ateacher just out of college. After teaching middle and
high school mathematics for many years, she was mathematics department chair for three years,
then became the PUSI mathematics coordinator in the Phoenix Union High School District for
four years. In 1999-2000, she moved to an assistant principalship at Camelback High School.

As amember of the first EMELI team, and its only African American member, Fulmore played a
central role in bringing equity issues to the PUHSD, including spearheading the creation of both
the Equity Summits and the Saturday workshop series. Beyond her work in Phoenix, Linda has
also served as aleader for the National EMELI project.

People who meet Fulmore initially regard her as a strong, directed leader. In fact, she currently
considers herself a*“champion for equity in her school” and says sheis “probably as proud of
that as| am of anything.” However, she has not always seen herself in this light, and she
believes that it was through her experience with EMELI that her inner strength found a path of
expression. Before EMELI, Fulmore says, she was “very much status quo, very much not
[willing to] make waves, not take chances.” That all changed with EMELI. “Now, | am redly
the opposite. | have redly tried to respect people and not be too radical ... People are respecting
me more as | take on more leadership and | think that | have gained more confidence in myself.”
Fulmore says EMEL gave her the reflection time and structures she needed to start the work,
and introduced her to role models to emulate: “| have had very few people in my life that | realy
looked up to and said, ‘Oh my gosh | want to be like them.” | want to be able to do it the way
they [the national EMEL | project core staff] do it.”

Fulmore's most personally challenging leadership roles have been when she participated in
personal experience panels dealing with equity issues at professional development events held in
her own district, in front of people she knows and has professional relationships with. Fulmore
says the EMELI experience helped her see the value of sharing her life experiencesin public
forums, something she would not have done before. She can do this now “because | want people
to know. | don’t want peopleto feel sorry for me, | just want them to know my experiences have
been different... | want them to know that | have had to work harder, that | have not grown up
privileged, that who | am is because of al of these experiences...And then | want them to look at
me and think about my story.”
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DoraBarrio

DoraBarrio, aLating, is Instructional Specialist for ESL and multicultural education in the Isaac
Elementary School District. Over 80% of the district’s students are bilingual and the dropout
rate ishigh. Barrio says she sees the inequity her students experience and talks to them about it:
“They feel they aren’'t being treated equally, they fedl it’s because of language. Their parents are
ignored in the schools, treated as lower class citizens.”

Barrio found EMELI to be a good match for work she was aready doing, and she found (unlike
some EMELI participants) that she was immediately able to integrate EMEL | structures and
materials into workshops she conducted for parents, teachers, and administrators as part of her
job. For example, she led atwo-day professional development workshop, “Implementing
Multicultural Education in Y our School,” for 20 district administrators (principals, assistant
principals and directors from the district office). Barrio said that everything for the workshop
came from EMELI —including a personal experience panel on racism and skin color differences,
a“gender journey” to explore the different experiences of males and females, and questions that
would help participants apply what they had experienced in their own daily work. Additionally,
Barrio taught a credit course on multiculturalism for teachers and another for paraprofessionals,
as well as conducted a multi-session workshop for parent volunteers, with follow-up offered in
both English and Spanish.

Nancy Meyers

Nancy Meyers, who iswhite, is a Resource Teacher for the Limited English Proficient (LEP)
program in the high school district. She has become a strong advocate of the idea that equity
must take the lead position in mathematics education reform: “We' ve been doing reform since
the 1980’ s, one innovation then another. Nothing has affected student achievement. If you don’t
have a staff that can understand students, they can’t reach their experiences.” Meyers was drawn
to EMELI more for its equity emphasis than for the mathematics. However, she acknowledges
that her background in language and literacy gives her avoice that isimportant for mathematics
educators to hear, particularly where English language learners are concerned. One of her major
concernsis that high school ELL students do not have mathematics teachers who are fluent in
Spanish.

The Saturday equity workshop series have given Meyers her greatest opportunities for leadership
in equity. She collaborated with other Phoenix EMELI membersin offering several of the series
for high school district staff. She admits that these leadership activities have added a new layer
of work to her already demanding load. Leaving home at 6:15 on Saturday mornings to give an
equity workshop is difficult. She saysit seemsworth it, however, “when | get home and talk
about what’ s happened in the workshops and read the comments of the participants. I'm
reminded that we need to make changes related to equity before we can make others.”

