ED 054 533
AUTHOR
TITLE

INSTITUTION
SPONS AGENCY
BUREAU NO
PUB DATE
GRANT

NOTE

EDRS PRICE
DESCRIPTORS

IDENTIFIERS

ABSTRACT

DOCUMENT RESUME

08 EA 003 658
Avers, Lawrence W., Jr.
Coordination of Organic Curriculum Development in the
Public Schools of Portland, Oregon. Final Report.
Portland Public Schools, Oreqg.
National Center for Educational Research and
Development (DHEW/CE), Washirgton, D.C.
BR-8-0172
May 71
QEG-0-8-080172-26619(085)
163p.

F=$%0.65 HC-$%$6.58

Behavioral Objectives; Coordination; *Curriculun
Design; Curriculum Development; *Differentiated
Staffs; Educational Change; Educational Innovation;
Educational Objectives; *Individualized Instruction;
Inservice Education; Program Administration; *School
Organization; Secondary Education; *Student Centered
Curriculum

Educational System Seventies; ES 70; Learning
Packages; Portland, Oregon

This document describes the efforts of program

administrators to implement an organic curriculum in the John Adaums
High School in Portland, Oregon. The chief program administrator
coordinated efforts to develop individualized instructionai
materials, to revamp school organization, and to create a fully
differentiated staff. Organic curriculum is a learner-rather than a
teacher-centered course »f study utilizing packages specifying
behavioral objectives. (Appendixes present a variety of materials
describing John Adams High School.) ({RA)



B B-~01T2

. + v 67:3’:} O 8
U.5. DEPARTMENT OF HEALTH, j
EDUCATION & WELFARE § awap =
OFFICE OF EDUCATION
THIS DOCUMENT HAS BEEN REPRO-
DUCED EXACTLY AS RECEIVED FROM
R o SEATN S5 AT, REPORT
RS 1A 50 o heecaany FINAL, FERORE
REPRESENT OFFILIAL GSFICE OF EDU-
CATION POSITION OR POLICY.
Project No. 8-0172
Grant No. OEG-0-8-080172-2669(085)
NN
N , ) . N
™ COORDINATION OF ORGANIC CURRICULUM DEVELOPMENT IN THE
- PUBLIC SCHOOLS OF PORTLAND, OREGON
LY\
g; Lawrence W, Ayers, Jr.
Lt ES 70 Coordinator

Portland Public Schools
631 N.E. Clackamas Street
Portland, Oregon 97208

The research reported herein was performed pursuant to

a contract with the Office of Eduecation, U,S, Department

of Health, Education, and Welfare, Comtractors under-

taking such projects vnder Government spensorship are
encouraged to express freely their professional judgment

in the conduct of the project. Points of view or opiuions o
stated do not, therefore, necessarily represent official

Office of Education position or policy.

M=y 1971

U.S. DEPARTMENT OF
HEALTH, EDUCATION, AND WELFARE

903 858

Bureau of Research

.,.‘-,3;




TABLE (QF CONTENTS

Intreduetion

Analysis and Orientation of the District
Planning and Operating Johm Adams High School
Staff and Program Development

Diffusion of Information

Findings and Analysis

Conclusions and Recommendations

Qe WW

10



]

FS 170 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 educatlon 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 formed to devise a program for the
development of this new secondary school. Participating in the ES '70 Pro-
gram w2re approximately 17 representative local schcol districts 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 Hducation and other federal agencies. The experience developzd
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 ; .sible range of eduecatltionsal
processes and procedures., From this rich array of  alternatives, local
school administrators should be able to select and combine whatever ele-
ments they think are best suited to the needs of their particular community .
Full control remains where it has been traditionally--oun the local level,

In its initial phase, B3 '70 has been mcre inteut on asking questions than
gupplying answers. Nothing is more likely to handicap the search for a
superior system of education than the presentation of premature answers.
Nothing is more essential to final success than asking the right guestions
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 educa-
tional program in the direction of a learner-oriented curriculum. Further-
more, the program set out to integrate academic training, occupational
training, and personel development in grades nine through twelve, The
intent also inecludes the utilization of past, present, and future research
in order to maximize individualized instruction.

In September of 1967 the loeal kS '70 project was integrated with a o
clinical high school model proposed by a group of experienced teachers
in their final year of doctoral study at the Harvard Graduate School of
Eduecation. .

Four members of the group, together with two experienced administrators
for the Portland School Distriet, ome 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.
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A school in which instruction of students, pre-service and in-service
teacher education, basic and applied recsearch, and currieulum development
and dissemination could take place under one roof opened in September of
1969, The school plaaners were given virtually complete autonomy in
reeruiting 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
economie backgrounds; approximately 25% of the student body is black,

METHODS

I. Analysis and Orientation of the District

At the outset of the project the coordinator chose te make a concerted
effort to inform the superintendentts staff, state departiment, 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 chaneces that the
objectives of the program would be implemented in all of the high schools
in the district,

While seeking to inform local school adminislrators, the ccordinator
gpent congiderable time familiarizing himself with current projects ani
programs carried on in the district, Each project that had objectives
somewhat common with those of ES '70 was prepared in descriphtive form,
Thig 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-
lished positive 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 orgenizations an in-service program was established at Roosevelt
High School to enable the staff to work on a variety of areas common

to ES '70 objectives. A performance curriculum commitiee 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
gstaff from the Portland district, the coordinator .prepared a complete
gystems analysis and curriculum development project in industrial
education. During the analysis and crientation phase, it was poagible
to discuss all aspects of the project with every high school stafr in
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Portland and to determine what each school might do to help in the
accomplishment of the objeetivers of ‘the Prograum. However, FPortland
digtriet did not get into the curriculum developmernt phase of the
brogram on a large scsle until the coordinator was assimned to the
John Adams High School planning team,

IT. Planning and Operating John Adams ligh School

Planning the Sehool

During the early implementation of the ES '"70 projeet, Roosevelt

High School in Portland had been tentatively designated as the ES '70
model school. However, the distriot had contracted to implement g
clinieal high school concept prepared by five Harvard graduate students
in the last yecar of sheir doctoral programsg, '

The objectives for the high school and those of the LS 70 program
were so compatible that the ecoordinator recommended the new school
should be designated as tie ES '70 Model School . Following meetings
with Assistant Superintendent Norman Hamilton, Mr. David Bushnell
and Dr, Robert Morgan, of the USOE, and the Harvara team, the school
was designated as the E& '70 school and the ES '7¢ coordinator was
assigned to the planning team, During the plamning year there was

a great deal of +time spent arrangzing for equipment, materials, and
supplies to support the program, However, the purpose was primarily
to overhaul the Secondary School Program; therefore, the main thrust
of the planning focused npon:

A. The Curriculum - The planned cwrrictlar goal was to provide
an educational program that is relevant to the needs and
interests of all adolescents, regardless of their intentions
to pursue further education., In order to reach this goal
the curriculum was divided into: '

1. The Core Program:
a&. General Educa.ion
b, The Basic Skiils Program
¢. The Mobile School Program

2. The Elective Program

3. The Vocational Education Pr@grém
a. The Basic Program
b, The Work-Study Program

B. The School Environment - The Planned goal was to create a
school environment based firmly upon fundamental democratic
principles., Areas of eonecern were:




1. . tudent respenaibility and control

2, Individual rights in the school society
3, Policy making

4. Information and decision-making

5. The analysis and evaluation of programs
6. The allocalion of resourcaes and personnel

¢. TInstitutional Relationships ~ The planned goal was to empha.-
gize the fundamental commitr.znt of the school in becoming a
valuable resource to the community, the Portland School
District, and Amwerican 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 Schocl a school-based setting for continuous
educational expsrimentation and change. There were five
ma jor components designed to accomplish this goal,

1. Preservice and in-service training
2, Research and evaluation

3. Prrogram development

/. 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
gimilar institutions in the ES '70 network or any other consortium could
be a long step toward establishing the necessary inter~-institutional
cooperation to powerfully affect American education. '

The specific John Adems perspectus delineating the planned school is
Appendix A,

Johr Adams High School opened in September, 1969 with approximately —
1,300 students (grades nine through eleven). A unique feature for
such ap. experimental school was the fact that it was part of the city
school s.stem of Portland and served a defined but diverse student
populatioa, The students came from a wide range of sccial 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

6
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stalff of Lhe house wasg comprised of two inter-disciplinary teams of
teachers lcd by a curricuwlum associate, The first contained teachers
in English, social studies, and the arts; the second, teachers in
mathematics, secience, home economics, busincss education, and indus-
trial arts. One teacher on each team was designated as leader and
each team had assigned to it one intern, one 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 approximately 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 courses were of variable size and length,
A1l faculty members (including interns and student teachers) were
encouraged to offer their own electives, and there were provisions
for student initiated eourses. In addition Lo 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
Fducation. 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 contraet.,
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 nany
staff and program development efforts.

Secondary Network Development

The coordinator and superintendent maintained a continuine 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 time nor funds were made
possible to support a secondary network, Planning sessions ineluded:

f ?
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A, Meeling with interested Oregon educators and My, David Bushnell,
Director of the Pureau of Research, USOE in July of the first year,

B. Meeting with Oregon Superintendent of Instruetion. The meeting

generated a proposal to bLe submiltted by the State Department
outlining Oregon's plan for a secondary network,

¢. The coordinator and assistant superintendent met with represen-
tatives of the Oregon Stale Department of Education following the
submigasion of the proposal to support the Oregon secondary network.

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

Local and National Staff Development Eifforts

Many staff members of Portland schools participated in the various
activitien fully or partiaily supp@rtyd by the ES '7Q project Over

ab 1nstrugtgrs and cons ultanis in sechool 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 Mr. 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 thisz institute
wag most relevant to the objectives of ES '70, This program is
being carried on in each of the Portland high schools, —

3, A six-week summer institute was conducted Jointly by the Portland

' Public Schoolg and Portland State College in which forty teachers
and counselors from nine high schools were given the opportunity
to study5 plan, and prepare materials for youth who are doing
poorly in the pregsent school curriculum and environment., Aca-
demic teachers and guidance counselors were given the opportunity
to work with vocational teachers in teams as materials and
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teaching strategies were discussed and developed., HRelevant
curriculum was the major objective. During the 1968-69 school
year, follow-up activities and meetings were held.

The coordinator, in cooparation with the Director of the Oregon
Compact, planned a course for training teachers for writing
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 Adamsg, the faculty participated in a
six-week 1.P.D.A. sponsored workshop. Sessions included the
use of outside rescurce people as well as senior faculty mem-
bers. FEmphasis was placed upon training, research, curriculum
development, individualized instruction, commuaication skills
and race relations, Paren’s and students were also recruited
to participate in a variety of activitics.

