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Introduction
A quick search of online syllabi found 35 courses, with numerous courses in education and nursing.  Other academic areas with graduate level qualitative research courses included English, information systems, theology, ethnic studies, family studies, public health, political science, psychology, social work, organizational research, and leadership studies.  The identification of some of these courses as “special topic” or “experimental” courses suggests that the addition of qualitative research courses may be fairly recent.  These courses suggest that qualitative research is being recognized as legitimate research in a growing number of fields and students are choosing or even being encouraged to choose to use qualitative research to do theses or dissertations.  When the choice of qualitative research is an option for students to do their research, the methods courses are expected to provide them with the needed expertise to do their own research.  Preparing students to do qualitative research as part of their graduate programs places a special burden on the instructors of these courses and appears to influence both what is covered and how it is taught.  
Given the growth in the number of qualitative research courses at the graduate level in programs that traditionally have not been associated with qualitative research, it is somewhat surprising how little has been written on this topic. Wheeler and Mallory (1996, p. 4) suggest that the questions about effective and meaningful ways of teaching qualitative research have not yet been resolved, but that the “articles on teaching qualitative research agree that the task is not an easy one, nor it there one agree-upon approach.” References include:
Cobb and Hoffart (1999) Teaching Qualitative Research Through Participatory Coursework and Mentorship 
Wheeler and Mallory (1996) Team Teaching in Educational Research:  One Solution to the Problem of Teaching Qualitative Research 
Laneau (1987) Teaching Qualitative Methods:  The Role of Classroom Activities
Webb and Glesne (1992) Teaching qualitative research
Zezar et al. (2000). Teaching Qualitative Research  Web site is especially useful for identifying issues
Dana and Dana (1994) Holistic Perspectives on the Teaching of Qualitative Research Methods
Other references to experience teaching qualitative research can be found in Stallings (1995),  Jones (2000)
Approaches to teaching qualitative research methods 
Kezar et al. (2002) suggest that it should be possible to teach qualitative research methods either (a) using texts and a lecture and discussion format, (b) conducting a “real” qualitative study, or (c) using experiential learning techniques.  Cobb and Hoffart (1999, p. 331) suggest the choice is between (a) didactic materials supplemented by in-class exercise, (b) individually conducted “mini-studies,” and (c) full-scale group studies. Wheeler and Mallory (1996, p. 4) identify the choice as between (a) field-based experiences and (b) reading examples of research.  They note that there appears to be consensus that one cannot teach qualitative research “simply by describing it nor can students learn by only hearing a lecture or reading a textbook on the topic.” They note that reading examples of qualitative research can give student a feel for what is meant by qualitative research, but warn that “Reading them may leave students in the dark or, worse, unconvinced (p. 5).   Qualitative research is best learned through a combination of background literature review, mentorship, and practical application (Mauch & Birch, 1993, pp. 29-59). 

For Kezar et al. experiential learning is defined as requiring students to collect, manage, analyze and interpret data gathered through observation, interviews or archival work as part of their coursework.  They contends that experiential learning  provides a grounded introduction to the use of research strategies and that,  

While lecture and discussion can be successfully utilized to help graduate students understand the variety of qualitative methods, their epistemological foundations, and their strengths and limitations, they cannot stand alone as preparation for research. Courses that combine experiential methods, for example, by asking students to engage in actual research practices such as collecting and analyzing data, with more traditional methods such as discussion of course texts, can help students connect the theory they read to the research practices they attempt.
Kezar et al. briefly review the arguments for the use of experiential learning techniques for adult students, the learning theories that support their use, and then concludes that “individuals are more likely to be engaged by and internalize lessons learned through experience.”  Several issues specific to qualitative research that can be addressed with experiential learning that are identified include helping individuals recognize the ethical dilemmas associated with doing research “in one’s backyard” or the complications of gaining access to research sites and establishing trust and rapport.  