Meyers came to EMELI having already been involved with equity issues through membership in
feminist organizations and the National Coalition Building Institute. She says, “My assumptions
were that | had all that figured out.” EMELI affected her much more than she anticipated it
would, however. She saysthat in her previous experiences, she had been ableto stay at an
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| intellectual level, but with EMELI “the problems are at the emotional level...A PEP is emotional |
and hard.” The hard, emotional work of EMELI enabled her to “come to a deeper
understanding.”

A Review of the Modes of EMELI Work in Phoenix

The Phoenix EMEL | teams — led strongly by the first group that formed in 1997 — carried out
equity work in several modes simultaneously. In all of their work, they directly imported the
materials, communication structures, topics, and perspectives on equity of the national EMELI
project. For many of the higher-profile events, they also invited in core leaders from the national
EMELI staff. Using these resources, the team was able to vary the intensity of the work and
sometimes the focus on specific issues in order to appeal to audiences who held different
positions in the education system and who came to equity work with different personal capacities
to examine complex issues.

With PUSI as the mgjor mathematics education reform project already underway before the
EMELI team formed, for example, it made sense that the Phoenix team initially focused on
infusing equity work into that project. They did this by working with PUSI leaders to build their
commitment and enhance their leadership for change, and they also worked with the CPTs —the
“change agents’ responsible for providing professional development to hundreds of teachersin
the participating schools. Additionally, the Phoenix team tried to directly support the PUSI’s
ongoing effort to eradicate tracking in the high schools. In the course of this work, the Phoenix
team learned a valuable lesson: without the tools and the will for constructive dialogue about the
complex issues that underlie tracking and the inequities that tracking perpetuates, no one could
make any headway on the problem. PUSI had tried to change the testing and placement policy in
a context of open conflict among factionalized staff in a politicized school system — and
professional development “as usual” was not the answer.

The Phoenix EMELI team then embarked on a carefully thought-through plan to build better

capacity for dialogue. They focused on raising awareness about equity issues broadly among
education leaders throughout the system, and on offering more in-depth, ongoing professional
development for emerging leaders who were able and willing to address equity issues in their
schools.

In these various modes of work, there was always a symbiotic relationship between the collective
leadership of the Phoenix EMELI team and the individual leadership that team members
exercised in their daily work. Individuals brought their personal commitment and perspectives to
bear on the team’ s work, and the team supported and enriched the work of each individual. Very
importantly, the Phoenix EMEL| members had the will to do this difficult work because of the
aliances they had formed among themselves and with their colleagues in the national EMELI
project. All of them feel they could not have carried out the work without the personal support
and encouragement they received from one another and also from EMELI Director Julian
Welissglass and other national leaders.
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[1l. CONTRIBUTIONSOF EMELI TO
MATHEMATICS EDUCATION REFORM IN PHOENI X

The Scope of EMELI Work

Over the 2%z year period we observed the work of the Phoenix EMELI team, our best estimate is
that the three teams (24 EMELI leaders) worked together to offer approximately 40 events. Of
these, 22 were multiple-session workshops. These events reached approximately 2,500
participants. Along with the participants in the Equity Summits, Leadership Forums, and
Saturday series, participation included 1,465 teachers who participated in the PUSI teacher
academies, specia CGI academies for K-4 teachers, and professional development strands on
probability and statistics, and geometry and measurement for grades 5-8. The total estimate'’ of
2,500 includes only those participants in “first-generation” events organized and led directly by
the team members; that is, they do not include “ second-generation” events that were organized
by other school leaders after they participated in Phoenix EMELI activities.

The fact that 24 EMELI leaders collectively worked with 100-fold of their colleagues — most of
them in repeated sessions — reflects, first, the team members' personal commitment to this work:
planning, organizing, and conducting these activities were generally not part of their formal day-
to-day jobs. Secondly, the ever-growing participation also shows that the materials, perspectives
and communication structures that EMEL | provided were addressing a real need.

Contributionsto the Phoenix USI itself

It isimportant to note first that the team’ s equity work had an impact on its “home” project, the
PUSI. Part of thisimpact was that the PUSI |eadership became stronger advocates for the
EMELI team. Thisisimportant because without the ongoing support of the PUSI, the Phoenix
EMELI team would have been hard-pressed to extend their work into the schools.