The coordinator in cooperation -vith other senior members of

the Adams staff offered an in-gewvice course to about 20
intevegted teachers who were to be members of the A.ams faculty.
Primary emphasis was placed on giving instruction in the writing
of performance curricuium and the developing of a model of the
general education program,

A conference on simulation games in education was sponsored by
+the Portland Division of 1he Oregon Compact Schools. The con-
sultant for the confercnce was Mr. Jerry Fletcher who is the
Coordinator of Research and IEvaluation for Adams High School.

National.:

1.

The coordinator and four teachers attended the ES '70 Institute,
Duluth, Minnesota. One additional Portland teacher attended
the institute and served on the staff. The instituie program
concentrated in these areas:

a, Basic orientation to the ES '70 program
b. Writing performance objectives and instructional packages
‘e, Simulation games 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 collesgues learn about and implement

the ES '70 objectives.
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2 The teacher whro atlended the TS '70 Reading Institute at
San Matleo ig having an opportunity to work in a reading pro-
gram at Marshall High School on a half-ltime basis.

3, Two senjor staflf members from Adams High School attended the
nConference on Cemputer Assisted Systems for Education and
Guidance' at the Harvard University Graduate School of Educa-
tion under the direction.of Dr, David Tiedeman and Dr. Rhoda
Baruch,

4. Members of the research staff at Adams High School atiended 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 aud a teacher
from Adams High School attended the Western Symposium on
Learning at Washington State College of Education., Dr. Jerome
8. Bruner, Dr. Launor F. Carter, Dr. B. F. Skinmer, Dr. Neal
E. Mlller Dr, Joln F. DeCecco anﬂ Dr, Paul Woodring gave
presentatlcns concerning "The Application of ILearning Prin-
eiprles to Classroom Instruction.”

6, Twc representatives from Porlland participated in a compre-
hensive institute for the training of staff in the implemen-
tation of en individualized program in Willingboro, New Jersey.
This was one district'e 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 sgignificant developments are generated in experimental
gettings, these innovations fail to be generalized to the broader
educational world. The ES 170 network of schools has served, in most
zignificant ways, as an infcrmation and dlssemlnatlcn.mechaﬂ;sm 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 system. The following
items are only a sampling of dissemination activities during the

ES 70 prQJect

A, A concerted effort was made to inform the superintendent's staff

L
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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 would be involved in ES '70, the more successful the
final program would be and the greater the chances that the objec=
tives of the program would be implemented in &ll of the high schools
in the distriet. A personal visit was made to each high school to
discuss the objectives of the program with each administrative starf.
There was the opportunity to discuss all aspects of the project and
to determine whatl each school might do to help in the accomplishment
of the objectives of the program,.

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 common with those of

ES '70 was written up. FEach 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,

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 bagic
principles of the program with enthusiasm,

Several visits were 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, '

The coordinator met with many different groups (loczl and neigh-
boring schools, PILA 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.

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

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.

There was sharing with other coordinators sources of materials
relevant to ES '70,
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T. Information about Portland's involvement in ES '70 was sent to
the Oceanside-Carlsbad, Californla Union High School Distriet.

J. Materials describing the Adams High School program and outlining
a possible in-service course were distributed to the coordinalors
and others at the Houston meeting.

K. learning modules developed by the Northwest Regional Educational
Leboratory and other materials were sent other ccordinators and
upon request to special project -directors,

L. There was forwarded, upon request, a descripti@ﬁ,éf ‘the team~taught
high school program used at Adams High School Lo Mrs. Margaret R.
Barry, Program Coordinator, Information Retrieval System, Depart-
ment of Public Instruction, Madison, Wisconsin.

Local newsletters were used to clarify school programs. Appenucix C.

Findings and Analysis

At the outset of the project the interegt in the State of Oregon
concerning the principles of ES '70 was rather significant in that
the climate seemed good for the acecomplishment 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 objee-
tives of the ES '70 program and that the program 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-meal" 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 mew ES '70 school,

At the end of the first year of operation a First Year Report was
prepared by the Research Division of the School (Appendix D). It
is not a complete report of the events of the first year, but it is
a significant aAanalysis of a school functioning with most of the ES
170 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 oa the identification of
problems created by the school's organization and program and

”5
*
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the attempt to suggest solutions The firet problem noted by
department chairmen dealt with the negative effects on some
atudents of the increased freedom offered at Adams. The problem
was sbated in terms of the need to establish a workable middle
ground between the "irec! gchool aznd the more traditional
~ Maythoritarian' school, Individual chairmen were concerncd
about such specific abuses of freedom as poor class attendance,
failure to complete assigmments, and excessive hallway noise.
Proposed solubions centered on the development of a more effec—
tive system of pupil accounting.

A related problem noted by department chairmen dealt with the
inereased autonomy of teachers al Adams, and the difficulty of
establishing clear lines of communication within the staff,
Specifieally, the chairmen were concernsd about such things

as effective coordination of field trips, They recommended
clearer definition of teacher and administrator roles and
responsibilities and better chamnels of communication between
the departments and general education.

The counselors viewed their role at Adams as split between two
distinet 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 @stabllahed
procedures. As the year progressed, a greater portlcn of time
was spent in career planning with students, and this 1s one
area where the counselors feel the need of a stronger and more
gystematic program. -

Another important guidance function which counselors performed
wag 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 exgerienced at other schools. The one problem area commected
with counseling was the pressure the coimselors 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 publie
relations spokesmen for the school rather than advocates of the
interests of their students.

The Ceneral Education team leaders identified several problem
igssues 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 experience 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 differences or different teaching styles

A9



within the team.

Another probler: stenmed from the incorporation of so many trainecs
within the teams, egpzcially since some trainees had college course
work oblipations simuliansously with their teaching obligations at
Adams, A relsted problem here wis how to achieve effective team
planning, cspeeially given the fact that some team members had out-
gide commitments and that planning time and space were limited
durisng the school duy.

Another =el of issues revolved around the equitable assignment of
tasks and responsibilities within the team; and especially on how
to handle ef{iciently such chores as record=keeping. Pupil evalua-
tion was a particularly difficult problem, given the desire to
write individually-tailored comments on each atudent's progress.

Tezm leaders were very enthusiastic about the virtues of the team
approach, They felt that teams provided a wider variely of exper-
ierces 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 . =2ral Fducation, the team leaders mentioned role=-
playing, simulation, field tglpg, feature' films, and student
Journals,

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

"B, 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 trying to pro-
vide. Because it was important to know the ways in which these
attitudes might change through the year, ons 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 pencileand-paper
questionnaire, About 10 per cent, or 130 students, were involved
in;December and again in.Mayi Wé asked students in the interviews
areas; race relatlons- stuﬁent—teacher re;a+1ansh1p5* 1nvolvewen$

in curriculum; and attltudea toward freedom #nd student responsibility.

Studenta' attitudes in each of these areas will be discussed; how-
ever, an overall impression of the responses that seemed most frequent

. 14
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might serve ¢ . introduction. The general impression wus that
in terms of +the affective ciimate, 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 enthusilastic about
the school community, they defendesd the school against critieism
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 relatlonships
with teachers, and were acutely aware of the real possibilities

Tfor close friendships between themselves and teachers. They talked
of freedom a great deal, too. They used the word in deseribing
classes, tco, and the choices given them there, their freedom to
pursue their own interests, and the ways they spent thelr 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
eagier 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 arcas, one by one:

1. Race Relations

In May, about 65 per cent of students thought that some ra.ial
problems existed in the school, but most students thought that
race problems at Adams were much less serious than at othexr
integrated schools in the city. ‘The students thought that
racial problems had improved over the year; perhaps even more
important, black students were Dblamed for confllct much lesgs
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 problems did exist, and
that race relations had improved. - —

2, Student-Teacher Relationships

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 relat10n=
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ghips with teschers wers close and rewarding, The majority
of all students, botlr black and white, felt that no race-
related problems cxisted between students and teachers,

The Curriculum

Students generally seemed to be quite satisfied with the
curriculum, particularly with the way their teacheras conducted
elaggeg, Hovever, the mejor suggestion made bty students about
how the school could improve was in the strengthening of
curriculum. The surveys algo revealed some concern over the
amount that was learned. '

The school has done a better job with white studenls, 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 zs sure as white students that their complaints
were heard, A task remains in making black students feel, as
much as white students, that the ecurriculum 1z relevant to
their needs, and that they have a voice in molding curriculum
policy.

For all students, there was indication that there is some need
to strengthen the intellectual content of the eurriculum, The
challenge is an intriguing and almost paradoxical one:; +the
curriculum should be strengthened, particularly in arcas of
basic sgkills, and expectations for performance of students
should be more stringent, without destroying the relationship
that now exists between students and teachers, or greatly in-
creasivg 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 oursgelves,.

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, even though they felt

that it had been difficult to get accustormed to at first.

Black students were apparently somewhat less comfortable with
lenient rules tharn 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 Lhat they spent their spare time in studying
or vigiting classes., Some concern about class attendance still

" remained in Msy, and some concern aboul 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,



Standardiczcd Tezt Data

Regardless of 1he fact that standardized achievement teszts
measure a very limited range of skills which constitute only a
gmall portion of the objectives of Adams High School, the faculty
and administration 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 from Octoher to May ecould be atltri-
buted to Adams.

The data demonstrated that students at Adaus grew at a normal
rate, compared to other students in the ceity, in those skills
demanded hy standardized achievement tests, 8lightly more than
half (58%) grew at a rate above or equal to lhat of the rest of
the eity; the remainder grew somewhat more slowly.

The sraple, however, was biased, for a gignificant number of
the average or slightly below average students failed to parti-
cipate in the testing program. Thus we do not know whether
these students grew more or less rapidly than an equiv lent
group of students in other high schools,

Unobtrusive Data

Compared to a control group of schools with comparable sty nt
populations, Adams had a highesr average daily absence rate.

16,7% as compared to 10.3%. Except for the “arge number o-
students who attempted illegally to enroll at Adems and whe

had to be sent back to the high school in their district, there
were no more withdrawals from Adams than from any comparable

high school, In the calegories of glass breakage and defacemen’
Adamg experienced very little vandalism, though in dollar amc® _us,
it ran somewhat above average.