Kezar et al. briefly discusses four issues associated with teaching qualitative research courses (a) the balance between epistemology and methodology (b) authentic learning experiences (c) encouraging reflection, and (d) logistical and practical concerns.  Cobb and Hoffart identify issues as (a) sometimes faculty assigned to teach qualitative research course have little preparation and may not have actually conducted qualitative research, (b) students who enter graduate course with little or no previous preparation in qualitative research and may not even have been introduced to the approach, and (c) choices concerning the most appropriate teaching method (p. 331).  Wheeler and Mallory (1996) and Webb and Glesne (1992) suggest the most important issue in teaching qualitative research is addressing the assumptions that students bring.  Wheeler and Mallory note that some students still question the value of qualitative research (p. 5).  Another related issue Wheeler and Mallory identify is that many students are looking for specific “step-by-step guidelines for conducting research” (p. 5). Webb and Glesne also note that students may be uncomfortable with the “murkiness” of qualitative research.  Finally, Wheeler and Mallory suggest there is a major problem in that qualitative research asks students to look for participants’ meaning instead of imposing their own.          
Dana and Dana (1994) state that the basic premise of the qualitative research methods course they designed was “to provide graduate students with a supportive atmosphere as they grapple with issues inherent in designing and conducting qualitative research and becoming a valuable contributor to the educational research community” (p. 1).  They indicated that they viewed their role of helping their graduate students “come to know her/himself and to understand the ways in which one’s personal view of the world contributes to and constrains one’s inquiry” (p. 1).  They begin with the assumption that the primary instrument in qualitative inquiry is the researcher, and argue that researchers need to understanding the nature of qualitative inquiry and to understand the beliefs, values, and life experiences that the researcher bring to the act of research (p. 2).  They identify five objectives for their course.  (a) To develop mutually supportive relationships among class members as we struggle with issues inherent in designing qualitative research; (b) To explore various styles of writing up qualitative inquiry and to locate styles which fit with the researcher; (c) To conceptualize the design of a qualitative study and to understand the role of the researcher in the study; (d) To complete a written proposal for qualitative study including the purpose, research questions, theoretical framework, literature review, methods, and procedures; (e) To make personal sense of issues relating to the design and writing of qualitative research (p. 3).  For Dana and Dana the most important coursse objective was “developing a community of learners” (p. 3). They quote Johnson, Johnson, and Holubec (1988) who define “base groups” as:

Long term, heterogeneous cooperative learning groups with stable membership.  The primary responsibility of members is to provide each other with the support, encouragement, and assistance they need to make academic progress. (p. 84)

Other specific activities used by Dana and Dana include articulating values along a continuum, examining moral dilemmas and case studies focusing on ethical or moral dilemmas encountered during the research act, and role play when students assumer roles to enact interperoanl situation where the outcomes are undetermined (pp. 6-10).  They conclude that the type of “holistic perspective” they recommend for teaching qualitative research can “create space for graduate students to come to fuller and richer understandings of what it means to design and conduct educational research” and that they will become researchers who are “not merely technicians, but who are well aware of who they are and what they believe in as they embark on their research careers” (pp. 10-11).    
Cobb and Hoffart 1999, p. 332  that in nursing, because of an increasing acceptance of qualitative methodologies and more published qualitative students, students often have some familiarity with qualitative research.  “Yet, considerable effort must be expanded to examine the assumption that the quantitative approach is the only way to do “real” research while also attending to issues within the filed of qualitative research, such as challenges by feminist and critical theory to earlier qualitative frameworks.”  

Jones (2000) observes that “Teaching interpretive, qualitative research often, still, means teaching against the grain.”  Jones (2000) also notes that the distinctions within non-positivist research are not often made and as examples identifies the distinctions between modernist and post-modernist, structuralist and post-structuralist, and feminists researchers that either “reassert the central ‘I’ of the researcher of, by contrast, displace or subvert it.”    
The Balance between Epistemology and Methodology: Kezar et al. (2000) argue qualitative research methods courses can be divided into three basic types: (a) courses that examine the philosophical and epistemological foundations of qualitative research, (b) courses that teach students about qualitative research methods, and (c) a hybrid of these types that attempts to provide instruction in both epistemological foundations and research methods.   It has been my experience that many students find themselves in qualitative research courses where for the first time they are challenged to consider how the ways we think about knowledge shape our ideas about how knowledge is created and validated. Jones (2000) makes a similar observation as she reflects on the distinct challenge of teaching qualitative research to beginners.  She notes it is difficult to cover both epistemological issues and the “practical craft of research.”  She notes the difficulty of combining  introductory research concepts with discussion and readings at an advanced level.  Latucca (2000) notes that this can be a major issue for students especially for students with training in statistics.  She describes this as “the struggle many have in letting go of the goal of objectivity.”  Latucca suggest the need for accessible readings that explain epistemology and the implications of epistemology for research and the use of experiential exercise that reveal and challenge students’ beliefs about knowledge.  Stallings (1995, p. 32) indicated that one strategy that has worked for him is to introduce this issue by showing Kurosawa’s Rashomon, a dramatic and tragic tale of medieval Japan that involves multiple realities as perceived by participants and onlookers.  As a possible discussion issue, Kezar et al. ask whether qualitative research methods can be taught without reference to epistemological issues?  
