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ES 70 YEAR-END REPORT

INTRODUCTION

ES '70 is a cooperative local-state-federal program for the development of

a new comprehensive secondary school curriculum and organization which will
provide an individualized education for each student, highly relevant to his

experience and his aspirations and to the adult roles which he will play, and
economically practical within available public resources.

In May, 1967, the ES '70 network was folmed to devise a program for the

development of this new seeondary school. Participating in the ES '70 Pro-

gram ware approximately 17 representative local school dista-icts across the
United States, 14 state education departments, a number of universities,

foundations, private non-profit and profit making organizations, the U. S.

Office of Education and other federal agencies. The experience developed
under this program is available to all school systems.

The ultimate aim of such a highly diversified, long-range research and

development program is to validate the widest i sible range of educational

processes and procedures. FrOm this rich array of alternatives, local
school administrators should be able to select and Bambino whatever ele-
ments they think are best suited to the needs of their particular community.

Full control remains where it has been traditionallyoh the local level.

In its initial phase, ES '70 has been more inteat on asking Questions than

supplying answers. Nothing !as mole likely to handicap the search for a
superior gystem of education than the presentation of premature answers.
Nothing is more essential to final success than asking the right questions

of all concerned: local, state, and federal government officials, school
board members, state education officers, university educators, school
administrators, teachers, parents--and the students themselves. Thus the

objectives of ES '70 are to radically change the present secondary educe-

-bional program in the direction of a learner-oriented curriculum. Further-

more, the program set out to integrate academic training, occupational
training, and personal development in grades nine through twelve. The

intent also includes the utilization of past, present, and future research

in order to maximize individualized instruction.

In September of 1967 the local ES '70 project was integrated with a
clinical high school model proposed by a group of exTerienced teachers

in their final year of doctoral study at the Harvard Graduate School of

Education.

Four members of the group, together with two experienced administrators
for the Portland School District, one the local coordinator of the ES '70

program, spent the school year 1968-69 planning John Adams High School.
They envisioned a clinical high school in which the various objectives

of ES '70 might be implemented.



A school in which instruction of students, pre-service and in-service
teacher education, basic and applied research, and curriculum development
and dissemination could take place under one roof opened in September of
1969. The school planners were given virtually complete autonomy in
recruiting the faculty, developing the educational program. and creating
an orgarizational structure which complimented the desired goals. Adams
High School is part of the city school system of Portland. Its student
population is diverse. The students come from a wide range of social and
economic backgrounds; approximately 25% of the student body is black.

METHODS

I. Ana_ sis and Orientation of the District

At the outset of the project the coordinator chose to make a concerted
effort to inform the superintendent's staff, state department, teacher
training institutions, and the local high school administrative staffs
of the objectives of ES '70. It was the feeling of the coordinator that
the more the entire district was involved in ES '70, the more success-
ful the final program would be and the greater the chances that the
objectives of the program would be implemented in all of the high schools
in the district.

While seeking to inform loual school administrators, the coordinator
spent considerable time familiarizing himself with current projects and
programs carried on in the district. Each project that had objectives
somewhat common with those of ES '70 was prepared in descriptive form.
This was the beginning of a curriculum materials library, particularly
performance curriculum materials, that soon developed into a large
library representing curriculum materials from all ES '70 districts.

While the curriculum library was in preparation, the coordinator estab-
lisned pnsitive relationships with the state superintendent's office,
Teaching Research of the Oregon State System of Higher Education, and
the Northwest Regional Educational Laboratory. With the support of
these organizations an in-service program was established at Roosevelt
High School to enable the staff to work on a variety of areas comon
to ES '70 objectives. A performance curriculum committee was estab-
lished and the staff began to look at education in terms of a new kind
of curriculum.

Based upon a prototype prepared by the U. S. Office of Education and
with the assistance of the Director of Educational Research and his
staff from the Portland district, the coordinator prepared a complete
aystems analysis and curriculum development project in industrial
education. During the analysis and orientation phase, it was possible
to discuss all aspects of the project with every high school staff in



Portland and to determLne what each school 'flight do to help in theaccomplishment of the objectives of the program. Hoaever, PortlanddisLrict did not get into the curriculum
development phase of theprogram on a large scale until the coordinator was assined to theJohn Adams High School planning team.

II. Planning and Operating John Adams High School

llanaing_Illp School

During the early implementation of the ES 170 project, RooseveltHigh, School in Portland had been tentatively designated as the ES '70modej. school. However, the district had contracted to implement aclinical high school concept prepared by five Harvard graduate studentsin the last year of their doctoral programs.

The objectives for the high school and those of the ES 1 70 programwere so compatible that the coordinator recommended the new schoolshould be designated as tin ES '70 Model School. Following meetingswith Assistant Superintendent Norman Hamilton, Mr. David Bushnelland Dr. Robert Morgan, of the USOE, and the Farvarc2 team, the schoolwas designated as the ES 170 school and the ES '7C coordinator wasassigned to the planning team. During the planning year there wasa great deal of time spent arranging for equiplient, materials, andsupplies to support the program. However, the purpose was primarilyto overhaul the Secondary School Program; therefore, the main thrustof the planning foeused upon:

A. The Curriculum - The planned curricillai goal was to providean educational program that is relevant to the needs andinterests of all adolescents, regardless of their intentionsto pursue fuether education. In order to reach this goalthe curriculum was divided into:

1. The Core Program:
a. General Educauion
b. The Basic Skills Program
c. The Nbbile School Program

2. The Elective Program

3. The Vocational Education Program
a. The Basic Program
b. The Work-Study Program

B. The School Environment - The planned goal was to create aschool environment based firmly upon fundamental democraticprinciples. Areas of connern were:



1. ftudent responsibility and control
2. Individual rights in the school socieby
3. Policy making

4. Information and decision-making
5. The analysis and evaluation of programs
6. The allocatLon of resource- and personnel

C. Institutional Relationships - The planned goal was to empha-
size the fundamental commitE.nt of the school in becoming a
valuable resource to the community, the Portland School
District, and AmaL,ican education in general. Defined utili-
zation of the ES '70 network was essential in accomplishing

this goal.

D. The Clinical Nature of the School - The planned goal was to
make Adams High School a school-based setting for continuous

educational experimentation and charge. There were five
major components designed to accomplish this goal.

1. Preservice and in-service training
2. Research and evaluation
3. Program development
4. Dissemination
5. Reflection and regeneration

Obviously the planned school emphasizes and concentrates upon the school

as the basic unit of change in education. However, it is also obvious
that it is totally inadequate for any one school to undertake such an

ambitious task. The successful implementation of the Adams school and

similar institutions in the ES '70 network or any other consortium could

be a long step toward establishing the necessary inter-institutional
coope7'ation to powerfully affect American education.

The specific John Adams perspectus delineating the planned school is

Appendix A.

Operational School

John kdams High School opened In September, 1969 with approximately
1,300 students (grades nine through eleven). A unique feature for
such ar experimental school was the fact that it was part of the city
school sstem of Portland and served a defined but diverse student

populat2oI. The students came from a wide range of social and economic

backgrounds; approximately 25% of the student body was black.

The school was subdivided into four houses, each containing 250 ran-

domly assigned students. Each house contained a guidance counselor,
a guidance intern., and an administrative aide. The instructional
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staff of the house was comprised of two inter-disciplinary teams of
teachers led by a cur-riculum associate, Tne first contain-id teachers
in English, social studies, and the arts; the second, teachers in
mathematics, science, home economics, business education, and indus-
trial arts. One teacher on each team was designated as leader and
each team nad assigned to it one intern, ore student teacher, and one
aide. These two teams designed, implemented, and evaluated an
instructional program for their house. Every student at Adams was
to spend approxir--tely half of his school day in such a house.

The other half of the day teachers and students were free to devise
as broad a range of educational experiences as their imaginations
allowed. This part of the curriculum was completely elective and
largely individualized, and COUTSCS were of variable size and length.
All faculty members (including interns and student teachers) were
encouraged to offer thair own electives, and there were provisions
for student initiated courses. In addition to those courses taking
place inside the school, an attempt was made to find many different
kinds of learning situations in the community in which students were
able to participate. These might range from work on a political
campaign to tutoring elementary school children to a paid apprentice-
ship experience. All of these activities were to take place under
the sponsorship of the school, carry school credit with them, and
were supervised by someone whom the school designated Associate in
Education. The students entered into these experiences on an informal
basis, committing themselves to a certain number of hours of work and
then evaluated their performance upon completion of the contract.
Students were met periodically with their faculty advisors to discuss
these independent experiences and to decide what kinds of future
activities might make the most sense.

Although there were obvious problems at the outset, the original
organizational structure was maintained as much as possible. (Appen-
dix B)

III. Staff and Program Development

During all phases of the ES '70 project, the coordinator was involved
In organizing or encouraging the origination and maintenance of many_
staff and program development efforts.

seco ndary Ne twork Development

The coordinator and superintendent maintained a continuing relation-
ship with Teaching Research of the Oregon State System of Higher Educa-
tion and the Oregon State Department of Education concerning the possible
formation of an ES '70 secondary network of schools in the State of
Oregon. There was considerable interest on the part of many educational
institutions in the state; however, neither tine nor funds were made
possible to support a secondary network. Planning sessionS included:
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A. Meeting with interested Oregon educators and la.. David Bushnell,
Director of the Pureau of Res:Parch, USOE In July of the first year.

B. Meeting with Oregon Superintendent of Instruction. The meeting
generated a proposal to be submitted by the State Department
outlining Oregon's plan for a secondary network.

C. The coordinator and as istant superintendent met with represen-
tatives of the Oregon State Department of Education following the
submission of the proposal to support the Oregon secondary network.

Although this proposal and planning sessions did not bring into existence
an Oregon secondary network, many schools in Oregon were stimulated to
work together infornially. The notion of a consortium made up of Oregon
institutions is -till very much a possibility pending financial support.

Local and National Staff Development Efforts

Ndny staff members of Portland schools participated in the various
activities fully or partially supported by the ES '70 project. Over
half of the staff members returned to their schools to participate
as instructors and consultants in school in-service programs. The
following is only a sampling of workshops and activities:

A. Local:

1. An in-service program was established at Roosevelt High School
to enable the staff to work on areas of interest. The coordina-
tor of ES '70 worked very closely with the administrative staff
of Roosevelt in this in-service program of performance curriculum.
Members of this committee are working on learning packages in
their fields of interest,

2. A four-week summer workshop was conducted by Nr. Alvin Hulse,
Special Curriculum Project Coordinator, involving ten teachers
from two Portland high schools and students from Jefferson High
School to develop and test performance curriculum teaching
modules for disadvantaged students. The work of this institute
was most relevant to the objectives of ES '70. This program is
being carried on in each of the Portland high schools.

A six-week summer institute was conducted jointly by the Portland
Public Schools and Portland State College In which forty teachers
and counselors from nine high:schools were given the opportunity
to stucty, plan, and prepare materials for youth who are doing
poorly in the present school curriculum and environment. Aca-
demic teachers and guidance counselors were given the opportunity
to work with vocational teachers in teams ds materials and



teaching strategies were discussed and developed. Relevant
curriculum was the major objective. During the 1968-69 school
year, follow-up activities and meetings were held.

4. The coordinator, in cooperation with the Director of the Oregon
Compact, planned a course for training teachers for wrdting
perforrance curriculum. Mr. Chester Moran, Mr. Roger Tunks
and the coordinator served as consultants for these individual
high school courses.

Prior to the opening of Adams, the faculty participated in a
six-week E.P.D.A. sponsored workshop. Sessions included the
use of outside resource people as well as senior faculty mem-
bers. Emphasis was placed upon training, research, curriculum
development, individualized instruction, commuaication skills
and race relations. ParenJ_s and students were also recruited
to participate in a variety of activities.

6. The coordinator in cooperation 'Iith other senior members of
the Adams staff offered an in-service course to about 20
interested teachers who were to be members of the _Lams faculty.
Primary emphasis was placed on giving instruction in the writing
of performance curriculum and the developing of a model of the
general education program.

7. A conference on simulation games in education was sponsored by
the Portland Division of the Oregon Compact Schools. The con-
sultant for the conference was Mx, Jerry Fletcher who is the
Coordinator of Research and Evaluation for Adams High School.

National:

1. The coordinator and four teachers attended the ES 770 Institute
Duluth, Minnesota. One additional Portland teacher attended
the institute and served on the staff. The institue program
concentrated in these areas:

Basic orientation to the ES '70 program
Writing performance objectives and instructional packages

c. Simulation gamee in education
d. Sensitivity training
e. General humanities

The institute provided teachers an opportunity to write a unit
or more of performance curriculum that can be taught in their
classes next year. These teachers served as leaders and resource
people in helping their colleagues learn about and Implement
the ES '70 objectives.



2. The teacher wb attended the ES '70 Reading Institute at
San Mateo is having an opportunity to work in a reading pro-
gram at Marshall High School on a half-tIme basis.

Two senior staff members from Adams High School attended the
"Conference on Computer Assisted Systems for Educatiort and
Guidance" at the H.,rvard University Graduate School of Educa-
tion under the direction of DT. David Tiedeman and Dr. Rhoda
Baruch.

4. Members of the research staff at Adams High School attended a
TEPS sponsored meeting at the Institute of Administrative
Research, Teachers College, Columbia University. The purpose
was to educate and train participants to use an evaluation
instrument emphasizing individualization, interpersonal regard,
creative expression and divergency of thinking, and group
activity. These four characteristics of the educational
setting were viewed as "Indicators of Quality."

5. The ES '70 coordinator, a senior faculty member and a teacher
from Adams High School attended the Western Symposium on
Learning at Washington State College of Education. DT. Jerome
S. Bruner, Dr. Launor F. Carter, Dr. B. F. Skinner, Dr. Neal
E. Miller, Dr. John P. DeCecco and Dr. Paul Woodring gave
presentations concerning "The Application of Learning Prin-
ciples to Classroom Instruction."

6. Two representatIves from Portland participated in a compre-
hensive institute for the training of staff in the implemen-
tation of an individualized program in Willingboro, Mew Jersey.
This was one district's construction of a worthwhile and
energetic program to stimulate development of a comprehensive
in-service program for the network.

IV. Diffusion of Information

One of the most perplexing problems of educational experimentation is
that even when significant developments are generated in experimental
settings, these innovations fail to be generalized to the broader
educational world. The ES '70 network of schools has served, inmost
significant ways, as an information and dissemination mechanism on a
national scale. The fact that Adams High School is of interest to
professionals throughout the nation is indicative of the network of
schools serving as a national communication gystem. The following
items are only a sampling of dissemination activities during the
ES '70 project.

A. A concerted effort wa_ made to inform the superintendent's staff
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and the local high school administrative staffs of the objectives

of ES '70. It was the feeling of the coordinator that the more the

entire district woald be involved in FS '70, the more successful the

final program would be and the greater the chances that the objec-
tives of the program would be implenented in mll of the high schools

in the district. A personal visit was made to each high school to
discuss the objectives of the program with each administrative staff.

There was the opportunity to discuss all aspectJ of the project and
to determine what each school might do to help in the accomplishment

of the objectives of the program.

B. The coordinator has spent considerable time in familiarizing him-
self with the projects and programs carried on in the district.
Each project that had objectives somewhat Conlilwri with those of

ES '70 was written up. Each of these projects was placed on file
with the coordinator and also with Dr. Edward Welling, Jr., E. F.
Shelly and Company, Inc., 866 United Nations Plaza, New York, New

York, 10017.

C. A contact was made with the head of teacher education at each of
the major colleges in the Portland area to inform them of the

objectives of ES '70 and to enlist their cooperation. Teacher
education people in the Portland area seemed to accept the basic
principles of the program with enthusiasm.

D. Several visits w re made to the State Department of Education to

meet with the State Superintendent of Public Instruction and his
staff to discuss with them the objectives of ES '70 and to give
periodic progress reports on the program.

E. The coordinator met with many different groups (loccl and neigh-
boring schools, PTA groups, college classes and research people
to explain the objectives of ES '70 and what part the Portland
Public Schools will play in the project. In preparing for these
presentations materials from other network schools have been
secured and local materials have been developed to make the

presentations more effective.

F. There was distribution of the newsletter and other materials
developed by E. F. Shelley to many Portland and State educators

G. There were meetings with the superintendent and his staff, local
school administrators, and selected teachers to keep them informed

about recent and continuing program developments.

H. There was sharing with other coordinators sources of materials

relevant to ES !70.
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T lnforma-Lion about Portiandis involvement in ES ,70 was sent to
the Oceanside-Carisbad, California Union High School District.

Materials describing the Adams High School pr g_am and outlining
a possible in-service course were distributed to the coordinators
and others at the Houston meeting.

K. Learning modules developed by the Northwest Regional Educational
Laboratory and other maLerials were sent other coordinators and
upon request to special project direcLors.

L. There vas forwarded, upon request, a description of the team-taught
high school program used at Adams High School Le Mrs. Margaret R.
Barry, Program Coordinator, Information Retrieval System, Depart-
ment of Public Instruction, Madison, Wisconsin,

Local newsletters were used to clarify school programs. Ap- naix C.

V. Findingsuand Analysis

At the outset of the project the intere t in the State of Oregon
concerning the principles of ES 170 was rather significant in that
the climate seemed good for the accomplishment of the objectives of
the program.

The Portland Superintendent realized fully as the program continued
that more and more local programs and interests related to the objec-
tives of the ES '70 program and that the prograth had great possibili-
ties for reshaping the secondary program.

Although the program appeared to be moving along reasonably well with
relatively little financial support it was "piece-mearr until given
Impetus by the John Adams High School project. Not only was there a
great deal of planning to develop a different approach in secondary
education but the generation of proposals seeking resources to support
the program was greatly increased. The entire ES '70 project became
centered around the planning and operation of the new ES '70 school.

At the end of the first year of operation a First Year Report was
prepared by the Research Division of tte School (Appendix D). It

is not a complete report of the events of the first year, but it is
a significant analysis of a school functioning with most of the ES
70 objectives in operation. A summary of that report is provided

below.

A. Reports of Department Chairmen, Team Leaders and Counselors

The first major section consists of an analysis of reports sub-
mitted by department chairmen, team leaders, and counselors
discussing strengths and weaknesses of the Adams program. The
particular focus of this section is on the identification of
problems created by the school's organization and program and



the attempl. Le suggest solutions. The firsL ppoblem noted by
department chairmen dealt with the negative effecLs on some
students or Lhe increaed freedom offered at Adams. The problem
was stated in terms of the need to establish a workable middle
ground between the "free" school and the more traditional
"authoritarian" school. Individual chairmen were concerned
about such specific abuses of freedom as poor class attendance,
failure to complete assignments, and excessive hallway noise.
Proposed solutions centered on the development of a more effec-
tive system of pupil accounting.

A related problem noted by department chairmen dealt with the
increased autonomy of teachers at Adams, and the difficulty of
establishing clear lines of connnunication within the staff.
Specifically, the chairmen were concerned about such things
as effective coordination of field trips. They recommended
clearer definition of teacher and administrator roles and
responsibilities and better channels of communication between
the departments and general education.

The counselors viewed their role at Adams as split between two

distinct functions: guidance and counseling. Guidance was
especially difficult and time-consuming in the fall, given the
openness of the Adams schedule and the lack of established

procedures. As the year progressed, a greater portion of time
was spent in career planning with students, and this is one
area where the counselors feel the need of a stronger and more

systematic program.

Another important guidance function which counselors performed
was the evaluation of transcripts in order to communicate
accurate information about student progress toward the comple-
tion of graduation requirements.

As for personal counseling at Adams, this was reported to be
more intensive, time-consuming, and rewarding than our counselors
had experienced at other schools. The one problem area connected
with counseling was the pressure the coonselors sometimes exper-
ienced when caught in the crossfire between a "pro-Adams" student
and an "anti-Adams" parent. The counselors felt that on some
occasions they were inadvertently cast into the role of public
relations spokesmen for the school rather than advocates of the
interests of their students.

The General Education team leaders identified several problem
issues and areas which they felt deserved attention. One set of
issues dealt with composition of teaching teams, more specifically
the roles of age, sex, and experienee as critical variables
affecting the functioning of the team. A related issue focused
on how best to achieve team unity and how to deal with such
problems as personality differenees or different teaching styles



withir the team.

Another problerL sterarffrsd from the incorporation of so many trainees
within the teams, especially since some trainees had college course
work obligations sim,Iltaneously with their teaching obligations ab
Adams. A related problem here was how to achieve effective team
planning, especially given the fact that some team members had out-
side commitments and that planning time and space were limited
duriiv: the school day.

Another set of issues revolved around the equitable assignment of
tasks and responsibilities within the team, and especially on how
to handle efficiently such chores as record-keeping. Pupil evalua-
tibn was a particularly difficult problem, given the desire to
write individaally-tailored comments on each student's progress.

Team leaders were very enthusiastic about the virtues of the team
approach. They felt that teams provided a wider variety of exper-
iences and perspectives in planning and teaching and, further,
that the team setting enabled inexperienced teachers to grow more
effectively.

In items of specific techniques and approaches that seemed to
work best in G. eral Education, the team leaders mentioned role-
playing, simulation, field trips, feature'films, and student
journals.

The chief problems with General Education all revolved around the
difficulty of achieving team consensus on philosophy, goals, con-
text, and methodology.

Attitudes of Adams Students Toward the School

Two studies on students' attitudes toward the school were conducted
to discover how students perceived the school as an institution and
how satisfied they were with the atmosphere we were tgying to pro-
vide. Because it was important to know the ways in which these
attitudes might change thrangh the year, one of these studies was
conducted in December when school had been in session long enough
for attitudes to have been formed and the second in May, towards
the end of the year,

'These studies took the form of interviews and a pencil-and-paper
questionnaire. About 10 per cent, or 130 students, were involved
in. December and again in. May. We asked students in the interviews
and in the questionnaire about their attitudes fn several important
areas: race relations; student-teacher rekionships; involvement
in curriculum; and attitudes toward freedom End student responsibility.

Students' attitudes in each of these areas will be discussed; how-
ever, an overall impression of the responses that seemed most frequent
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might servo 1-1 introducLion. The genera] LmpressiDn wes that
in terms of Lhe affective climate, Adams had made great strides
in humanizing the school. Certainly the students at Adams felt
the sense of community. They talked about the spirit, the atmos-
phere, the variety of school life. They were enthusiastic about
the school community, LJ:ey defended the school againnt criticism
from outside, and thought that students in other schools envied
them.

They talked of their teachers a great deal. Over and over, they
used glowing words to describe the quality of their relationships
with teachers, and were acutely aware of the real possibilities
for close friendships between themselves and teachers. They talked
of freedom a great deal, too. They used the word in describing
classes, too, and the choices given them there, their freedom to
pursue their own interests, and the ways they spent their unassigned
time.

Wher. they were asked how they thought the school had affected them,
most thought that they had learned to take responsibility better,
to express their opinions more freely, or that they had.found it
easier to make friends. Those who thought the school had a detri-
mental effect upon them (about a quarter of the students) thought
they hadn't worked enough, or hadn!t learned enough.

Here are the four main arcc,s, one by one:

1. Race Relations

In May, about 65 per cent of students thought that some re ,ial
problems existed in the school, but most students thought that
race problems at Adams mere much less serious than at other
integrated schools in the city. The students thought that
racial problems had improved over the year; perhaps even more
important, black students mere blamed for conflict much less
than they had been in December. In May, both black and white
students were closer together in their view that both groups
shared some responsibility for what probJems did exist, and
that race relations had improved.

2. Student-Teacher Relationshins

The relationships between students and teachers were certainly
one of the strongest aspects of the school. Teachers were
perceived as helpful, trusting of students, and generally well
liked. The few minor difficulties that seemed to exist between
teachers and students were related to race--students of both
races tended to think that teachers may have treated the other
race preferentially, and black students seemed slightly less
approving of teachers than whites. It should be remembered,
however, that even where disagreements existed, all students,
both black and white, gave much indication that their relation-
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ships with teachers were close and rew, ding. The majority
of all students, both black and wh-ite, felt that no race-
related problems existed between stude its and teachers.

The Curriculum

Students generally see-qed to be quite satisfied with the
curriculum, partledlar4y wiLh the way their teachers conducted
classes. However, the major suggestion wade ty students abeut
how the school could Improve was in the strengthening of
curriculum. The surveys sic° revealed some concern over the
amount that was learned.

The school has done a better job with white students, in terms
of satisfaction with classes, than it has with black students.
The plea for basic subjects and unified classroom activity
was strong among black students. Furthermore, black student
did not seem aq sure as white students that their complaints
were heard. A task remains in making black students feel, as
much as white students, that the curriculum is relevant to
their needs, and that they have a voice in molding curriculum
policy.

For all students, there was indication that there is soire need
to strengthen the intellectual content of tbe curriculum. The
challenge is an intriguing and almost paradoxical one: the
curriculum should be strengthened, particularly in areas of
basic skills, and expectations for _performance of students
should be more stringent, without destroying the relationship
that now exists between students and teachers, or greatly in-
creasiLg the pressure felt by students. The compromise will
be delicate; it may not even be attainable. However, effecting
it is the task we have set ourselves.

4. Freedom and Responsibility

On the whole, students said that they were relatively comfor-
table with the lenient rules at Adams. Most students said
that they had learned to handle freedom, evell though they felt
that it had been difficult to get accustomed to at first.
Black students were apparently somewhat less comfortable with
lenient rules than the white students, and tended to be more
critical of student behavior than white students were. Very
few students felt that they used their free time poorly, and,
about half said that they spent their spare time in studying
or visiting classes. Some concern about class attendance still
remained in May, and same concern about those students who abused
their freedom, but most students very much appreciated the trust
they felt was placed in them, and felt they had made great strides
in learning to govern themselves.
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Standardizcd Test Data

Regardless of the fact that standardized achiewmont tests
measure a very limited range of skills which constitute only a
small portion of the objectives of Adams High Scbool, the faculty
and admihIstration realized that many people regard such test
scores as of key importance and, therefore, attempted a double
admInistration of such tests--once in October and once in May.
The change in test scores rrom October to May could be a'Ari-
buted to Adams.