Parent Interviews
Seventy-eight randomly selected Adams parents were asked through

telephone interviews to deseribe 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 effecte of Adems. Some

tifty 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 worge, and Adams was cone
sidered responsible for many more of the positive changes than

~the negative ones,

Adams was reported to have affected the happingsé and self-image
of 69 per cent of its students. Of these, 85 per cent were
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affecied in a positive dirvecltion, while only 125 por cenmt were
alfzcted negatively. Students were reported as substanttiLTy
less tense, anxious, and frustrated and as substantially more
relaxed, Three tles as many students bacams less anxious as
became more anxious, and over half the parents who reported the
change claimed Adams helped reduce anxiety and frustration. Only
12 per cent of the parents sald that the program at Adams had
caused greater frustration for the students.

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 mature 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 mapners and
dress; four times as many claimed the opposite.

Two-thirds of the students were reported to have increased in
ability and willingness to express ideas, and the great majority
of parents attributed the increase lo 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 1lstengd 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 thls change was a lasting one,
carrying over outside the school. Furthermore, in every area
except dress, Adams' influence was predominantly‘favarable, as
seen by parents It is important that the data collected frmn.%
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 RECOMMENDAT IONS

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 mmdel of educational change as well as a more effective

" educational institution.

: jLGE"



Farthermore, it mey be coneluded that sueh a network of ingtitutions can
cooperate in order to concertrate on the interfacings among institutions
and to develop a funclioning model for a collaborative working arrangement
among institutions that allows “or the expansion of relevant questions
that can be address>d, and the pooling and interlacing of resources and
perspectives to address those problems. An examination of Portland's

ES ''70 school gives some indication of inherent deficiencies in the
traditiona? school models for attémpﬁiﬂﬁ to bring about effective change

in education, The svecess 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 zould not
be achieved, If educators are really serious ab~.at changing education
through development, implementation, and evzaluation, funds should be
allocated for those specific activities. Projects as significant and
all-inclusive as the IS '70 project should be supported with the full
intent that the district will be able to fully support it as outside
funding diminishes. Enough resources should either bz allocated to
complete 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 directinn and accomplishments of the project. Too often
the project seemed to be attached to other Efogeats or lack national
~direction, )

Our local experience with the ES '70 project indicates that, although
much 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 develorment, research,
evaluation, training, and dissemination has yet to be 81gn1flcaﬁi1y
examined, Perhaps it is the effective integration of these functions
with the instructional program that can create a school as a center
for continuirz educational change and self-renewal; and perhaps 1t

ie such a school +that can effectively address the program of “eveloping..
and implementing a curriculum which educates students for change.

Thig is a present recognizable goal of Fortland's ES '70 school.

A person j.. thes role of a change sgent 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 provieions 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.

- :1&; -
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John Adams High School will open in Septembar, 1969 with approximately 1000
students (grades 9~11,) Altlhough the school's boundardes have unot 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 schoola. Conse-
¥

quently, the Adams student body will be soveially and racially integrated, whictl

we believe to be a source of great potential strength.

The philosophy, program, and organization et Adams will constitute a diatinet
departure from the traditional high school. Adams represents an attempt to
develop the educational equivalent cof 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 orpganized quite differently from other high schools. It will
have a senior faculty, many of whom will hold joint appoiniments 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 schocl
life,

The primary currieular objective at Adams High School will be to-design an
educational program that is relevant to the needs and interests of all adales-
cents, whether headed for furtier education or not. The aims are to break
down the walls between the éisciplines\and develop problem~-centered inter-
diaciplinary coursea, to widen considerably the range of courses or experience:
from which students can choose, and to provide more opportunity for students

explore adult 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 plamning their own education,

to enable students to take increasing responsibility for the way they allet
their time, and to create a schpal climate in which each student can feel free

to develcp in his own way and at his own page. « The 1ntent i3 to avoid a forma

e ” |

VT ars




i

trooling systom and to ey to respond af much 235 possible o the needs and
interests of the individual student, PFipally, the plan iz So dnvolve young
people in the life of the copmunity as much as possible, whielhh will msan
devising new ways of using the physical and cultural resources of the citly

for instructicnal purposes, as well as bringing crastive adults from all walls.

of life into the school to work with groups of gtudents on a part-time basis.

At the present time the plan is to divide Adams High School into four houses,
each containing 250 randomly assigned stucents, and led by a curriculum
sasociate, Bach 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 Engliish teacher, a soeial soienca teacher and
either a math or science teacher, one intern, one student teacher, and one
aide. One teacher on each team will be designated leader. These two teams
will design, implement, and evaluate an interdisciplinary instiuctional pro-
gram for their house, Additionally, consultant groups in the fields of art,
music, foreign languages, home economics, business education, and industrial
education will work eclesely with all eight teawrs in the development of inter-

disciplinary curricula.

FEach 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, sciences, mathematics, and vocational education, as well
as & variety of shorter term offerings. All faculty menbers (including
interns and student teachers) will be encouraged to offer their own electives
and there will also be provision for student initiated ecourses. In addition
to those courses taking place inside the school, an attempt will be made to
find many differvent learning situations in the community in which students
might be able to participate. These might range {rom wark on a political
eampaign to tutoring elementary school children to a paid apprenticeshlp
experience, All of these sctivities will take place under the sponsorship of
the school and will carry school credit.

If the Adams program is to gucceed, it will require an unusually adaptable and
committed staff. 8ince the school will be organized into inte:disgipiinary

. 2%



Y-

O

ERIC

Aruitoxt provided by Eic:

teams rather than deparim=nis, the teacher vhose prinary loyally is to his

‘subject matter field might well feel uneasy in this setting. Further, the

teacher who enjoys the privecy of the closed deoor wight find ﬂle Adams atmosS-
phere uncongenial, for the expectation ig that there will be considerable
emphasia on tesm planning and anlysis of teaching. Finally, the teacher who
is uncomfortable with students in any setting other than the formal classroom
would feel out of place at Adams, for an integral part of every teacher's Job
will be to meel romiiarly pith A a1l group of staden ka 91 an Anformal advig-~

oy aalatdeonshin.
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Rcbext Schwartz, Principal September 1969

WHAT ABOUT GENERAL EDUCATION?

& The QEﬁeral education program at Adams High School rep-
resents a new kind of learning for nearly all of Adams' 1200
students. There are differences between thig program and the more
standard curriculum to which the students have been accustomed.

] Not unexpectedly, parents and students have had initial
guestions about the general education program. Many Adams students
have already been able to make the transition and are f£inding
general education both interesting and useful. Others, however,
have expressed concerns about the program. The concerns expressed
by students and parents have generally been both failr and legiti-
mate.

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

* K &
What is general education all about anyway? 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.

@ General education is a problem—-centered course. It is
designea to 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

Q
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guestions and to acqguirce and organize information. Thsey
learn to pur the soluiticn to problems and to comunicaie
I

their ideas ctively to others.

[

] We believe that by pursuing relevant problems in the
gencral education program, studentc will learn the subjact
matter content generally taught iu knglish, soclal studies,
science and mathewatics -- and then some.

How will students be graded in general education? Adams is attemp=
| ting o make evaluation of school work 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 gencral education. ’

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

(1) Receiving a letter grade in the 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.

* %k *
{

Will general education help students who want to go on to college?
’ General education encourages problem-solving and individual
responsibility for learning. The staff at Adams is eonvinced
that this program prepares stadents more adequately for fur-
ther study than does the traditional curriculum.

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

& We are giving continuing attention +to the lssue of college
admissions for our graduates.  Many colleges ask for grade -
point averages as one way of determining a student's preparation
for higher learning. Adams students can receive letter grades

oy
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if they wish. The Adams faculty is concerned that Adams stu-
dents not be penalized for being in a program that does not

give letter grades.

& We have made many inguiries to colleges concerning the
acceptability of students who, with the approval of their
parents, choose tc receive credits for their work, not letter
grades. We find that colleges are increasingly Sympdghetlé to
new secondary school programs such as ours. Graduates from
other experimental schools in the country have been welcomed
in colleges. 1In 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.

Will they be q;ven the d:lectlcn Lhey need?

Will they have enough to do? Student initiative is EﬁéQUfagEd
in the general education program, but the faculty does not
assume that students come to Adams already prepared to accept
full respansibility 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.

@ 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.

e 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. B

* * %
ngAdams is an experimental school. How will we know if the experi-
‘ment is working? Your Adams High School staff is committed to

continuous, thorough examination of the entire program.

° 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 gquickly
and make the appropriate changes. Rarely in public education
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do you find such an extensive plan for studying a new progran.

o] In addition, the Adams program is being partially sup-
poxted by three major federal grants. Thus, there will be
considerable outside interest in the program. The research
staff of the Portland School Digtrict w;lj also be involved
in program evaluation.

@ 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.s excite-
ment to affect studenits and teachers alike.

] This newsletter represents the first in a series of notes

to inform parents, students and faculty about Adams High School
and to answer duestions and concerns. Please ask your gquestions;
we will make every effort to answer them as rapidly and thox-
oughly as pogsgible,.

Cordially,

ot £

Robert B. Schwartz, Principal
Adams High School

ERIC ™ 1
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FREEDOM AND RESPONSTBILTTY AT ADAMS

8 Adams High School is foundea upon basic prineiples of freedom and responsi-
bility. The Adams curriculum offers a wide variety of elective courses. Students
can follow their own speclial interests within the required General Fducation program
and, with faculty guidance, ecan also create their own courses.

e Adams gives students the opportunity to assume personal responsibilit:r 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 their freedom, and these students have created problems for the
entire school.

® Not all students are ready for the kind of responsibility that Adams offers.
Sorie students need more direction. We belleve, however, that most of our students are
thriving in an atmosphere that gives them more control over their school 1life. We do
not want to limit these students as we establish more control over the activities of
some of their classmates. .

ok
Why all this freedom? Is it really good for high school students? These are ques-

tions we have heard from many parents, and they are questlans we continue to
ask ourselves.

e Basically it is our conviction that a primary task of any high schoai is
to help students take inecreasing responsibility for mansging their own educa-
tional development.

L Schools today must teach their students how to learn on their own, 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.

e Educators generally agree that the most effective laarnlng 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 learnlng 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.

w28
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@ Thess rules arc being onforced at Adous, and any student who violatos them
is subjeclt to suspansion oy sxpulsilon.
e Vioclent acts Fannét b Gﬂﬁgﬁﬁud iy a school., Under current district policy,

any student engag? cvoked cssault is subject to prosscution in ths
courts as weoll as sulsicn from school. Whanever +r§ 3 has bsen clear evidence -
of unprovoked asscouilt we have followed the district policy end will continue to
do so in the future. _
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Khy do Adams students have unassimisd time? Unassigned tiwe ls.what we call "option

time." During an option pericd, a student chooses to use his time in a numbsr
of ways:
(1) He ean sesk and receive personal help with his schoolwork in s
resource center, from an individual faculty member, or from ons
of his fellow students.