Authentic Learning Experiences: Authentic learning experiences for qualitative courses must recognize that qualitative research is a process of related thought and activity, not a discrete set of steps to be followed (Kezar et al.).  Lincoln (2000) nominates a list of what she calls “foundational methodological skills absolutely necessary for the conduct of complex interpretive and phenomenological studies” and includes participant and non-participant observation, structure and unstructured, intensive interviewing, records usage, documentary analysis, unobtrusive measures, and non-verbal communication analysis.  She recognizes that some of these skills may be more useful and that instructors are called upon to decide what to offer.  Kezar questions whether the nuances of qualitative research methods be taught outside the context of a research project and asks specifically whether issues of subjectivity  and reflexivity such as the influence of the research design on the results of the research can be taught piecemeal, without the benefit of a complete, beginning-to-end research project?  
Encouraging Reflection: Kezar et al. note that often students in qualitative research courses are unaccustomed to reflecting on research practice. Yet, qualitative methods require that the researcher continually reflect on data collection, on analysis, and on their own stance as researchers.  Neaumann (2000) observes that reflection creates a space in time “however small, for ‘looking back’ or ‘looking into,’ for making sense of what’s happened, even as one moves forward. Reflection thus creates an opportunity for learning and reshaping in the midst of thought and action.”  She suggests having students maintain research journals and having instructors model reflective thought. She refers to avoiding absolute statements, listening to others’ ideas about their work, and supporting others in their efforts to speak their thoughts among a long list of specific suggestions for instructors.  
Logistical and Practical Concerns:  
Different student abilities.  Prior research experience of students in graduate level qualitative research methods curses can range from no experience to extensive experience.  Some students have experience with specific qualitative research skills such as interviewing, but often in a different context and with different objectives such as job applicant interviews or advising.  There is a need to identify and make use of prior research experience.  Kezar (2000) suggests use of a pre-class survey and conscious grouping of students for activities and for study groups so that those with more expertise can help those with less expertise.
Content and sequence of course materials. The lengths of academic terms and of individual class sessions constrain the amount and type of experiences that can be included in class. Students are required to learn an enormous amount of material in a condensed amount of time.  It has been my experience that for some students there is a need to make a case for the use of qualitative research and for almost all students there is a need to consider epistemological issues.  The problems of inadequate time is complicated for teachers who want to use experiential methods since this tends to take more time to teach (Kezer). The risk of introducing only selected techniques is that students may overlook important techniques they will need for future research.  Kezer cautions about getting bogged down in research design and epistemology issues, even though they are important.  Cobb and Hoffart (1999, p, 337) note a similar issue with introducing students numerous approaches to qualitative research.  They chose to limit the number of approaches introduced to three, ethnography, grounded theory, and phenomenology.  They then allowed groups of students working on projects to select from among the three approaches for their projects. Cobb and Hoffart observed that groups tended to learn the most about the method they used and that there is a need to spend more time discussing the differences and similarities among the approaches (p. 337).  They suggest that the selection of a single research approach might simplify the group research projects, especially when faculty have limited experience with various approaches.       
Both Stallings (1965) and Wheeler and Mallory (1996) indicate their support for learning by doing activities such as selecting a site, gaining access, collecting and analyzing data, and writing up results. They also express concerns about having time to both collect data and analyze it.  Webb and Glesne (1992) further caution against prematurely putting students in the field to do hresearch in which they end up confirming their own assumption, “in a celebration of their own world view” (p. 779).   
Cobb and Hoffart (1999, p334) recommend a two course sequence with the use of a major group research project.   
EDIT Cobb and Hoffart (1999, p. 337) recommendations based on their experience, having two faculty involved, carefully select project to assure it can accommodate the number of students who will need to be involved, project the sequence of events needed to design, arrange, and  secure approval for projects, begin research skill-building activities such as use of field notes and writing-up of results early in the process.   