The data demonstrated that students at Adams grew et a normal
rate, compared to other students in the city, in those skills
demanded by standardized achievement tests. Slightly more than
half (58%) grew at a rate above or equal to tLat of the rest of
the ci the remainder grew somewhat more slowly.

The sr.nple, however, was biased, for a significant number of
the average or slightly I)elow average students failed to parti-
cipate in the testing program. Thus we do not know whi:ther
these students grew more or less rapidly than an equiv lent
group of students in other high schools.

D. Unobtrusive Data

Compared to a control group of schools with comparable st
populations, Adams had a higher average daily absence rate
16.7% as compared to 10.3%. Except for the '_arge number
students who attempted illegally to enroll at Adams and whc
had to be sent back to the high school in their district, therL.,
were no more withdrawals from Adams Ulan from any comparable
high school. In the categories of glass breakage and defacemen4
Adams exTerienced very little vandalism, though in dollar ame Ls,
it ran somewhat above average.

E. Parent Interviews

Seventy-eight randomly selected Adams parents were asked through
telephone interviews to describe changes in the behavior at home
of their children which they attributed to the school. The
interviews were conducted by other parents of Adams students.
The results showed some surprising effects of Adams. Some
fifty per cent of the students were reported to have undergone
a change in the degree to which they accepted responsibility.
Nearly two and a half times as many students changed for the
better as compared to those who became worse, and Adams was con-
sidered responsible for many more of the positive changes than
the negative ones.

Adams was reported to have affe ed the happiness and self-image
of 69 per cent of its students. Of these, 85 per cent were



affecLed in a positive dil.ection, uhile only 15 per cc7it 7:e.re

affected negatively. StudenLs were reported as substantially
less tense, anxious, and frustrated and as substantlally more
relaxed. Three times as many students became less anxious as
bccam2 more anxious, and over half the parents who reported the
change claimed Adams helped reduce anxieLy and frustration. Only

12 per cent of the parents said that the program at Adams he
caused greater frustration for the etudents.

Some 40 per cent of the students were reported to have changed
with respect to their sense of goals in life. Adams was over-
whelmingly said to have influenced the change. Of those affected
by Adams, 86 per cent had a positive change. Only four students
were reported to have regressed.

Slightly more than half of the students were reported to have
had a change in the nature of their interests. Of these, the
great majority changed positively; only one parent reported
that Adams caused his child's interests to decrease and become
more limited. On the negative side, Adams was reported to have
caused a deterioration in the quality of dress of students. Only
a few parents claimed Adams helped their child's manners and
dress; four times as many claimed the opposite.

Two-thirds of the students were reported to have increased in
Oility and willingness to express ideas, and the great majority
of parents attributed the increase to Adams. Only 3 per cent
of parents felt Adams had inhibited the willingness of their
children to express opinions. On the other hand, a great many
parents reported that their children also listened better to
the opinions of others. The number who felt Adams helped their
children learn how to listen was almost three times those who
felt Adams made their children less willing to listen.

Over all, the impression was that Adams had changed the behavior
of many of the students, and that this change was a lasting one,
carrying over outside the school. Furthermore, in every area
except dress, Adams' influence was predominantly favorable, as
seen by parents. It is important that the data collected from
parents of Adams also be collected from parents of students in
other schools to see if the reported favorable changes are unique
to Adams.

CONCLUSIONS AND RECOMMENDATIONS

Although the lack of adequate funding continues to make it difficult for
Portland to move ahead as rapidly as possible, it has been established
that a network of schools randomly scattered across the nation and diverse
in organization, size, and purpose can cooperate in the search for a more
viable and powerful model of educational change, as well as a more effective
educational institution=



Farthermore, it r.ay he conclucied that ouch a n2trork of Lnotitutions can
cooperate in order to concerixate on the interfacings among institutions
and to develop a functioning mozel for a collaborative rorking arrangement
among institutions that allows 'or the expansion of relevant questions
that can be addresd, ahd the pooling and interlacing of resources and
perspectives to address those plobtems. An examination of Portland ,
ES '70 school gives some indication of inherent deficiencies in the
traditional school models for attemptiri, to bring about effective change
in education. The success of the ES project was dependent upon the
resources available to support it, an effective network management system
.and personal facilitating skills of the local coordinator.

Although resources do not in themselves determine success, it became
increasingLy clear that many of the objectives of the project could not
be achieved. If educators are really serious al,' It changing education
through development, implementation, and evaluation, funds should be
allocated for those specific activities. Projects as significant and
all-inclusive as the ES '70 project should be supported with the full
intent that the distr:tct will be able to fully support it as outside
funding diminishes. Enough resources should either be allocated to
compiete all phases or a recognizable and systematic partial support
should be realized with definite stated outcome expectations. Perhaps
a defined program with specific direction is more easily supported.

Specific management goals and a staff to seek those goals could have
enhanced the direction and accomplishments of the project. Too often
the project seemed to be attached to other projects 017 lack national
:direction.

Our local experience with the ES '70 project indicates that, although
'Duch has been done to examine the process of change in the project,
enough emphasis has not been placed upon change within the school
setting. A change model that rests upon the attempt to integrate into
an operating school the functions of curriculum development, research,
evaluation, training, and dissemination has yet to be significantly
examined. Perhaps it is the effective integration of these functions
with ths instructional program that can create a school as a center
for continuirg educational change and self-renewal; and perhaps it
ic such a school that can effectively address the program of '-eveloping_
and implementing a curriculum which educates students for change.
This is a present recognizable goal of Portland's ES '70 school.

A person in thg role of a change agent such as the ES 70 coordinator
needs training as a facilitator of change. He not only needs training
in management techniques and administrative skills, he must manifest
human relation skills. Although there is some emphasis upon training
in new management, few places can be found that make previsions refining
the skills needed by an agent of change. Project staff training should
be considered in the support of most, if not all USOE contracts.
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John Adams High School will open in September, 1969 with approximately 1000

students (grades 9-11.) Although tne school , boundaries have not yet been

determined, it seems likely that the student body will be an extremely diverse

one. Students will be drawn from three existing high school districts - Grant

Jefferson and Madison - and from at least five elementary schools. Conse-

quently the Adams student body will be socially and racially integrated, whi

we believe to be a source of great potential strength.

The philo,,ophy, program, and organization at Adams will constitute a distinct

deparUure from the traditional high school. Adams represents an attempt to

develop the educational equivalent of the teaching hospital; that is, it will

be an institution in which preservice and inservice teacher education, basic

and applied research, and the development of curriculum materials will accom-

pany the instruction of students. This means that the school will, of

necessity, be organized quite differently from other high schools.. It will

have a senior faculty, many-of Whom will hold joint appointments with colleges

and universities, and will require a staff which wants.to work in an atmos-

phere in which training and research will be an integral part of the schoci

life.

The primary curricular objective at Adams High School will be to design LITE

educational program that is relevant to the needs and interests of all adoles-

cents, whether headed for furt"ler education or not. The aims are to break

down the walls between the disciplines and develop problem-centered inter-

disciplinary courses, to widen considerably the range of courses or experiencel

from which students can choose, and to provide more opportunity for students tx

exrloreadult roles and familiarize themselves with the world of work.

Another objective is to create a democratic sense of community within the

school. Adams Intends to involve students in planning their own education:,

to enable stUdents to take Increasing responsibility for the way they allot

their time, and to create a se ol climate in which each student can feel free

to develop in his own way and at his own pace. 'The intent is to avoid a forma:



trac 3 be ry to respond aa much as possible to the needs aftd

interests of the individual. atUdent. Finally, the Dlan is to involve youna

people in the life of the comaunity as mt.ch as r;ossible, which will mean

devioing new waya of using the physical and cultural resources of the city

for Inetruetienal purposes- a," well as bringina creative adults fram all wans.

life into tha echool to work with groups of studenta on a part-time basis.

At the present time the plan is to divide Adams High School into faur houses,

each containing 250 randomly assigned stut.lents, and led by a curriculum

associate. Each house will contain a guidance counselor, and a guidance in-

tern. The teachers in each house will be organized into two interdisciplinary

teams. These teams will have an English teacher, a social Poince t,eneh=w CYI4

either a math or science teacher, one intern, onp student teacher, and one

aide. One teacher on each team will be designated leader. These two team

will deeign, Implement and evaluate an interdisciplinary inabructional pro-

gram for their house. Additionally, consultant groups in the fields of art,

music, foreign languages, home Poor:tom-ion, business education, and industrial

education will work closely with all eight teatas in the development of inter-

disciplinary curricula.

Each student at Adams will spend approximately half of his school day in the

house. During the other half of the day the curriculum will be completely

elective. Students may choose, for example, from four-year sequences in

foreign languages, soleness, mathematics and vocational education, as well

as a variety of shorter term offerings. All faculty members including

interns and student teachers) will be encouraged to offer their own electives

and there will also be provision for student initiated courses. In addition

to those courses taking place inside the school, an attempt will be made to

find many different learning situations in the community in which students

might be able to participate. These might range from work on a political

campaign to tutoring elementary school children to a paid apprenticeship

experience. All of these activities will take place under the sponsorship of

the school and will carry school credit.

If the Adams Program is to succeed, it will require an unusually adaptable and

committed staff. Since the school will be organized into interdiaciplinary
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teani rather than departmen..o, the tea chor whose pririlary loyalty i- to his

subject matter field might well feel unea y in this settinc,. Further, the

teacher who enjoys the privacy of the closed door might find the Adams atmos-

phere uncongenial, for the exrectation is that there will be considerable

emphasis on team planning and anlysis of teaching. Finally, the teacher who

is uncomfortable with students in any sotting other than the formal cla-sroom

would feel out of place at Adams, for an integral part of every teacher's job

runnil group of silleiont-.11 nn informal advis-
will be to meet, recniarly

tiishi 11.

BBS:t
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ADAMS SCHOOL NOTES . Tnfoiwation for Parents
a^"..52.T.

Robert Schwart.z, Principal September 1969

WHAT ABOUT GENERAL EDUCATION?

O The general education program at Adams High School rep-
resents a new kind of-Aearning for nearly all of Adams' 1200
students. There are differences between this program and the m__
standard curriculum to which the students have been accustomed.

O Not unexpectedly, parents and students have had initial
questions about the general education program. Many Adams students
have already been able to make the transition and are finding
general education both interesting and useful. Others, however,
have expressed concerns about the program. The concerns e,!pressed
by students and parents have generally been both fair and legiti-
mate.

O Some of the questions being asked can only be satisfac-
torily answerei with time -- as the strangeness wears off, as we
correct the inevitable bugs of newness and as results can be com-
pared te program objectives. Other questions require the Adams
staff, the students and their parents to reach a common under-
standing of what general education is trying to de and what the
program means for the young men and women studying at Adams.

* * *

What is eneral education all about anywa General education is
a program of study that gives students the content of required
courses -- English, social studies, basic mathematics and
general science, but with a different classroom approach. It-
takes up approximately half of a student's class time.

O General education is a problem-centered course. It is
designed te give students a base of knowledge that is useful
in life; that will help them see the relationship of events
in the contemporary world; and that gives them the skills to
work independently in identifying and solving the problems
confronting us, now and in the future.

An essential part of education is teaching students how to
learn. This means that Adams students will learn to ask good
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questions and to -,cguire and o _an:.ze information, Th,-=--

learn to pursue the solution to problems ana to eommunio
their ideas effectively to others.

will

O We belJ.eve that by pulsuing relevant problems in the
general education program, students will learn the sublet
matter content generally taught in k;nglish, social studies,
science and mathematics -- and then some.

How will students I graded in general education? Adams is attemp-
ting to mQkè evaluation of school_ werk both personal and
useful to the student. We hope that a student, his teachers and
his counselors can meet regularly to discuss how the student
is doing in general education.

O Around the middle of the fall term, each student will
receive a written statement from the general education
teachers with whom he has been working. At that time the
student, together with bis parents, will decide betweer.

(1) Receiving a letter grade in t e course at the end of
the term; or

(2) Taking the course on a credit-no credit basis.

Some students work very well when they know they will receive
grades based on their work. Other students, however, do not..

At Adams each student will be able-to choose one of the
two systems, with the approval of his parents.

* *

Will general education heip_RtIldents who want to o on to eolleig_
General education encourages problem-solving and Individual
responsibility for learning. The staff at Adams is convinced
that this program prepares students more adequately for fur-
ther study than does the traditional curriculum.

O Students with skills in problem-solving and independent
thinking tend to do better on the College Entrance Examinations
regi:ired by most colleges and universities. In addition, the
Adams general education program makes use of traditional sub-
ject matter, so students will not lack prepaation in the
courses that make up more traditional high school programs.

We are giving continuing attention to the issue of college
admissions for our graduates. Many colleges ask for grade
point averages as one way of determlning a student's preparation
for h/gher learning. Adams students can receive letter grades
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if they wi01 The Adams faculta is concerned that Adams stu-
dents not be penalized for being in a program that does not
give letter grades.

0 We have made many inquiries to colleges concerning the
acceptability of studenft who, with the approval of their
parents, choose to receive credits for their work, not letter
grades. We find that colleges are increasingly sympathetic to
new secondary school programs such as ours. Graduates from_
other experimental schools in the country have been welcomed
in colleges. In our own case, Adams has nine faculty members
who hold joint appointments with colleges and universities in
Oregon. These institutions are very interested in our program.

* * *

What about students who are not read-r_to learn. on _their n?
win_tt2y_pLgiven the direction th7 need?_
Will they have enough to do? Student initiative is encouraged
in the general education pregram, but the faculty does not
assume that students come to Adams already prepared to accept
full responsibility for their own education. General educa-
tion is attempting to provide the support, direction and
encouragement that students need, but without the total domi-
nation that so often stifles initiative.

O Some of our students and parents felt, at the outset, that
there was too little homework in general education, but the
first several days were spent establishing our house organi-
zation, setting up student government and getting to know one
another.

Also, our experience the first week highlighted a real
strength of the,general education program. We were able to
focus much of our energy in general education on the problems
and tensions created by disruptive incidents the first day of
school. The students themselves took much of the initiative
and did an outstanding job in solving some potentially explo-
sive problems. Now that the regular general education program
and student projects have begun, students can expect to have
plenty to do.

* *

Sc_Adams is an ex-erimental school How will we know if the=ri-
ment is working? Your Adams High School staff is committed to

continuous, thorough examination of the entire program.

0 There are two trained researchers at Adams who will direct
this evaluation. If Adams embarks on a program that does not
work, we have the resources to.discover the weaknesses quickly
and make the appropriate changes. Rarely in public education
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do you find such an extensive plan for studying a new pr

O In addition, the Adams program is being partially sup-
ported by three major federal grants. Thus, there will be
considerable outside interest-in the program. The research
staff of the Portland School District will also, be involved

program evaluation.

O Past experience indicates that students actually do better
in a new and experimental program. New ideas .give vitality to
the school, its staff and students. We expect th_Ls excite-
ment to affect students and teachers alike.

* * *

O This newsletter represents the firat in a.series of notes
to inform parents, students and faculty about Adams High.School
and to answer questions and concerns. Please ask your questions;
we will make every effort to answer them as rapidly and thor-
oughly as possible.

Cordially,

Robert B. Schwartz, Principal
Adams High School
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Robert Schwartz, Principal October 1969

FREED M AND RE PONSIBILITY AT ADAMS

O Adams High School is founded upon basic principles of freedom and responsi-
bility. The Adams curriculum offers a wide variety of elective courses. Students
can follow their awn special interests within the required General Education program
and, with faculty guidance, can also create their awn courses.

O Adams gives students the opportunity to assume personal reAponsibility for
constructively using their unassigned time.. So far, the vast majority of Adams stu--
dents have demonstrated that they can responsibly handle this freedom. A few students,
however, have abused thuir freedom, and these students have created problems for the
entire school.

Not all students are ready for the kind of responsibili y that Adams offers.
Some students need more direction. We believe, however, that most of our students are
thriving in an atmosphere that gives them more control over their school life. We do
not want to limit these students as we establish mere control over the activities of
some of their classmates.

Whv all_thisjrecdom? Is it reallv_reodfor high sehool students? These are ques-
tions we have heard from many parents, and they are questions we continue te
ask ourselves.

Basically it is our conviction that a primary task of any high school is
to help students take increasing responsibility for managing their own educa-
tional development.

Schools today must teach their students haw te learn en their awn, because
knowledge in almost every field is constantly changing. Our students, as re-
sponsible citizens, will have to cope with these changes in the future.

Educators generally agree that the most effective learning takes place when
the student feels that what.he is learning answers a problem or need that is
important to him. This is the kind of learning that we are trying to encourage
at Adams. We feel it can only take place in an atmosphere that respects the
dignity and rights of the individual student.

* * * 28
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i.horo rn7 liko all schools, op,Drate5 undor rules thtAt

o,sta::1111LJ laturo a"id the Pc-td School Board 'Ii rulos
mainly' oonoorn gar,ibli:cz. drug uso, thoft and vandali ail of
whioiL aro cxpwacluly .corbidda on cchool crop-arty.

O Those rulw3 aro boin- orcod at and alw stiidsst Neho violates them
is subject to susponsion or expulsion.

Violent aote cannot bo condoned in a school. Uhdar current. district policy,
any student engillg in an uepeevoked assault is subject to prosecution An the
owlets ae well es expulsion feoe school. Whenever th'ore has been clear evidence
of unprovoked asseult we hnvo followed the district poliey and will continue to
do so in the futexe.

* * *

students hve un si.crcC. timo? Unassigned tim is .what we call "option
time." During an option period, a student chooses to use his time in a number
of ways:

(1)

(2)

(3)

He can seek and receive personal help with his schoolwork in a
resouroe center, from an individual faculty member, or from one
of his fellow students.

He can work on an individual project.

He can help plan a school activity.

(4) He can relax in the student lounge or _the park.

O The option period is the tudent's time to plan and use to his best
advantage. When properly used, option periods can be the focus for sone of
a studentts most valuable educational experiences.

Although most students are using their option tine eonstructively, me recog-
nize that some are not. We are beginning to establish a system for keeping track
of the way each student spends his option tine.

lee are also taking immediate steps to tighten Lhe schedules of those students
who seem to have too little to do. If you feel your child is not making pro-
ductive use of his option time, please contact his counselor for appropriate sched

ule changes. In extrene cases we are prepared to revoke the privilege of option
tine.

* * *

Cer Adame studerte eo off ca., us derine echool hours? With a few exceptions, an !eta=
student must remain on the school campus during regular school hours.

(1) A student is permitt d to go off-campus during his lunch period.

(2) Students may also leave the campus for special independent study
projects or ...

(3) If they are working half-dgys in.the community as part of the
work-study program. Oft

014.
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We do lavo urr stui)Lto ongggo& in special F.;7ojocts ci the work-stoay proi?yan.

O Fernhill Park, &djacent to th.f, cchool huildiT:z, is considerod pox, of tho
Adams calc:pas duxing a etudentie option tii 1ih peri This decision wos
gado in an effort to :Limit the flo-o of stuaent traffic in the residential and
business wixta8 surrou,dda)E the school.

O There have been probioms in the park. These problems have, in part, stemmed
frJm inadequate adult sffnervision, and we havo recently increased this supervision.

O We hope it does not become necessary to declare the park off-limits to stu-
dents. I& would like the park to be a positive example of the way a sehool and
a neighborhood can shre a comr= rasource.

Since ly,

urkt g
Robo.vt B. Schwartz, Principal
Adams High School
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Robert Schwartz, Principal December 1969

HOW IS THE VOCATIONAL EDUCATION PROGRAM DIFFERENT AT AMS HIGH SCHOOL?

First of all, ALL education is vocational and is designed to help
develop the skills students need to get and hold that first job, whether it
is one they get before graduation from high school or the one they will have
if they attend and graduate from college. Vocational education for some stu-
dents will consist of training in high school to be a secretary, salesman,
typist, housekeeper, service station employee, mechanic, machine operator in
some manufacturing industry or any other of the Ereat majority of jobs that
do not require college educaLion.

Vocational education for a very few will consist of four to eight
college years beyond high school, including specialized preparation to enter
into medicine, law, teaching or other occupations that require this kind of
training.

Vocational education for still others will consist of high school
training plus two years in community college or_two to five years of earning
while a student is involved in an apprentice program,

What exactly is vocational_education? Vocational education iS the education
or training a student receives that will help him gain employment.

Vocational education is not limited to a few classes in high school
or commun-ity college that help to develop special skills needed to get a
job.

Too often, people think that job entry is the only function of voca-
tional education. In reality, vocational programs will enable students to
develop skills that are useful and necessary-for employment, but at the
same time they provide an opportunity to improve all skills in using and
applying reading, writing, computing and working with people.

What vocational ørora ms are offered at Adams Hi h School -Adams has a cool.-
dinator of vocational education, and he is responsible for skill develop,-
ment programs in business education, home economics, health occupations,
werk experience and industrial education.

In business education the students learn how our American business
world werks by studying the laws that applzr to business; general-business
practices of bqying, selling and keeping records; communicating processes
and office procedures.

31
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(1) Students can learn to type, beginning on a manual ty- -)vriter and
advencing to an electric.

(2) Dictation can be learned eAther by studying shor la d or using
dictatinir. machines.

(3) Adding machines and calculators will assist the qturiont in bal-
ancing books in bookkeeping.

(4) Stnts also bec me familiar wIth varl.ous office duplicating
machinosQ

(5) Experience in the student store and the marketing program will
give preparation for sales, buying, merchandieing, display, working
with.the public and operation of the -cash register.

Ala of these skills can be useful to those who are looking for employment
in some phase of the nation's business world or who will go on to college
programs in management or law.

0 The home economics program lots students work with fabrics, learn to
sew for personal use or for the family, and learn to care for fabrics and
buy themwisely.

(1) A student's work with foods includes learning which foods are
bast, how to get the most value for the food dollar, how to prepare
and serve nourishing meals and methods of preserving foods for future
use.

(2) Students will also learn how children grow and how to care for
the sick or injured. Emphasis is placed on discovering soclal and
personal skills needed in life.

Skills and knowledges developed in home economics gill prepare the stulen
for employment in many textile and food industries as well as.some posteions
in the expanding hospitality field of the restaurant and motel industry. It

also prepares students for professional training as home economists.

0 The health occupations program focuses on the knowledge and skill to
Prepare a student for employment as a nurse's aide or orderly upon high
school graduation.

(1) The student will learn the basics of health, the skills of patient
care and professional ethics.

(2) Experiences will include study of the functions of the body, learn,
ing to care for patients in a simulated three-bed ward and finally,
supervised work in hospitals to prepare the student for employment.
There is great opportunity for both boys and girls in this field.

Work experience is a special program which -flows students to work in
industry in place of a half-day of school.

(1) For these wlth special needs or who otherwise meet the requirements,
a half-day is provided in regular school classes. The other half-day is
spent at work, earning wages and learning skills of a particular craft
or trade.
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(2) A ricelsion to enter this program should bp based upon advice

from parents, school oounselor and the job development counselor to

make sure that the work experienee is as valuable as the regular

program.

0 Industrial education has sometimes been looked upol as serving only

the needs of boys, but there are many opportunities for girls as well.

Traditionally, Fertland schools have offered programs in woodworking,

metalworking, drafting and electronics. Adams has these, too, and in

addition, experiences are available in automotive technology and graphic

arts technology.

(1) What about woodworking? A student can develop skills with hand
woodworking tools such as planes, saws, chisels and hammers.

A student can learn to use circular saws, radial arm saws, hand saws,

jointeri planers, surfacers, shapers, mortisers, lathes, drill presses

portable power tools and even a concrete mixer.

The student can work with wood, plywood, concrete, block and bricks

to make items of artistic and utilitarian value.

Construction of these projects often requires application of the skills

of arithmetic, reading, writing and science.

Experimentation with new processes such as wood laminating and eleotronic

wood welding are also encouraged. The student is able to use all modern

wood finishing techniques including spray finishing.

Included at Adams is a laboratory for w)rking with plastics and materials

testing.

(2) WIlat_abeut. metalworking? Students can learn to saw, file, form
and fasten metal with hand tools; to operate sheet metal forming tools

to fabricate items of flat sheet stock; to weld metal with an arc welder

and then test the weld for soundness; 'to develop.skills,with the gas

Meader for brazing, welding and cutting metal; and to forge metal into
usefill shapes, then heat treat the stack and test for hardness.

In the foundry a student can learn how a wooden pattern is rammed into

a sand mold and the molten metal poured into the cavity to make parts

of aluminum, brass or grey iron. Along with this process a measuring
instrument is used to determine the quality of the sand, the mold and t

the temperature of the metal before pouring.

In the machine shop part of metalworking, the student learns to use the

metal lathe, machine flat surfaces on the vertical milling machine,

operate the shaper to cut metal shapes, grind flat surfaces to tolerances

of less than one thousandth of an inch. In the process of doing all

these things, students use skills of arithmetic, algebra and trigonometry

in accurately laying out and measuring all types of metal.

(3) What does drafting offer? Students learn to produce three-view
drawings using equipment like that found in the engineering or planning

division of apy large industry.
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Studtils use lettering eouipnt and printing equipr;=:3nt to makr,1 prints
from original tracings. Nedel-building oquApmen to nako arch"73ctural
models, prototypc,s or experimental dens are a4se available for stu--
dent uro. If a student has a better idea for a roof truss, he can build
a model and test the ideas! Tn addition, students may learn the langupgr,
of automation and punch the cight-traek tapes used in industry to program
rachines. Students thinking of an engineering career will find this area
of study --,ry useful.