(2) He can work on an individual project.
(3) He can help plan a school activity.
(4) He can relax in the student lounge or the park.

e The option periocd is the student's time to plan and use to his best
advantage. When properly used, option periods can be the focus for soma of
a student's mest valusble educational experiences.

.0 Although most students are using their option time constructively, we recog-
nize that some are not. We are beginning to establish a system for keeping track

of the way each student spends his option time.

¢ We are alsc taking immediate steps to tighten the 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 extreme cases we are prepared to revoke the privilege of option

time.

Bk

Can Adame students oo off campus during gchool), hours? With g feow exceptions, an Ademe
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student must remain on the school campus during regular school hours.
(1) A student is permitted 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-days ini -the cammunlty ag part of the
work-study program. ; ig
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9  Fernhill Park, =
Adams caxpus during o

is consldsrod Doy
period. This declsion was

L5

djzcent to ths
gtudentis Q;:tifm iy

rmadae in an effort to liwmit tha fizw of Stuiédt t?afilﬁ in the raoiﬂ ntial and

business arcas

@ There have
fr m insdeqguzte

e hops it

o™ f.l@

surrourding the school.

been probioms in the park. These problems have, in part, stemied
adult sumervision, and we hsave recently increased this supervision.

does nol hecome yiecessary to declare the park off.limits to stu-

ents. Wo would lilke the park te be a positive example of the way & school and
neighborhood ecan share a comwen rasource.

Sincerely,

Aot € 5.4,

Robert B. Schwartz, Principal
Adams High School
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HOW IS THE VOCATIONAL EDUCATION PROGRAM DIFFERENT AT ADAMS 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 willl have
if they attend and graduate from college. Vocational ecducation for some stu-
dents will consist of training in high school to be a secretary, salesman,
typist, housekeeper, service station employee, mechanic, machine opesrator in
some manufacturing industry or any other of the great majority of jobs that
do not reguire college education.

e 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 comnsist 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 programn.

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

L Vocational education is not limited to a few classes in high school
or community college that help to develop speclal skills needed to get a
jcbi

] Too often, people think that job entry is the only function of voca-
tional education. In reality, vocationszl 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 programs are offered at Adams High School? ‘Adams has a coor-
" dinator of vocational education, and he is responsible for skill develop-
ment programs in business education, home .economics, health occupations,
work experience and industrial education.

¢ In business education the students learn how our American business
world works by studying the laws that apply to business; general business
practices of buying, selling and keeping records; communicating processes
and office procedures.

. 3%
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(1) Studerts can learn to type, begimming on a manual typouriter and
advancing to an electiric,

(2) Dictation can ba learned either by studying shorthand or using
dictating machines.

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

(4) Students also become familiar with various office duplicating
machines.

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

A1l of these skills can be useful to those who are loockling for employment
in some phese of the nation's business world or who will go on to college
programs in management or law.

@ The home economics program lets studonts work with fabrics, learn to

sew for personal use or for the family, and learn to care for fabrics and
buy them wisely.

(1) A student's work with foods includes learning which foods are
best, 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 social and
personal skills needed in life. -

Skills and knowledges developed in home economics will prepare the student
for employment in many textile and food industries as well as some posiuvious
in the expanding hospitality field of the restaurant and motel industry. It
also prepares students for professional training as home economists.

e The heaith 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 fuuctions 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 experilence is a special progrem which allows students to work in
industry in place of a half-day of school.

(1) For those with special needs or who otherwise meet the requﬁrsmants,
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

Q or trade.
.32
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(2) A decision Lo enter this program should be based upon advice
Feo - . - — ~ = P P | {8 L] i [N . ] . L .
{rom parenls, school counselor and the job developmant counselor to
make sutre that the work experisnce is as valuable as the regular
progran.

Industrial education has someltimes been looked upon as serving only

the needs of boys, bul. there are many opportunities for girls as well.
Traditionally, Fortland schools have offered programs in woodworking,
metalworking, drafting and clectronics. Adams has these, too, and in
addition, experiences are avallable in automotive technology and graphic
arts technology.

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

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

Experimentation with new processes such as wood laminating and electronic
wood welding are also encouraged. The student is able to use all modern
wood finishing technigues including spray finishing.

Tneluded at Adams is a laboratory for working with plastics and materials
testing. :

(2) What about 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 yelder
and then test the weld for soundness; to develop skills with the gas
welder for brazing, welding and cutting metal; and to forge metal into
usefiul 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.

Tn 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, algebrsa 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
diviaion of any large industry.

" 3
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Stude. s nee lettering ecpin~""
from original tracings. Th i —
models, prototypes or éXPSflM%hL;l de~ NS are &.co GVAilabla for stl-
dent use. If a ciudent bas a belter idea for a roof truss, he can boild
a2 model and test the ideas! Tn additisn, students may Jearn the lenpguapge
of automalion and punch the sight-track tapss used in induslry to prograwu
rachines. Studenls thinking of an enginscring csreer will find this area
of shudy very usaful.

(4#) \ihat about le ctronics? Studonts may test tho theoriles presented
by the teacher and the tBlLbD““ in actusl circuits with meters and oseil-
loscopes. They learn to interpret what the instruments indicats.

A ranga of equipmant is provided that will permit the stuﬂent to go as

mentu for plotting grapha, ncasurlng 1n3uL dnd outpul, on the same screen,
plotting the complete electrical parameters of any wnkmown transistor and
then bullding ecircuits around it.

Complete egquipment is prov1aed to drill, punch and bend metal into special
forms necded in electricity/electronies.

(5) Want about automotive teechnology? Students learn to take a small
gas engine apart and put it back together. The program includes work
with automobile carburetors and distributors. Other activities include
experiences to rebore engines, grind and resealt valves, align wheels,
rebuild brakes and turn the drums, test alternators, work on starters

and generators, lubricate chassis and change oil, steam elean 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 how. Includsd will be a chance to work on a pneumatic or
hydraulic fluid nower test bench to discover the workings of power steer-
ing on hydraulic .ylinders.

(6) What is offered in graphic 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
copy, operate the camera to copy the material, process the film, make the
plates for the lithographic printing prccess and finally operate the offset
press to print the job.

A graphie arts student may also learn about various ways of binding printed
materiai, including stitching or stapling plastic binding and padding.
Students :ay also use the silk screen process te print all kinds ef 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.

@ém‘é’ ao/w@

Robert B. Schwartz, Prin31pal
aé Adams High School
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PRINCIPAL'S FOREWORD

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 “his
asseasment 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. i

Although the general goals of Adams High School are diseussead in
the opening section of this report, it might be useful here to make
explicit some of the basic assumptions and premisea 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
ig difficult to consider the present state of American education with-
out also discussing'the condition of the‘larger aociety.

We believe that American society is in a profound state of erisis,
a crisis precipitated by factors too numerous and complex to be com-
pletely elaborated here. At the root of the crigis, 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 1s the essential fact of
American life today. Our national genius for scientific and techno=~
logical progresas has succeeded in creating a world that in ecrucial 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
ig 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
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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. We must educate
students for action, for anlightened problem sclving. 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 funetion as part of a problem solving group. It is
these skills that Adams is seeking to teach its students. This year-end
report indicates our first steps along the way.

The probiems inherent in attempting to evaluate the effectiveness of
a school as complex and experimental as Adams are enormous. The most
critieal questions we should ask of a school have to do with the quality
of life ita 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. -

0f the short-term kinds of questions that this report addresses,
the kinds of attitudinal changes the school has brought 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 easzily quantifiabie, and thus
there is a disproportionate emphasiszs to achievement teat scores. '
Academic achievement is certainly one important criterion of a school's
effectiveness, but it is not the only criterion. Most schéols share
our concern with helping students to grow in such areas és social
responsibility, interpersonal relations, respect for cultural and
racial differences, and the develorment of a sense of identity, and we
hope that other schools will follow our lead in collecting data from
students and parents on these erucial questionas. '

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

ii
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maul 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
currisulum. Unless students feel good about themselves and believe
they ca< have some impact on the schonl environment, it is unlikely
A . that they will be able to devote their best energies to eclassroom work.
One final word: this report is more candid than most such reports
on the 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 arz, not as we would like them to be. We are proudbof the progress
we have made at Adams in developing a truly integrated achool, 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
problema so that we can mobilize our resources intelligently in order to

find: effective solutions.
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THE_GOALS OF ADAMS HIGH SCHOOL

INIRODUCTION

The report which fcllows, though entitled First Year Report

of John Adams High School, is by no means a complete report of the
events of the first year. The répoft 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. Tither 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: most interesting and exciting devel-
opments at Adams are not reported here. '

Such events are best deseribed 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 acecounts will provide
the basis for’syséematic'studies to be presented in subsequent
year-end reports. )

tfhile the section below is writ*en 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 this year.

Sl dae A e simtriaii

The primary goal of Adams High School wés to Pf@#ide 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-
aibility for their own educational experiences.

To support this goal, the curriculum of Adams High School was
intended to provide a wide varisty of course choices, both in and
out of school, ineluding the opportunity for a student to dev=lop
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 support this goal Adams strove to create a school
enviromment based on fundamental democratic principles: that the
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
gchools. Adams sought to create an atmosphere which would make
possible the enjoyment of relationships between young people and
adulte which were less formalized, rigid, and hierarchical than the
typical student-teacher relationship; which would expand the usual
roles of students and teachers to inelude mutual respect, geﬁuine
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 aleo abandoned many
of the traditional school rules which created artificial barriers

between adults and students.
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GOALS FOR TEACHERS

The goals of Adams High School with regpect to teachers were
quite naturally closely intertwined with its goals for students.
The primary goal was to enable teachers to grow, both as persong
and as teachers, through their work at Adams. To support this goal
Adams sought to create an adult commnity within the school char-
acterized by: active participation in decision-making; open ex-
change of experiences and information; constructive response to
eriticism from any member of the school commnity, whether colleague
or student; commitment to the continuing analysis and evaluation
¢f all activities; the development of open and productive working

relationships, partiecularly in team situations.

GOALS FOR TRAINING

The training éomponent 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 persornnel at all levels of educational competence. FPrograms
should provide the pre-service training necessary for novices to
qualify for vocational roles in schools, and the in-sexvice 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 obaserve, 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 RESEARCH AUD EVATUATION

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 poasible, on gystematically collected data.

Since many of the other goals of Adams involve choices and deeci-
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.