Wheeler and Mallory (1996, p. 13) also recommend using a team to teach the research course. They suggest the advantages of using a team are that it provides the students with varied perspectives and experience.  “Perhaps our most important result was finding our students’ eyes opened to multiple ways of asking questions and seeking answers, and beginning to question their taken-for-granted views of the world.” 
Groups activities and part-time and distance students
When specific class activities are described, there is often no indication that they are done by groups or by individuals.  In the absence of this information, the save assumption is that activities are done by individuals.  However, there are some references to group activities.  Wheeler and Mallory (1996, p. 9) contrast the “blank faces or puzzled expressions” when students are asked to find themes and code data with a group effort where “they can address their own and each others’ imposed values.” Cobb and Hoffart (1999, p. 334) base their course around group activities but note that a problem for having students work in small groups on a meaningful project was that students had to match schedules and collaborate effectively to complete the work.  They note that students included both full-time and part-time, local and commuting students.  Further most of the students also worked either full or part-time.  “Nearly impossible to come together for group-work.  This caused a good deal of stress and required intra group negotiation.  
Texts & Assignments:  The issue is providing students with sufficient reading materials and whether this means providing detailed readings on all topic areas. Kezar suggest using coursepacks of more targeted articles. I have found the identification of internet resources to be a cost effective alternative to coursepacks.  I have also found it useful to clearly indicate that some of the readings are optional (Beebe 2001).  Kezar recognizes a conflict between a comprehensive reading list and allowing adequate time for experiential activities. Even for experiential activities, there is an issue of whether it is better to cover more or to develop a richer understanding of a small amount of material.  Kezar seems to suggest the need for balancing the number and depth of techniques.  As noted above, she indicates there may be an need to choose form a list including participant observation, observation, interviewing, document analysis, spatial and architectural analysis, focus groups, audiovisual. Kezar notes that sometimes students seem lost trying to meet all the expectations of the assignments and loose reflection time. 
Introduction to software:  Kezar (2000) notes the growing importance of technology, such as software for qualitative data analysis and questions whether courses prepare students to use the latest technologies in qualitative research effectively. She recommends the letting students use software in a lab as opposed to demonstrating it to them in a class.   
Examination of some syllabi accessible on the web 
Links to online syllabi for qualitative research methods courses can be found at (a) The Qualitative Report, Qualitative Research Online Syllabi (Chenail 2002),  Bobbi's Place > Research > Qualitative Research > Course Syllabi (Kerlins 2001), and Syllabi (CARM, nd).  Chenail has approximately 45 links to syllabi, Kerlins has 21, and CQRM has 28.  There is significant overlap, especially between Chenail and Kerlins.  Also both Chenail and Kerlins include links to resource pages that are not syllabi.  Some of the links are password protected.  As of February 21, 2002, about half of the Chenail links and a quarter of the Kerlins links returned either a 404 or a “not found” error message.  Survey research courses, very specialized advanced courses, and undergraduate courses were excluded.  Syllabi for methods courses in Anthropology programs were excluded. Thirty five syllabi were identified that appeared to be used for general qualitative methods courses in graduate program.   
All indicated reading requirement.

Almost all involved some experience collecting data and reporting, but in most situations it is not possible to determine how much of a course was spent in activities.

Most of the syllabi that did not include collecting data included a requirement for research design. 

A very few were based primarily on actually doing actual research

Less than half explicitly addressed epistemological issues

Almost none included links to or reference to web resources.
Very few included group activities.
 Syllabi generally do not indicate whether courses are part of a research series or have prerequisites.  There is almost no reference in syllabi to other course a student should or might have taken.  Some of the syllabi do not include the name of the instructor, the name of the department, or the name of the university.  Most do not include a data indicating when the syllabi was revised.
Rapid Assessment Process (RAP)
Rapid Assessment Process (RAP) is a way to investigate complicated situations in which issues are not yet well defined and where there is not sufficient time or other resources for long-term, traditional qualitative research. RAP shares many of the characteristics of qualitative/ethnographic research. RAP, however, substitutes intensive, team interaction in both the collection and analysis of data for the prolonged fieldwork normally associated with traditional qualitative research. RAP will produce solid qualitative results that can be expected to be different from those produced by longer-term fieldwork. In some cases, intensive interaction by a research team over a short period may produce better results than a lone researcher over a long period. RAP will almost always produce results in a fraction of the time and at less cost than traditional qualitative research.