(4) What_nbout cl otronicsi Students may test the theories presented
by the teacher and the textbook in actual circuits with meters and oscil-
loscopos. They learn to interpret what the instruments indicate

A range of equipment is provided that will permit the student to go as
far as he wants, from basic oscilloscope moasurement,, to special instru-
ments for plotting graphs, measuring input and output on the same screen .
plotting the complete electrical parameters of any unknown transisto, and
then building circuits around it.

Complete equipment is provided to drill, punch and bend metal into special
forms needed in eloctricitylelectronics.

(5) Whvt about automotive technology?. Students learn to take a small
gas engine apart and put it back together. The program includes work
with automobile carburetors and d4stributers. Other activities include
experiences to rebore engines, grind and reseat valves, align wheels,
rebuild brakes and turn the drums, test alternators, work on starters
and generators, lubricate chassis and chango oil, steam clean and tune-up
automobiles and work with outboard motors.

Emphasis is placed upon learning how to use all kinds of testing equip_
ment to measure what is happening with moving parts and learn the why as
well as the haw. Included will be a chance to work on a pneumatic or
hydraulic fluid fl-rwer test bench to discover the workings of power steer-
ing on hydraulic y-linders.

(6) What is offered in hic arts? The graphic arts program is one
of communication. Students may learn to hand-set type, lock up the type,
set up the press and print jobs on the platen presses.

They may learn to operate various cold-type machines, paste up pages of
oonr, oPerate the camera to copy the material, process the film, make the
plates for the lithographic printing process and finally operate the offset
press to print the job.

A graphic arts student may also learn about various ways of binding printed
material, including stitching or stapling plastic binding and padding.
Students ay also use the silk screen process to print all kinds of materials.

Adams parents are cordially invited to visit the school and actually see
the vocational program in operation. Please make arrangements with Leroy Wallis
the coordinator of vocational education.

t 3,1
Robert B. Schwartz, Principal

24 Adams High School
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PRINCIPAL'S_ FOREWMIR

The report that follows is an attempt to assess the progress of

John Adams High School and to present enough of the data on which

assessment is based to enable others to engage with us in a discussion

and examination of this assessment. Because this report has been pre-

pared by our own research staff, it inevitably reflects our own values

and biases about the role of public schools in a democratic society,

and thus about which kinds of evidence are more important than others in

assessing our progress.

Although the general goals of Adams High School are discussed in

the opening section of this report, it mdght be useful here to make

explicit some of the basic assumptions and premdses on which the school

was founded.

We believe that the schools are the single most iMportant public

institution in a free society, and the single best gauge of the health

of that society. Because schools and society are interdependent, it

is difficult to consider the present state of American education with-

out also discussing the condition of the larger society.

We believe that American society is in, a profound state of crisis,

a crisis precipitated by factors too numerous and complex to be corn-

pletely elaborated here. At the root of the crisis, however, is our

failure to anticipate and therefore be able to cope with the conse-

quences of change.

J. Robert Oppenheimer once wrote that change is the one thing that

is constant and predictable in the twentieth century world; as we pre-

pare students to move into the twenty-fIrst century, this observation

should prove even more accurate. Change is the essential fact of

American life today. Our national genius for scientific and techno-

logical progress has succeeded in creating a world that in crucial ways

is nearly out of our control. Our very survival as a people depends upon

our ability to apply the new technology to rational and humane ends.

It is our view that the primary mission of public education today

is to prepare students to cope creatively with the forces of change.

This means that the schools themselves must reflect a continuing com-

mitment to look analytically at their own structure and values in order



to maintain a climate where the focus is continually on change. Adams

High School has as its explicit mission to be a center for the continuing

study and generation of educational change.

The implications for schools are substantial. Ne must educate

students for action, for enlightened problem solving. We must turn

out students who have learned how to learn new knowledge and skills

We need to develop skills of adaptability, flexibility, and openness to

change. We need to train students to be independent and self-directed,

and yet be able to function as part of a problem solving group. It is-

these skf.11s that Adams is seeking to teach its students. This year-end

report indicates our first steps along the way.

The problems inherent in attempting to evaluate the effectiveness of

a school as complex and experimental as Adams are enormous. The most

critical Questions we should ask of a school have to do with the quality

of life its graduates lead, and these questions can only be answered

over time. This report i intended as the first in a continuing series

we hope to issue, and one of our research goals is to follow our gradUates

as they proceed into further education or the work force in order to

determine the long-term effects of the school.

Of the short-term kinds of questions that this report addresses,

the most detailed, interesting, and significant findings have to do with

the kinds of attitudinal changes the school has breught about in its.

students. We believe that these findings are important for at least

two reasons, First,,there is a tendency in most educational.research

to attempt to measure only what is most easily quantifiable, and thus

there is a disproportionate emphasis to achievement test score8.

Academic achievement is certainly one important criterion of a school's

effectiveness, but it is not the only criterion. Most schools share

our concern with helping students to grow in such areas as social

responsibility, interpersonal relations, respect for cultural and

racial differences, and the development of a sense of identity, and we

hope that other schools will follow our lead in collecting data from

students and parents on these crucial questions.

The second argument for emphasizing the importance of changing

student attitudes is the close relationship between attitudes and

achievement. It is our contention'that such educational critics as



paul Goodman, Edgar Friedenberg, and John Holt have been essentially

correct in their view that the overall climate or atmosphere of a

school may have a stronger effect on student learning than the formal

curriculum. Uhless students feel good about themselves and believe

they can have some impact on the scholl environment, it is unlikely

that they will be able to devote their best energies to classroom work.

One final word: this report is more candid than most such reports

mithe.differential impact of the school on black and white students.

If our schools and our society are to make faster progress in the area.

of race relations, we must develop the habit of describing things as

they ar?, not as we would like them to be. We are proud of the progress

have made at Adams in developing a truly integrated school, but this

report reveals that we have much work to be done. In this, as in all

other areas of this school, we believe that progress can only come after

the frank recognition of problems. The value of this report, and of.our

commitment to ongoing evaluation at Adams, is to help us identify

problems so that we can mobilize our resources intelligently in order to

find.effective solutions.



THE GO'IJS OF AD

INTRODUCTION

HI H °MOM,

The report which folio s, though entitled EiLEIyt242.2ezIEL

of_John_Adams High School, is by no means a complete report of the

events of tLe first year. The report was compiled by the Research

and Evaluation section of the Clinical Division, and as such is

oriented toward the presentation and interpretation of systemati-

cally collected "hard" data. Either because developments have

not yet existed long enough to permit careful study, or because

sufficient manpower was not available for their study, many of what

we intuitively think were th:3 most interesting and exciting devel-

opments at Adams are not reported here.

Such events are best described in personal case studies or nar-

-
rative accounts of the experience of being at Adams. These im-

pressionistic and personal reports are necessary for the full under-

standing of the impact that the school has had upon those who have

participated in its first year; though they were not appropriate

for inclusion here, we have been collecting such reports from faculty

and students, and will make theM available in the future. We

anticipate that the key insights from such accounts will provide

the basis for-sYstematic'studies to be presented in subsequent

year-end reports.

T3hile the section below is written in the past tense, since

it describes the goals we sought to implement last year, it should

not be assumed that. these goals no longer pertain. On the contrary,

.
we continue to seek ways to realize them thia year.

The primary goal of Adams High School was to provide an educa-

tional experience relevant to the needs and interests of all adol-

escents, regardless of their intentions to pursue further formal edu-

cation. Some essential aspects to the notion of relevance are that

students would learn esponsible and personally fruitful management
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of their own time and resources; that they would develop the capa-

city to make choices; and that they would accept ultimate respon-

ibility for their own educational experiences.

To support this goal, the curriculum of Adams High School was

intended to provide a wide variety of course choices, both in and

out of school, including the opportunity for a student to develop

his own educational program, and to maximize the opportunity for

student responsibility by insisting that the student make choices.

The one required course of study, General Education, was to be an

interdisciplinary, problem-centered course of study which also pro-

vided much opportunity for student choice, and:responsibility.

The commitment to fundamental democratic principles and the

development of a capacity to work within those principles to effect

environmental change was seen as an equally important goal for

students. To aupport this goal Adams strove to create E. school

environment based on fundamental democratic principles: that the

basic rights of all individuals would be respected in the school

society, and that those affected by any decision would partici-

pate in, and share responsibility for, that decision.

A third major goal was that students should experience and

explore a fuller range of human relationships than is typical in

schools. Adams sought to create an atmosphere which would make

possible the enjoyment of relationships between young people and

adults which were less formalized, rigid, and hierarchical than the

typical student-teacher relationship; which would expand the usual

roles of students and teachers to include mutual respect, genuine

concern, and friendship.

To support this goal, students in most instructional experiences,

particularly General Education were heterogeneously grouped in

terms of ability, race, sex, and age; and time was provided for a

variety of informal contacts and groups. Adams also abandoned many

of the traditional school rules which created artificial barriers

between adults and students.



GOALS FOR TEACHERS

The goals of Adams High School with respect to teachers were

quite naturally closely intertwined with its goals for students.

The primary goal was to enable teachers to grow, both as persons

and as teachers, through their work at Adams. To support this goal

Adams sought to create an adult community within the school char-

acterized by: active participation in decision-making; open ex-

change of experiences and information; constructive response to

criticism from any member of the school community, whether colleague

or student; commitment to the continuing analysis and evaluation

of all activities; the development of open and productive working

relationships, particularly in team situations.

GOALS FOR TRAINT610

The training component of Adams was designed to support the

premise that adults too must be learning and growing within the

school context if they are to have the capacity to enable students

to learn and grow. The basic axiom of the training component was

that the most effective preparation for any occupation occurs

when the trainees perform specified tasks, under expert supervi-

sion, in the actual work setting. The intent of the training pro-

grams was to provide systematic, field-centered training programs

for personnel at all levels of educational competence. Programs

should provide the pre-service training necessary for novices to

qualify for vocational roles in schools, and the in-service train-

ing to permit movement from one level of the staff hierarchy of the

school to another.

Adams strove to create a training program in which trainees

could observe, analyze, and practice the skills requisite for func-

tioning within a professional role; and one in which the certifi-

cated staff would act as models for trainees, thereby analyzing and

improving their own professional practices.
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GOALS FOR RE E. CH AND EVALUATION

The fundamental goal of the research and evaluation component

was to develop the requisite procedures and support to insure that

ultimately the effectiveness of every activity of Adams could be

determined as part of the routine functioning of the school.

This goal implies that all decisions made in the school should be

based, as far as possible, on systematically collected data.

Since many of the other goals of Adams involve Choices and deci-

sions, the research and evaluation component is best seen as a

mechanism to support these goals. The intention was that carefUl

inquiry into the nature of teaching and learning become an accepted

part of the professional commitment of all members of the staff.

GuLs WITH RESPECT TO THE COMMUNITY

One of the basic aims of the school was to involve the corunity

actively In the formal education of its children. In support of

many of the other commitments to diversity of experience and in-

creased choice, parents were to play a viable role in affecting

the policies of the school; the resources of the community were to

be brought into the school; and the boundaries of the instructional

activities of the school were to be extended into the community.

In addition Adams had certain goals with respect to a parti-

cular outside community: the school district itself. These were

to become a center for training personnel in special or advanced

skills and competencies for the district, and a center for educa-

tional experimentation where pilot programs could be implemented

and evaluated before they were adopted by the district as a whole.



DESCRIPTION OF THE CHOOL: 1969-70

This section is intended to provide a broad descriptive over-

view of the structures in the school and the range of activities

pursued last year, to serve as a framework fbrthe understanding of

the evaluation sections to follow.

John Adams High School is more than an ordinary high school.

t is premised on the notion that it is both possible and desirable

to create a single institution--the school itself--in which various

aspects of education and educational change can be integrated. These

aspects include the instruction of students, the development of curri

ulum, pre-service and in-service training of education personnel at

all levels, basic and applied research, and dissemination. A school

incorporating all these elements becomes more than a school; it be-

comes the unit for educational change. This is the aim of Adams High

School.

A description of each of these aspects, as they existed at Adams

in 1969-70, follows.

THE ZNSTRUCTION OP STUDENTS

osition of he Student opd d Staff

Approximately 1250 students, in the freshman, sophomore and

junior classes, attended John Adams in'1969-70. About 20% were

black, and the range of soeioeconbmic backgrounds of the student body

as a whole was extremely wide, with a fairly high proportion of students

coming from poor families--Adams was named a Title I school. The

school served a broad _gepgraphic area, with students coming from

the inner city as well as rural areas north of Portland. The district

included sections of what previously had been the Jefferson, Madison

and Grant districts. The staff, selected especially for Adams, was

largely drawn from teachers in the Portland area, and consisted of 79

certificated teachers and administrators, 16 aides, 114 secretaries
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17 full-time trainees, as well as the custodial and food service

stafifs.

In an attempt to alleviate the feelings of Impersonality and

anonymity which can result in a school as large as Adams, the student

was randomly divided into 4 smaller groups, or subschools, called

Houses. The counseling, student accounting and recordkeeping, and

General Education programs were conducted within the Houses. Each

House was led by a Curriculum Associate, a new career position for

teachers, with responsibilities for administration of the House and

curriculum leadership in the development of General Education. Two

teams of teachers, made up of four certificated and four noncertificat-

ed adults, and led in day-to-day implementation of curriculum by two

Team Leaders, (another new position), were directly responsible for

the teaching of General Education to the approximately 312 students

in the House. About two-thirds of the staff was responsible for

curriculum in the elective programs outside of the House, though

each teacher had at least nominal membership in one of the Houses.

After a year's trial of the House system, its advantages were

outweighed by its costa in terms of the inevitable administrative

complexity and duplication of labor which accompanied decentralization.

In addition, with the increase in numbers as Adams gained a senior

class, the House threatened to become too large. Therefore, the

four Houses were replaced in 1970-71 with seven instructional teams,

and student accounting and record keeping were centralized to one office.

The School CtIrriculum

General Education

General Education was a non-graded course of study that gave

students the content of the required courses of English, social

studies, basic mathematics, and general science but with a radi-

cally different classroom approach. The course was taught by inter-

discio,in ry teams of teachers and required approximately half of

a student's class time. Rather than engaging in the systematic



study of the various disciplines, the focus of General ._ducation

was on the solution of relevant problems, Students might address

themselves to problems ranging from developing the skills necessary

for finding and keeping a good job, to the problem of solving the

racial tensions existent within the school, or the city, or pos,

allay to the problem of developing a strategy for stopping the pulp

mill polluidon in the Willamette Valley of Oregon. An adequate so-

lutim to any of these problerns required that the student probe the

content of, and learn the skills appropriate to, several of the tra-

ditiamil disciplines.

Students evaluated their own progres1 through the maintenance

of personal journals, which made up a required part of their course

of study. P:pendent study, student-initiated projects, and tutor-

ing programs were encouraged, and students frequently participated

actively in teacher planning sessions.

Skill developments for the student with deficiences or for the

student seeking to polish a particular tal,mt, was addressed in Gen-

eral Education, and adjunctively through resource center programs

in reading, writing and mathematics. These programs, developed and

implemented by certificated teachers and aides, provided small group

and individual skills instruction on a full-time baslis.

This instruction, while providing the foundation for a skills

program, was not sufficient to meet the needs of many Adams stu-.

dents. Therefore, the skills program has been much augmented for 1970-

71, and th::: curriculum more systematically developed, building upon

the beginning made by the resource center programs. In 1970-71 the

basic skills program will be required rather than recommended.

The Elective Program

Adams offered the full range of elective courses one would

expect in a completely equipped modern comprehensive high school.



The Industrial 'EAucation offerings were especially varied, and on

a level which would assure job entry skills in many areas. Because

of the extensive equipment of the Industrial 1,ducation wing, and the

instructional abilities of the staff, the school served as a vocation-

al training center for other North area high schools.

Flexibility and student involvement were as consistently sought

in the elective program as they were in General -1:ducation.. Students

were encouraged to pursue areas of special interest whether small

group discussion of group dynamics or a oneto-one tutorial in com-

puter mathematics. Some electives provided opportunities for school

and community service, as well as Job experience.

Six-week "mini" courses were offered, as a way of providing

variety and encouraging exploration in unfamiliar subject areas.

These were enthusiastically received, and a few students initiated

and taught minicourses, under the supervision of a tepeher.

The Mobile -,hool

Developed as a pilot program the Mobile Sc_ool served sixty,

self-selected students as an alternative to the General Education

program. Not designed for the academically poor student alone, it

did seek to develop an. educational experience that met the needs

and interests of a broad variety of students who found school total-

ly irrelevant to their lives. The Mobile School was also intended

to develop and refine a curriculum based on the view that the ed-

ucation of youth is truly=a community affair; it used the resources

of the community not only for the basic substance of the curriculum

but also for a substantial amount of the instruction. Students travel-

ed by bus into the community for a series of field study experiences,

which focussed uponeontemporary social-political problems. The pro-

gram had to be discontinUed before the end of the year because of lack

of funding.
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Counseling and Special Programs

The Guidance and Counseling program was an integral part of

the operation of each House. Each of the four counselors was attach-

ed to one of the Houses, and worked closely with the Curriculum Asso-

athaa. Counselors/ offices were decentralized to insure proximity to

the House, and counselors p-rticipated in curriculum planning meetings

of General Education teachers, which in most cases increased 000pera-

tion between teachers and counselors.

Counselors were encouraged to take active roles in the instruc-

tion of students in those areas in which they had expertise, and

several group counseling classes sprung up under the direction of

counselors. Though Adams had no senior class, the college counseling

program, under the direction of one half-time college coordinator,

was active, and included college visitations and an evening forum for

parents. The Guidance department also undertook training responsi.

bilities as two counseling interns were trained under the supervision

of experienced counselors,

The Adams staff included one full time social worker, and a

full time community agent, and they worked very closely with the

counselors and Curriculum Associates.

Special programs included Special Achievement, which served

approximtely 30 young people, and a program for deaf students, which

served approximately 12. There was very close cooperation between

th3 teachers of these progr=s and those from the regular programs;

joint use of facilities, with combined classes, were f7aquently plan-

ned and several students from the regular program worked as assistants

to the teacher of the deaf.

The School Enviornment

Student ktespons±bility

42
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An assumetioh of the administration of Adams was that the in-

struction of students should not be limited to classroom insGructien.

On the contrary, the expectation of active participation in the school

as a democratic community, the social experiences provided by a racial-

ly and economically mixed student body, and the expectation that atu

daits could and should take increasing responsibility for their own

educational development were intended to be as instructive as the for_

mal:ourriculum.

Students at Adams were therefore permitted a great deal more

freedom of general movement and control over personal educational

decisions than is typical. For example, during a student's unassign-

ed time he could visit a class, make use of one of the several re-

source centers, work on an individual project for credit, or relax

in the student lounge or the park. Students were expected to attend

their classes, and those who did not attend regularly forfeited class

credit, but the general attitude of the school staff was to take as

nonpunitive a stance toward attendane and minor discipline problems

as practicable. Conferences with the troubled student and his parents,

counseling help, and flexibility in arranging his class schedule were

methods used to help studentscqpe with attendance problems far more

than suspension from school. Students who showed no improvement in

their attendance patterns were referred to the juvenile court, but

only after other approaches had failed.

These unusual responsibilities for self-governance put a heavy

burden upon the studente and the process of learning to manage free-

dom was painful for many, though only a very few students did not re-

spond to the challenge. Because students were expected to take re-

sponsibility for their own actions, teachers at Adams were not gen-

erally regarded as law-enforcers. Perhaps because of this, relation-

ships between teachers and students were a remarkable aspect of the

school climate. They were almost universally friendly, informal, and

warm. Many teachers and atudents prized these relationships as deeply

rewarding new experience-7.



School Governance

While the ultimate responsibility for the operation of the

school resed With the principal, Adams developed a form of govern-

ment which insured widespread involvement of students, teachers, and

administrators. It was made up of an executive branch, the Admin,

istrative Cabinet, and a bi-cameral legislative body, the Faculty

Senate and the Student Senate.

The Cabinet included the princiP4 vice-principal, program

coordinaters(research, teacher training, social services, vocational

education, ES '70) and Curriculum Associates.

The Faculty Senate was comprised of 15 members elected from

the teaching staffs of all four Houses, and from the secretarial,

custodial, and food services staffs. Trainees, though empowered zo

vote, were nobeligible to serve as faculty senator's. The term of

office for senators was 2 y7,,ars, and the Senate elected a President

frol: among its members. Some adjustments were made during the year

to insyre representation from all areas of the school.

The Student Senate was a body of 40 students, 10 elected from

each of the Houses, to represent that House. The President of the

Student Senate was elected by the student body at large, and the group

was advised by the Activities Director.

As thd year progressed, it became apparent that this system was

flawed in many respects. The student senate consumed a great deal

of time with internal quarreling, and by the end of the year had be-

come virtually powerless, as the quorum necessary for a vote was

seldom present at meetings. Tension between the faculty senate and

cabinet was fairly extreme, with confusion and conflict about what

constituted the proper purview of each group, exacerbated by difficul-

ties in communication. It began to appear that the existence of sep-

arate groups tended to accentuate differences and bases for conflict,



1 2

as the groups te J. to react against each other rathir to find

ways to cooperate. As an attempt to facilitate cooperation and com-

munication, the Principal's Council was established by the Principal,

acting upon the advice of a study committee made up of administrators,

students and faculty, and chaired by the President of the Faculty Sen-

ate. This council, consisting of representatives of Administration

and both Senates, replaced the Administrative Cabinet.

Though the Principal's Council was established too late in the

year to provide c sufficient test of its effectiveness, it seemed to

promiso more efficient government than the previous system, while

still involving all constituencies of the school community. The coun-

cil operated as a clearing housc, and determined the appropriate

groups for dealing with various issues. Other changes in the system

of governance will be required, as the four Houses have been replaced

by teams.

Community Relations

Community Forums and Parent Advisory Groups

As an attempt to insure that parent opinion would be reflected

in policy regarding the instruction of studer ,s, a series of Commun-

ity Forums was established. The first was hele. during the summer be-

fore school opened, and was followed by four others during the school

year. Forum topimincluded the General Education program, issues of

student freedom and responsibility, college entrance, and vocational

education. The meetings were enthusiastically attended. The usual

format was a progress report by the principal, or a presentation by

guest speakers, followed by questions and discussionfrom the floor.

Then parents usually met with the Ourricu um Associate and teachers

from the House of which their children were members, for small group

discussion.

Out of th -e meetings, Parent Advisory groups for Houses were



formed. The parents and teachers from each of the Houses met in a

series of evening meetings, usually bi-weeklywhjoh were arranged in-

dependently, House by F Ise. These served as a valuable opportunity

for exchange of views, conferences around specific problems, and

better communication between parents and teachers. In many cases

the House curriculum was directly affected by parental wishes and

advice. These Parent groups supplanted the schoolwide meetings, and

to a large extent also supplanted the schoolwide PTSA.

The Community School

Organized by the Community Agent to serve the adult ;educational

interests of the community, the Community School was operated two

evenings a week, and offered a wide range of classes to any interested

adult or young person in the Adams neighborhood. These courses were

free', with the exception of some fees for materials, and included

sports activities, craft and skill courses, and academic subjects

such As literature and psychology. The staff, made up of regular 1,dams

teachers and an occasional student, worked.on a volunteer basis.

This nrogram, primarily designed to.serve the wider community, also

offered additional opportunities tor Adams students to take credit-

bearing courses.

The program enjoyed great popUlarity from the very beginning,

and the chronic lack of sufficient funds was overcome in part by the

dedication of volunteer teachers.

CUiJM DEVELOPNENT

An institution Liesiring to remain innovative must be capable

of the continual generation of new programs and procedures, and must

be able to adapt qual_cy programs developed elsewhere Uo its own set-

ting--Adams attempted both these tasks last year.



General Education_

Since many of the Adams programs were experimental, virtually

all instructional personnelweze engaged to some extent in develop-

ing curriculum materials and instructional strategies. This was

particularly true of the General Education prograri) which faced a

massive curriculum development task. To create a problem-oriented

curriculum which successfully integrated the diverse subjects of

English, social studies, basic mathematics, general science, and

health was difficult enough; to provide such a curriculum for groups

of students heterogeneously mixed by race, age, and ability was enor-

mously more difficult.

Two of the General Education teachers were reliLved fro-_ ach-

ing duties in the middle of the year, and assigned the task of coor-

dinating and collecting curriculum innovations to be used in General

Education. Not only were these ideas gathered from sources outside

the school itself, but viable curriculum units developed within the

House teams were recorded and made available for adaation by other

tecIfi. To facilitate exchange of ideas and to offer support for the

creativity required for the development of new curricula, a weekly

seminar of General -.,Lducation teachers was organized, and led by the

two aforementioned teachers. One major acComplishment was the devel-.

opment of schoolwide programs which centered upon ecological concerns,

and which culminated in activities organized for Ecology Day.

Pro ess Curriculum Viorkshop

Another group of teachers both General Education teachers and

those from the elective areas, beginning in January, met on a weekly

basis.to devise ways of incorporating Such techniques as role play

and improvisations into the curriculum, as well as to explore pos-

sible ways to utilize fantasy, personal feelings of students and the

social relationships of class members with the aim of making the cur-

riculum more relevant to student concerns. This group, called the



Process Curriculum Workshop, also at empted to deal with the prob-

lems specific to curriculum in the racially integrated classrooms.

Project React

Several Adams staff members were involved in two specific cur-

riculum develppment pre4ects in cooperation with other institutions.

Project REACT, of the Northwest legional r3ducational Laboratory, was

designed to develop materials to demonstrate the uses of computer

technology in instruction and administration, Many materials which

came out of this project were developed, tested and revised Li Adams

staff members and students.