GOALS WITH RESPECT TO THE COMMUNITY

———

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

actively in the formal education of its childrer:, 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 commmity 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
gkills 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 digtrict as a whole.




l . DESCRIPTION OF THE SCHOOL: 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 for the understanding of

the evaluation sections to follow.

John Adams High School is more than an ordinary high school.
It is premised on the notion that it is both possaible 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 curric-
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 deseription of each of these aspects, as they existed at Adams

in 1969-70, follows.

THE INSTRUCTION OF STUDENTS

* Composition of the Student Body and Staff

’f Approximately 1250 students, in the freshman, sophomore and
junior classes, attended John Adams in 1969-70, About 20% were
i? black, and the range of socioeconomic backgrounds of the student body
' as a whole was extremely wide, with a fairly high proportion of students
lj coming from poor families--Adams was named a Title I school. The
: school served a broad . gepgraphic afea, with students coming from

the inner eity as well as rural areas norih of Portland. The district

i

ineluded sections of what previously had been the Jefferson, Madison
. and Grant distriets. The staff, selected especially for Adams, was
ii lurgely drawn from teachers in the Portland area, and consisted of 79

certificated teachers and administrators, 16 aides, 14 secretaries,
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17 full-time trainees, as well as the custodial and food service

stafrs.

In an attempt to alleviate the feelings of impersonality and
anonymity which can result in a school as large as Adams, the student
ady 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 Gernieral 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 tho 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 costs in terms of the inevitable administrative
complexity and :uplication of labor which accompanied decentralization.
In addition, with the inerease in numbers as Adams gained a senior
elass, the House threatened to become too large. Therefore, the
four Houses were replaced in 1970-71 with seven instrustional teams,

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

The School Curriculum

General Education

General Bducation was a non-graded course of atudy that gave
studentes the content of the required courses of English, social
studies, basic mathematies, and general science, but with a radi-
cally different clasaroom approaéh. The course was taught by inter-
diseip’in ry teams of teachers and required approximately half of

a student’s class time. Rather than engaging in the systematic
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study of the various diseiplines, the focus of General cducation
was on the solution of relevant problems, Studenté might address
themselves to problems ranging from developing the skills necessary
for finding and keeping a good joh, to the problem of solving the
racial tensions existent within the school, or the city, cr pos—
gifly to the problem of developing a strategy for stopping the pulp
mill pollution in the Willamette Valley cf Oregorn. An adequate so-
lutim to any of these problems required that the student probe the
content of, and learn the skills appropriate to, several of the tra-

diticral diseiplines.

Students evaluated their own progres: through the maintenancs
of personal journals, which made up a required part of theilr course
of study. 1I- 'zpendent study, student-initiated projects, and tutor-
ing programs were encouraged, and students frequently participated

actively in teacher planning sessions.

Skill development, for the student with deficiences or for the
student seeking to polish a particular tal-snt, was addressed in Gen-
eral Education, and adjunetively 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 basis.

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, ang thz 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 sehool.
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The Industrial w~ducation offerings were especially varied, and on

a level which would assure job entry skills in many areag, Because

of the extensive equipment of the Industrial nducation wing, and the
instruetional 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 . ducation.  Students

were encouraged to pursue areas of special interest, whether small

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

puter mathematics. Some electives provided opportunities for school

- and community service, as well as Jjob expeiience,

Al bk

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 tescher,
The Mobile &shool

- Developed as a pilot program the Mobile School served sixty,

self-selected students as an alternative to the General Lducation

e program. Not designed for the academically poor student slone, it

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

E—

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

1y 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 basie 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 forcuased upon contemporary socisl-political problems, The pro-
gram had to be discontimued before the end of the year because of lack
of funding. 7
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Counseling and Special Programs

The Guidance and Counseling program was an integral part of
the operation of each House., Hach of the four ecunselérs was atsoach-
ed to one of the Houses, and worked closely with the Curriculum Asso-
clate. Counselors' offices were decentralized to insure proximity to
the House, and counselors rarticipated in curriculum planning meetings
of General REducation teachers, which in most cases increased coopera-

tion between teachers and counselors.

Counselors were encouragzed 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 responsie
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 commmity agent, and they worked very closely with the

counselors and Curriculum Associates.

Special programs included Special Achievement, which served
approximnately 30 young people, and a program for deaf students, which
gserved approximately 12. There was very close cooperation between
th> teachers of these progr-ms and those from the regular programs;
joint use of facilities, with combined classes, were fraquently plan-
ned and several students from the regular program worked as assistants

to the teacher of the deaf,

The School Enviornment

Student Hesponsibility
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4n assuuption of the administration of Adams was thatrthe in-
struetion of students should not be limited to classroom ins.ruction.
On the contrary, the expectation of active participation in the school
as a democratic community, the social experiences provided by a racial-
denits could and should take inereasing responsibility for their own
educational development were intended to be as instructive as the for-

mal:curriculum.

Students at Ldams were therefore permitted a great deal more
freedom of general movement and control over personal éducational
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
eredit, but the general attitude of the school staff was to take as
nonpunitive a sterce 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 studentsccpe with attendance problems far more
than suspension from school, Students who showed no improvement in
their attendance patterns were referred to the juvenile court, bub

only after other approaches had failed.

These unusual responsibilities for self-zovernance put a heavy
burden upon the student=, 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 buotween teachers and students were a remarkable aspect of the
sechool elimate. They were almost universally friendly, informal, and
warm. Many teachers and students prized these relationships as deeply

rewarding new experience .

. 49
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Sehool Governance

While the ultimate réesponaibility for the operation of the
school resved with the prineipal, Adams developed a form of govern-
ment whieh insured widespread involvement of students,-teachers, and
administrators, It was made up of an executive branch, the Admin-
istrative Cabinet, and a bj-cameral legislative body, the Faculty

Senate and the Student Senate.

The Cabinet included the principal, vice-prinecipal, program
coordinators (research, teacher training, social services, vocatioral

education, ES '70) and Curriculum Associates.

The PFaculty Senate was comprised of 15 members, elected fr@m
the teaching staffs of all four Houses, and from the secretarial,
custodial, and food services staffs. Trainees, though empowered wo
vote, were ncteligible to serve as faculty senators. The term of
office for senators was 2 years, and the éenate elected a President
fro: among its members. Some adjustments were made during the year
to insvre 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 Activitiea Dirs=ctor.

As the 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 c@nfﬁsién 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 confliei,

5



as the groups te 1 to react against each other rathar to find

ways to cooperate. As an attempt to facilitate cooperation and com-
munication, the Principal's Council was established by the Frineipal,
acting upcn the advice of a study comnittee made up of administrators,
students and faculty, and chaired by the President of the Faculty Sen-
ate., This council, consisting of representatives of gdministration

and both Senates, replaced the Administrative Cabinet.

Though the Principal's Council was established too late in the
year to provide s gufficient test of its effectiveness, it seemed to
promise more efficient government than the previous system, while
still involving all constituencies of the school community. The coun-
il operated as a clearing hous2, 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 parerc opimdon would be reflected
in policy regarding the instruction of studer ., a series of Commun-
ity Porums was established. The first was held during the summer be-
fore school opened, and was followed by four others during the school
year. Forum topies.ineluded 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 prineipal, or a presentation by
guest speakers, followed by questions and discussion from the floor.
Then parents usually met with the Curriculum sassociate and teachers
from the House of which their children were members, for small group

discussion.

Out of these meetings, Parent Advisory zroups for Houses were

- S8
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. formed., The parents and teachers from each of the Houses met in a

% ' geries of evening meetings, usually bi- weekly;hhrh wers arranged in-
dependently, House by F ise. These served as a valuable oppcrtﬁnity
L for exchange of views, conferences around specific prcblems, and
better communication between parents and teachers. In many cases,
the House curriculum was directly affected by parental wishes and

L" advice. These Parent groups supplanted the schoolwide meetings, and

to a large extent also supplanted the scnoolwide PISA.

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 foycung person in the Adams neighborhood. These courses were
free, with the exception of some fees for materials, and included
éports activities, eraft and skill courses, and academic subjects

such as literature and psychology. The staff, made up of regular Adams
teachers and an occasional student, worked on a volunteer basis.

Thls nrogram, primarily designed to serve the wider communi*y, also
offered additional Qpportunlties-for Adams students to take credit-

bearing courses.

The program enjoyed great popularity from the very berinning,

i and the chronic lack of suffiecient funds was overcome in part by the

dedication of volunteer teachers.

|

CURRICULUM DEVELOPMENT

An institution uesiring to remain innovative must be capable

of the cont;nual generation of new programs and procedures, and must

]M
P oy

be able to adapt qual .oy programs de veloped elsewhere Lo its own set-

ting--Adams attempted both these %asks last year.
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General Bducation

Since many of the Adams programs were experimental, virtually
all instructional personnel were engaged to some extent in develop-
ing eurriculum materials and instructional strategies. This was
particularly true of the General Kducation program, which faced a
massive eurriculum development task. To create a problem-oriented
curriculum which successfully integrated the diverse subjects of
English, soecial studies; basic mathematics, gencral science, and
health was difficult enough; to provide such a curriculum for groups
of students heterngeneously mixed by race, age, and ability was enor-

mougly more difficult.

Two of the General Rducation teachers were relicved from teach-
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 ada; .ation by other
termi. To facilitate exchange of ideas and to offer support for the
creativity required for the development cf new curricula, a weekly
seminar of General .ducation teachers was organized, and led by the
two aforementioned teachers, One major accomplishment was the devel="
opment of schoolwide programs which centered upon ecological coneerns,

and which culminated in aetivities organized for HZcology Day.

Eragess”Cgrrigg;gm'Workshop'

Another group of teachera, 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 po&-
sible ways to utilize fantasy, personal feelings of students and the
soeial relationships of class members with the aim of making the cur-

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




Proceas Curriculum Workshop, also attempted to deal with the prob-

lems specific to curriculum in the racially integrated classrcoms.

Project React

Several Adams staff members were involved in two specific cur-
riculum develppment prc*~cts in cooperation with other institutions.
Project REACT, of the Northwest Hegional fducational 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 .y Adams

staff members and students.

Vocational Clusters

Througr 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-
Jeet was part of an anticipated econtinuing curriculum development

effort to individualize the vocational education curriculum.

PRE-SERVICE TRAINING

The foecus of the pre-service training programs at Adams was to

provide in a school setting training programs for personnel at all

levels ot educational competence. This implies for many trainees &
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 responsibility.