RAP is defined as:

intensive, team-based qualitative inquiry using triangulation, iterative data analysis and additional data collection to quickly develop a preliminary understanding of a situation from the insider's perspective.
The definition makes it explicit that the research process is intensive. Miles and Huberman (1994, p. 6) note that research can be conducted through intense or prolonged fieldwork. RAP is always team-based (the RAP team) and can not be implemented by one individual.  RAP is qualitative research and the primary means for data collection is to talk with people and to get them to tell their stories. The acronym “RAP” communicates the essential ingredient for successful implementation. The objective of RAP is not to elicit answers to questions, but to communicate with them using their vocabulary and rhythm. One definition of rap is "to talk freely and frankly." The acronym “RAP” has been widely used by a variety of authors to describe this type of research.
As used in the phrase "Rapid Assessment Process," the word "Rapid" means a minimum of four days and, in most situations, a maximum of six weeks. RAP recognizes that there are times when results are needed almost immediately and that the "rapid" production of results involves compromises and requires special attention to methodology. Rapid does not mean rushed, and spending too little time or being rushed during the process can reduce RAP to "research tourism." "Process" as used in the phrase "Rapid Assessment Process" means "a series of actions or operations conducing to an end." A process approach suggests that at least as much attention is given to the way results are obtained as to the results themselves. 
RAP is based on "Rapid Appraisal," "Rapid Assessment," or "Rapid Rural Appraisal." Research approaches having at least some of the characteristics of RAP have also been referred to by a variety of names and have been used in numerous settings, in the United States and throughout the world for more than 25 years (Beebe, 2001; Chambers, 1991; Kumar, 1993; Scrimshaw & Gleason, 1992). 
RAP uses the techniques and shares many of the characteristics of ethnography, but differs in two important ways: (1) more than one researcher is always involved in data collection and teamwork is essential for data triangulation; and (2) more than one researcher is involved in an iterative approach to data analysis and additional data collection. The intensive teamwork for both the data collection and analysis is an alternative to prolonged fieldwork for producing qualitative results. RAP allows a team of at least two individuals to quickly gain sufficient understanding of a situation to make preliminary decisions for the design and implementation of applied activities or additional research. Results can be produced in one to six weeks. While the time period for RAP is recognized as arbitrary, my experience has convinced me that a minimum of four days is required for iterative data analysis and additional data collection.
The two basic concepts define RAP and not a specific list of research techniques. While, traditionally, more than 20 research techniques have been associated with rapid research methods (Beebe, 2001, pp. 35-57), these methods are not necessarily required. The specific research techniques for use in a given RAP are chosen from among a wide range of techniques available to qualitative researchers and are chosen based on the specific topic being investigated and the resources available to the team. To begin experimenting with RAP, all the RAP-team needs to remember is that the goal is to talk with people and get them to tell their stories, as opposed to answering the questions of the team.   The different techniques can be through of as tools that can help the team better do this.  The assumption is that two sets of eyes and ears are better than one and these techniques can help make the best use of the extra eyes and ears as part of intensive teamwork. 
The assumption is that two heads are better than one in figuring out what has been seen and heard and what should be seen and heard next before trying one again to make sense out of the data collected.  The intensive teamwork implementing the iterative process of data analysis and data collection should help make the best use of the additional heads.  
RAP uses many of the techniques of traditional qualitative research and specific techniques are covered in most qualitative research methods courses. The brief introductions to some of the concepts most useful to RAP can be found in Beebe (2001, pp. 17-57).  These brief introductions cannot do justice to the richness of qualitative research but can serve as summaries and links to primary sources (Bernard, 1995; Creswell, 1998; Ely, 1991; Fetterman 1998; Marshall & Rossman, 1999). A combination of brief introductions to qualitative research techniques and access to primary sources, when combined with a willingness to listen intently and genuine respect for others can help a RAP team get started. Everyone on the RAP team needs to recognize that (a) they don't know enough in advance to even know what questions to ask, (b) they don't know enough to provide the answers, but (c) they do know enough to want to empower others to solve their own problems. 