A shift in perspective for reform leaders gives priority to equity work

Addressing equity issues in mathematics and science education was a stated goal of the PUSI
reform project; however, until the Phoenix EMEL | teams brought direct attention to equity issues
the goal received mostly lip service. EMELI contributed to the PUSI both content and process
for addressing equity which they did not have previoudly.

Theinitia influence was on the PUSI leaders themselves as Unitary Management Team
members. It began with the four UMT members who were on the first EMELI team, and it
expanded with the team’ s first Equity Summit, which eight more UMT members attended. The
increased level of awareness among these twelve leaders led to their putting pressure on their
UMT colleagues to allocate more time and attention directly to equity issues in their meetings
and in PUSI-provided professional development. This validates the overall design and purpose

" For detailed data about the number of participants reached, please see Table 4 at the end of this chapter.
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of the national EMELI project, which is to enhance the ability of mathematics education reform
leaders to directly address equity issues.

Ultimately, the work of the Phoenix EMELI team in the UMT and the equity-related professional
development they offered shaped the thinking and priorities of the US| in a deep and significant
way. Rather than focusing on mathematics education reform and assuming equity would follow,
PUSI leadership used the focus on equity as alens through which to shape the design and
implementation of core professional development offerings. Involving both CPTsand UMT
members in the national EMELI project and as leaders in Phoenix was an important factor in this
shift in perspective.

New professional development tools create “ know-how” for equity work

It is one thing to want to address equity; it is another to know how to do it. The specific EMELI
communication structures made an important contribution to the professional development
repertoire that could be used in the PUSI. Before EMELI, the PUSI staff cared about equity, but
the tools they had at hand for professiona development had to do with mathematics per se.
What they learned from EMELI enabled them to address the specific issues related to equity that
interact with mathematics content and pedagogy to reproduce inequitable results for students.
The communications structures and content that the EMELI team brought to the PUSI made it
more able and effective in working toward its goals vis-a-vis equity.

The EMELI communication structures seem quite simple in their design and can be used in
many venues, and yet they can be profound. AsNancy Meyerssaid, “On the surface, the dyads
look very simple. | wondered, how can you get that much out of it? But when you start to see
people become clearer in their thinking and acting, you can understand the power of them.”
When used well, they offer people safe ways to clarify their thinking and to address the feelings
that arise in emotionally charged areas such as racism and classism.

These structures also foster communication that leads to new cross-race alliances among leaders.
Thisisacritically important contribution of EMELI work; in fact, EMELI’s policy is that teams
reflect the demographics of their regions and that at least 50% of the members are people of
color. Thispolicy is designed to enable people of color to feel safe enough to speak honestly
about race and other equity issues. Virtualy every EMELI leader has identified these alliances
as essential to sustaining the hard work of leadership in equity. Nancy Meyers called this part of
the “genius’ of EMELI: “Cross-racial aliances have made it possible to do the Saturday
workshops and to keep going deeper with my own persona work. | can ask Linda Fulmore to
come up and stand by me when I’ m talking about my life. Having Linda stand beside me as an
African American female is more important than having another white person where people of
color wouldn't feel included.”

The EMELI project also contributed new content for equity-related professional development.
EMELI leaders found that having materials at hand made the hard task of launching equity work
possible. Some mathematics activities, for example, allow participants to experience firsthand
how diverse learning styles affect classrooms, some raise awareness of how gender and class
affect learning, and still others introduce teachers to relationships between mathematics and
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culture (ethno-mathematics) and between mathematics and social issues (critical mathematics).
Similarly, the standard EMELI approach of using different sets of achievement data to identify
system-level inequities (such as examining mathematics course enrollment data, and data on
standardized tests disaggregated by race and gender) have become a mainstay in the equity
leaders' tool kits. Phoenix EMELI leaders also draw heavily on books, articles, videos, and
research which EMELI introduced them to, including Kohl’s | Won't Learn from You, the
articles and booklets “Realizing All Students' Mathematical Promise: Sarah’s Story;” “A Call for
Educational Change Leadership;” “Socia Class and the Hidden Curriculum of Work;” and
Ripples of Hope; and the video “Fear and Learning at Hoover Elementary.” These materials
have proven to be importable and applicable to many contexts. The Phoenix teams have also
begun to add to these resources, establishing their own libraries of equity materials.