The particul r training models of the school varied., EHowever,
all adhered to the principle that the most effective prepération
for any occupation oceurs when the trainees perform specified tasks
under expert supervision, in ‘the actual work getiing. In addition,

since the core training staff members had joint appointments with
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cooperaving universities, recognized practicum courses and methods
seminars relating directly to the students'! classroom experiences were
taught at Adams. & eliaical training setting was provided in which
trainses 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
Education, where supervision in teaching and curriculum development

was provided by the Curriculum As3ociates and Team Leader5.

The following chart will provide an overview of the training
regponsibilities undertaken in 1969-70, and show how the program
was developed fu. 1970-71.

1969-70 1970-71
Portland State University Student Teachers 29 . 48
Master of Arts in Teaching:
Reed

Py ~3
o

Lewis and Clark
Portland Urban Teacher Education Project 20 20
Oregon 3tate University

Student Teachers:

Business Education 18
Home Economics
Other

Students in Residence 12

XS .o T LV I LV B =g

Counselor Interns
Administrative Interns : 1
New Careerists 6
Career Opportunity Frogram )
Qther Programs

Students from OCE T2

Macalegter College : 1
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Master of Arts in Teaching Program

Ten candidates for the Master of Arts in Teaching degrees
were trained in coordination with Keed College, Lewis and Clark
College, and the Harvard Graduate School of Education. In addition,
two candidates for the Master's degrees in school guidance were train-
ed, in cooperation with Harvard and Portland State University.
3ince 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 Program

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, = high degree of cooperation in program

coordination -ras possible.

Portland Urban Teacher Zducation Project (B-2)

This training program, funded by a grant under section B-Z
of the Education Frofessions Development Aet, was sponsored jointly
by Adams and Oregon State Un.versity. The thrust of the program
was to supply needed teaching pefsonnal 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 prufessions other than teaching, were both attracted to a
profession sorely needing their spreial skills, and given the oppor-
tnity to 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 baslc

teacher certification was carried on in the school itself,-: .. -

! 'E
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The JgﬁicrrAide Program

In January, 1970, a comprehensive pre~service training sequernce

in voeational education was instituted. Initially the program train-

zd 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
ar oredit on problems of inner-city schools. In the

am was expanded to include the

hours of semin
spring the vocational training progr
training of student teachers and interns in most of the vocational

areas,

INSERVICE TRAINING

The Summer Institute, 1969

Before the school opened its doors in September, the entire
staff was involved for six weeks in an Institute, funded by the
.ducation Frofessions Development Act. It was during this institute

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

development of curricula were begun.

Other Inservice Programs

Other inservice programs inrcluded those mentiorned above under

Curriculum Development (the General Lducation seminar and Process

Curriculum Workshop), as well as a Hace Relations WorkshoD.

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

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

task was to
recommend administrative procedures to enhance communication,

find ways to knit the faculty into closer relationships,
and

dispel rumors., These groups were felt to perform a necessary func-
tion, and many of their recommendations, including continuance of

the groups, were followed.

. 5%



Consultants, provided for by the EFDA grant mentioned above,
were brought to the school at various times during the year, and
included Terry Borton (who launched the Process Curriculum Jorkshop),and
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 technigues 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 thz four Houses and with many classroom groups of students and

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

Tnservice 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
sontinued, Team Leaders meet in a weekly seminar, the Process Cur-
riculum Workshop and Kace Helations workshops are being continued
and enlarged in scope, and members of the faculty have begun to devise

new coursesS.

BASIC AND APPLIED 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 divisiorn will be clear
from the report itself, and there is no need to repeat & list of 1its

funetions here.

DISSEMINATION

Aware that one of the mbst perplexing problems attendant to school-
based experimentation is the failure of successful innovations to

generalize to the broader educational community, dissemination has
o N

Egiéé;‘ ; !".
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been a major concern at Adams, and has been facilitated in varicus

ways.

k5 170

Adams was designated as Portland'!'s ES !'70 school. As such,
it was one of a national network of schools devoted to currieulum
development and experimentation. A full-time coordinator of the
ES '70 program insured nationwide sharing of immovations 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 worik at institutions other than Adams, the opporvtunities
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 US0E
John Parker EFDA Coordinator 08U, Lewis & Clark
Allen Dobbins Teacher Education Coordinater PSU, 05U
Jerry Fletcher Research & Eveluation Coord. Tesaching Research
John Williamson Development Coordinator N.W.Reg, Educational

Lab,, Teaching Research

Leroy Wallis Vocational Education Coord. osu
Patricia Wertheimer Soeisl Sexvices Coordinator osu
Edward Gottlieb Curriculum Associate PSU
George Flittie Curriculum Associate Reed
Parimaz M=vaubian Currioculum Associate Lewis & Clerk

Pre-Service Trainins Pro

ams

Because Adams trained exceptionally large numbers of prepro-

fesasionals at various levels, many of whom have subsequently been

. &9
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hired by Portland Public Schools and other distriets, it was able

to have some impact uron education through these trainees.

Perhaps the most successful program in this regard was the B-=2
training program, since through the completion of this program, the
number of aqualified black teachers working in Portland's integrated

schools more than doubled.

The advisory Council

An advisory council made up of representatives from ihe State
Department of iducation, 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 progreas of the school. The administrative staff on both occa-
sions described to theim~the state of the school and listened to their

suggestions and reactions.

Public and Professional Appearances

Approximately 100 presentations about the goals, procedures and
progress of Adams were given last year to ehurch, civie, and pro=-
fessional organigzations, as well as collegea 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 Vénceuver, Washington. The prin-
cipal appeared several times on local television programs, and on a

nationally televised discussion program.

Vigitations and Publications

Articles and publieations 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, Adams received national attention. through the following



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 Work," Charles Silberman, august 1970.

Readers Digest, "Bold New Directions for U. S. High Schools,"

Arlene Silberman, August, 1970.

A program of visits to the school was coordinated last year,
ard the school received an average of 200 visitors a week from No-~
vember to May. These wvisitors included members of the local community,
local and visiting professional educators, and students from other
schools. Approximately 75% of the visitors were college and univer-
sity students and educators from outside the Fortland 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 Lducational Change: A Prospectus"

available from John Adams High School and

Curriculum Bulletin: "The Climical School Program," College
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, Oregor.
The Library of Congress Catalog Card No. 66-64621,

. 3
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During the school year 1969-70 the Research and Evaluation secz-
tion of Adams High School consisted of two eople--one who worked
half time at Adams and half time at Teaching 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 Pbuilding. There were
no other staff members and no budget for research and evaluation work.

Under these circumetances, +the institutinrm's capacity for the
gathering of evaluation data was necessafily ¢ _.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 shoriage of personnei 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 accustomed to basing their decisions upon care-
fully gathered data, and therefore, processes of decision-making d¢
not provide for data-gathering activities.

Much has been accomplished to overcome the shortcomings of the
1969-T70 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,

. 6B
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and four from federal grants. However, data processing capsbility
remains inadequate, and until this shortcoming is overcome, the re-
search and evaluation program will not be as effective as it could

otherwise be,
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REPORTS OF DEPARTMENT CHATRMEN, TEAM LEADERS, AND COUNSELORS

In June all department chairmen and team leaders were asked
to submit a yer .~-end report of their department or team's activities
and problems during the year. Department chairmen elected to writs
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 summaries attempted both to identify conaistent
problems and to suggest possgible solutions., The surmary reports

are preuented below.

DEPARTMENT CHATRMEN

While most of the problems mentioned by the department chairmen
are not new, their mention should serve a=z supporting evidence for

any deciaiona that are made.

A Problem: The Detrimental Effects of Increased Freedom for Students.

Most 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 student~
teacher relationship more favorable than at other schoola, and that
this could be attributed in part to the freedom experienced by the
students. Yet, at the same time, numerous programs showed signs
of suffering educationally because the students' attitudes towara
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.

. S
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Specific Examples:

ae

b.

Ca

Specific

Music--permissiveness caused students to have pocr attendance
in class, rehearsais, and performances.

Health Occupations-~Studentz failed to complete assignments,
attend elass and keep appointments.

Special Education--~Hall noise (ete.) caused extreme problems
with Special Education students.

Physical Education--Attendance poor. Serious conflicts
between physical education classes held outdoors and

students in halls, stairways and park.

Foreign Language-~Attendance poor. Field trips cauged
additional absenteea. Students failed to complete homework.
Art--Students failed to act responsibly toward materials,
supplies, and projects.

Business Eduecation--Attendance a serious problem in beginning
typing. Some students could not work independentliy on

programmed materials.

Solutions Which Seem to be Indicated:

1.

i+]
.

An accountability or control system must be developed to
keep students not in class from disturbing classes which
are in seasion. ,

A field trip procedure must be developed that will provide
two safe-guards: (a) to guarantee that students under-
atand the consequences of missing school and their respon-
gibility to make up elass work; (b) to guarantee that

all teachers concerned have advanced warning of the peﬁding
field trip.

An attendance system with accountability procedures which
required teachers either to have students in the classroom
or to know the location and activitiea of students working
independently would seem to be more beneficial to some
programs than the improved student-~teacher relationships

which greater freedom seems to have brought about.

P
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orage Facilitiea,

i
i A _Problem: Loccked Rooms and Lack of Locked St

i gms L

fﬁ Six of the ten departments reporting expressed the need for
storage facilities that can be locked to protect supplies, equipment,

elays projects, and materials. Teachers, by necessity, need tc 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 wnusual 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 Occupations--Students lack responsibility toward

supplies,

b. Special Education--No gecurity of stored materiasls or

f items in the classroom.
, ¢. FPhysical Education-~Loss due to stealing waa high.
! careful policing by teachers; poor security on storage areas.
) d. PForeign Language--ILogs of supplies due to nonexistent storage.
i: €. Art--Problems controlling and protecting supplies.
B f. Business Education--Problem of security of suppliea ard

1? small equipment items.

~Solutions Which Are Indicated:

1. Provide locked storage cabinets in most (if not all)

|
[g elassrooms,
2. Change the key system. Set up master keys for various
!g wings of the building, and for certain groups of rooms

- used by teams or departments.

I
H A_Problem:

Basic Skills Deficiencies.

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

: cause to discover this situation) noted a serious deficiency in
i 7 7 :
[ ¢ students’ abilities to use basic skills.,

N . C8




a. Health Occupations-=-3tudents lack skills to read, write
and speak.

b. Business Education--Students type the way they speak (e.g.,
...present tense.) Need basic skills to qualify for

business world.

Specific Solutions:

1. TInsure that a basic skills group develops a program which
will provide a necessary training for students in the
bagic sgkills.

2. 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 Responsibilities toward Students and Toward
Each Other.