4.  Mini-RAP
A Mini-RAP is an educational activity designed to give graduate students in research methods courses an opportunity to experiment with many of the skills necessary to implement qualitative research as well as providing professional in a non-academic setting an opportunity to learn to do RAP.  Since learning to listen while discussing issues with people is so critical for qualitative research, practice doing a semi-structured interview is needed prior to doing a Mini-RAP.  The practice interview should be videotaped. Just watching the results can have a significant impact on the time a researcher gives for others to respond before talking again. After watching the interview, the interviewer is asked to reflect on the assumptions she/he started with and how that influenced what was heard.  The person interviewed is asked to report on how they understood the questions and other prompts. This is also an opportunity to consider whose categories are being used in the discussion.  
The Mini-RAP is clearly defined as an educational activity and is no more like a regular RAP than a five or ten-minute practice interview is like a regular interview. Data collection for a Mini-RAP is significantly less than for a RAP and there is usually no insider on a Mini-RAP team. Students are given time to organize teams of two to four members and to identify a tentative topic.  Students in my classes have done Mini-RAPs on a range of topics including restaurant management, differences in the management approach of weekly newspapers, graduate students’ interaction with their advisors, the response of the university community to being forced to attend meetings, police understanding of racial profiling, and on doing Mini-RAPs.  A Mini-RAP requires a minimum of two cycles of data collection with each interview a minimum of 15 minutes long.  Most interviews are actually between a half-hour and an hour. The same requirements for informed consent apply. Students are expected to present in class their interview transcripts, logs with coding, data-analysis diagramming, and "conclusions."  The process is spread out over a minimum of two or three weeks.  Students are than given a choice of writing up the results in an “academic journal” format as a class requirement, and are allowed to coauthor a group paper or write individual papers based on the results of their research. 
It been my experience that doing a Mini-RAP can help students learn to do qualitative research.  My assumption is that successful qualitative research requires theory, attitude, and specific skills.  Mini-RAP provides students the opportunity of learning some of the specifics skills associated with qualitative research while working in a group.  The include (a) interview—with special attention to getting respondents to tell stories as opposed to answering questions, (b) produce transcripts and logs with memos, (c) develop and implement a coding system, (d) apply strategies for making sense out of results, including but not limited to use of data diagrams, and (d) draft results.
Teamwork allows students to mentor each other.  During interviews students quickly recognize good models and areas for improvements.  Transcribing interview takes time and in a group this task can be shared.  Coding is always difficult the first time and at a minimum the frustration can be shared in a group.  Everyone needs to learn peer editing and to be comfortable with the process.  
However, teamwork makes the complex task of doing qualitative research even more complex by introducing the need to work in teams.  On the rare occasion when teams can not work together, the experience can be painful and counterproductive.  When using Mini-RAP to teach qualitative research, students may need the option of doing a group interview and then doing their rest of the process as individuals.  

Susan Hales and Nancy Lively White, two students who had taken my qualitative methods course where they learned about and participated in a Mini-RAP, did an expanded Mini-RAP on Mini-RAPs for presentation at a regional anthropological conference (Hales and White, 2001).  Hales and White interviewed four of their classmates in the Doctoral Program who had conducted Mini-RAPs.  These interviews lasted between 20 and 45 minutes each, were tape recorded, and transcribed.  The participants in Hales and White’s study are identified by pseudonyms.  
Hales and White reflected on their own experience doing a Mini-RAP in class and concluded that “the Mini-RAP really brought studies to life.”  They indicated that they heard similar enthusiastic responses from their classmates (p. 3).  According to Hales and White, one of the values for many of the students of the Mini-RAP experience was “anchoring the concepts of qualitative research” (p. 4).  Bill stated that  “He [the professor] got us out there doing interviews, had having to tape, and having to transcribed, and having to proofread a transcription, and then having to take that analysis and put it into a text as written-up report.  Wow!  What a great way to learn how to do qualitative research!” (p. 4).  Pete is quoted about his delight in beginning to develop an emic understanding based on the interviews.  In a theme that I have heard from many of the students who have done Mini-RAPs, Pete commented on how much “we could glean from those short interviews” (p. 4).  
 Logistics and geographical separation impacted the experience students had with the Mini-RAP.  Due to geographic separation, Hannah and her teammate wrote separate reports using the transcript that they jointly coded.  Hannah indicated that when she compared her report with that of her teammate, she found that “We were really right there, really, really in on it” (p. 4).  Hannah also noted that some things were perceived a little differently and that her teammate had picked out some things she had not “really thought about.”  Bill called attention to the dual relevance of the Mini-RAP for learning about qualitative research and about leadership in small groups.