Vocational_ Clusters

Throue a grant from the State Department of iducati n to

Oregon State University, a mechanical cluster curriculum in testing

and measurements was written and implemented at Adams. This pro-

ject was part of an anticipated continuing curriculum development

effort to individualize the vocationla education curriculum.

PRE- 411VI 7 TRAINING

The focus of the pre-service trajning Tprograms at Adams was to

provide in a school setting traininff, programs for personnel at all

levels ot educational competence. This implies for many trainees a

much earlier immersion into the active life of the school than is avail-

able in other models of pre-service training, with a differentiated

Pattern of assumption of reEponsibility.

The particui r training models of the school varied. However,

all adhered to the principle that the most effective preparation

for any occupation occurs when the trainees perform specified tasks

under expert supervision, in the actual work setting. In addition,

since the core training staff members had joint appointments with



cooperauing universities, recognized practicum courses and methods

seminars relating directly to the students' classroom experiences were

taught at Adams. A cliJical training setting was provided in which

trainees observed, analyzed and practiced the skills requisite for

assumption of a professional role. Many of these trainees occupied

positions of considerable teaching responsibility, while receiving

supervision from more experienced professionals.

A large part of the preservice program centered in General

Edu ation, where supervision in teaching and curriculum development

was provided by the Currieulum Associates and Team Leaders.

The following chart will provide an overview of the training

responsibilities undertaken in 1969-70, and show how the program

was developed fc,.. 1970-71.

19(9-70 1970-71

Portland State University Student Teachers 29 .
48

Master of Arts in Teaching:

Reed 7 6

Lewis and Clark 2 2

Portland Urban Teacher Education Project

Oregon State University

Student Teachers:

20 20

Business Education 4

Home Economics 2

Other 2

Students in Residence 8 12

Counselor Interns 2

Administrative Interns

New Careerists
6

Career Opportunity Prog am 3

Other Programs

Students from OCE 72

Nacalester College 1



Master of Arts in Teaching Prgram

Ten candidates for the Master of Arts in Teaching degrees

were trained in coordination with Reed College, Lewis and Clark

College, and the Harvard Graduate School of Education. In addition,

two nandidates for the Master's degrees in school guidance were train-

ed, in cooperation with Harvard and Portland State University.

Since these programs involved colleges which shared personnel ap-

pointments with the school, Adams was able to provide a much more

complete field,based experience than is typical.

Student Teacher_lroaml_

This program, which trained 29 student teachers in various

fields, was implemented in cooperation with Portland State Univer-

sity. Since two of the Adams staff had joint appointments on the

Portland State faculty, a high degree of cooperation in program

coordination Tas possible.

Portland Urban Tqaeher Edu .ation Projec

This training program, funded by a grant under section B-2

of the Education Professions Development Act, was sponsored jointly

by Adams and Oregon State University. The thrust of the program

was to supply needed teaching personnel for inner city areas, and

the majority of the twenty trainees were black. These trainees,

most of whom held bachelor's degrees, and who had been engaged in

various professions other than teaching, were both attracted to a

profession sorely needing their spncial skills, and given the oppor-

tanttyto earn certification through this program. The B-2 program

was Adams' most highly developed example of how teacher training

can fruitfullY be shifted from the University into the school, as

the entire program of university level courses leading to basic

teacher certification was carried. on .in the school itself.



The Junior Aide Progl

In January, 1970, a comprehensive pre-service training sequence

in vocational education was instituted. Initially the program train-

ed prospective industrial education teachers from Oregon State Uni-

versity. These "junior aidea" receive six credit hours of technical

training at Adams, together with six professional credits and three

hours of seminar credit on problems of inner-city schools. In the

spring the vocational training program was expanded to include the

training of student teachers and interns in most of the vocational

areas.

INSE1WICE MAINLIG

The Summer Institute3_1969

Before the school opened its doors in September, the entire

staff was involved for six weeks in an Institute, funded by the

'LAucation Professions Development Act. It was during this insti u e

that the demanding tasks of the formation of teaching teams and the

development of curricula were begun.

Other Inservice Programs

Other inservice programs included those mentioned above under

Curriculum Development (the General J-education seminar and Process

Curriculum Workshop), as well as a hace Relations Workshop.

Communications groups, in which all members of the staff par-

tieipated in May were small (12-15) randomly selected groups, whose

task was to find ways to knit the faculty into closer relationships,

recommend administrative procedures to enhance communication, and

diapel rumors. These groups were felt to perform a necessary func-

tion, and many of their recommendations, including continuance of

the g oupst were followed.



Consultants, provided for by the EPDA grant mentioned above,

were brought to the school at various times during the year, and

included Terry Borton (who launched the Process Curriculum Workshop),2nd

Ralph Mosher, an Associate Professor from Harvard University. A Port-

land psychiatrist, Dr. Boverman, contributed his services from time

to time as a consultant.

Much inservice consultation was provided by George Anderson and

other members of the Industrial Manpower Center of Antioch, California.

Their techniques of communication and education, particularly as they

applied to the education of the disadvantaged and potential dropout,

reached almost every member of the Adams staff, for they worked with

each of the four Houses and with many classroom groups of students and

teachers as yell, on a continuing basis through the spring.

Inservice training has been much expanded for 1970-71. Not

only are some members of the staff being trained as educational re-

searchers and clinical supervisors, communication groups are being

continued, Team Leaders meet in a weekly seminar, the Process Cur-

riculum Workshop and Race Relations workshops are being continued

and enlarged in scope, and members of the faculty have begun to devise

new courses.

BASIC AND APPLEin RESEARCH

The various programs undertaken by the research division were

the evaluation of the various programs herein reported; for this

reason, the nature of the activities of this division will be clear

from the report itself, and there is no need to repeat a list of its

functions here.

DISSEMINATION

Aware that one of the most perplexing problems attendant to school-

based experimentation is the failure of successful innovations to

generalize to the broader educational community, dissemination has



20

been a major concern at Adams, and has been facilitated in various

ways.

Adams was designated as Portland's ES '70 school. As such,

it was one of a national network of schools devoted to curriculum

development and experimentation. A full-time coordinator of the

ES '70 program insured nationwide sharing of innovations at least

among the schools that made up the network, through its newsletter

and conferences of the coordinators.

Joint Appointments

Statewide dissemination was facilitated by the ten joint appoint-

ments held by Adams staff members with surrounding colleges, uni-

versities and research centers. Since these appointments required

part time work at institutions other than Adams, the opportunities

for sharing problems, successes, and insights were many. Ten indi-

viduals at Adams had outside affiliations:

Name Position Outside Affiliation

Lawrence Ayers ES '70 Coordinator USOE

John Parker EPDA Coordinator OSU, Lewis & Clark

Allen Dobbins Teacher Education Coordinator PSU, osu

Jerry Fletcher Research & Evaluation Coord, Teaching Research

John Williamson Development Coordinator N.14'.Reg. Educational
Lab., Teaching Research

Leroy Wallis Vocational Education Coord. OSU

Patricia Wertheimer Social Services Coordinator ()SU

Edward Gottlieb Curriculum Associate PSU

George Flittie Curriculum Associate Reed

Parimaz !"%1,-subian Curriculum Associate Lewis & Clerk

Pre-Servic1-122gIljaiLLIEnECIIT.

Because Adams trained exceptionally large numbers of prepro-

fessionals at various levels, many of whom have subsequently been
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hired by Portland Public Schools and other districts, it was able

to have some impact ueon education through these trainees.

Perhaps the most successful program in this regard was the B-2

training program, since through the campletion of this program, the

number of qualified black teachers working in Portland's integrated

schools more than doubled.

The .Ldvisory Council_

An advisory council made up of representatives from the State

Department of 2Aucation, Portland State University, Oregon State

University, University of Oregon, Lewis and Clark College, Reed

College, and Teaching Research met twice during the year to review

the progress of the school. The administrative staff on both occa-

sions described to theMe-the state,of the school and listened to their

suggestions and reactions.

Public and Professienal Appearances

Approximately 100 presentations about the goals, procedures and

progress of Adams were given last year to church, civie, and pro-

fessional organipations, as well as colleges and universities, both

in Oregon and in the Northwest area. Formal speeches were delivered

to such diverse audiences as all school administrators in the state

of Minnesota, and the taxpayers of Vancouver, Washington. The prin-

cipal appeared several times on local television programs, and on a

nationally televised discussion program.

Visitations and Publications

Articles and publications by others about the school cannot be

called part of the Adams dissemination program, since the content

and accuracy of these statements were frequently impossible to control.

However Adgms received national attention, through the following
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publications:

Newsweek:"John Adams High: .Best Around, " February 16, 1970. p 68.

American Education "Portland's Unconventional Adams High,"
John Guernsey, May 1970.

Atlantic, "High Schools That Thork," Charles Silberman, August 1970.

peaders Digest, "Bold New Directions for U. S. High Schools,"
Arlene Silberman, August, 1970.

A program of visits to the school was coordinated last year,

and the school received an average of 200 visitors a week from No,

vembEr to May. These visitors included members of the local community5

local and visiting professional educators, and students from other

schools. Approximatny 75% of the visitors were college and univer-

sity students and educators from outside the Portland metropolitan

area. Visitors came from 18 states and 2 foreign countries.

Two major publications were written by the Adams staff which

served a dissemination function:

"The School as a Center for '-ducational Change: A Prospectus"

available from John Adams High School and

Curriculum Bulletin: "The Clinical School Program," Coll
of Education, University of Oregon, Eugene, Oregon 97403,
November 1969. Cost: $1.00 through John Adams High School,
Portland, Oregon or the University of Oregon, Eugene, Oregon.
The Library of Congress Catalog Card No. 66-64621.



OVERVIEW OF EVALUATION PROCEDURES

During the school year 1969-70 the Research and Evaluation sec-

tion of Adams High School eonsisted of two neople--one who worked

half time at Adams and half time at Teachinq Research in Monmouth as

an Assistant Research Professor, and another who was paid full time

for work at the Northwest Regional Educational Laboratory and Teach-

ing Research, though his office was In the Adams building. There were

no other staff members and no budget for research and evaluation work.

Under these circumstances, the institutievos capacity for the

gathering of evaluation data was necessal,ily k_remely limited. The

data collected and reported upon here deal with only a few of the

school objectives, and are essentially descriptive. The particular

methodologies used for collection and interpretation of each set of

data are described as the data are presented.

In addition to shortage of personnel and financial resources,

other factors affected the performance of the Research and Evalua-

tion section. The school district lacks statistical or data process-

ing capacity permitting the use of information in school oPeration-

No resources were available for punching of data on cards, or for

writing programs to accomplish even simple statistical routines;

furthermore, no resources were available for hiring this work to be

done elsewhere. Even though the district's central research office

provided sUbstantial support, there was no budget available for ma-

chine processing capability.

Another more sUbtle problem existed: since research data has never

been provided for school use, those in decision-making positions in

the schools are not acaustomed to basing their decisions upon care-

fully gathered data, and therefore, processes of decision-making de

not provide for data-gathering activities.

MUch has been accomplished to overcome the shortcomings of the

1969-70 research and evaluation program for 1970-71, particularly

in the integration of research into the ongoing operations of the

school. The Research and Evaluation staff now includes seven half-

time people, three of whom have come from the Adams FTE allotment,
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and four from federal grants. However, data processing capability

remains inadequate, and until this shortcoming is overcome, the re-

search and evaluation program will not be as effective as it could

otherwise be.

se
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REPORTS OF ,DEPARTMENT _CHALRMEN4_ TEAM .LEADERS AND CQTJNSELORS

In June all department chairmen and team leaders were asked

to submit a yer:-end report of their department or team's activities

and problemo during the year. Department chairmen elected to write

individual reports. Some team leaders were interviewed; others

wrote their reports.

The individual reports were compiled into two summary reports

by the Research and Evaluation staff: one on the electives

(department chairmen), the other on the General Education Program

(team leaders). The summarles attempted both to identify consistent

problems and to suggest possible solutions. The summary reports

are presented below.

DEPARTMENT CHAIRMEN

While most of the problems mentioned by the department chairmen

are not new, their mention should serve as supporting evidence for

any decisions that are made.

A Problem: ntal Effects of Increased Freedom for Studen

Mbst departments expressed concern over the greater student

freedom. The problem was seen as one of finding a middle ground

between the "free school" and "traditional authoritarian school."

There is evidence to show that many departments found the studentr

teacher relationship more favorable than at other schools, and that

this could be attributed in part to the freedom experienced by the

students. /et, at the same time, numerous programs showed signs

of suffering educationally because the students' attitudes toward

their responsibilities in the school were not yet mature enough

to make use of the freedom. Department chairmen suggested the

irresponsible attitudes might, in fact, be supported by the lack

of controls and demands placed on the students.



Specific Examples:

a. MUsicpermissiveness caused students to have poor attendance

in class, rehearsals, and performances.

b. Health OccupationsStudents failed to complete assignments,

attend class and keep appointments.

c. Special EducationHall noise (etc. ) caused extr e problems

with Special Education students.

Physical EducationAttendance poor. Serious conflicts

between physical education classes held outdoors and

students in halls, stairways and Park.

e. Foreign LanguageAttendance poor. Field trips caused

additional absentees. Students failed to complete homework.

f. ArtStudents failed to act responsibly toward materials,

supplies, and projects.

g. Business Education--Attendance a serious problem in beginning

typing. Some students could not work independently on

programmed materials.

S.ecificSolution s Which Seem to be Indicated:

1. An accountability or control system must be developed to

keep students not in class from disturbing classes which

are in session.

2. A field trip procedure must be developed that mill provide

two safe-guards: (a) to guarantee that students under-

stand the consequences of missing school and their respon-

sibility to make un class work; (b) to guarantee that

all teachers concerned have advanced warning of the pending

field trip.

An attendance system with accountability procedures which

required teachers either to have students in the classroom

or to know the location and activities of students working

independently would seem to be more beneficial to some

programs than the improved student-teacher relationshins

which greater freedom seemm to have brought about.

Oft



A Problem: Locked Ro- s and Lack of Locked Sto a eFacilitI
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Six of the ten departments reporting expressed the need for
storage facilities that can be locked to protect supplies, equipment,

class projects, and materials. Teachers, by necessity, need to share
rooms; however, it appears that there is no way to leave supplies
in the room and guarantee their safety. Part of this problem may
be tied to the unusual key distribution system. Teachers are either
forced to carry a large number of keys or must leave the doors

un:ocked for the next teacher or look up someone with a key. The
storage space in the rooms cannot be locked.

Specific Examples:

a. Health OccupationsStudents lack responsibility toward
supplies.

b. Special EducationNo security of st red ma erials or

items in the classroom.

c. Physical EducationLoss due to stealing was high. Required
carefUl policing by teachers; poor security on storage areas.

d. Foreign LanguageLoss of supplies due to nonexistent storage.
e. ArtProblems controlling and protecting supplies.
f. Business EducationProblem of security of supplies and

small equipment items.

§pecific Solutions Which Are_ Indicated:

Provide locked storage cabinets in most not all)
classrooms.

Change the key system. Set up master keys for various

wings of the building, and for certain groups of rooms
used by teams or departments.

A Problem: Basic S 'lls Deficiencies.

Two of the departments (and the only ones that would have

cause to discover this situation) noted a serious deficiency in
students' abilities to use basic skills.

Oe
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a. Health Occupations--Students lack skills to read, write

and speak.

b. Business EducationStudents type the way they speak (e.g.,

...present tense.) Need basic skills to qualify for

business world.

1. Insure that a basic skills group develops a program which

will provide a necessary training for students in the

basic skills.

Develop a program that will provide coordination between

teachers that will aid in the identification of students

with basic skills deficiencies.

A Problem: Teacher's Res onsibilities toward_Students and Toward

Each Other..

There were a number of types of situations created by the

increased teacher antonomy and student freedom at Adams which were

not adequately addressed. These were particularly the question of

who was responsible for groups of students when they were on option

time and free to circulate and assemble where they wished; inadequate

communication about various different programs in the school; and

conflicts between programs when two, independently, had planned

conflicting activities.

Specific Examples:

a. Health Occupations--General Education teachers unaware

of Health Occupation Program and the importance of the

program.

b. Special Education--No one would help control hall problem

(outside classroom.)

c. Physical Education--Discipline problems from s udents

outside of physical education classes.
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d. Foreign LanguageField trips pulled students out of class.

Art-Faculty did not use art department.

S ecific Solutions Which Seem to be Indicated:

1. The role and responsibility of teachers and administrators

must be clearly spelled out.

2. A program must be designed to provide communication between

all teachers so that all personnel have an acquaintship

with the various programs in the school.

A need for a field trip procedure. (See above

Favorable Re arks:

a. Health OccupationsGood relations with outside community.

Students enjoyed school "this year,"

b. Special Education--Good situation established with elective

programs...students made to feel part of the "normal

community".

c. Physical EducationGood units for the girls on personal

defense; boys on weight lifting; races worked together

in harmony.

d. Home EconomicsMorale good between staff and students

Seventh and eighth graders from St. Charles School provide

a good opportunity for students at Adams to tutor.

e. Art--Nini program effective.

f. MathComputer and resource center successfUl.

g. Health--Keep it in General Education.

h. Business Educat onLow drop-out rate in shorthand.

THE COUNSELORS

The goals of the counselor could be listed in great detail but

basically consisted of facilitating relationships between students

and teachers, students and peers, flarents and teachers, and some-

times teachers and teachers in order to reach the optimum climate

( Be



for growth as individuals and as a school. The emphasis was on

assisting the student to accept himself as a worth-while person

who is able to live in some :kind of harmony with himself and others.

The job of a counselor at Adams fell into two broad areas:

"Guidance" and "Counseling".

Guidance

Considerable effort was required during the fall to stabilize

scheduling procedures end to create a system of accountability to

produce a smooth operating school. The lack of established procedures

and the different schedule at Adams caused confusion, frustration,

and anxiety for the students, teachers and counselors. By spring

the scheduling problems were identified and many corrected so that

forecasting for 1970-1971 was accomplished efficiently.

Career planning and education planning were handled on an

individual basis for part of the year. lath' the appointment of

a College-Scholarship Co-ordinator during the year, a

system began evolving that will provide information cn the various

Programs and opportunities that are available to students. There

is a need to develop a program at Adams that will provide information

on the various vocational programs and opportunities available for

our students.

Much time was required to evaluate and notify students of

graduation requirements. Especially pressing was the need to

evaluate junior students to insure they would qualify for graduation

in 1971. The problem was compounded because of transcripts coming

from a variety of schools and lack of information on a student's

past academic patterns.

Counseli

The staff seemed to have greater demands for counseling service

than had been experienced in other schools. They made an effort to



be identified as being "helpful persons" and feel this is part of

the reason for the increased demand.

One important area of personal counseling that occurred fre-

quently was dealing with a conflict between parents and students.

Generally the situation was one of parents being 'uptight" with

Adams and the student being "pro-Adams." One counselor made the

following intuitive perception of this type of conflict:

"The counselor became involved at the request of c(,unselee
or parent; however, the party requesting counseling service
was interested in using the counselor in the power struggle "

The counselors often found themselves on the firing line for

what would be considered "public relations", generally with parents

either singly or in groups.

Other areas of counseling that were unique to Adams dealt

with such topics as how General Education related to familiar

programs, concern over traditional grades and the Adams evaluation

system; also, for some students it was necessary to explore the

difference between "freedan" and a "license to do what one wanted".

The openness of faculty and staff provided an atmosphere for

students to be comfortable and to feel free to express concerns.

As a result many personal problems were brought to a "head",

brought out into the open. Tbe counseling staff felt that the

problems usually were not caused by Adams High School.



TEAM LEADERS

in an attempt to disoover the problem areas of the various

teams interviews were conducted of a sample of team leaders and

core teachers. In addition an analysis was made of documents

that were produced by all teams during the year.

A Problem: Variation of Team Com
d-Team Teaching Pr

osition Permanen
dure.
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rganization,

A great deal of varIation in team composition took place

throughout the year. Teams worked in roups of two or three to

seven or eight. In one house the seven-member teams stayed together

for most of the year. in another, one triad stayed together for

most of the year. In yet another, one triad stayed together for

half the year, and this became the nucleus for a full seven-person

team In the last eleven meeks. In soms cases the team concept

was more of a content planning experience, with each of the members

to cover a specific part of the problem. The students were split

up and rotated through the team's teachers who were more or less

on their own as to how they executed the plan. In others, teams

meant more than one teaoher working simultaneously with a group

of students.

It should be clear that a number of the models of team ooeration

which eventually developed were rather different from the seven

or eight person interdisciplinary team which ori3inally guided

the notion of having teams in General Education. This was, of

course, to be expected. Genersd Education was too new a concept

to be rigidly bound by a particular model, and experimentation

was encouraged.

However, from an inquiry point of view, an aereement to attempt

run General Education teams along one, or two, or three specifie

models of team operation mould be lost. Such an attempt mould



generate data aboLt which kind of model seenn to work best for

what kind of situation. Necessary modifications in the specified

models, after a sincere attempt to run the team according to the

model, becomes then a valuable contribution to knowledge about

team operation.

The above data indicated the need for some discussion of the

following issues:

1_
1. Which models of team operation seemed to work best for

what kinds of situations?

2. What should the ideal model(s) of team operation for

General Education be?

How many models should be permitted?

1 i

Such discussions are con inuing.

A Proble f2&_-,1-Et_122._EaPP_Eitn" as Fa° ors in Compositi°n
of Teams.

In the orginal model of team composition there was some attempt

to seek balance in terms of experience, age and sex. In all teams

where the composition became unbalanced, some problems developech

Problems of supervision on extended field trips resulted if there

were not equal numbers of men and women teachers. Experienced

teaehers on teams which were made up largely with inexperienced

teachers found that additional effort and responsibility was

required. The two female team leaders faced some problems in that

role when dealing with male team members.

Que tions raised:

1. What should the sex/age comp ition be?

2. Which combination aopears to work most east successfUlly?

3. What would be the most desirable way to deal with the

issue if serious difficulty in team operation seems to

stem from age and sex factors in the composition of teams?
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4. Should sex/age factors be taken into account in the selection

of future teams and hiring of personnel for year three?

A Problem: Temn Unity.

The problem of team unIty elicited very strong respon.ses,

both negative and positive. Most of those interviewed indicated

the crucial necessity for teams to pull together if they were to

be suecessful. In answer to the question "Did the team pul:.

together?" the responses ranged from "very well" to "a disaster".

A variety of reasons were given as being factors in the prob:em,

such as

Incompatible personalities of individuals, such that it

made team unity dif-i_cult to impossible.

SoMR members insisting on doing his her own thing.

Disregard by some of the feelings of other individuals

on the team.

d. Lack of acceptance of responsibility toward the team ef7ort.

e. Copping out on team tasks.

f. Ego tripping at the expense of team effort.

Diffe ences in style, technique, and methodology caused friction

within some teams. Lack of understanding in clear terno of the

team's goals and/or ways of achieving those objectives were given

as reasons for disunity.

Another factor mentioned several times was the dual nature

of intern traineee' obligations toward the parent college course-

work/classes and their obligations to the Adams program and the

team effort. This resulted ta some team members not showing up

for planning sessions, or luaving early before plans were completed,

and therefore, not really being "with it" when the team tried to

execute the plan.

There appeared to be a correlation between the extent of team

unity and the length of time the team worked together. Those few
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teams whose membership remained intact through most of the year
experienced a greater degree of team unity than those teams' that
changed around after each unit or grading period.

Because of the stated ,concerns of team leaders and team teachers

as to the importance of unity within the team, it would seem important
to examine some of the following questions:

1. What are the factors that enhance team unity?
2. What are some symptoms of disunity within the team?

When the team can't won't pull together, how will it be
handled?

4. What, if any, are the effects on learner outcomes when
the team is "not together"?

5. Cari,the problem of intern trainee oormdtment be resolved?

A number of these questions are presently being confronted.

A Problem: asmIalJirlias.

A correlation between the extent of umIty within a team and
successful team planning is evident. On those teams which were
unable to pull together, planning was difficult and in some cases
very frustrating. Good planning had some of the following ingredients.
Team members:

a. "Knew where they were at."
b. Bad general agreement on objectives and methods.
c. Worked out philosophical differences easily and with

minimal friction.

d. Were punctual and stayed with the task until completed
and workable. (This ingredient was reported to have a
corresponding high energy drain and time sacrifice.

As the more successful t arm gained experience in t am planni
the task became less onerous and less time consuming.

74
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Two special issues were most often men ioned in connection

wi h planr' . Time and space.

The Time Factor:

When planning was held during the school day, it was often

cut short due to special bell schedules, and always limited to

one 40 mdnute period. This was reported to leave planning "up

in the air" at the "ring of the bell".

When planning time was held at the end of day, it often

extended into the -vening, sometimes beyond 6:00 p.m. While this

gave more time to plan, team members were exhausted from the day's

teaching with consequent loss in team planning efficiency.

Phisical Environment for Planni -- Team planning rooms were less

than suecessful as an environment for efficient planning. Reasons

given were:

a. Too noisy, too crowded.

b. Excessive interruptions by students, visitors, other

teachers.

e. The telephone in planning rooms that had them was a

source of annoyance during planning sessions.

Teams often nund it necessary to find other areas in which

to plan: Resource Centers, unused rooms (not available for the

second year), faculty lounge, and the faculty dining room were

some of the alternatives. Some teams found it helpfUl to meet

and plan away from Adams. (Again a sacrifice on time, and an

energy drain.)

Sinca it was agreed that successful planning wae very important

to succesefUl teath teaching, these problems raise these issues:

a. Can planning take place if the team is "not together"?

If so, how? 'What are effective and efficient ways to

reach agreement on objectives and methods?
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b. What is the best way to deal with philosophical and

ideological differences among team members?