There were a number of types of situations created by the
inecreased teacher antonomy and student freedom at Adams which were
not adequately addressed., These were particularly the question of
who was respongible for groups of students when they were on option
time and free to cireculate and assemble where they wished; inadequate
conmunication sbout various different programs in the schools 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 clasaroom,)

c. Physical Education--Discipline problems from gtudents
outside of physical education classes.

. 8P
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Foreign Language--Field trips pulled students out of class.
Art-Faculty did not use art department.

Specific Solutions Which Seem to be Indicated:
1. The role and responaibility of teachers and administraters

2.

3.

must be clearly spelled out,

all teachers so ‘that all personnel have an acquaintship
with the various programs in the school.
A reed for a field trip procedure. (See above)

Favorable Remarkas

d.

Health Occupations--Good relations with outside community.
Students enjoyed school '"thia year."

Special Education--Good situation established with slective
programs...students made to feel part of the "rormal
commmity ".

Physical Education--Good units for the girls on peraonal
defense; boys on weight lifting; races worked together

in harmony.

Home Economica--Morale good between staff and students.
Seventh and eighth graders from St. Charles School provide
a good opporturity for students at Adams to tutor.
Art--Mini program effective.

Math--Computer and resource center successful.
Health--Keep it in General Education.

Business Education--Low drop-out rate in shorthand.

THE COUNSELORS

The goals of the counselor could be listed in great detail but
basically consisted of faeilitating relationships between students
and teachers, students and peera, parents and teachers, and some-
times teachers and teachers in order to reach the optimum climate

68
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for growth as individuals and as a school, The emphasis was on
agsisting the student to accept himself as a wortih-while person

who is able to live in some iind of harmony with himaelf and others.

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

"Guidance" and "Counseling'.

Guidence

Coﬁaiderablé effort was required during the fall to stabilize
acheduling procedures and 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 go that
forecasting for ié?O—lQTl was accomplished efficiently.

Career planning and education planning were handled on an
individual basis for part of the year, With' the appointment of
a College-Scholarship Co-ordirator during the year, a
gystem began evolving that will provide information en 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 availatle for

our students.

Much time was required to evaluate and notify gtudents 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 cuming
from a variety of schools and lack of information on a student's

past academic patterns.

Coungeli
The staff seemed to have greater demands for counaeling service

+than had been experienced in other schools. They made an effort to
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be identified as being 'helpful persons" and feel thia is part of

the reason for the increased demand,

One important area of perscnal 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 crunselee

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 conaidered "public relationa', generally with parenta

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
programg, concern over traditional grades and the Adams evaluation
gystem; also, for some students it was necessary o explore the

difference between "freedom" 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. The counseling gtaff felt that the
problems usually were not caused by Adams High School.
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In an sttempt to dlscover 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 decumenta

that were produced by all teams durinzg the year.

A Problem: Variation of Team Composition, Permanence, Organization,
' and-Team Teaching Procedure,

A great deal of variation in team composition took place
throughout the year. Teams worked in 'roups of two or three to
geven or eight. TIn one house the seven-member teams stayed together
for most of the year., In another, cne triad atayed together for
most of the yzar. In yet another, one triad stayed together for
half the year, and this became the nuclsua for a full seven-~-person
team in the last eleven weeks. In some cases the team concept
was mors 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
or: their own as to lLow they executed the plan, In others, teams
meant more than one teacher working similtane ously with a group

of students.

It should be clear that a number of the models of team operation
which eventually developed wers rather different frcin the seven
or eight person interdisciplinary team which orizinally guided
the notion of having teams in Genersl Education., This was, of
course, to oe expected. Generzl 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 agreement to attempt

to run General Education ‘teams along one, or two, or three specitic
models of team operation would be bsat. Such an attempt would

2
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generate data about which kind of model =eems to work best for
vhat kind of situation. Necessary modifications in the specified
models, after a sincere attempt to run the team according to the
model, becomea then a valuable contribution to knowledge about

team operation.

The above data indicated the need for some discussion of the
following issues:
1, Which models of team operation seemed to work best for
what kinds of situations?
2. VWhat should the ideal model(s) of iteam operation for
General Education be?

3. How many modela should be permitted?
Such diascussionsa are continuing.

A Problem: Sex. Age, and Experience as Factors in Composition
of Teams.

In the orginal model of team composition there was some attempt
to seek baiance in terms of experience, age and sex. In all teams
where the composition became unbglanced, some problems developed.
Problems of supervision on extended field trips resulted if there
were not equal numbers of men and women teachers. Experienced
teachers 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,

Questions raised:
1. What should the sex/age compcsition be?
2. Which combination appears to work most/least successfully?
3. What would be the moat desirable way to deal with the
isaue if serious difficulty in team operation seems to

stem from age and sex factors in the composition of teams?

¢ T8
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k, 8hould sex/age factors be taken into acecount in the selection

of future teams and hiring of personnel for year thr=ze?

A Problem: Team Unity.

The problem of team unity elicited very strong respouses,
both negative and positive., Most of those interviewed indicated
the crucial necessity for teams to pull together if they were to
be aucceszaful. TIn answer to the question "Did the team pull.
together?" the responses ranged from "very well" to "a disaster'.
A variety of reasons were given as being factors in the problem,
guch aa:

a. Incompatible personalities of individuals, such that it

made team unity 4if " feult to impossible,

b. Some members insisting on doing his/her own thing.

¢. Disregard by some of the feelings of other individualsa

on the team.

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

e. Copping out on team tasks.

f. Egc tripping at the expense of team effort.

Differences in style, technique, and methodology caused friction
within some teams. Lack of understanding in clear terms 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 trainees' obligations toward the parent college course-
Werk/claéses and their cbligationa to the Adams program and the
tenm effort. This resulted in 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

.73
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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 gféding 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 éxamine some of the following questiona:

1i
2,
3.

What are the factors that enhance team unity?

What are some symptoms of disunity within the team?

When the team can't/won't pull together, how will it be
handled?

What, if any, are the effects on learner outcomes when
the team is "not together"?

Caii the problem of intern trainee normitment be resolved?

A number of these questions are presently being confronted.

4 _Problem: Team Planning.

A correlation between the extent of un_ty within a team and
guccessful team planning is evident. On those teams which were
unable to pull together, planning was diffiecult and in some cases
very frustrating. Good planning had some of the following ingredients.

Team memberss .

a-
b.
c.

d.

"Enew where they were at,"

Had general agreement on objectives and methods.
Worked out philosophical differences eagily and with
minimal friction,

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,)

Aa the more successful teams sained experience in team Planning,

the task became less onerous and legs time consuming,
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Two special issues were most often mentioned in conneetion

with planning: Time, and space.

The Time Factor:

When planning was held during the achool day, it was often
cut short due to special bell schedules, and always limited to
one 40 minute 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

Physical Fnvironment for Planning -- Team planning rooms were less
than successful as an enviroument for efficient planning. Reasons

given were:
a. Too nolsy, too erowded,
b. Excesaive interruptions by students, visitors, other
teachers.,
e¢. The telephone (in planning rooms that had them) was a
source of anmoyance dﬁring planning asessiona.

Teams often “~und 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 awey from Adars., (Again a sacrifice on time, and an
energy drain.)

Sinca it was agreed that successful planning was very important
to successsful tean teaching, these problems raise these issues:

a. Can plaaming take place i1f the team is '"not together"?

If so, how? What are effective and efficient ways to

reach agreement on objectives and methods?

T8 .
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b. What is the beat way to deal with philosophical and
ideological differences among team members?

¢. How can punctuality and attendance be handled if it becomes
a problem?

d. Cen anything be done about the problem of interns'
prioritiea?

e. Can the acheduling 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 secoud 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 taska to team members was handlea
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 teama, tasks were
generally assigned. The major difficulties reported were:

a. Team members were assigned or volunteered to do certain

tasks and d4id not deliver.

b. Some tearm zembers were not pulling thelr weight or were

copping out.

¢. Some team members were absent or late when a gpecific

input was planned, and were not filled in by the team
leader or team members.

d. The "let George do it" attitude.

On some ‘teams these difficulties were overlooked or ignored,

with some team member picking up the slack and letting it ride.

i/
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Two teams reported this as a source of real friction on the teams
which was never succegsfully resolved. This raises scme 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?

¢. How can a team fill in members who had to be absent?
Again, theses questions are under consideration.

A Problem: Recordkeeping

Attendance, Jjournals, notebooks, and pupil evaluation were
handied in a variety of ways by the different houses. On some
teams these were done by the team leaders and curriculum aasociates;
on others it was handled by ‘some member(s) of the team. Attendance
and credit records particularly demanded a large portion of team
leadera' time and energy. Génerally, team teachers took care of
notebooks, Jjournals, 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 tc be any pattern or "best way" to handle
these recordkeeping 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 November 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,
each 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, Who has the ultimate responsibility for recordkeeping on
the team?

o 4 4



b. What kinds of records will be kept by teachers and team
leaders? Curriculum associates? Counselors? How will
this be coordinated?

¢. How about the "evaluaticon day" problem? Can thia 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?

f. 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 legsons and problem solving.

b. Teams provided wider perspective on approaching a problem.

e. Team teaching was seen ag 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-discipline,

which was valuable.

f. Working more extensively with adult colleagues in the sam=

room, a2z well as in planning, was seen ag valuable,

g+ Teams provided the opportunity to interact and learn from

one another,




A Problem: Cooperation With Specialist Areas:

The question of participation by the specialist areas in
General Education programs brought divergent responses ranging

from "excellent' to "impossible",

Generally when requésta for assistance from apecialists were
made, it occurred on a one-to-one bagis, 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 graphiec arts, drafting technology, wood
technology, home eccnomicé, art, men's physical education., This
is not necessarily intended to imply that other areas were less
cooperative. It may be simply that cooperation was not feasible

or possgible at the time.

The general opinion was that there should be a greater degree
of interaction between the specialist areas and General Fducation
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:

4o

a. What is the best way to achieve cooperation between Ceneral

Education teams and specialists?

b. Should specialists be assigned on a part-time bagis to
General Education teams?

¢, Should specialists be selected on the basis of poasible
partnership in the General Education program?

d. Is it realistic in terms of schedule demands and class
load to expect specialists to be able to participate
meaningfully in General Education projects.

e. What are some methods of closing the 3o called "real or

imagined" communications 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 rrogram by the Media Center was
generally excellent. Again as in other areas, the extensiveness
cf use seemed to correlate with the more experienced and long-lived
teams, This was particularly true of large scale simulations. The
moat often mentioned useful contributions by media were:

a, Lifting and replay of network programs of merit.

b, Recording of simulation experiences and replay of same.

e, Replaying of video tapes to several small groups simul-

taneously.

d. Extensive use of filma, filmstrips, and other visuals.

e, Use of graphic artist productions.