Hales and White noted that there had been some problems with group dynamics when they did their in-class Mini-RAPs and that they had heard “from classmates who were similarly frustrated” (p. 5).  Hales and White noted that group dynamics were not a problem for everyone and quoted Melody, “it was sort of a serendipitous group, and things just kind of went” (p. 5).  Other participants described specific intentional group process efforts by their teams.  
Hales and White indicated that time constraints had both negative and positive effects on the work of the Mini-RAP team.  While observing that a Mini-RAP is designed to be a fast process for teaching qualitative research methods, they indicated that the short timeline expedites task accomplishment and challenges teambuilding (p. 10). 
Several of the teams used technology to respond to the time constraints.  Team members reported using emails, files attached to emails, and faxes for completion of the transcripts and logs and during the analysis of data and writing phases of the activity.  While for some the use of the technology was frustrating and expensive, it “ultimately was the means of communication between the team members and provided the required expediency for conducting a Mini-RAP” (p. 11).    According to Hales and White the participants claimed that the Mini-RAP improved their writing and editing skills and their proficiency in using technology in addition to improving their qualitative research skills.  Hales and White recommended introducing students to group process models, such as that found on the website of George Mason University’s Center for Service and Leadership (http://www.gmu.edu/students/csl/5stages.html) as a way to improve group dynamics.  Hales and White conclude their paper by stating that Mini-RAP “offers a quick way to sample qualitative methodology, a way to delve into a topic of interest, and a way to build leadership and collaborative skills” (p. 13).  
RAP, Mini-RAP, and the Tradition of Teamwork
Most qualitative research is conducted by lone researchers, even though the tradition of team research extends back to the beginning of ethnographic research. If joint authorship of articles is used as a rough indicator of team research, less than 30 percent of research is performed by teams (Erickson & Stull, 1998, p. 5). Ethnographic research is generally described as an individual undertaking. Van Maanen et al.(1998) use the phrase "one man, one tribe" to describe the tradition, even as they note the phrase is politically incorrect and historically inaccurate (p. vi). Erickson and Stull contend that the trend is for increased use of teams in the conduct of qualitative research. They suggest qualitative researchers can expect to be on teams with other qualitative researchers and to represent the field of qualitative research on multidisciplinary teams (p.  60). They note that there is a greater likelihood that teams will be involved in applied qualitative research than in nonapplied research.  When teams are used to conduct traditional qualitative research, there is often the assumption that team members will be assigned to different sites and be involved in "different arenas of observation" (p. 18). They refer to a team research effort where team members were rarely together in one place at one time during the two-and-a-half-year study. However, the assumption is that the RAP team will be together most of the time and will work together in data collection and data analysis, including the preparation of the report.
Erickson and Stull (1998) argue, "teams are not necessarily more efficient than lone rangers in getting their work done, but they can be much more productive" (p. 36). The increased productivity results from individual team members seeing or not seeing various things and having different interpretations for what they do see (p. 10). Erickson and Stull suggest that it may not be necessary for team members to see the same things at the same time. However, they imply there are advantages for having the team together and doing the observation at the same time (pp. 18, 38).
There are some disadvantages to a team approach to research. Given that "the cult of individualism is the state religion of academia" (Erickson and Stull, 1998, p. 54), team research may be more difficult to use for promotion and tenure than research done alone. This will not be an issue for practitioners of RAP outside of academia. Team interaction may make the experience frustrating. Potential sources of conflict include differences in personal style, theoretical and methodological disagreements, divided loyalties, competing professional demands, and unclear lines of authority and responsibility (p. 12). The time team members spend interacting with each other may mean less time interacting with the cultural system they are investigating (p. 55). The researcher involved in traditional qualitative research may have a choice of whether to work alone or as part of a team. This is not a choice for the RAP-based research, since only a team can do it.
The use of Mini-RAP to help students learn to do qualitative research is somewhat problematic since many of the students in these classes are preparing to do dissertation research, which still has to be done individually.  Many of my students complete the Mini-RAP activity with genuine appreciation for a team approach to research.  They recognize the advantages of a team in both the data collection and the data analysis phases.  It become my duty to convince them that (a) team work has been instrumental in helping them learn to use new skills that can be used by individual researchers and (b) that when they have completed their dissertations, they can and will in many cases be expected to use team approaches.   
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