0. How can punctuality and attendance be handled if it becomes

a problem?

d. Can anything be done about the problem of interns'

priorities?

e. Can the srheduling of in-service courses for staff, as

well as trainees, be done so as to minimize planning

interruptions, particularly for teams operating late in

the day?

For the second year all of the team planning operations are

concentrated in one large open area. The in-service General

Education seminar is attempting to resolve a number of these

issues.

A Problem: Assignment of Tasks on the Team.

The assigning of individual tasks to team members was hand ea

on some teams by the team leader. on others, each member took

responsibility for some phase of the nuts and bolts type chores

on a volunteer basis. The latter seemed easier in smaller groupings,

such as teams of three or four, when people knew what had to be

done and went ahead and did it. On larger teams, tasks were

generally assigned. The major difficulties reported were:

a. Team members were assigned or volunteered to do certain

tasks and did not deliver.

b. Some team 71embers were not pulling their weight or were

copping out.

c. Some team members were absent or late when a specific

input was planned, and uere not filled in by the team

leader or team members.

d. The "let George do it" attitude.

On some teams these diffoulties were overlooked or ignored,

mith some team member picking up the slack and letting it ride.

74
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Two teams reported this as a source of real friction on the teams

which was never successfUlly resolved. This raises come issues:

a. How will the assignment of tasks be handled?

b. Should the team leader come on as the "heavy" or is it

the group's responsibility to deal with a malingerer?

How should each do it?

c. How can a team fill in members who had to be absent?

Again these clues ions are under consideration.

A Problem: Record.

Attendance, journals, notebooks, and pupil evalua ion were

handled in a variety of ways by the different houses. On some

teams these were done by the team leaders and curriculum associates;

on others it was handled by sbme menter(s) of the team. Attendance

and credit records particularly demanded a large portion of team

leaders' time and energy. Generally, team teachers took care of

notebooks, journals, and evaluations of students. Where small

groups were rotated through several teachers on the team the

evaluations became more complex and difficult.

There did not appear to be any pattern or "best way" to handle

these reoordkeeping chores. It was stated, however, that it is

imperative that time be allotted in the schedule to take care of

this problem. One house gave up their legal holiday on Nbvember 11

to do evaluations. Team teaching would seem to imply team evalu-

ations; therefore, the necessity of some kind of "duty free"

evaluation day to accomplish the task.

Since no clear method showed as being better than another,

eadh team will undoUbtedly work out its own. But it is foreseeable

that some difficulties may arise. The following seemed to be some

areas in need of clarification:

a. Mho has the ultimate responsibility for reeordkeeping on

the team?
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What kinds of records will be kept by teachers and team

leaders? Curriculum associates? Counselors? How will

this be coordinated?

c. How about the "evaluation day" problem? Can this be

worked into the schedule?

d. Are some types of records going to be kept by counselors

in the counseling area, and others kept in team offices

in the lower quad? Possible communication problem here!

e. Will there be a clear division of labor on the team for

recordkeeping?

Would a unified method for all teams be desirable?

Major improvements in the centralization and standardization

of records have been incorporated for the second year of operation.

A Problem: The Effectiveness of Team Teaching Over the Self-
Contained Classroom

Most teachers and team leaders who participated in the team

approach saw many more advantages in the team method. Those most

given were:

a. Teams provided a wider variety of experiences and input

in lessons and problem solving.

b. Teams provided wider perspective on approaching a problem.

a. Team teaching was seen as better for teacher growth.

d. Trainees were offered a wider variety of experience in

different teacher methods and styles.

e. Teaming required a greater amount of teacher self-discipli-,_e,

which was valuable.

f. Working more extensively with adult colleagues in the same

room, as well as in planning, was seen as valuable

g. Teams provided the opportunity to interact and learn from

one another.
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A Problem: E2222EaUSS-NIID-2atzl-alist Areae:

The question of participation by the specialist areas in

General Education programs brought divergent responses ranging

from "excellent" to "impossible".

Generally when requests for assistance fram specialists were

made, it occurred on a one-to-one basis, rather than through a

department. Some teams made little or no demands on specialists.

Some teams utilized a variety of assistance from specialist areas.

Singled out as particularly helpful to General Education projects

were Individuals in graphic arts, drafting technology, wood

technology, home economics, art, men's physical education. Tbis

is not necessarily intended to imply that other areas were less

cooperative. It may be simply that cooperation was not feasible

or possible at the time.

The general opinion was that there should be a greatel degree

of interaction between the specialist areas and General Education

teams for the unique contributions that specialists can offer for

the improvement of the entire school program. It appeared that

these questions might be looked at by General Education teams:

a. What is the best way to achieve cooperation between General

Education teams and specialists,

b. Should specialists be assigned on a part-time basis to

General Education teams?

c. Should specialists be selected on the basis of possible

partnership in the General Education program?

Is it realistic in terms of schedule demands and class

load to expect specialists to be able to participate

meaningfully in Gene:cal Education projects.

e. What are some methods of closing the so called "real or

imAgined" communicatlons gap between the areas?
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A Problem: Use of_ Media Center._

If there was any area in which there appeared to be general

agreement, it was the feeling that the cooperation and service

rendered to the General Education program by the Media Center was

generally excellent. Again as in other areas, the extensiveness

of use seemed to correlate with the more experienced and long-lived

teams. This was particularly true of large scale simulations. The

most often mentioned useful contributions by media were:

a. Lifting and replay of network programs of merit.

b. Fiscording of simulation experiences and replay of same.

c. Fisplaying of video tapes to several small groups simul-

taneously.

cL Extensive use of films filmstrips, and other visuals.

e. Use of graphic artist productions.

Taking into ai fount the difficulty that equipment was not ready

to go at the start of year, service and use appeared to accelerate

as equipment became usable. Some teachers expressed some concern

at not being able to use media to a greater extent and indicated

lack of efficient team planning as the reason.

In view of the fact that seven teams will be operating during

the second year, it seems likely that demands on use of media will

be greater, so:

What method of scheduling services ad equipment would

be most efficient?

b. Would it be desirable for teams to have certain basic

equipment assigned to it,e.g.,sound film projector, overhead

projector, record player, tape recorder, slide projector,

and these stored in the area of use?

c. Can media center personnel be included in team planning

of a particular unit where there would be extensive use

of the service?



ne al Education Experiences That Seemed Successful

Some teams had success with role playing in Large Groups.

Teacher participation in the role play and interaction with stvdents

in Large Groups was thought to be of real value. With other teams

role playing was thought too difficult in Large Groups and confined

to medium or small groups.

Simulations in Large Groups worked well with several teams.

Use of television media was thought to be an important stimulus

to wider student participation.

Frequent field trips out of the building to downtown Portland

and in the Adamslcommunity for such things as surveys, was thought

by some teams to be a valuable way to utilize community resources

in the General Education curriculum.

Good full feature films in large groups, such as Raisin in

the Sun, The Pawnbroker, and Lord of the Plies with good follow-up

discussion was deemed valuable for several teams.

Utilization of the full range of skills and abilities of

team members, allowing for a rich variety of input, was valuable

to the team and the students.

Use of student Journals was a successful function with several

teams. Instant feedback from the student, reactions to a particular

presentation, student feelings about a particular experience allowed

for immediate corrections or revisions of team planning. It was

also felt to be a more personal line of communication between student

and teacher.

The inclusion of students in team planning sessions worked

very well with some teams. This gave same students a sense of
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participation in curriculum content decisions and methods of

operation. It also provided teams with valuable input from the

students point of view as to how well or poor a particular

presentation was executed. It also helped to increase trust and

rapport between teachers and students.

Some Areas Repoited to Need Further Development

Teama need teachers from diverse academic backgrounds, able

to reach out of their specialties and generate inquiry in a broad

spectrum of areas.

Team members must share a sense of commitment concerning

ideas, content and methodology of the General Education program.

Trust and sense of humor are thought to be important to

successfUl teaming. Some consensus in philosophy eld ideology

without hindering the creativity and individuality of the individuals

was stated to be important to team success.

Some teachers felt frustrated because they wanted to team

teach and have a large group experience but could not because the

composition of the team did not permit it.

Conclusion:

ts aunima.-y is au attempt to raise some questions about the

events, both good and bad, of General Education during the past

year. Because the four houses were given a large degree of autonomy

in mode of operation, the results of this observation shows many

differences in the way groups operate. The issues raised provide

a starting point for continuing improvement of our General Education

program.
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ATTITUDES OF ADAMS STUDENTS T
THE SCHOOL ENVIRONMENT

One of the major hypotheses which guided much of the planning

and operation of Adams High School from the very beginning was the

belief that until there were major changes in the nattire of the

environment of a school, tinkering with what happened inside a

classroom could not have much effect. We believed that in terms

of relative impact, a student is certain to be much more powerfully

influenced by the way the institution forces him to behave, by the

way it treats him, than he is by the particular "instructional" ex-

periences which happen within the classrooms.

After the disorganization and disorder of the first few days

had abated, it was clear that the atmosphere at Adams was different

quite markedly so. Students were mobile, active, often noisy. In-

formal groups of teachers and students could be seen talking in-

tensely in the halls at all times. While uncontrolled or destruc-

tive behavior was quite rare, the freedom, the movement the bustle

was not what one ordinarily associated with schools.

The key question became, was the new environment an education-

ally sound one, an improvement over the traditional school environ-

ment, or was it merely different? A key component of such an assess-

ment was the attitudes, the self- °ports, of the students in the

school. We had written objectives which identified changes in

student wotitudes which would be indicative of a healthier educa-

tional atmosphere. A systematic attempt to ascertain students'

attitudes toward the school was in order.

Interviews were selected as the instrument most likely to yield

the richest information. Questions were developed to tap attitudes

in certain key areas: student-teacher interpersonal relationships;

race-relationships; involvement in curriculum; parents' attitudes

toward school; attitudes toward rules and freedom; and attitudes

toward the house system.
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One hundred students were selected at random. Sixty intefviews

were conducted by twelve staff members -- five interviews apiece.

Subjects were assigned to interviewers randomly, except that no

student was interviewed by a staff member from his house. This

was done to minimize any feels a student might have in being

completely :rank.

Sixty interviews were conducted twenty were individual inter-

views; twenty were in randomly combined groups of three students;

and twenty were in friendship groups= the original student and two

friends he selected. In this way the sixty interviews reached

140 students -- 100 from the original sample and the forty chosen

friends. The group interview was used in the hope that tne chance

for students to argue and discuss their points of view during the

interview, and to centribute to each other's answers, might pl-oduce

more interesting and complex answers and tend to reduce the influence

of the interviewer. Interviews took from forty minutes to something

over an hour. A total of 133 students were actually interviewed

during the month of December, 1969.

ummarv ol the December In erviews

The data from the interviews were coded and tabulated. However

for the purposes of presenting this set of data, a summary narrative

appears most appropriate.

The general impression was that in terms of affective climate,

Adams had made great strides in humanizing the school. Certainly

the students at Adams felt the sense of community. They talked

about the spirit, the atmosphere, the variety of the school life.

They were enthusiastic about the school community -- they defended

the school against criticism from ,outriide, were infuriated at un-

favorable publicity, and thought that students in other schools

envied them.
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hey talked of their Leachers a great deal. Over and over,

they used glowing words to describe the quality of their relation-

ships with teachers. They were acutely aware of the real possibil-

ities for intimate friendships between themselves and teachers, and

almost all had embraced the chance to "really" know teachers with

delight and a bit of incredulity.

Same were feeling pressure from home about the school their

parents didn't think they were learning enough, or that they were

not really doing enough work. Except insofar as conflict at home

or troubles with neighboring shopkeepers may have caused our stu-

dents discomfort, however (there is some evidence that it did),this

was not of :reat cL Dern to them. flany expressed the idea that if

outsiders would just keep away, everything would be fine -- or almo t

everything. The usual configuration of parents and teachers in

league against adolescents had, to a large extent, been transformed

to one in which adolescents and teachers were aligned against parents.

They talked of freedom a great deal. They used the word in

describing their relations with teachers, and they used it in ex-

plaining why it was easy for them to make friends among other

students. They talked of freedom in describing clasces tuo, and

the choices given them there, their freedom to pursue their own

interests, and the ways they spent their unassigned time.

Most said they liked the freedom, but for others it was a mixed

blessing. Sometimes it seemed more like confusion and license than

freedom. "Other students" behaved badly, wasted their time, got

into fights. Some were worried about the credentials, and require-

ments, the sequences, the facts. To be sure, their teachers were

patient and willing to help them, to listen to them, to be friends

with them -- but were they deuanding what the students would have

to master in order to complete a "proper" high school education?

That kind of freedom, the freedom from imposed work pressure, made

some worr7 about what their chances would be if they wanted to go to

college.



A great deal more anxiety might have been expected concerning

the relaxed atmosphere and the placement of responsibility for

learning on the student than our respondents told us about. And

what anxiety was there seemed balanced by the exultation that some

other students revealed at being permitted to think for themselves.

It required lijtle to infer that it was the intimate relationships

with teachers that enabled many students to tolerate and even thrive

in the face of so much ambiguity. Many did fail in their first

attempts to face responsibility; many still had not completely

faced it, but the teachers kept their part of the bargain. They

were still delighted to help them take responsibility and were

still refusing to take it for them. Throughout these difficulties,

the tewhers seemed to offer warm support, friendship, and perhaps

confidence, and this seemed to have been the key factor in student

survival.

In many schools, rigid rules and authoritarian teachers are

identified by students as being what's wrong with the institution.

The Adams students, however tended to blame each other. Certainly

there mere things wrong with the school --some classes were boring,

the student senate wasn't doing anything, the halls were noisy,

belongings were stolen, the lunchroom was hectic, things weren't

organized -- but it was students who caused these problems.

It seemed safe to suggest that the norms of the school were

more ambiguous, less predictable, less rigid, and less authori-

tarian than students were accustomed to, and that because of

this, relationships among students had likely altered. After all,

suadent discipline problems are not usually the concern of students,

except insofar as they, as individuals, are involved. A school

official is responsible: it's his concern. Concern Was clearly

shared at Adams; given this, it was not surprising that many students

mentioned discipline problmms. To a far greater extent than in other

schools, the educational tasks of the faculty in such a school would

include helping students assume new attitudes and responsibilities

toward adults and each other.
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situation was that students were beginning to assume responsibility

for what happened in classes, in the school as a whole. such an

experience could be highly educational, as students learned about

self-government, regulation of the community, self-exploration

through the process of grappling with those iseues in the school.

Another way to look at it, however, was that location of blame had

merely shifted, from the adults to other students. Responsibility

for school ills still lay elsewhere, only the elsewhere had become

other students.

We weren't certain which interpretation carried the most truth.

Probably both interpretations were correct. The school was differ-

ent. Students were learning to accept respo' sibility, to grapple

with critical issues of the school. They j'ult had a ways to go.

However, the issue of student behavior was 'osely linked to

race relations. White students expressed many c..cerns about the

behavior of black students, and t1-1 way in which teachers dealt

with them. More distressing, many white students e=ressed discour-

agement over black students' behavior. They didn't see that anything

could be done about it, and certainly they didn't se,- ,nat anything

they were doing might cause it. Eaack s+udents agreed that black

students were unruly, but thought it was to some extent in response

to white prejudice.

It seemed possible that a permissive institution exacerbated

conflict among students, encouraged scapegoating, and fostered

racial stereotyping. The picture was one of discouragement, fear

and moral superiority on the part of whites; fear of being rebuffed,

defensive arrogance, and aggressivity on the part of blacks. Be-

tween the two groups, there was almost no communication about that

particular problem.



Overall, the data obtained through the interviews was extreme-

ly valuable, not so much in revealing what problems existed, but in

showing how the students felt about them,and how extensive they

judged them to be. For example, we knew that many parents were

unhappy about aspects of the school; we discovered that in the judg-

ment of the students, the number was smaller than we would have

guessed, and the students did not seem very disturbed by it. (That

is not to say that no problem existed, of course.) We knew that

teachers were doing a good job in getting to know the students; we

found out that they were doing much more than that -- they were mak-

ing the real difference, as far as the students were concerned. We

knew that we had behavior problems, especially among the black stu-

dents; we found out 'that many students were deeply concerned about

these problems and saw them not only as a threat to themselves, but

to the future of the school. We also discovered that thesE con-

cerns were extremely difficult for them to discuss in mixec groups.

The May Attitude Survey

111 in all the data from the December interviews were exciting.

The question became, could Adams continue to move in the direction

of improving the positive attitudes, or were they merely a result of

the new school and new environment, and would rapidly diminish.

In May, 1970, students' attitudes toward the school were again

sought. At this time the interviews, in essentially the same form

as had been previously administered, were given again, this time to

a random sample of ko students. A questionnaire developed from re-

sponses given in the December interviews was given to an additional

random sample of 130 students.
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In the ques ionnaire students were presented with 71 statements

about the school (drawn from responses made in the December inter-

views ). Each statement was followed by a five-point rating scale,

with a pair of adjectives describing the poles of the rating scale.

Three adjective pairs were used depending on the nature Jf the state-

ment: Always Never; True.....False,; and gree Disagree.

Three examples taken from the questionnaire will illustrate

the format:

1. Black studen e and white studfmts feel relaxed about participa-
ting in class-discussions together.

Always_ Never Don't know

2. Compared to last year, I am learning more this year.

Agree

3. My parents thi_s. Adams is a good school.

True

Disagree Don't know

False Don't know

The questions in the instrument dealt with six areas:

1. Relationships beUmen teachers and students
2. Attitudes toward the hause system and house

membership
Race relationships: between teachers and
students, among students, between various
racial groups and the curriculum of the
school

4. The aurriculum
5. Rules and freedom
o. Parents' opinions of the school

In each of these areas Adams High School had a set of defined

objectives abaut how the students should be reacting, and using these

objectives, a correct or desired answer was determined for each ques-

tion. For the most part this was not a difficult determination: re-

sponses were considered positive if a student, for example, indicated

that he liked rather than disliked his teachers, 6r thought that he

had learned much rather than litt2e or that he thought his parents
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tive if a student indicated, for example, that he thought racial

problems were severe, or that the curriculum was inadequate, or

that more direction from teachers was needed. The actual state-

ments to which the students responded were varied so that some were

phrased in the positive, and some in the negative, as, for example,

55. I have learned a lot fran class discussion.

True False Don't know

I'm not learning as much as I would be in another school.

Agree Disagree Don't know

Responses were recorded by assigning a value to each answer

of each question; these values were then averaged to arrive at a

group score for every question. A response indicating the strongest

possible agreement with the statement would be scored "1" 9,nd se on

through "5", which would indicate the strongest possible disagreement

with the statement. The following response, for example, would be

scored "3":

32. Meeks are afraid of whites.

True . X False Don't know

A "don't know" response was not scored, and was not averaged

into the total number of responses to that question. Therefore,

the number of reaper-tents varies somewhat from question to question.

For the purposes of this report all scores have been trans-

formed so that a score of 1.00 is the most negative opinion pos-

sible, and a 5.00 is the most positive. In all of the following

tables, the higher the score, the more favorable the attitude or

response.
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We discuss below the data gathered during May, and compare it

to the December data. Because the area of race relations appeared

so important in the December data, we have analyzed the data in two

ways: in terms of the total sample, and in terms of the differences

in attitudes of black and white students. One set of questions dealt

specifically with race relations, and will be considered first.

Since parent opinions are discussed in a separate section, and

Houses have been abolished for the coming year, these two sections

of data from the questionnaire have been deleted from this report.

Attitude2jzzatEd_Bmg_aaLuems

A,number of the questions on both the interviews and the ques-

tionnaire dealt directly with race-relations among students. We

will deal with the interview data first, comparing the Nhy re-

sults to the December results; then with the Ny questionnaire; and

finally we will attempt to make some general conclusions about the

changes in race-relations from December to May.

Comparison of the Interview Data--December to May

The responses to the interview question, "What arc the main pro-

blems between the black students and white students here?" were cate-

gorized into four groups:

NO problem, very little: A11 responses placed here indicated

that the respondent had seen very little or no evidence of ra-

cial problems r that he regarded racial problems as insignif-

icant.

Blacks at fault: All responses which indicated that black students

caused whatever problems there were belonged in this category.

Whites at fault: All responses which pointed to the yiblIp stu-

dents/ behavior or attitudes as responsible for racial pro-

blems were placed here.
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Bipth sides responsible: Responses in this category were those

which attributed any problem to mutual prejudice, unfAmili-

arity with each other's backgrounds or life styles, or mutual

hostility.

Question: What are the main rob1ems between the black students

and the white students here?

NO problem, very little
Ponoks p+ f.-it
:dhites at fault
Both sides responsible

December May
Interview Interview
(n =143) (n = 4o)

26% 35%
36% 20%
6% 12%

32% 33.,

Perhaps the most significant finding revealed by these tables

is that a substantial number of students in December, as well as

in May, did not perceive any racial problems in the school. Tghtle

there was reason to be somewhat ekeptical of these reports in Decem-

ber, because outbreaks of conflict between whites and blacks had

occurred, the fact that the numbers of students who perceived ra-

cial problems as insignificant or nonexistent increased by May tends

to lend credibility to the first figure.

A decided shift away from blaming black students for racial

problems took place by spring. This suggests that students began

to have different Insights as to the causes of racial problems, and

in particular, to perceive that whites carried some responsibility

as well.

When for the same question the responses of white students are

separated from those of black students, some additional insights are

possible:
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estion: What are the mainems between th _black students and

white_students here?

De ember Interview

White responses
(n = 120)

Black responses
(n 23)

NO problem, very little 22% 44%
Blacks at fault 40% 20%
Whites at fault 3% 16%
Both sides responsible 35% 20%

NAY Interview

White respo_seS
(n = 25

Black respon e s
(n 15

NO problem, very little 32% 40%
Blacks at fault 28% 7%
Whites at fault 12% 13%
Both sides responsible 28% 40%

In December, more black students than whites judged that prob-

lems were insignificant; in May, black students maintained their view,

while the perceptions of white students moved considerably closer to

the blacks'. By May it appears that racial problems were seen as

relatively mild by both black and white students, and white stu-

dents had become much less alarmed about race relations than they

previously had been.

In May, as in December, white students tended to blameblack

students more than whites for existing problems, but the percent-

age dropped substantially, while more blame tended to be shifted to

white students. Interestingly, black students also named blacks

as responsible for racial problems less in May than they had in

December, but there appeared no corresponding trend toward blaming

whites; rather, they placed responsibility on both groups equally.

A comparison of students' responses in December with those giv6n

in May seems to reveal a healthy trend: not only did students as a

whole (and white students particularly) judge that racial problem

were reduced during the year, but responsibility for problems which

did exist was no longer placed so heavily upon the shoulders of one

groupthe blacks. This trend toward the acceptance of mutual re-

sponsibility for friction and misunderstanding, rather than the scape-

goating of one group, suggests that racial polarization diminished

over the year.

Of
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May Questionnaire Data

Responses to quebtions in the May quescionnaire which concerned

students' perceptions of race relations can be examined in two ways.

It is important to know the extent to which all students agreed or

disagreed with the statements presented, and also the extent to

which black students and white students held different views of

each question.

We would expect, for example, given the responses to the inter-

view question just analyzed (What are the main problems between the

black and the white students here?), to find that both black and

white students would hold similar views of the questionnaire state-

ment, "Black and white atudents at Adams are as far as ever from

getting along." That is, both groups would disagree with it.

To look first at the data for the entire sample, the mean

scores for each of the fourteen items appear as follows:

Rank Order of Questions from High to Low
Based on Mean Scores of All Students

Question Mean Score

13. Racial problems are more serious at Adams than 4.4

atothet integrated achools in Portland

50. I can honestly aay that I don't particularly 4.3

want friends of another race

32. Blacks are afraid of whites 4.1

9. Black and white students at'Adams are as far

as ever from getting along 3.7

21. Whites don't want to include black students

in school activities 3.6

*28. I feel truly close to at least one other Adams

student who is a member of a different race

from my own 3.6



Question

15. Black students don't want to include white

students in school activities

30. White students blame black students for every-

thing that's wrong with the school

33. I feel that if I expressed my true feelings

about the other race, I would be in for

trouble

56

Mean Score

3.5

3.5

3.5

10. Most black students don't seem interested in

classes 3.4

4. Most white students don't seem interested in

classes

* 1. Black studeets and white students feel relaxed

about participating in class discussions together 3.0

63. I feel that black students are expected to make

moat of the moves toward racial understanding 3.0

37. Whites are afraid of blacks. 2.9

To interpret this chart properly, it is important to recall

that a high score indicates that students had a positive attitude,

In terms of the goals of the school. For all save those marked with

an asterisk, this meant that students disagreed with the statement

as presented.

It was striking that on a five point scale, with 3.0 as the mid-

point, students averaged above the midpoint on all except one item.

Overall, students indicated highly favorable opinions of the racial

situation between students at Adams.

An analysis of some subsets of the questions is more reveal-

ing.
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If we look only at the questions which deal with race rela-

tionships in class, we find that they cluster near the bottom of

the list:

Question

10. Most black students don't seem interested in

classes

4. Most white students don't seem interested in

classes

Black students and whitd students feel relaxed

about participating in class discussions to

gether

Mean Score

3.3

The combined mean is 3.23. This would tend to indicate that

any race problem in the school centered around class activities.

Neither blacks nor whites seemed particularly interested in class,

and Integrated classrooms seemed to have had some tension.

If we look just at the statements which dealt with personal feel-

ings about race problems, and rather global racial attitudes the dif-

ference is rather striking:

Ques ion

13. Racial problems are more serious at Adams than

at other integrated schools in Portland

50. I can honestly say that I don't particularly

want friends of another race

9. Black and white students at Adams are as far

as ever from getting along

I feel truly close to at least one other Adams

student who is a member of a different race

fram my own

Nban Score

.4.4

4.3

3.7

thdt if I expressed my true feelings

about the other race, I would be in for trouble 3.5
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Here the combined mean is 3.90. lt would appear that in in-

dividual attitudes and feelings, race relationships were much less

a problem than in specific instances of school interaction. Notice

from the original list that it was denied that either groun wanted

to exclude the other from school activities, and whites apparent-

ly shared in the blame for what's wrong with the school. But class-

room interaction was a problem.