Beginnings of system-level change
Equity remains a priority after NSF funding

An important indicator of the impact of EMELI work in Phoenix is that the new professional
development events created and offered by the EMEL | |eaders to address issues of inequity are
becoming standard offerings in the PUSI districts, even though NSF funding has expired. The
Equity Summits, Leadership Forums, and Saturday series are all continuing into their third year
of offerings, and ongoing teacher academies in mathematics teaching continue to incorporate
equity as part of their focus. In the Phoenix Union High School District, the Professional
Growth Committee has institutionalized the Saturday series as part of the district’ s regular
offerings approved for credit or astipend. The annual Equity Summit has become an event that
PUSI districts look forward to every year. As Patricia Allison, aprincipa in the Cartwright
Digtrict, said, “the Equity Summit gets better each year...it isn't just for educators. Parents and
classified staff are al together in the same place talking about these issues.” These are all signs
that equity has become a legitimate priority for professional development — and that is a further
sign that the workshops are filling areal need.

I ncreased capacity for dialogue about equity issues in the high schools

One of the most volatile issues the Phoenix EMEL | team took on was, of course, the issue of
tracking in the high school district. Educators at all levels of the system found themselvesiill-
equipped to deal with the conflict that arose. When the EMEL| leaders stepped back and
initiated the broader-based awareness-raising effort, they began providing leaders at al levels of
the system with insights and new communication tools with which they could respond in a more
open and constructive way to the conflict.

Later, when the conflict about African American boys being referred for discipline arose in the
high schools — complete with public accusations of racism — the Phoenix EMEL | team responded
very differently. They did not jump into the fray; rather, they slowed down and thought through
how they could help increase the capacity of school leaders to engage in dialogue about the
issues. The outcome of this more strategic process was the invention of the residential retreat for
administrators (described on page 1V-21 above). The fact that this retreat occurred at all
demonstrates increased capacity within the system to address equity.
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Linda Fulmore, who had devoted considerable energy to EMELI work, expressed what a ground-
breaking event thisfirst administrators' retreat was: “After my first EMELI experience three
years ago, | came back and said, you know, | can see now where we are stuck in our district. We
never thought we could come together to redlly talk about racism. So thisretreat was just a
milestone, and the reason why we were able to make it happen is because of the aliance-building
among our EMELI team. We have people of color who have built aliances with white people
who are saying, ‘We need to talk about racism.” A white female organized it. It wasjust beyond
our wildest dreams.”

In this instance, we can see that the two-years' attention to leadership development within the
system, ongoing aliance-building among the Phoenix EMEL | |eaders, and the uses of new
communication structures all worked together to begin a process of transforming fruitless
arguments fraught with accusations of racism into constructive dialogues about the meaning of
race.

Affecting the “water supply” of mathematics education reform in Phoenix

Some of the most important — and most difficult to document — contributions of EMELI work in
Phoenix are what we refer to as affecting the “water supply.” By that we mean that equity
becomes a “trace element” that infiltrates the system in unpredictable yet broad and observable
ways. We observed two kinds of evidence of this.

Spreading equity work to other projects

Because so many of the Phoenix EMELI leaders were involved in multiple reform projects,
attention to equity issues and use of the EMELI structures spread via “contagion” into many
other reform projects underway in this very large region. Thiswas true of both the elementary
and high school Phoenix EMELI teams. This manner of dissemination is another reason why
development of leadership is key to EMELI’ s strategy.

EMELI’simpact on the Math Cases project is a particularly illustrative example. Math Cases,
for grades 4-8, focused on mathematics content and student thinking. One goal of the program
was to develop leaders, specifically people of color, who would be able to lead case discussions
and teach the process to other teachers. Nora Ramirez, being both an EMELI team member and
the Phoenix PUSI coordinator of Math Cases professional development, worked with Alma
Ramirez of Far West Labs to integrate an equity perspective into the leadership training for
teachers. As Alma Ramirez explained,'® the education system tends to replicate itself unless
educators make efforts to change its course: “Part of what EMELI is about, is that the leadership
[in mathematics] is not very diverse and teachers of color frequently are either marginalized or
silenced in the bigger group... The dominant groups, the European-American leaders, don’t mean
to marginalize, or don’t mean to exclude, but when it comes to deciding who to groom for
leadership, they pick people who look and sound like them. That is where we run into some
trouble because the two CPTs that | initially picked were wonderful and they were very, very
helpful and very understanding. And they were also white. Aswe were bringing in teachers and

18 Alma Ramirez was not amember of EMELI, though she worked with the team in Phoenix.
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they were picking who would be strong, the lists that they gave me were aso overwhelmingly
white.”