The two questions dealing with fear provide an interesting

analysis:

Question

32. Blacks are afraid of whites

37. Whites are afraid of blacks

Mean Score

4.1

2.9

Apparently, both blacks and whites denied that blacks were

afraid. Both blacks and whites saw whites as being much more afraid

of blacks. Since fear inhibits honest relationships, these two

questions reveal a considerable source of tension which should be

addressed.

If the responses of black and white students are separated, the

interplmtation becomes even more interesting. Both black and white

students held similar views of the following:

Question Diff. B

13. Racial problems are more serious at .1 4.3 4.4

Adams than at other integrated schools

in Portland

9. Black and white students at Adaas are

as far as ever from getting along .1 3.6 3.7

*28. 1 feel truly close to at least one

other Adamd student who is a member of

a different race from my own .1 3.7

97



Question Diff,

33. 1 feel that if I ressedmy true

feelings about the other race I

would be in for trouble

W

.2 3.7 3.5

63. I feel that black students are

expected to r2ake uost Of the

moves toward racial understanding .2 2.9 -3.1

Black students and white students

feel rel-txed about participating

in clas discussions together 3.2 2.9

59

In st.t7, they agreed race problems were uuch less serious at

Adaus than at other schools, that black and white students were

closer to getting along, that they did have close friends from the

other race, and that there was sufficient honesty so that they

could express their true feelings without fear. They both felt

that blacks wore asked to do their share toward promoting racial

understanding, but not uore than their share. They also adttted

their lack of coufort at participation together in class activities,

whites being somewhat Liore uneasy than blacks.

Statements shOwing disagreement are more revealing. The fear
issue for Instance, takes the following form:

Que tion

32. Blacks are afraid of whites

37. Wbites are afraid of blacks

Diff. 13 W

4.o

.6 2.4 3.0

Blacks absolutely denied they were afraid of whites.

Whites tended to agree that they were not. Blacks.saw whites as

being afraid of them. Whites did not deny it.
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The issue of interest in classes is equally intriguing:

Question

Mbst black students don't seem in-

terested in classes

10. Most white students don't seem in-

terested in classes

p

.4 3.5 3.1

1.0 2.6 3.6

Both races claimed to be interested in classes, at least some-

what. In each case the other race tended to deny that claim: black

students, in particular, denied that whites were nearly as inter-

ested in classes as they maintained.

On the issue of inclusion in student activities, the same split

appeared:

_Question Diff.

15. Black stUdents don't want to include
white students in school activities

21. Whites don't want to include black

students In school.activities

4.0 3.3

3.83.1

Blacks denied they wanted to exclude whites, but whites weren'+

so sure of this.

Whites denied they wanted to exclude blacks, and likewise, blacks

were skeptical.

Finally, blacks felt very strongly that whites blamed them for

everything that went wrong:

Ouestion

30. White students blame black students

for everything that's wrong with the

school 1 2.4 3.7

Diff.



Blacks felt they were scapegoates, but whites didn't agree.

This particular difference in perception is so large as to call

for some definite action to reduce the gap.

As with the interview data, the questionnare data tended to

confinm that by the end of the school year, racial tension was less

serious. The particular areas of race tension seemed to be classes

and school activities. It would appear, then, that as of last spring,

students felt the most racial tension and conflict not in informal

relations, but In the classroom, and in organized school activities.

Some other factors aside from racial prejudice Der se seemed to be

operating here, as the other categories of questionnaire data re-

veal, and they should be considered in conjunction with these find-

ings.

Attitude toward the_StudentrTeacher RelationshiP

Comparison of Interview Data--December to May

The relationship with teachers was seen as the distinctive char-

acteristic by more students in December than in May:

Question: Acima.aaaaLlaged to be different from other schools.

Do you think it is different? In what wav?

December Interview
All

(n 133)
Black White

(n 23) (n = lo)

Relationship with teacher 22% 22% 2

May Interview
All Black
(n - 4o) (n . 15)

Relationship with teachers 7L-A, 4%

White
n = 25)

17eil
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While it appears that relationships with teachers became less

important In the eyes of students as the factor distinguishing

Adams from other schools, these relationships seem to have remained

very nositive:

Question: Adams was planned to be different from other schools.

Do you think it is different? In what way? Is it a difference you

like?

December Interview
All

(n = 29)

Yes I like it 90%

May Interylew
All

(n = 3)

Yes I like it 100%

Though the number of respondents was too omall to allow any

conclusion to be drawn in May, a comparison with statements on the

May Questionnaire to which all students responded very positively

("The relationship between students and teachers at Adams is better

than at most schools," "I know at least some of my teachers quite

well as people") supports the idea that relations between students

and teachers were judged by students as being ve y good.

There were indications that, for students as a whole, race re-

lations were not a particular problem between students and teachers,

both in December and May:

Question: (hat_are_the main problems between) white teachers and

black students? Viee_versa? De ember Interview May Interview
All All
= 133) (n = 40)

No problem exists

White teachers treat blacks dif-
ferentially

Black students are hard to handle

Don't know, no response

59%

20%

9%

12%

60%

22;A%

17i%

0%
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When these responses are looked at by race, however, a shift

In attitude becomes-apparent.

gustion: What are the main problems between white teachers and

black students?. Vice versa?

December intervie

NO problem exists

Tihite teachers treat blacks dif-

ferentially

Black students are hard to handle

Don't know, no response

Black White
(n . 23) (n = 110)

83% 53%

0%

17%

23%

9%

15%

May Interview

NO problem exists

White teachers treat black dif-

ferentially

Black students-are hard to handle

Black
(n = 15)

60%

40%

0%

White
n 25)

60%

12%

28%

Black students were considerably less satisfied with relation-

ships with white teachers in May than they had been earlier; they

no longer blamed themselves for these difficulties, but had come to

think that the responsibility for discord was completely the teacher's.

White students, on the other hand, were less critical of teachers'

treatment of black students, and more critical of the students than

they had been previously. Both these patterns may indicate that

white teachers grew more firm with black students as the year pro-

gressed, and that white students tended to approve and blacks disap-

prove of the change. Another possible interpretation is that some

white teachers behaved in prejudiced ways toward black students,

but that most white students did not recognize this, or even approved
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of it. Perhaps other data on race relation3 between students would

tend to support the former notion rather than the latter; Whites

seemed to be somewhat afraid of black students, and might feel con-

siderably more comfortable in a class where the teacher exercised

firm controls.

One other question in the May interviews (in the section on at-

titudes toward curriculum) revealed some difficulties between black

students and white teachers: of the students who said that they had

had a class which was more or less worthless, 32% of white students,

but only 9% of black students tried to talk to their teachers

about it.

May Questionnaire Data

Students had strong positive attitudes in their responses to

the following:

_ =,..am/ff _

gpestion

*34. The relationship between students and teachers

at Adams is better than at most schools

*39. I know at least some of my teachers quite well

people

Nean Score_

4.4

4.1

51. I dislike calling teachers by their first names 4.1

58. Me teachers seem to get along better with black

students than with white students. 4.0

49. Teachers ignore the way white students disrupt '

the class 3.9

69. Too many teachers let..white students get away

with murder 3.8

* O. I admire and look up to my teachers 3.7
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Students as a whole seemed to have formed good relationships

with teachers; not only did they think that relationships between

students and teachers were better here than at other schools, but

they had formed personal friendships with them. They admired their

teachers, as well ss liking them. Students as a whole appeared to

be saying that teachers did not favor students from one race over

another; while teachers did not get along better with black stu-

dents, neither did they seem to allow white students to break rules,

or to disrupt the class.

However, when these statements are examined from the point

of view of difference in attitude between black and white students

quite another picture emerges. There was substantial agreement on

four statements, but substantial disagreement on three:

Ouestion

The relationship between students and

teachers at Adams is better than at

most schools

*39. I know at least some of my teachers

quite well as people

*70. I admire and look up to my teachers

51. I dislike calling teachers by their

first names

The teachers seem to get along bett--

with black students than with white

students

69. Too many teachers let white students

get away with murder

49. Teachers ignore the way white students

disrupt the class

Piff

Toa

.1 23.4 4.5

.1 4.2 4.1

3.4 3.7

3.4 3.7

.6 3.5 4.1

.6 3.4 4.o

1.4 2.8 4.2
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Those statements which did not refer to race relations, and

which deatwith views of the student-teacher relationship as a

whole, or with the feelings of the individual respondents, were

very similar for both black and white students. Both groups ap-

parently did feel quite fond of their teachers. However, neither

group had the same view of how teachers treated them. Whites felt

that they were not allowedirifractions in the classroom, but blacks

were nOt so sure. Whites, however, did not think that teachers got

along better with blacks; neither did black students, but not as

strongly. A possible interpretation of these apparently rather con-

tradictory findings is that white students had stronger opinions

that teachers were fair in their treatment of all students; that is,

that they felt, by and large, that teachers were handling class-

room situations with justice. Black students, though, seemed less

secure, less in agreement with the ways teachers handled students.

(Compare these findings with the relative uncritiealness of white

students in responses to the interview question dealing with teacher-

student race relations.) It should be remembered that the proportion

of black teachers in the school is small; students, then, were

mainly diseussing behavior of phite teachers.

Students as a whole indicated somewhat less positive at-

titudes to the follawing cluster of s atements:

Russtion

64. Many teachers are too radical in their views

43. The teachers expect more achievement from the

white students than ftom black students

61. Too many teachers let black students get away

with murder

Mean Score

3.5

3.4

3.4
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,Allen these questions are analyzed in terms of differences in

attitudes of black and white students, the same pattern emerges:

Question

64. Nhny teachers are too radical in their

views

43. The teachers expect more achievement from

white students than from black students

61. Too many teachers let black students get

away with murder

4 3.2 3.6

.7 2.9 3.6

1.4 4.5 3.1

Again, those statements which deal with how teachers treat

students of one race or the other caused substantial disagreement be-

tween white and black students. .Hawever, black students showed no

uncertainty about haw they themselves were disciplined: they denied

very strongly that teachers tolerated their misbehavior, while white

students tended to think so. Black etudents did apparently feel

that even though they were not allowed to misbehave in class, not as

much was expected of them academically. It is possib7.e that again,

:blacks did not feel as sure about what was expected, or as confident

that teachers were seeing them as equal to whites. The strength

which they denied preferential treatment would tend to indicate

that, if anything, they felt discriminated against as far as teacher

expectations for behavior were concerned.

IN



Summary and Conclusions

The relationships between students and teachers were certain-

ly one of the strongest aspects of the school. Teachers were per-

ceived as helpfUl, trusting of students, and generally well liked.

The few difficulties that seemed to exist between teachers and stu-

dents seemed to be related to racestudents of both races tended

to think that teachers may have treated the other race preferen-

tially, and black students seemed slightly less approving of teach-

ers than whites. It should be remembered, however, that even where

disagreements existed, all students, both black and white, gave

much indication that their relationships with teachers were close

and rewarding. The majority of all students, both black and white,

felt that no race-related problems existed between students and

teachers.
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Attitud Towa Curriculum'

Interviews -- Coarison of the Data -- December to May

The major-change in attitudes about curriculum over the year

as revealed by the interviews was that the curriculum was simply

thought about more as the year progressed. In December, for example,

very few students mentioned "General Education" or'"different

approach to teaching" or the like when asked what made Adams diffe ent

from other schools; that number had doubled by May:

Question: Adams was lanned o be different from other s h ol
Do you think it's different? In what way?

Percentage =ding "General Education" or " urriculum"

December
May

All n=13 Black (p=23) White n=110

10%
22L%(n-21.0)

11% 4%
16%(n=15) 33%(n=25)

While more students in May were aware of the curriculum as

being an innovative aspect of the school, this did not mean that .

they liked that difference more than they had. On the contrary,

student opinion of General Education was lower in Nhy than it had

been in December:

Question: Adams as planned to be different from other schools.
_ _ _

Do you-thihk it's different9 in whst_way? Is i a difference
_

YoU like?

December Interview
Percentage of responses out of those who mentioned "General Educationll
as being different.

Liked difference 92% 100% 92%
Did not like difference 8% 0% 8%
Nixed view 0% 0% '0%



ray Int-rview
_

All n=21 Blaek 8 White n.13)

Liked difference 52% 50% 54%
Did not like difference 29% 25% 311%
Mixed view 19% 25% 15%

Almost all respondents who mentioned General Education in December

said they like it; by Mhy, that number had dropped to about half.

Black students seemed to have stronger negative feelings, since

20% of them said emphatically that they didn't like it, while whites

had mixed views--they found some weaknessSs, but some strengths,

too.

The Mhy interview included some questions which did not appear

in the December interview, so no direct comparison is possible.

However, responses to these questions show that many students had

complaints about the curriculum:

Question: Looking forward to next yea:: how can the school hel
you_better?-

May Thterviea1l res_ onses _(1.49)

Suggestions about improving cur iculum
(more facts, organized classes, more
work required, etc. 57%
No way, it's fine as it is 20%
More discipline 14%
Other 9%

Question: Have you had any classes which have been more or less
worthless to_you?

v Interview All Students

All n=40 Black Ighl.te (n.25)

Yes 75% 74% 76%
No 25% 26% 24%
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Question: Why?

Percentage of those wha_E2222212412Yes" to revioues uestion

All =0 Black n=11 White =19)

Didn't learn; material
or class organization at
fault
Teacher at fault
my own fault
Other

63%
20%
10%
7%

54%
35%
10%
1%

69%
11%
11%
9%

Question: What did you try to do about it?

Percentage of those who re nded "Yes" to Question 14

)

Talked to teacher about it 27% 10% 30%
Nothing 27% 36% 21%
Talked to counselor 13% 27% 5%
Quit attending 13% 10% 15%
Other (variety
of responses ) 20% 17% 29%

Here rather interesting results are shown: white students

tended to think that a class was worthless because of content rather

than because of the teacher more than did blacks, and were more

willing to talk to the teacher about their dissatisfaction than

were blacks. Dislike or disapproval of A person is naturally harde,

to talk about than the more neutral subject of course contentif

black students found more to dislike in the teachers themselves

than did whites, it would follow that they would be less likely

to discuss it with the teachers.

The May Questionnaire

Responses to questions dealing with curriculum in the May

Questionnaire could be clustered into these areas in which students
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were very satisfied, areas in which they were less satisfied, and

areas in which they felt neutral or negative. On the whole, attitudes

toward the curriculum were quite positive; only one statement elicited

a response that showed Adams was really deficient in that regard.

The responses will be presented in those clusters, as they were given

by all students. Then the questions will be re-examined from the

point of view of differences between black and white students.

May. e aire: Questions relating to the _curriculum

Westions

Those Questions on Mhich Students Indicated

Score

Adams was Doing Best

Mean

54.

62.

47.

The teachers are usually glad to help me with

my work

my teachers expect me to put forth my best efforts

in my studies

my teachers respect my parents'opinions about

4.3

4.3

my education 4.1

20. The teachers care if I come to class or not 4.0

6. I learn more when I'm not pressured 3.9

55. I have learned a lot from class discussions 3.9

71. The teachers at Adams don't force me to learn 3.9

14. I enjoy working independently on my own projects 3.7

25. my teachers are usually well prepared for their

classes 3.7

31. In class interested most Lf the time 3.7

These questions dealt mainly with the role of the teacher in

the curriculum, and three touched upon the aspect of individual

learning, without great pressure (# 6, 71 a4d 14). The students

ein



73

were extrsordinarily satisfied with their teachers, and this should

not surprise us, as attitudes toward teachers lInve been shown to be

consistently favorable, both in Boecember and May. Students felt

that teachers oared about them, expected much of them, were willing

to help thew, and respected their parents' views, all without forcing

or pressuring them. Evidently students felt a spirit of helpfulness

and cooperation from teachers, which provided a learning atmosphere

which was free from pressure or force, and students liked these

aspects very much. Classes were seen to be interesting, and class

discussion informative. These responses reveal a remarkable accom-

plishment on the part of the staff.

May QAestionnaire: Questions Relating to the Curriculum

Those Questions on Nhich Students Indicated

Question

46. Complaining to my teachers about the classes

doesn't do any good

57. I'm not learning as much as I would be in

another school

2. Compared to last year I am learning more this

year

68. I have doubts about being well prepared for

college or a job after graduation from John

Adams

3.6

34

3.4

ore

Responses to these statements, are somewhat less enthusiastic

than the first set, but it should be remembered that they are still

quite positive. Some of the worries about learning enough that

were apparent in interview responses can be seen here, too; the

freedom from pressure perhaps had its costs in making students

feel that they weren't learning as much as they might be. Though,
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again, the score was quite positive, evidently complaining to teachers

about the course did not bring as many fesults as students might have

liked. It is possible that too few students tried complaining to

teachers for them to gain confidence in this method as we saw from

interview data); such confrontations may not be part of the students'

usual expectations of how they should deal with teachers.

k v es i Questicns Re ating to the Curricul

Tho e Quer,tions on Which Students Indicated
_0=a_ Was Dolrg Le53t

Question Mean Score

11. I need more direction from my teachers 3.1

16. If a class is boring or worthless, I don't attend 3.0

41. We -ught to study the basics more 2.9

38. When I am bored, I talk to the teacher about how

the class might be made better 2.8

35. I would go to classes more if I weren't so bored

when I do go. 2.7

22. I prefer the kind of class where everyone

participates in the same activity. 2.4

Perhaps the complaints that many students would make about

the curriculum would have to do with a need for more direction and

more concentration upon basic subjects, since students did seem to

feel least positive in these regards. However, it appeared that

students dealt with boredom and dissatisfaction with classes by

avoiding the class itself, rather than always attempting more

constructive approaches. These responses were not incompatible

with the fact that students said they found their classes interesting;

since many of them evidently used nonattendance as a way to deal with

boredom; if they attended the class, they did find it interesting!



The single way in which classes were unsatisfactory was that

students preferred the kind of class with a single focus or activity,

and in fact many classes at Adams were not organized in that way.

When the questions are examined for differences in attitude

between black and white students, it was revealed that, on every

statement except one in the first, most positive, cluster, black

and white students agreed. The one exception was:

55. I have learned a lot from class
discussions

Difference Black Whi e

3.4 4.2

Though the score for black students was above the miLpoint, they

were not nearly as enthusiastic about class discussion as a way of

learning as white students were.

Of the four questions on which Adams seemed to be doing moderately

well, black and white stadents disagreed moderately on two, and sub-

stantially on the other two;

Difference Black White

57. I'm not learning as much as 1 would

be in another school

46. Complaining to my teachers about the

classes doesn't do any good

68. I have doubts about being well prepared

for college or a job after graduation

from John Adams

Compared to last year I am learning

more this year

.4 3.7

.6 2.9 3.5

.9 2.7 3.6



Again, the scores clustered around the midpoint of 3.0, but

it was evident that black students felt more insecure about what

they were learning, about their preparation for college, and about

the effectiveness of their complaints to teachers than did white

students. The direction was entirely toward blacks being less

satisfied with Adams than whites.

On the six questions on which students indicated least atis-

faction, black and white students disagree-1 moderately on four, and

substantially on two.

Difference Black White

38. When I am bored, I talk to the teacher

about how the class mIght be made better 3.0 2.7

11. I need more direction from my teachers

16. If a class is boring or worthless, I

don't attend

22. I prefer the kind of class where everyone

participates in the same activity

35. I would go to classes more if I weren't

so bored when I do go

41. We ought to study the basics more

.4 2.8 3.2

.4 2.7 3.1

.4 2.1 2.5

.8 2.1 2.9

1.1 .0 3.1

More striking than the fact of difference was the direction of

those differences. Blacks felt that they needed more teacher direction,

that there should be more concentration on the basics, and that more

of the classes 3hou1d have a focal activity in which everyone parti-

cipated. They decidedly felt that classes were more boring than did

whites, and often simply didn't attend. They were perhaps a bit

more vocal about their dissatisfaction than were whitest as Question

38 suggests though interview data revealed that blacks less than

whites talked to their teachers when a class was worthless. Bladk
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students felt they were less successfUl in getting a positive iesponse

to complaints, however, as their responses to Question 46 show.

In those areas where overall student satisfaction was least,

blacI: students were considerably less satisfied than white students.

Not only that, they seemed to feel that their attempts to communicate

their dissatisfaction had met with little success and, perhaps in

conuence, they tended to resort to flight from class.

Summary of Attitudes Toward ti Curriculum

By and large, students seemed to be quite satisfied with the

curriculum, particularly with the way that their teachers conducted

the classes. Hbwever, the major suggestion that students made about

how th school could improve was in the strergthening of curriculum,

and some concern over the amount that was learned was pervasive,

even though not severe.

The school has done a better job with white students, in terms

of satisfaction with classes, than it has with black students. The

plea for basic subjects and unified classroom activity was strong

among black students. Furthermore, black students did not seem

as sure as white students that their complaints were heard. A

task remains in making black students feel, as much as white students

that the curriculum is relevant to their needs, and that they have

a voice in molding curriculum policy.

For all students, there was indication that there id some need

to strengthen the intellectual content of the curriculum. The

challenge to meet is an intriguing, and almost paradoxical one:

the curriculum should be strengthened, particularly in areas of

basic skills, and expectations for performance of students should

be mnre etringnit, without destroying the relationship that now

exists between students and teachers, or greatly increasing the

pressure felt by students. The compromise will be delicate; it

may nnt even be attainable. However, effecting it is the task we

have set ourselves.
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Atti udes Toward Fredom and F2,22arisibility

Comparison of Intervie Data -- December to Mhy

In both December and Mhyl the relaxed rules and the freedom

allowed Adams studmts was the most frequently cited factor dis-

tinguishing Adams from other schools:

Question: Adams was lanned to be different from cher schopls.
Do you think it is different? In what way?

December Interview

Freedom

All 11110.1Dlack 23 White =110)

49% 61% 46%

Interview

Freedom

1 n-t-.40) Bl a te n=2

50% 40% 56%

A notable shift in the assessment of freedom as the school's

distinctive quality occur. ad along racial lines. By the end of the

year, fewer black students, but more white students, mentioned freedom.

(Compare this with Question in the Questionnaire section below,

where white students agreed with the statement "Students are trusted

more here than at other schools" more than did blacks.) This shift

is perhaps linked to differing attitudes toward the school's freedom:

Question: Adams was
you think it i

lanned to be diffe
ferent n what way?

fro
it a differ no

other schools. Do
(Al like?



December interview
Percentage of those respondi "freedom"

_Lk1;112201.____Blaci White (1z--L51)

Yes, I like it 85% 86% 84%
No, I don't like it 71 14% 6%
Yes and NO 77_% 0% 10%

May Interview
Percentage of those r222.211g1,21212_DmIEEI

All n=20 Black n=6 White (rk=14)

Yes, I like it 66% 33% 79%
No, I don't like it 10% 17% 7%
Yes and No 24% 50% 14%

Evidently black students experienced greater ambivalence about

freedom as the year progressed than did white students. Not that

black students condemned the freedom altogether; rather, they had

come to see both good and bad aspects of freedom. (Again, an

interesting comparison can be made with Question 7 below, where

white students agreed more than black students that they had learned

to handle the freedom Adams gave them.) Perhaps it was because their

attitudes toward freedom were more mixed in Nhy than in December,

they mentioned it less as making the diMrence in the school. These

responses, conjoined with the black students' increased reference to

the curriculum in response to the same question (see the section on

attitudes toward curriculum), uuggest a possible hypothesis: bl

students may have experienced a growing Joncern about their class-

room achievement and attributed some of their difficulties there

to the freedom they were given. For example, they may have felt

that it would have been better for them if they had been forced

by the administration to attend classes. (This hypothesis seems

to be supported by the fact that black students agreed more than

white students with the statement "I think there should be more

113
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pressure put on students to get to class", ar well as the statements

"If my teachers were more strict, I would probably learn more," and

"Adams teachers ought to be morc strict" in the Questionnaire section

below.)

A similar pattern seems to be revealed by responses given on

how free time was used;

Ques ion: .1-124

May Interview

Reading, studying visIting a class
Talking, relaxing
Have no free time
Other responses

Black n=15 White n=25)

52%
40%
0%
8%

60%
16%
12%
12%

White students said they used their free time in school work

more than blacks did, and less in relaxing. Furthermore white

students, more than blacks, said they had less free time. This

represents a real choice on the part of white students, since the

norma1 student load assured some free tirae for all stu(f.ants--conse-

quently, the 12% of white students w=-J,Ii no free time have chosen

to take extra classes or other responsibilildes to fill up their

spare time. It appears that white students have learned to manage

their time more productively than black students either by committing

themselves to other activities on a regular basis or by using their

spare time for academic pursuits.

MAY Questionnaire Data:

Many oV the scores on the questions concerning school freedom

seem puzzling. The following responses seem to be an endorsement

of that frledom.



Ouestion

Students are true ed here more than at other

Mean Score

45.

schools 3.9

59. Students are trusted too much here 3.9

7. I have learned to handle the freedom Adams gives

me 3 8

12. If my teachers were more strict I would probably

learn more 3.7

53. Adams teachers ought to be more strict 3.6

NIT

Apparently, not only did students sense that they enjoyed

greater trust than students at other schools, they also displayed

a strong positive attitade towards that trust. Further, they felt

that they, personally, had become able to cope with their freedom.

In line with this they felt that a greater strictness from their

teachers would not help them learn, nor is it in general desirable.

Yet, another set of responses seem to express scme fears of

freedom.

Question Mean Score

65. There are too many kids in the halls here 3.2

42. There ought to be more order in the school 3.1

67. Students misuse free tIme, like spending all

their free time in the park 2.9

17. There is too much freedom at this school for

many students to handle 2.6

23. I think there should be more pressure put on

students to get to class 2.8

66. Students get away with too much, like gambling

and smoking. 2.6



Oue tion (continued)

26. Too much freedom was thrown at the students

all at once this year

82

Mean Score

2.6

Students expressed some slight feeling that managing their

freedom is a perilous learning experience, and, though they, per-

sonally, succeeded, a sizeable portion of their peer group did not.

Az illustrations of their fellow studnts/ failure to manage their

freedom, they conceded that too many kids roamed the halls, misused

their time and broke school rules with impunity. Thus students

seemed somewhat inclined to conclude that there should be more

order in the school. Their lukewarm endorsement of some forcing

of students into the classrooms seems to be an example of this.

Part of the discrepancies between the responses seems due

the differences between the perception of oneself and of others,

Equally important, the call for order without strictness and the

desire for trust coupled with some fear of freedom suggest that

the students were more concerned with the attitudes their authority

figures have towards them thin with the permissiveness of the insti-

tution. Apparently, they thought -hemselves deserving of trust and

wished to be thought of as such, but felt the need for guidance

though not of an authoritarian sort. (This hypothesIs receivee

some corroboration from the section on student-teacher relations.

On those statements which received the Most positive responses

by students as a whole, black and white students moderately disagreed

on fL.ur statements and agreed on one:

9uestion

59. Students are trusted too much here

* 7. I have learned to handle the freedom

Adams gives ME

Diff. B W
.1 3.8 3.9

3.4 3.9
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Ouestion (continued) Diff.

12. If ny teachers were more strDct I would

probably learn more .5 3.3 3.8

53. Adams' teachers ought to be more strict 05 3.2 3.7

*45, Students are trusted here more than

at other schools 3.4 4.0

Consistent with the results of the interview, black students

indicated that they had less sense than the white students of

receiving more trust at Adams, and also that they, personally,

had more difficulty coping with their freedom. Perhaps in conse,

quence they were more inclined than white students to think that

greater strictness would be beneficial. Yet, like white students,

they didn't think they were trUsted too much. Again, this may

reflect that, for the student, trust ia an attitude based on a

belief in a person's goodness a.g. his honesty) rather than in his

maturity and autonomy.

In responses to the questions receiving less poJitive scores

for the students as a whole, black and white stil'lents substantially

dieagreed on two, moderately disagreed on three and agreed on two.

Question

67. Students misuse free time, like spend-

ing all their free time in the park

66. Students get away with too much, like

gambling and smoking

26. Too much freedan was thrown at.the

studen4- all, at once this year

There is too much freedam at this school

for many students to handle

23. I think there should be more pressure

put on students to get to class

Diff

.2 2.7 29

2.6 2.9

.4 2.3 2.7

3 2 207

.5 2.4 2.9



Question continued)

42. There ought to -e more order in the

school

65. There are too many kids in the halls

here

Diff. 5

2.5 3.2

1.1 2,4 3.5

Out of all the questions on freedom the greatest difference

in attitude between black and white students had to do with students

in the halls. While white students seem not much bothered by it,

black students strongly dislike the many students in the halls.

Accordingly, black students mcre strongly urged that students be

pressured into their classes. Consistent with this and with the

greater support of increased strictness, the black students felt

more strongly than white students that there ought to be more order.

The interpretation cf this data is problematic. It might seem that

the black students were more critical of other students, behavior

than were white students. However, it is not clear whether the

criticism was directed primarily at other students or at themselves.

After all, the black students seemed less sure of their own ability

to cope with their freedan. And yet, out of these questions, the

black students gave their strongest response when they agreed less

than the white students that there was too much freedom in the

school for many students to handle, All this raises the question

of whether black and white students differ in the way their self-

perception contrasts with their perception of others. Perhaps this

problem can be sidestepped, ..t.or it may be that black students were

troubled not so much by the amount of freedan as by the lack of

clarity of expectations. In my case, obviously the responses

indicate a need to try to understand black students' attitudes

towards authority and autonomy.



'Rummary and Conclusions

On the whole, students said that they were relatively comfortable

with the lenient rules at Adams. However, the added freedom, espe-

cially as it was perceived at the beginning of the year, accompanied

by the expectation that students make constructive use of their time,

appears to have produced some anxiety, especially among blaak students.

But in view of the strength of the students' responses, their fears

regarding school freedom s3-.ould not be overratf More important

is the problem of not misunderstanding their fears. The students

showed a strong positive attitude regarding the trust they receive,

and thought that, though it was difficult they learned to cope with

their freedom. Most of the data suggests that their primary fear

was that other students could not handle the freedom. However, as

whole, they certainly did not think that gieater strictness was

a solution. Greater pressure to get students to attend classes and

to maintain order was thought desirable, especially among black

students.

Some explanations of apparent inconsistencies have been venturee,

One.possible source of confusion stems from the discrepancies of self-

perception versus the perception of others. Another hypothesis is

that the trust students seek implies a certain attitude in the

teacher but not a policy of non-interference. It was also suggested

that, particularly Ift/th the black students, the anxiety might be due

to smbiguity rather than permissiveness--the ways in which students

were in fact held accountable may have come as a surprise to some.

In this regard, it should perhaps be remarked that the temptation

to voice the eliche that black students as a group tend to suffer

from ack of "inner controls" should be avoided at all costs. The

obvious responsibility that the school must undertake is to seek

to undex.stand more clearly just what black students' attitudes

toward self-governance are, rather than to make assumptions about

their relative inability to cope with it.



STANDARDIZED TEST Di-_TA

Adams Hish School particinated in the regular city-wide

testing program during the month of October, administering the

TAP battery to ninth and eleventh graders, and the SCAT to tenth

graders. The TAP battery produces a set of standardized achievement

scores in the areas of Reading, Composition, Mathematics, Science,

and Social Studies. The SCAT test is an aptitude test, producing

standardized scores categorized as Verbal and Quantitative.

Standardized test scores from a single point in the year are

not sufficient. They merely give a reading of the state of the

school a+ that point. For the purpose of comparisons, Adams ad-

ministered a different standardized test, the California Test of

Basic Skills (CT13S), during the month of May. It was necessary

to give two differmt tests because the TAP and SCAT tests only

have Portland norms for the fall of the year. Portland norms for

the spring were available only on the CTBS.

However, comparing different tests is difficult. The CTB,J

yields ten separate scores, which ean be grouped into four sets:

Language, Composition, Mathematics, and Study Skills. After

carefUl discussion with the research director of Area II (the

former city-wide test coordinator), we determined that the best

comparisons would be between the reading and mathematics sections

of the TAP and.CTBS, and between the verbal and quantitative sec-

tion of the SCAT and the m,,,ding and mathematics section of the

CTBS. There are substantial shorteomin s in re.orting the data

this way but it -he best that pan_bp done.

The scores are reported in the form of P scores, or standard-

ized scores for Portland, adjusted and transformed so that the

mean score is 50, and the standard deviation of the scores is 10.

Since the two tests are normed for different times of the year, if

the students at Adams are making normal progress, compared to other
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high scheols in the city, the P scores should remain the same.

In discussions with the research direntor for Area II, it was

uncovered that the norms for the CTBS were not good for the city as

a whole. The norms were developed based only on the Lincoln High

School population, one which is above average for the city as a

whole, ane above the average of the Adams population. Through

some simple mathematical techniques we determined that a correction

factor for the Adams scores of approximately three standard score

points would make the spring scores theoretically comparable to the

fall scores. The charts include this three point correction factor.

In an effort to report the data In Some form which could suggest

an answer of how Adams did last year in terms of standardized test

scores, we selected a sample of the total school population, ident-

ified their test scores for the fall and the spring in just those

sub-tests for which comparisons seemed at all valid, and calculated

an average test score for the sample.

Due to a large variety of reasons Adams High School was unable

to gather standardized test data on some of its students. At the

time the fall testing was scheduled, the school was only barely

settling down from its opening problems. Many students were missed.

In the spring of the year there were not enough test materials to

give the test entirely at one time and we attempted to give it to

etialler gr)ups of students and spread the testing over a month of

school. This simply was ineff ctive.

The problem of collecting standardized test data was further

complicated by the value Adams places on freedom and the right of

students to make choices about activities which affect them. A

number of students in the spring, possibly conditioned by past

experiences of test data being used in punitive ways, deliberately

refused to take the test. We support their right to make that de-

cision and regard it as our responsibility to demonstrate to them
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that standardized test data can be of some value to them as well

as to us, in planning an educational experience which is of the

greatest possible value to them. Furthermore, to force them to take

the test would badly distort the resulting data. A student can ve,ry

easily subvert a test. We prefer to have few- r students take the

tests and be confident about the validity of the scores, than to

force students to take the tests and blind ourselves to the gross

inaccuracies of much of the data so collected.

The data which we are reporting here is best interpreted as

data on students who were willing to take the tests. It represents

not so much a statement about the total Adams population, as a

statement about the members of the Adams population who are test-

takers.

Interestingly, since we started with a random sample in identi-

fying data for this report, we can determine the nature of the pop-

ulation who are test-takers. As might be predicted, they are large-

ly those who take tests well, those with P scores in the 50's and

60's. However, to a very large degree those who take tests very

very poorly, those with test scores in the 20's and 30's, also plod-

ded through both sets of tests. It was the low-average group, with

scores in the 40's, who, in particular, tended not to take the spring

test. To push a point a bit, they likely know that they don't take

tests well, and they have a strong enough sense of themselves to

act on that knowledge.

THE DATA

Given, then, that the data reported applies only to the portion

of the Adams population who were willing to take the tests, the re-

sults appear as follows:
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MENN TEST SCORES OP A SAflPLE OF STUDENTS WHO TOOK BOTH
FALL AND SPRING STANDARDIZED TESTS

October May

Reading 45.7 46.3 n=35

Mathematics 48.6 48.2 n=32

As can be seen from the chart, no significant differences

appeared in the test scores, which would indicate that these stu-

dents were progressing normally compared to other high school

students in Portland.

A further analysis of the data revealed that a majority of the

students either maintained their levels of performance or showed

some improvement during the year.

FREQUENCY OF STUDENTS SHOUING GAIN OR LOSS IN THE TEST SCOPES
BRTWEEN OCTOBER AED MAY

Maintained or
Im roved P-Score Showed Decline

Reading 58:7; 422

Mathematics 60% 4c);.;

Since the sample is representative of the population of test-

taking students at Adams, we can generalize to that population.

Students who entered Adams with the ability to do well on standard-

ized tests progressed normally and continued to do well. Those who

entered doing very poorly tended to continue to do poorly. Vre do

not know about thos:4 in-between.
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It should be emphasized that standardized tests measure a very

limited range of the skills and competencies which students learn in

schools. Vlore than a little of the resistance to taking the stand-

ardized tests (resulting in the biased sample) was a legitimate

feeling that standardized tests were not appropriate for the im-

portant objectives of Adams High Schz.ol. A careftil consideration

of those objectives (see section 1:) will confirm this view.



UNOBTRUSIVE DATA;
ATTEIMANCE, WITHDRAWAT,S VANDALISM,_ GLASS BREAKkGE SUSPENSIONS

INTRODUCTION

To gather what students report as their attitudes toward the

school is one thing. To infer their attitudes from their actual

behavior is another. In an effort to determine actual student atti-

tudes, we attempted to compare the record of Adams to a control group

of other schools in such areas as vandalism, glass breakage, attend-

ance, suspensions, and the drop-out rate. Comparisons are particularly

difficult because Adams did not have a senior class, and figures are

not available in the district categorized by class. Nevertheless, we

are reporting our own figures here, with the intent of future comparisons.

THE DATA

Attendance

The official attendance figures for last year show:
Adams

Control Group
Mean

A.D.M. (Average Daily Membership) 1251 1973

A.D.A. (Average Daily Attendance) 1042 1773

Difference: Average Daily Absences 209 203

Percentage Daily Absences 16.7% 10.3%

In terms of overall school attendance Adams appears to h Ire done

less well than the control group of schools. These figures are very

difficult to interpret because of the vast differences in attendance

reporting procedures from school to school, and the differences in the

amount of effort put into obtaining an accurate daily count. We hope

to be able to make more careful comparisons in future years. We have

tightened up considerably the attendance procedures at Adams for 1970-71.
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Control
Group

Category Ac Nn
Transferred to other high schools in the district 111* 5Ll

Left city or state 76 122

Legitimate reasons: work, evening school, medical 85 110

Permanently excused by School Board action 11 140

Expulsions I I

Accidental death 1 0

Other 114 83

Totals 299 kio

*Thls unusually high figure for Adams was caused by a large number of
illegally enrolled students who were transferred to the correct school
early in the year.

Again, we do not know yet how to interpret these figures since

Adams lacked a senior class, and there is no correction of figures

for different sIzes of enrollments. None of the figures seem partic-

ularly unusual or revealing that anything at Adams was out of line,

except that a very large niber of students attempted to enroll at

Adams instead of in theIr district high school id had to be sent back.

Glass Breakage and Vandalism

Since glass breakage is reported separately from other vandalism,

the following chart compares Adams to the control group in both

categories:

Glass reakage VandalIsm

Reported Acts Cost Reported Acts Cost

Adams 7 $ 68.00 79 $2951.03

Control Schools (mean) 30.7 $792.06 146.1 $1778.39

Substantial caution Is suggested in interpreting these figures since

considerable discretion is allowed by custodians in deciding whether an

act was vandalism or an accident. It is well known that many mistakes
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are made; for example, fallen young trees were reported as acts of

vandalism at _Adams, -4ben it turned out later that a teacher had

observed them being blown over in the wind.

Nevertheless, the figures are interesting. Glass breakage was

lower at Adams than at any other high school in the system, at least

in terms of replacement cost. In overall vandalism, however, the of-

ficial figures showed Adams considerably above the control group mean.

The reports of the head custodian and the administrative vice-

principal provided an interesting contrast to the official figures.

The problem of vandalism at Adams FY ' School was reported as generally

"not extensive". There were 79 repoed repairs and/or replacements

attributed to vandalism. The head custodian and matron listed as most

serious the following:

1. Theft of five fire extinguishers

2. Telephone inter-com sets in class rooms: removal of mouth

and ear pieces and cut cords

3. Removal of toilet paper dispensers and towel dispenser in

lavatories

4. Removal of napkin dispensers in girls' lavatories

5. Removal of ceiling tiles in toilets and some classrooms

6. Removal of sprinkler heads in lawns.

The head custodian noted that there was very little damage to

walls, very little defacement, and very little window damage, which

is very seriaus in most schools. Be alse noted that most of tbe

vandalism occurred very early in the year and thus far this year,

there has not been a repetition.

We have no wey of explaining the discrepancy between the reports

of our custodians and the official figures. We particularly would

have liked to look at figures month-by-month to see if indeed most of

the damage was done early in the year. We hope to have better data

next year. We welad like to see better standards established for

reporting vandalism throughout the district so that figures between

schools are comparable.



Offense

Attendance

Fighting

Cutting Classes

Assault

Gambling

Misconduct

Auto Violation

Smoking in Building

Insubordination

95

Total for 1969-1970_

70

20

8
6

5

5

Total Offenses 151

Total number of different students suspended 100

*The vast majority of the assault/fighting suspensions occurred

in the first quarter of the year. In many cases the student was

suspended for combinations of different offenses, e.g. gambling/

attendance, cutting/fighting. Aal were reinstated with the exception

of one.

We do not know how this data compares with that of other schools

as such information was not available.

CONCLUSION

In spite of the effort spent in collecting this data, very few useful

insights were derived. We do regard such data as attendanc, suspensions

and vandalism rates as potentially very useful, but inconsistencies in

collecting and reporting the data have made proper interpretations

difficult. We hope for better data in the future, and where Adams

seemed particularly out of line, we have taken some action for 1970-71.
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DATA ON SPECIFIC PROGRAMS

Adams hopes in the future to be able to gather systematic data

about each of the different programs in the school. Due to limited

personnel and resources, little of this could be done during 1969-1970.

However, we were able to gather data on one experimental program,

Work Experience. We present that here.

INTWTUCTION

The Work-Experience program a developmental project, began at

Roo evelt High School during the school year of 1968-1969 and was

transferred to John Adams during the academic year 1969-1970.

The Work-Experience program was an attempt to provide a different

educational environmm-it for the "non-coping" or "marginal" student.

These students were identified from the total student population as

belonging to one or more of the following categories: economically

disadvantaged, physically handicapped, socially dysfunctional,

vocationally oriented, and/or behaviorally,: a problem. Although

these students were not selected by standardized te,st scores, as a

group they possessed a Stanford Achievement mean of the 30th per-

centile, based on publishers national norms.

Three hundred and twelve students were involved in the W-E

program during the school year; 84 of these students eventually

dropped from the program; f732 students were hired into the summer
program. The highest employment was 146. Of this group 57% were

black students, of significance because approximately 255 of the

Adams' school population is black.

The Proqram

The students attended class half-time and worked the remaining

half day on the job. This proportion sometimes varied with individual

students. Even though same jobs provided training for more responsible
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positions, in the main the students were paid wages for services

rendered. In most cases the W-E director counseled the job appli-

cants before and during job assignments with the goal of making the

student more employable and more satisfied with his high school

education. This program also included large-rfroup meetings, and

overnight field trips chaperoned by a counselor or other youth

worker. From three to ten Lewis and Clark ' °liege students were

available for personal case work with the W-E students through a

special cooperative program.

Since most, if not all, of the students involved in W-E never

acquired in the classroom, all the social skills that are important

to prospective employers, it was hoped that the job experience might

foster and nurture these skills. Consequently, the program hoped to

find answers to the following questionsg

Does su -essful job experience translate into successful
school experience as measured by attitudes, quality of
work, and attendance?

2. Will significant employment result in behavior modification
(acceptance of social skills) that transfers to the school
environment?

SUREMENT INSTRUMENTS

Teacher Relport Card

A random sample of forty W-E students were selected to evaluate

attitudes toward teachers. These students were instructed to rate

their teacheru according to a prepared twelve-item rating scale.

While some students rated only one teacher, others rated as many

as six. Of the forty students selected, twenty filled out the

Teacher Report Card. Where A = 4.0 and F = 0.0, the results were:

131
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Stud nt Attitude Toward Teacher

4.o to

2.9 to 2.0

1.9 to 0

13 responses or 655

4 responses or POI

3 responses or 1%

Since this population consists largely of "losers" in the

typical educational system and those who have had little regard

for education or teachers, the absence of a random sample seems

leas important. It appears to be significant that so large a

percentage would regard their relationship with their instructors

as favorable.

Employe' Questionnare

Nearly all the employers in this case 60) were sent opinion

forms and 41 of .6he 60 responded -- approximately 68;'5. The responses

were separated into those who appeared satisfied, and those who did

not. The results were:

Satisfaction wth proL;ram

Dissatisfaction with program 77,

While again the sample was not random, the enormous percentage of

satisfied employers would tend to indicate that students on the job

were behaving acceptably.

It appeared, then, that some significantly positive attitudes

toward teachers were apparent among the W-E students, and that

employers were satisfied that the students had the necessary social

and technical skills to perform adequately on the job. The issue

became, to what degree did W-E account for this, and to what degree

was a self-selection process going on.

In an effort to assess this, we selected two samples of students,

twenty who entered the W-E program and remained in it the entire

school year, and twenty who entered the program but dropped out by
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mid-year. While these groups are not comparable in any strict

sense, a comparison between them of school performance: attendance

and grades should suggest some possible answers to whether any of

the effects of W-E carry over to the school context.

Attendance and Grade Patte_

Increased
Attendance

Decreased
Attendance

Group A .v.,20)

Remained in W-E progr
entire school year

55%

Group B n=20)
Dropped W-E program
by mid-year

355-f,

55 remained
the same

605

Credit in
Gen-Ed

Full 405 )55
Partial 40Z 35%
Nb Credit 205 305

Total abSence 428 days 704 days
as a grOup

Prom this data one can infer tLat the W-E program did make a

small difference in the performance of the "marginal" student who

stayed with the program. This difference is rather striking, hawever,

when one compares the total days absent for each group. The W-E group

at least were absent from school far less. It remains to be seen

whether future data will indicate any more significant effects of

Work Experience.
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STUDENT BEHAVIOR AT HOME ARENT IRIEHUEL)r

INTRODUCTION

During the school year mueh was done to work with parents t

explain the nature of the Adams program and to involve them in the

activities of the school. Still, it was difficult during the year

to gauge the degree of support for,or, opposition to, the Adams pro-

gram. A systematic attempt to determine parent opinion seemad in

order.

In addition we were able to observe and evaluate sttldent be-

havior In the school, We were interested, however, in the degree

to which behavior learned in school carried over to non-school situ-

ations, particularly the home.

The ideal approach seemed to be to combine these two concerns,

to interview parents about Adams by requesting evidence about the

changes In the behavior of their children since attending Adams.

A set of questions were developed which asked about eight areas of

student behavior at home. If the parent reported a change, she was

Baked to rate the influence Adams had on this change. Interviews

were conducted with a random sample of seventy-eight of the parents

of Adams students.

The interviews were conducted over the telephone by ten members

of the Parent Teacher Student Association of Adams. Ttls was done

to minimize bias. The best interviewer of an Adams parent should

be another Adams parents

If the sample were perfectly random, flndi s which were true

of the sample would with high certainty also be true of all of the

students of AdaMs. This samPle is biased somewhat. SOIM parents,

very few, refused to answer the questions. Sane other families do

not have telephones. This was true of two parents in the original

sample. Nevertheless, the percentages which are true of the sample

have a high likelihood of being true for the total Adams population.

One key point, however, must not be overlooked. We do not have-

comparative data from another high school. It is possible that

any other high school would get roughly the same results if it ad-

ministered the queotionnaire. That will have to wait for future

years to determine.

1.38
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THE FINDINGS

One note: in the follmaing report the listing of the questions to

which parents were asked to respond is phrased in the

masculine. Obviously, if the child under discussion was

feminine, he interviewer used feminine pronouns.

gAestion 1

Thinking back over this school year, have you noticed any dif-

ference in the way your son accepts responsibility? For example,

can he carry through on tasks you expect him to do without your

having to keep at him? Does he volunteer to do things whirli he

knows need to be done?

Could you describe an incident or example that you think illus-

trates this change in his ability to accept responsibility?

What effect, if .any, do you think Adams had in bringing about

these changes in the ability to accept responsibility?

The Responses

Adams caused

NATURE OF THE CHANGE

Better Worse Same

15 8
EFFECT

OF Adams had some effect 5
ADAMS
ON THE Adams had no effect 1 2
CHANGE

Don't know

TOTAL 28

-2

12 38

The Summery

At first glance it does not seem Impressive that only fifty-

one percent of the parents interviewed noted a change in the ability

of their children to accept responsibility after this past year of
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school. Included in the Ito interviews that reported change are

children that made rositive and negative changes. It is within

this group of interview.3, the ones that noted some change, that we

Can see same encouraging comparisons.

First, of those that showed a change In the ability to accept

responsibility, 28 showed a positive change and only 12 showed a

regression. It is gratifying to note that of the 40 interviews

showing change, 70 % felt that the program at Adams had in some way

helped to bring about the positive change.

It is interesting to note that of the total 78 interviews, only

8 parents felt that Adams had caused a regression in the studentst

ability to accept responsibility. In other words, over 89% of

the prents interviewed felt thf.L Adams had not adversely affected

their children. 25% of the parents felt that Adams was specific-

ally responsible for helping their children to grow towards be-

coming more responsible people.

Question 2

Have any of the things your son has done or said during the

past school year given you an idea of what he thinks or feels about

himself? And how is this different, if at all, from the way he used

to feel about himself? For example: Does he seem more or less sat-

isfied with what he does? Is he happier?

Could you describe an incident or example that yaa think il

lustrates a change in how he feels abaut himself?

What effect, if aay, do you think Adams had in. bringing about

this change in his attitude toward .himself?
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The Res onses

Eili4tCT

OF
ADAMS
ou THE
CHANGE

The Summary
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NATURE OF 1BE CHANGE

Better Worse Same

Adams caused 33 5

Adams had some effect 6 2

Adams had no effect 1

Don't know .10

TOTAL 49 11 18

Several comparisons are possible here. First, the total number

who changed (either for the better or for uorse) vastly overshadowed

those who did not; 60 changed, while only 18 parents reported no

change. For some of those 18, of course, the child was already

happy and satisfied. Secondly, of those who changed, those who

changed for the better vastly outnumbered those who became worse.

Forty-nine parents reported their sons or daughters seemed happier

and more satisfied, while only 11 reported that their siblings were

less happy.

Of the 60 students who changed, parents of 46 of the students

attributed the change to Adams. Only one said that Adams definite-

ly had no effect, while 13 were unsure. Of the 46 who reported

that Adams affected their sons or daughters, 39 reported that the

change was for the better; only seven reported that Adams caused

dissatisfaction and unhappiness.

In percentage terms these figures are perhaps most strIkf.tg.

Adams was reported to have had an effect an the happiness and satis-

faction of 69% of its students. Of the 46 students that Adams af-

fected, 85% were affected in a positive direction (toward greater

happiness and satisfaction). Only 15% were affected negatively.
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Question

Is your son more anxious and tense now than he was in previous

school years, or less so? For example does he have more trolable

sleeping does he eat less well, does he continually seem upset?

Could you give some examples to illustrate any differences you

perceive?

What part, if any, do yau think Adams has played In this change?

The Res onses

EFFECT
OF

ADAMS
aa THE
CHANGE

The Sunmary

NATURE OF THE CHANGE

Better Worse Same

Adams caused 20 4

Adams had some effect 7 5

Adams had no e feet

Don't know 2

TOTAL 35 12 27

Combine a new school, new friends, new faculty, with an exper-

imental curriculum and a potentially tense and anxious situation for

students is created. Yet 83% of the parents interviewed felt that

their children had either become less tense and more relaxed, or

at least remained the same, compared to previous school years.