As aresult of this situation, the two decided that they needed to design a new course that would
help diversify the pool of leaders. “The teachers that we were targeting were bilingual teachers
who were Hispanic. Mathematicsisn’t what most bilingual teachers are expertsin...[and] there
are some cultural things that come into play — like *you don’t interrupt,” and ‘you are not the first
to speak’ — that don’t necessarily help them be aleader in the traditional sense of the word. So
Norasaid, ‘Let’stry some of the EMELI structures so people can confront the issues around
leadership.’”

In the Math Cases project, then, EMEL | perspectives and structures did more than raise the
awareness of existing leaders; they helped bring greater equity to the process of identifying and
developing new leaders.

Phoenix EMELI leaders a'so worked in a variety of ways with advisory board members or
professional development leaders of such projects as Video Cases for Professional Development,
Mathematics and Parents Partnership in the Southwest (MAPPS), Kids Cases, Lenson
Learning, and Cognitively Guided Instruction.

Creating a climate that can support individual change that matters for students

In this report we have discussed some of the waysin which EMELI leaders worked as
individuals to address equity and foster change during their daily work. 1n examining some of
the outcomes of their work, it is equally important to ask about the extent to which the overall
climate in the system has become more hospitable for individuals — anywhere in the system —
who wanted to make changes in the interest of greater equity. The following are only two of
myriad instances in which EMELI helped create a climate of change. In both of these cases, it is
evident that the actions of these teachers had real consequences for students.

Sarah Markham, aLatina, isaprincipal in the Roosevelt Elementary School District. She
participated in a persona experience panel at one of the Phoenix Equity Conferences and later
co-taught a professional development class with Olga Klem, an EMELI participant. She
attributes her ability to “stand up to” an inequitable situation unfolding in her district to her
aliance with Klem and EMELI’ s influence.

When two new schools were built in her district, new attendance boundaries had to be drawn and
Markham sat on the committee. One school proposed that a block of their current students —
predominantly very low income Hispanic students — be directed to attend the new school that
was 2 %2 miles away instead of continuing to attend their school, only ¥ mile away. Markham
says, “1 was able to stand up to that...[which | learned from] working with Olga [Klem]. She
said ‘if you hear something that’s wrong and you know it’s not good for our kids and not good
for our families, not just Hispanics but for everybody, you need to stand up to it.” So | did, and
won. So having the little exposure to equity training helped me to stand up for something |
thought wasn’t right.” Markham was not an EMEL I team member herself; rather, the
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professional development events conducted by the Phoenix EMELI team created a climate that
gave her a stronger voice for equity.

Markham further says that the equity work has also affected her own teaching and her work with
colleagues: “It helped me to see what was happening in the classroom, to observe teachersin a
different way. During observations | was more cognizant of behaviors the teacher was
displaying toward certain students.”

Earl Charles, an African American, is a mathematics teacher at South Mountain High School
and a member of the high school Phoenix EMELI team. At his school 60% of the students are
Hispanic, 25% are African American, 10% are white, and 5% are Asian or Native American.
Charles had observed that students usually segregated themselves by ethnic group at lunchtime
and on breaks. In the midst of his EMELI training he felt an urgency to try to do something
about it, and he began focusing on teaching them how to work well and interact with people of
different backgrounds within the context of his math classes. For several months he structured
workgroups that changed frequently but always included students of varied backgrounds. When
the students complained about the lack of choice, he explained that they needed to learn to work
with avariety of people. For the last several weeks of the year he did let them choose their own
groups — and he found himself “glad and surprised that the groups were not chosen because of
race but on the basis that the students wanted members who worked hard and got the job done.”

In both of these instances, EMELI provided individuals with personal awareness, motivation,
and tools that moved them to take real action when confronted by a troubling situation. EMELI
also helped create a climate of support within the broader educational system that gave these
individuals some confidence that these were legitimate actions to take in the quest for greater
equity for students.

The“End” IsJust the Beginning: Sustaining the Momentum

It is of course difficult for Phoenix EMELI members to predict how the existing momentum will
be sustained and what issues will move to the forefront in the future. They face some prospects
for positive change and also new challenges:

Prospects for ongoing dialogue about equity issues. Following the Fall 1999 administrators
retreat, high schools took the lead to develop campus equity teams that would bring colleagues
from their feeder schools into the conversation. Each high school has funding for the effort and a
committee that decides how the funds are spent. Each school also has a School |mprovement
Team, with funding, that is supposed to address equity. EMELI team members are hopeful that
these fairly autonomous groups will choose to begin addressing deeper issues underlying

inequity.