It is interesting to note that 57% Of the parents that report-

ed a change in their students felt that Adams had helped to reduce

the anxiety and frustration. Only 12% of the parents said that the

program at Adams had caused-greater frustration for the students.
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SE2A119.21...

Does your son have a clearer sense of what he wants to be in

life, of what his goals are, than he had at the beginning of the

school year or last year? For example does he know now that he

wants to go to college, or that he wants to run a business, or

that he wants to hell) people whereas previously he hadn't thought

about It?

Could yau give an example which you think illustra es this

change in his goals?

What effect, if any, do you think Adams had in bringing about

this change in his goals?

The ResuongeS

Adams caused

NATURE OF THE CHANGE

Better Worse Same

19 3Ent=
OF Adams had some effe t 5 1

ADAMS
ON THE Adams had no effect 4
CHANGB

Don't know

TOTAL 31 4 41

The Summary

This question posed a nuMber of difficulties in interpreting

the paront's responses. It was difficult to judge a chanqe in a

set of goals, or the desirability of a chosen career, or the unser-

tainty about a future occupation as being either "better", "worse"

or the "same". Below are four situations that occurred on the in-

terviews that explain the problem in classification of parent re-

sponses.
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1. Is it necessary, or even desirable, for a high school student

to have his goals for life planned in the 9th, 10th or llth grade?

2. A high school freshman gives up his dream of being a "fireman"

and now is confused about what direction he will take in life. In

our interview classification system this situation would be classi-

fied as being "worse" because he has no goal direction. However,

this student might have grown a long ways towards maturity when he

gave up a childhood fantasy and started to look seriously at himself.

This growth could be positive. If the student had grown stronger

in his childhood dream of being a "fireman;' on our scale,this would

have been classified as 'Inetter" yet it might be a negative growth

pat'rern.

3. Is it wbetter° or "worse" for a student to change his mind from

a career that would have included college to one that would not re-

quire a college degree? Many parents expressed concern if their

child did not show interest in college and consequently gave nega-

tive answers to this question if the students goals did not include

college. A few parents expressed concern for they felt that "Adams'

teachers were telling students that college was not necessary for

success."

4. If a student makes many changes in his goals during the year, would

this be rated as "better" or 'florse"? Parents gave positive answers

to this question if the goals that the student was currently think-

ing about were consistent with the parents' aspirations for the stu-

dent. But if the goals were not what the parents thought was

worthwhile, the responses were then negative. ROI' example, if the

student changed his goal fram medicine to music, same parents regarded

this as a negative change where others said it was a positive change.

We used the parent's own judgment of better or worse. Keep-

ing these ideas In mind there are still same imeresting compari-

sons that can be made from the data received on the interviews.

Thirty-five parents reported that their child became more clear as
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puestion 4 ( c ontd )

to his goals and direction during the year. At the same time 41

parents reported no change during the year. Within the 41 inter-

views that stated no change, there are students who had goals set

before coming to Adams and some that have not set their goals. It

is interesting to note the influence that Adams had on the students

that were reported as having changed during the year: 28 out of 35

parents felt that Adams had influenced the change. Of those students

affected by Adams, leading to goal setting, 86% had a positive change.

Only four students were reported by parents as regressing, in their

sense of goals, because of their experience at Adams.

The difficulty of Interpreting parent responses to this ques-

tion has caused us to reevaluate this objective for Adams and clar-

ify it.

Question_

Does your san take an active interest in more things now than

In previous years; or fewer? For example: previously all he wanted

to do was work on his car. Now he reads different things, tried

out for the school play, and has a hobby.

Could you give sane examples to illustrate this change?

What effect, if any, do you think Adams had in bringing about

this change in the things he is interested In?

She Responses

EFPECT
OF

ADAMS
ON THE
CHANGE

Adams caused

Adams had some effect

Adams had no effect

Don't know

TOTAL

i 145

NATURE OF THE CHANGE

Better Worse Same

16 1

6

2 1

Mmill=110

6 32
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The SummarY

One of the goals that Adams worked on this past year was to

help expand the interests of students into new areas. Thirty-six

parents interviewed reported that they noticeG a change in the stu-

denth interests, 32 reported no change from earlier years. Thirty

of the 36 students that changed had a positive change. Of the six

with a negative change 5 parents reported that the change was

caused by situations outside of -ale school and only one parent, out

of 68,felt that Adams had caused the student's interests to decrease.

According to parents interviewed that reported a change, Adams af-

fected 6W of the students ana caused a positive change in expansion

of interests.

This question was also difficult to score. This was due to the

parents feelings about items that were of current interest to their

children. If the interest areas met :with approval of the parents,

the responses were positive, but if the area of interests had widen-

ed but were in areas that did not meet with parents' approval, the

responses were negative.

It was mentioned in a few interviews that the students inter-

ests in a particular area deepened but did not necessarily expand

into other fields.

Question 6

Have his dress and manners changed? For examnle: he used

to be well dressed and courteou now he wears blue jeans and argue-

with everyone.

Could you give an example or describe how he has changed?

What part, if any, do you-think Adams played in causing this

change?
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NATURE OP THE CHANGE

Better Worse Same

Adams caused 4 14

EFFECTS
OF Adams had same effect 1 3

ADAMS
°Iv THE Adams had 110 effect 7 1

CHANGE
Don't know

TOTSJJ

T1 le_ Summary

From the data given in the chart above it can be seen that 40%

of the parents Interviewed were dissatisfied with their children's

appearance over the year. Of the 33 students who changed their style

of dress, 21 were reported as worse, and only 12 showed an improve-

ment, in the opinion of parents. Only five parents expressed the

feeling that Adams had helped to improve their children's ideas of

appropriate school dress. Twenty-one parents felt that Adams had

caused the negative change in their student's dress.

Forty-one parents reported no change in the student's dress

or manners; this was expressed in both satisfactory and unsatis-

factory terms.

Two interesting notes: First, one parent, who was upset, reported

her son as saying "dress is unimportant...what is important is what

yau think and what you do"; second, another parent at Adams was

pleased that there is "less pressure on parents to keep up with the

elite". The difficulty of determining the value of a dress code is

perhaps most succinctly illustrated by these two statements.

147
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Question 7

Does your son express his ideas and opinions more often now

than he did before? For example: Previously he said very little

about anything; now all at once he wants to talk abaut the Vietnam

War all the time.

Could yau give some examples or describe how he has changed?

What part, if any, do you think Adams played in causing this

change?

yhe Re sTonses

NATURE OP THE CHANGE

Better Worse Same

Adams caused 21 2

ThCT
OF Adams had some effect 16

ADAMS
ON THE Adams had no effect
CHANGE

Don't know

TOTAL

The aurom

50 4 21

An overwhelming change in the student's ability to express his

opinions was reported by parents to this question. Sixty-six percent

of the parents interviewed said that they felt their child had made

an improvement in his ability to express his opinion. Sixty-nine

percent of the parents that noted a positive change felt that Adams

with its freedom to discuss topics, and the encouragement of the

faculty to help students express themselves, had been instrumental

in bringing about the improvement.

Only 3g of the parents, that is 2 aut of 75, felt that Adams

had caused a regression in the students willingness to express

himself.

r 148
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Question 8

Does he react any differently now when someone disagrees with

him than he did before? For example: Previously he got very angry

when someone disagreed; now he listens to what others have to say.

Could you illustrate any changes with examples?

What part, if any, do you think Adams played in causing this

change?

The Responses

NATURE OF TBE CHANGE

Better Worse Smme

Adams caused 15 5
EPTUCT

OP Adams had some effect 7 2
ADAMS
am TBE Adams had no effect
CHANGE

Don't know 10

TOTAL 33 12 30

The Summary

Tolerance and understanding of another's point of view is an

important lesson to be learned. From the Interviews with parents it

was found that 44% of the students had become more tolerant of others

when there was a conflict over a point of view. Of the 45 parents

that stated they had observed a change, 64% felt that Adams in-

fluenced the change. Only 7 students appeared to have less toler-

ance because of their experience at Adams.

Thirty parents reported that they had not noticed a change.

This 40% of the students would include both students who were toler-

ant of others as well as those who were intolerant tefore coming

to Adams.
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It is necessary to include a few notes that deal with areas men-

tioned by parents which were not covered by interview questions.

The tone and nature of responses deserves comment md will give

clarification to same of the answers given by parents.

At the end of the notes there are a series of favorable que

tatimacollected which Indicate a further range of interesting per-

ceptions on Adams.

1. The structure oarriculum and ideas of freedom were criticized

on approximately 30% of the interviews. A typical response was

the feeling by parents that students were too young, especially the

freshmen, to handle te free time at Adams, that students enjoyed

the lack of pressure and consequently did not try to learn or

work. Because the school was not pushing the students with strong

direction and not using tests, books, and "normal" courses, students

would not get a good education; in particular, they would not get

into college.

2. The need for "law and order" was expressed on 20 interviews.

There was a feeling that students were too immature to be allowed

to move about the school and park without rules, that students

really wanted rules and that without the rules, the students did not

know how to behave. Students must be required to attend classes and

parents must be notified if students aro missing elasses.

3. Four Interviews expressed the feeling that there was more oppor-

tunity at Adams than at other schools. The reasons seemed to be from

two areas: one, that the school eneouraged students to become in-

volved in activities and twoo that there were fewer students en-

rolled, thus less competition.

4. From 37 other interviews there were statements of praise and

support for the program at Adams. The freedom allowed for student

growth, helped in the awareness of the problems of-society, enabled

the students to gain a better self-concept, and encouraged students
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to become vocal and less eaotional in expressing their opinions.

This was attributed to a number of things: one, the atmosphere of

the school was friendly; two, the students were respected by the

teachers; and three, the teachers worked to develop a relationship

with the students that helped the students grow and becomm inde-

pendent.

5. your parents expressed the feeling that the Adams program actu-

ally helped their teenager to mature and become a young adult.

6. On six interviews, parents expressed some teachers were dress-

ing as sloppy as the students. They felt teachers should set an

example in their dress for the students to follow.

7. The desire for closer working relations between the school and

the parents was expressed on eight interviews. Earlier notification

from teachers that a student was having difficulty in class, in-

stead of waiting until it was too late, was requested. Parents

want to be notified when students are missing classes. A few

parents remarked that teachers did not return telephone calls or

make efforts to contact parents.

8. Only four parents said that they would transfer their students

to another school next year. They felt their sons and daughters

would not get a "good" education at Adams; the area that was singled

out to be weakest was mathematics.

9. The issue of race problems was mentioned on seven interviews.

(Note that there was no question that asked for a response dealing

with racial issues.) Three parents were concerned that black stu-

dents were "suppressing white students." White girls were afraid

to walk in the halls, In the park, and to enter restrooma from fear

of black students. Two parents added that the "black leadership"

had caused a lot of trouble for the school this year. One parent

said that she felt that white students got all the "good" classes.

Only one parent expressed the feeling that he r son had progressed

in his understanding of sone of the problems of mdnority groups and

had become willing to work to overcame prejudice.

t 151
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Below are 14 quotations fram the parent interviews that are en-

couraging and exciting signs of progress:

1. I feel Adams, with it's method of free and open discussion en-

couraged, was responsible for our son to overcome shyness and
-
bashfulness.

2. I think the teachers at Adams

1:yze situationsthey are more

strive to have the students ana,-

open in their attitudes.

The grading system at Adams is more relaxed and not as strin-

gent as at other high schools he attended. No pressure about

grades.

4. Our daughter who had been a good student in grade school and

then "turned off" during first two years of high ,.chool...this

has been the most positive school experience. The interest of

the teachers, Informality of the structure has encouraged and re-

newed her interest in school.

5. The atmosphere of Adams has enabled her to enjoy school--did not

in previous school.

6. She had unhappy and bad experiences in two other high schools...

she likes Adams because of different attitude on part of faculty

making for better relationship- between students and teachers.

Adams showed that "they" cared about our son.

8. Adams has helped...teachers seem to relate to students.

9. Adams has taught the ability to 'want to learn.

10. Happier in school...basically not having education crammed down

her throat. More relaxed approach to teaching.

11. Our son was trained at home to have responsibilitn and Adams

has allowed him the opportunity to make decisions.

12. Family always has had discussions over her troubles. Now a new

element "why", has been added.
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13. (Adams has helped)... by letting the udents be L their owns

making him responsible for his learning.

14. Friendliness of school contributed...teachers took a more per-

sonal interest in her.

CONCLUSION

Because of the degree of care exercised to protect the random

sample and the high likelihood that the results of the interview are

true of the total Adams student population, it can be concluded that

there has been a positive growth and improvement in the behavior of

students as observed by parents. Two important issues are raised

with this conclusion. First, did the change result from the students

experience at Adams or was it a normal grawth.pattern associated with

adolescence? We have only the parent's judgment. Second, how does

the behavioral change of Adams students as expressed by parents com-

pare to views of parents of students in other Portland high schools?

We intend to conduct a similar interview with Adams parents next

year to compare and measure the behavioral change that has taken

place during the two years of the school's operation. To help an-

swer the isaues raised above, it is suggested that a random sample

of parents from other Portland high schools be selected and inter-

viewed to provide comparative data for the Adams study.
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EVALUTION OF PUP

CHOICE CF CREDIT-ND CREDIT VS TRADES

All Adams students had the option of takfng their courses either

for a letter grade or simply for credit. Tho majority of the teach-

ing and administrative staff believed that an evaluation system

based upon Credit-No Credit rather than letter grades was prefer-

able for sound educational reasons. F-r example, we feared that some

students would value maintaining high grades more than satisfy-

ing intellectual curiosity. These students might avoid stimulat-

ing but demanding courses, fear to risk their grade by trying some-

thing new, or frantically work to raise a C to a B-, rather than

work to increase understanding. In short, we believed tnat an eval-

uation system based on Credit-No Credit would tend to stimulate in-

terest in learning as an intrinsically rewarding activity. However,

were aware that some students and their parents, for a variety of

reasons2 might feel more comfortable with the more familiar letter

grades. We also knew that some colleges put a great deal of emphasis

upon a student's grade point average, although we hoped to persuade

them to give equal consideration to r,tujents without grades. There-

fore, we made it possible for student:1 a_Ild parents to choose the sys-

tem by which the student would be evaluated; that is, Credit-No

Credit; or Grades (A,B,C, No Credit).

The term Credit indicated that the student had successfully ful-

filled the obligations and responsibilities that he undertook when he

enrolled in the class. In sane areas these obligations were nego-

tiable, whereas in others the obligations and criteria for success

were firmly set by the teacher at the outset of the course. The term

NO Credit indicated that a student had not yet fulfilled his obliga-

tions in a class, but could receive credit as soon as those obliga-

tions were met. It is important to understand that No Credit did

not mean that the student had failed the course; but rather, that for

any number of reasons, for example, poor health, lack of effort, drop-

ping of the class, the student was in the process of completing, but
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had not yet completed course requirements.

Problems Related to Credit-NO Credit Choice

Other high schools, both in and out of Portland, generally re-

quired letter grades to accompany Adams students transferring to them.

Also students were allowed to change their original choice once be-

fore the end of the semester. FOr these reasons, even though a stu-

dent had chosen Credit-No Credit, grades were maintained for him.

Some teachers felt that this tended to undermine the spirit of the

Credit-No Credit evaluation policy, as they were forced to continue

to think in terms of letter grades.

With t!-'' first class to graduate in the spring of 1971, the prob-

lem of college admission will become critical. We have initiated cor-

respondence and discussion with college admissions officers on the

issue of acceptance of students with Credit-No Credit evaluations.

To date, the response has been mixed: colleges in the Oregon state

system, Pe,4 several others (particularly "prestige" colleges), have

indicated that the lack of a GPA will not adversely affect the Adams

students' chances of admission. Some have said they would re17 heavi-

ly on college board examinations, counselor recommendations, or other

indices in lieu of a GRA. College bound stuc2ents were advised that

letter grades were usually a prudent choice, especially if they fore-

saw need for financial aid.

Ne were interested in finding out which students and for what

reasons, selected Creat-'1To Credit rather than grades, and haw these

choices were distributed among departments. A survey revealed the

following data.
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GRADING PREFERENCES OF STUDENTS
IN PERCENTAGES

GENERAL EDUCATION VS. ELECTIVES

Overall Freshmen AspnaLos.9_
CR GR CR GR CR GR
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Junior
CR GR

Electives 48 52 44 56 46 54 57 43

General Education 55 45 50 60 53 47 64

TOTAL 50 1 50 45 55 48 52 59 41

GRADING PREFERECES OF STUDENTS BY DEPARTMENT
MN PERCPNTAGES

Overall Freshmen _S_oilore Junior
GI/ CR GR CR GR CR GR

Dqpartment
CR

Foreikri Language 27

Science 33

Physical Education 40

Home Economics 44

English 51

Business Education 51

EUsic 52

Art 67

Work Experience 69

Iterpretationof

33
31

75

57

55

57

60

23

36

35

40

52

53

77

64

65

60

48

47

38

14

50

48

59

73

62

86

50

52

41

(MUsic makes no distinctions by
class)

79 21 70 30 100 0

43 57 41 59 86 14

While the overall distribution of letter grades and Credit-No

Credit choices was equally divided, the trend was away from letter

grades among older students. While 55% of the freshmen preferred

letter grades, only 41% of the juniors chose letter grades.

There was wide variation among departments in the percentage of

students who chose Credit-No Credit rather than letter grades. In the



Physical Education department for example, the overall trend was reversed:

60% of freshmen, but 86% of juniors, chose letter grades. At

all grade levels, students chose to be evaluated in Physical Educa-

tion by letter grades more than Credit-No Credit. Music and Art stu-

dents chose Credit-No Credit over grades, with 100% of the juniors

in Art classes choosing Credit-NO Credit. The Foreign Language de-

partment had the highest percentage of students choosing letter grades

(73%), and the Work Experience department had the highest percentage

choosing Credit-No Credit (69%).

These variations suggest ssveral hypotheses:

1. Students may have chosea letter grades in subjects in which they

felt fairly confident of success. Juniors who elected Physical Edu-

cation, for example, may have been those with high degrees of athletic

prowess.

2. Students may, in some cases, ha e been strongly influenced by

teachers, one way or the other. Un mity of choice in one class sug-

gests teacher influence.

3. Some departments may have high enrement of less able students,

who might tend to avoid r letter grade. The high percentage of Credit-

No Credit choice made by students in the Onrk Experience program might

be an example of this.

4. Other departments may attract a high illment of academically

talented students who might pre'er letter grades. The courses tra-

ditionaiLytaken by the college bound student, such as Foreign Lang-

uage and Science, could be examples.

5. There may be a relationship between student ability and the choice

of grades versus Credit-No Credit.

The data presented here only raise these speculations they are

insufficient to provide the basis for any conclusions. FUrther in-

quiry into the functioning of the evaluation system is planned.

SEASONS FOR TBE RECEI T OF NO CREDIT

In the usual sense of the word, NO Credit is not a grade--it

/57
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is simply an indication that credit has not yet been earned in

particular class. Since a student may not fulfill his credit re-

quirements for any number of reasons, and because the receipt of Nb

Credit does not brand the student as a failure, it was predicted

that teachers wuuld tend to give more Nb Credit evaluations to indi-

cate noncomp/etion of course requirements than they would if re-

quired to give an "F". Therefore, Wo Credit could be predicted to

be a more accurate indicator of insufficient performance than failure

grades in other schools.

An analysis of the reasons that students received Nb Credit

might indicate whether these hypotheses had validity, as well as pro-

v idq information about how these students could be more effect-

ively helped.

Teachers were asked to give reasons why students in each of

their classes received Nb Credit. The form provided for this purpose

asked teachers to check one or more specific reasons why no credit

could be given, to check the underlying problems the teacher felt

had affected the student's performance, and to recommend ways of

helping the student overcome these problems.

When the reports were returned and tho data interpreted, it be-

came apparent that the Physical Education department represented a

unique situation. Extremely large numbers of students had received

No Credit, and the reaSon given in almost every case was class non-

attendance. Because the numbers were great enough to distort in-

ter.pretation of the Nb Credit data as a whole, the Physical Education

data are not presented here.

The number of reports here interpreted was 283 187 from elec,

tivecour es (except Physical Education) and 96 from General Education,

These 283 reports dealt with 199 different students. Overall 7.8%

of students did not receive credit; elective teachers gave No Credit

to approximately 7.7% of their students and General Education teach-

ere to approximately 7.9%.
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The reasons given for the receipt of Nb Credit were:

Electives General Education

Poor Class Attendance 40% 46%

Failed to Complete Work 33% 30%

Poor Participation in Class 11+; 15%

(All Other Reasons) 13% 9%

Aa can be seen, there was no major difference between the elec--

tivecourses and the required course, General Education. Almost half

of those receiving no credit did so because their class attendance

was poor.

The inferences for the underlying causes vie resuarized thus:

Electives General Edu-ation

Unwilling to Try 12% 11%

Nb Capacity to Work Independently 12% 9%

Unable to Resist Attractions of the
Park, the Balls, etc. 21% 20%

Very Little Interest in the Subject
Mhtter in the Class 13% 14%

Seems to Rave Nb Interest in School 7% 145

All Other Inferences (Nane more
than 5%)

Again there was almost no difference between the elective courses

and General Education.

Teachers were asked to make specific recommendations for the

best way to deal with each of the students who received No Credit.

It was anticipated that if teacherd recommendations fell into a small

set of categories, it mould guide the implementation of new proce-

dures for reducing the number of students who were doing inadequate

work.
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The recommendations did fall into three major categories:

Electives General Educa ion

Family Counseling 16,5 17%

Put On Close Attendance Check
Early Next Year 35% 24%

Needs More Teacher Direction 24% 30%

All other Suggestions 25% 295:

Specific actions have been taken for the school year 1970-

1971 based on these recommendations. The only major difference seems

to be that General Education teachers tended to blame themselves, in-

dicating that the student needed more direction than he got. They

were not so bothered by poor attendance. Elective teachers, on the

other hand, either were more bothered by poor attendance or regard-

ed compelling the student to attend as a more effective way of deal-

ing with the problems of their NO-Credit students.



TRAINING: 1969-1970
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The training program at Adams High School i. the first year of

operation was a very ambitious one. We had contracts for training

or agreements to train from five different teacher training organi-

zations: Portland State, Oregon State and Harvard Universities;

Lewis and Clark and Reed Colleges. As part of these contracts for

training we had a grand total of eleven joint appointments among the

senior members of our staff.

Approximately ninety individuals had all or part of their train-

ing within Adams High School. This number will increase to approxi-

mately 115 individuals in the year 1970-71. Teacher trainees, both

student teachers and intern teachers, make up the vast majority of

the 70 we had in training this past year. In addition, we had a

small number of social work trainees, counseling trainees, and pre-

student-teaching "students in residence" within the vocational edu-

cation areas.

ER.M TR U ['Q PROJ CTS

Me were extremely fortunate in having two federally funded

projects emanating from the Educations Professions Development Act

of 1967 to help launch our initial year of training and Instruction.

One of these projects was conceived to help train the staff to open

the school. The second project enabled us to undertake the Portland

Urban Teacher Education Project, a program for training teachers who

would be successful in dealing with disadvantaged students. This

was based at Adams High School, but affected four other Portland high

schools. These two projects represented somewhat better than 8200,000

of outside funding.
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For our second year of operation we anticipate a significant

increase in the number of outside funded projects. We have a second

grant to enable us to continue the Portland Urban Teacher Education

Project in much the same form as was implemented in the first year

of operation. In addition, we have a second EPDA Project which is

enabling Adams, as well as the Portsmouth Middle School, to train

a number of individuals for specialized and differentiated school

roles during the summer of 1970 and throughout the academic year of

'70-'71. These two projects account for approximately 5170,000.

Training projects which are funded elsewhere, but which will

have an effect on our training function, include one through Teaching

Research, Monmouth, Oregon, which allows us to experiment in tle

development of protocol teaching materials. A second, centered at

the University of Oregon, uses Adams as a site for a Teacher Corp

Training Program. A third, through Portland State University, will

use Adams as a site for training school social workers. Proposals

for additional federal money are in the offing and prospects seem

quite high for additional funding throughout our second operational

year.

STRUCTURAL PERSONNEL AND ROLE CHANGES FOR THE SECOND YEAR

Quantitatively we excelled in numbers of trainees, programs

undertaken, joint appointments, contracts with training institutions,

and outuide funding. Qualitatively we lagged; we labored under in-

adequate supervision of training experiences and poor coordination

of training with research and instruction.

The most significant change for training in aur second year of

operation is the reorganization of training, research, development

and dissemination into the clinical division of Adams High School.

The clinical division will be one of three divisions of Adams for

the second year, the other two being the administrative and the in-

structional divisions. All training, research, and development work

will be headed by the Director of the Clinical Division, and approxi-
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mately twelve FTE will be involved in this effort.

During the first year of operation responsibility for the clin-

ical supervision of trainees, both interns and student teachers, was

spread across three distinctly different rolesz the two coordinators

of teacher education, the four curriculum associates, and the eight

team leaders. Our first year's experience made us painfully aware

that clinical supervision is not properly done if it is one of many

responsibilities of a very busy group of individuals. Therefore,

an additional modification in the training organization for the

second year is the introduction of a clinical supervisory role. Dur-

ing the second year we will have one half-time, and two three-quarter

time clinical supervisors within General Education, and a half-time

supervisor in the vocational education areas. In order to enable

these individuals to gain the necessary experience and skills to

perform their roles, we conducted a supervision workshop during the

summer, closely allied to a program for training the Portland Urban

Teacher Education Project interns.