Progress in the effort to eliminate tracking. As of August 2000, according to curriculum director
Jerry Gambino, “about half of our ten high schools have eliminated Mathematics 1-2. By
August 2001 all of our high schools will offer Integrated Algebra 1-2 as the only 9" grade
mathematics course that will meet the PUHSD three-year mathematics graduation requirement.”
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Prospects for institutionalizing professional development in equity. Ongoing efforts are afoot to
further institutionalize equity professional development. For example, the district is considering
arequirement that staff development specialists include a focus on equity in the second year of
support for new teachers in the induction program. Also, the Phoenix EMELI team is pushing
for approval of the Leadership Forum as part of the mandatory professional development for
PUHSD administrators.

The challenge of developing and supporting leadership. A major challenge the Phoenix EMELI
teams will face is that of continuing to support and develop leadership that can carry the
momentum. There are severa issues and factors involved in this. Oneissueis how to “home-
grow” new leaders as time passes. For example, Linda Fulmore, an extraordinarily effective
leader and key change agent, is retiring as of June 2000. It isalso important that the Phoenix
group continue to receive encouragement and advice from national EMELI Director Julian
Weissglass and other leaders. The Phoenix group’s ability to address both of these needsis
somewhat dependent on the success of local and national efforts to secure funding.

Third, it isimportant to sustain the commitment and energy of existing team members who are
carrying the practical and emotional workload. Like no other kind of reform, this work demands
deep personal commitment to equity — which means commitment to addressing the issues that
underlie inequity. Some members of the Phoenix team have struggled with that; one member
made the painful decision to drop off the team because he realized he could not sustain a
personal commitment to every equity issue that the EMEL | project addresses.

Those who work for equity do not take gains for granted, even small ones. On the contrary, they
view each step asimportant. They also are the first to say that the work is never finished. Itis
exactly for this reason — because there are no quick fixes or clear solutions — that Phoenix
EMELI leaders believe they have just begun. While they see evidence of their work beginning
to have an impact, they know that the key to greater equity isto keep up the momentum. As
EMELI member Joan Mason said after the ground-breaking administrators’ retreat, this new
awareness — even the policy changes it has generated — are only first steps: “We need to find
ways to keep this going.”

PAGE IV-32 INVERNESS RESEARCH ASSOCIATES



DATA TABLES
HIGH SCHOOL MATHEMATICS COURSE ENROLLMENTS

Course enrollment statistics from Phoenix Union High School District 1998-99 show that
disproportionately high numbers of students of color do not enroll in the higher-level
mathematics courses that serve as “ gate-keepers’ to higher education and career advancement.

Overall student demogr aphics

The following table shows the figures for total student enrollment and percentages of students by
race/ethnicity in each of the PUS| districts.

Table 1.
Student enrollment in the Phoenix US| Districts
Student Ethnicity |
District Total African Native
enrollment | American Anglo Asian Hispanic American
(%) (%) (%) (%) (%)
Phoenix UHSD 21,678 124 25.8 2.2 56.2 34
PUHSD Feeder districts
M adison®® 4,885 5.2 68.1 25 19 5.2
Alhambra 12,276 9 32 3 49
Cartwright 17,314 11 28 1 58
Basz 2,998 11.6 20.8 1.3 60.4 5.9
Creighton 7,605 7 20 1 68 4
Osborn 3,926 31 8 2.0 47 12
|saac 7,931 5.6 7.2 0.5 85 17
Phoenix 9,042 8 6 1 81 4
Roosevelt 11,680 21 5.9 0.2 71 0.9
Wilson 1,339 4 5.7 0.3 88 2
Murphy El 2,540 4 5.6 0.4 89 1

In al districts except one (Madison), the combined Hispanic, African American, and Native
American student population comprises at least 75% of total district enrollment. In each of these
districts, Hispanic students alone comprise close to or more than 50 percent of the student

popul ation.

19 PUHSD figures are for 1998-99. For all of the elementary districts, we have used end-of-the-year enrollment
figures from 1997-98 to cal culate these percentages.
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Patter ns of enrollment in mathematics cour ses

The mathematics courses offered to 9" graders are: Interactive Mathematics Program (IMP) 1,
Math 1, and Integrated Algebra 1.

The following table shows student enrollment in the three courses for the first semester of 1998—
99.

Table 2.
Enrollment in 9" grade math cour ses, by ethnicity

Course Total % African- % Anglo % Asian % Hispanic % Native

number American American
IMP1 963 17 13 <1 66 4
Math 1 1,353 11 20 <1 63 5
Integrated
Algebral 2,301 13 24 2 57 4
Tota
enrollment 4,617

There are several pointsto be noted. First, the enrollment in the largest course, Integrated
Algebral, fairly closely matches the ethnic distribution of the total student population.

However, when the enrollment of Integrated Algebra 1 is compared to that of the other two
courses, it is clear that both IMP 1 and Math 1 enroll proportionally more students of color and
fewer white students than Integrated Algebra 1. It isthisevidence of tracking by ethnicity that
Phoenix educators are working to address. Although students in any of these three courses
theoretically have the potential to reach higher-level math courses, studentsin Integrated Algebra
1 are more likely to do so. Second, it isimportant to note that the total enrollment in the three 9™
grade classesis 4,617. Thisenables usto look at attrition in higher-level courses reveaed in the
next table.
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Table 3.
Enrollment in 3 high-level math cour ses, by ethnicity

Course Total % African- % Anglo % Asian % Hispanic % Native

number American American
Integrated
Algebra3 678 * * * * *
Analytic
Geometry/ 92 5 49 16 29 0
Calculus1 AP
Caculus1(1B) | 32 6 81 3 10 0
Tota
Enrollment 802

* We do not have exact percentages for this course. Traditionally, enrollment in this course matches the diversity in
the student population more closely than the other courses, asis reflected in the distribution of studentsin its
“feeder” 9" grade course, Integrated Algebra 1.

Again, there are several pointsto note. First, thereis significant attrition in overall mathematics
attendance as students move through the high school grades. While there were 4,617 students
enrolled in 9™ grade courses, there were only 802 enrolled in the highest level courses. Even
within the Integrated Algebratrack where the largest number of students appear, there is a steady
decrease in enrollment, from 2,301 in Integrated Algebra 1, down to 1,450 in Integrated
Geometry (not shown in tables), down to 678 in Integrated Algebra 3.

Second, in the highest-level courses — Analytic Geometry/Calculus 1 and Calculus IB — white
students are enrolled in substantially greater proportions than students of color. Whereas white
students constitute roughly one quarter of the general population, they comprise half the
enrollment in Analytic Geometry and four-fifths of the enroliment in Calculus 1B. There were
no Native Americans enrolled in either of these last two courses.
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Table 4.
Number of participantsreached by the Phoenix EMELI Project: 1997-1999

Type of involvement Number and types of participants
in EMELI *
Key players
Phoenix EMELI team members 24 Teachers, specialists, school and district
administrators
PUSI Unitary Management Team (UMT)* 3E School and district administrators;
representatives from higher ed and
business, Arizona Science Center
PUSI Collaborative Peer Teachers (CPT9)* 3t K —8teachers
Attendees at leader ship events
1998 L eadership Forum at PUH 4C High school administrators
1999 “ “ “ " 48 “ “ “
Fall 99 PUHSD Admin. Retreat* 25 - “ “
Equity Summit participants
1998 9C Teachers and administrators
1999 125 50 teachers, 25 parents, 50 others
(administrators, parents,
Arizona State University staff)
Saturday Series participants
1998* 48 Teachers and administrators
1999* 36 Teachers and administrators
Second Level Saturday Series participants 25 Teachers and administrators
Participantsin various PUSI Academies
1997 - 1999* 1,465 Teachers
Other teacher participants
Math Cases Project Leaders:* 12 Teachersat grades4 -8
Roosevelt District Equity Class* ¢ Teachers
Phoenix Elementary Equity Training 6C Teachers
ASU teacher education students (3 semesters) 36C Pre-service teaching candidates
Conference attendees
Arizona Interactive Mathematics Program 8C Teachers
(IMP) meeting
Interactive Mathematics Program (IMP) 3C
National Directors
National Service Learning Conference 14
ESTIMATED TOTAL 2,561 Participants®

* For all events marked with an asterisk, participants attended multiple-sessions.

20 We cannot estimate the number of different individuals because some people participated in more than one event.
We are reporting the attendance at each event.
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