Taking into account the diffiqulty that equipment was not ready
to go at the start of year, service and use appeared to accelerate
as equipment became usables. Some teachers expressed some concern
at not being able to use media to a greater extent and indicated

lack of efficient team planning asithe reason.

In view of the fact that seven teams will be operating during
the second year, it seems likely that demanda on use of media will
be greater, so: .

a. What method of scheduling servicea a.d 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 satored in the area of uae?

c., Can media center personnel be included in team planning
of a particular unit +here thére would be extensive use

of the service?
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General Education Experiences That Seemed Succegsful

Some teams had success with role playing in Large Groups.
Teacher participation in the role play and interaction with students
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 (roups worked well with several teams.
Use of telavision 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 Adams' community for such things as surveys, was thought
by some teams to bte a valuable way to utilize community resources

in the General REducation curyiculum.

Good full feature films in large groups, such as Raisin in
the Sun, The Pawnbroker, and Lord of the Flies with good follow-up

discussion was deemed valuable for several teams.

Utilization of the full range of skills and abilitiea of
team members, allowing for a rich variety of input, was valuable
to the team and the students.

Usze of student jourmals was a successful funetion 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
and teacher.

The inclusion of students in team planning sessions worked
very well with some teams. This gave some students a senase 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 Reported to Need Further Development

Teamz 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.

Truat and sense of humor are thought to be important to
successful teaming. Some consensus in philosophy &1d ideology
without hindering the eréativity and individuality of the individuals
wae 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
compesition of the team did not permit it.

Concluaion:

ihis summaiy is an avtenpt to raise some questions about the
events, both good and bad, of General Education during the past
year. DBecause 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 gtarting point fer;cﬁntiﬂuing improvement of our General Education

program,

g
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ATTITUDES OF ADAMS STUDENTS TOWARD THE SCHOOL, =
" 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 nature 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 enviromment an education-
ment, or was it merely different? A key component of such an assess-
ment was the attitudes, the self-reports, of the students in the
school. We had written objectives which identified changes in
student avtitudes 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=relationghips; involvement in curriculum; parenta' attitudes
toward schocly attitudes toward rules and freedom; and attitudes

. 88
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One hundred students were selected at randem. Sixty intervicws
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 fears 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 charnce
for students to argue and discuss their points of view during the
interview, and to contribute to each other's answers, might produce
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.

Summary o1 the December Interviews

The data from the interviews were coded and tabulated. However,
for the purposes of presenting this set of data, a summary narrative

appears most approprisate.

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 ouiside, were infuriated at un-
favorable publiecity, and thought fhat students in other achools

envied them.

;
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‘hey talked of their teachers a great d=al. Over and over,
they used glowing words to describe the quality of their relation-
ghips with teachers. They were acutely aware of the real possibil-~
ities for intimate friendalips between themselves and teachers, and
almost all had ambraced the chance to "really" lkmow teachers with
delight and a bit of incredulity.

Some were feeling pressure from home about the school -- their
parents didn't vhink 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 sreat cc zern to them. llany expressed the idea that if
outsiders would just keep away, everything would be fine -~ or almost
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
deseribing 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 clascas, tco, and
the choices given them there, their freedom to pursue their own

interests, and the ways they spent their unaasigned time.

Most said they liked the freedom, but for others it was a mixed
blessing., OSometimes 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 demanding 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 worry about what their chances would be if they wanted to go to

college,
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A great deal more anxiety might have been expected concerning
the relaxed atmosphere and the placement of respcnsibiiity 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 li‘.tle 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
8till refusing to take it for them. Throughout these difficulties,
the teachers gseemed 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 were things wrong with the school ~=gome 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 ambigucué, leas 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,
gcudent discipline problems are not usually the concern of students,
except ingofar 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 problems. 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.

. 88



Was the school climate better for this? One way to look at the
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 issues in the school.
Another way to look at it, however, was that location of blame had
merely shifted, from the adults 1o other students. Responsibility
for school ills still lay elsewhere, only the elsewhere had become

other students.

We weren't certain which interpretation carried the moszst truth.
Probably both interpretations were correct. The school was differ-
ent. Students were learning to accept resposibility, to grapple
with critical issues of the school. They ju:t had a ways to go.

However, the issue of student behavior was ‘losely linked to
race relations. Vhite students expressed many cicerns about the
behavior of black astudents, and tlL: way in which teachers dealt
with them. More distressing, many white students e:mressed discour-
agement over black students' behavior. They didn't see that anything
could be done about it, and certainly they didn't se~ Jchat anything
they were doing might cause it. Black students agreed that black
students were unruly, but thought it was to zome extent in response

to white orejudice.

It seemed possible that a permissive ingstitution exacerbated
confliet among students, encouraged scapegoating, and fostered
racial atereotyping. The picture wasa one of discouragement, fear
and moral superiority on the part of whites; fear of being rebuffed,
defensive arrogance, and aggresalvity on the part of blacks. Be-
tween the two groups, there was almost no communication about that

particular problem,
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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
Jjudged 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 concernecd. We
knew that we Lad behavior problems, especially among the black atu-
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 mixed groups.

The May Attitude Survey

£11 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
gsouglhit. 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 40 students. A questionnaire developed from re-

random sample of 130 students.
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In the aquestionnaire 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 >f the state-

ment: Always.....Never; True.....False; and Agree.,,...Disagree.

Three examples taken from the questiommaire will iilustrate

the format:

1. Black studentsrand white students feel relaxed about participa-
ting in elass discussions together.

-
1Y
"

Always_ ¢+ ___ ¢+ ___ K N Never Don't know__ _

2. Compared to last year, I am learning more this year.

Agree : : 2 3 Disagree Don't know

3. My parents thi..x Adams is a good school.

True__ : - : H — ____ False Don't know _

The guestions in the instrument dealt with aix areas:

1. PFPelationships between teachers and students
2. Attitudes toward the house system and house
membership .

5. Race relationships: between teachers and
studenta, amonz students, between various
racial groups and the curriculum of the
school

The curriculum

4,
5. Rules and freedom
5, Parents'! opinions of the school

In each of these areas Adams High School had a set of defined
objectives about how the students should be reacting, and using these
objectives, a correct or desired answer was determined for each ques-
tion. For the moat part this was not a difficult determination: re-
gponges were considered positive if a student, for example, indicated
that he liked rather than disliked his teachers, or thought that he
had learned much rather than 1littls, or that he thought his parents
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wera favorable toward the school; responses were considered nega-=
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 from class discussion.

Trus P False Don't know _

56. I'm not learning as much as I would be in another school.

Agree____ :

“m
1]

- 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" and so on
through "5", which would indicate the strongest possible disagreement
with the statement. The following response, for example, would be

gscored "3":

32. Blacks are afraid of whites.

True

: X ¢ t ____False Don't know_ __

~

A "doa't know" response was not secored, and was not averaged
into the total number of responses to that question. Therefore,

the number of respor ‘ents wvaries somewhat from question to guestion.

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

Q response.
. 99
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We discuss below the data gathered during May, and compare it
to the December data. BRecause the arsa of race relations appeared
8o important in the December data, we have analyzed the data in two
ways: 1in 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.

Attitudes Towa

i Race Relat

A number of the questions on both the interviews and the ques-
tionnaire dealt directly with race-relations amorg students. We
will deal with the interview data first, comparing the May re-
sults to the December results; then with the May questionnaire; and
finally we will attempt to make some general comclusions 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 are the main pro-
blems between the black students and white students here?" were cate-
gorized into four groups:

No problem, very little: All responses placed here indicated
that the respondent had seen very little or no evidence of ra-

cial problems, or 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 white stu-
dents' behavior or attitudes as responsible for racial pro-

blems were placed here.
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Both sides responsible: Responses in this category were those

which attributed any problem to mutual prejudiece, unfamili-
arity with each other's backgrounds or life styles, or mutual

hostility.

cuestion: What are the main problems between the black students

and the white students here?

December May

Interview Interview

(n = 143) (n = 40)
No problem, very little 26% 35%
Blacke at fault 6% 20%
Whites at fault 6% 12%
Both sides responsible 32% 33%

Perhaps the most significant finding revealed by these tableszs
is that a substantial number of students in December, as well as
in May, did not perceive any racial problems in the school. TWhile
there was reason to be somewhat skeptical of these reports in Decem-
ber, because outbreaks of conflict between whites and blacks had
oceurred, the fact that the numbers of students who perceived ra-~
cial problems as insignificant or nonexistent increased by May tends
to lend credibility toc 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 whité students are
separated from those of black students, some additional insights are

possible:

by

12
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Question: What are the main problems between the black students and

white students here?

December Interview

White responses Black responses

(n = 120) (n = 23)
No problem, very little 229 Ly
Blacks at fault )3 20%
Whites at fault 3% 16%
Both sides responsible 5% 20%

EEngpterview

White responses Blzack responses

7 (n = 25) (n = 15)
No problem, very little 32% Loz
Blacks at fault 28% 7%
Whites at fault 12% 13%
Both sides responsible 28% Loz

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 consgiderably cleoser 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 blane black
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 alsc named blacks
as responsible for racial problems less in May than they had in
Decenber, 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 giveén
in May seems to reveal a healthy trend: not only did students as a
whole (and white students particularly) Jjudge that racial problems
were reduced during the year, but responsibility for problems which
did exist was no longer placed so heavily upon the shoulders of one
group~-the blacks. This trend toward the acceptance of mutual re-
sponsibility for friection and misunderstanding, rather than the scape-
goating of one group, suggests that racial polarizaticn diminished

aver the year.

. 9%
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May Questionnaire Data

Responses to questicns in the May questionnaire 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 quesgtion.

We would expect, for example, given the responses to the inter-
view question Jjust 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 students at Adams are as far as ever from
getting along." That is, both groups would disagree with it.

To look firat 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

4t -other integrated schoéols in Portland
50. TI can honestly say that I don't particularly b3
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 achool 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 %.6

.
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Question Mean Score

15. Black students don't want to inelude white

students in school activities 3.5
30. White students blame black students for every-

thing that's wrong with the school 2.5
33. I feel that if I expressed my true feelings

about the other race, I would be in for

trouble 3.5
10. Most black students don't seem interested in

clagses 3.4
Y4, Most white students don't seem interested in

classes 3.3

% 1. Black sztuderdts and white students feel relaxed

about participating in class discussions together 3.0
63. I feel that black students are expected to make

most of the moves toward racial understanding 3.0
37. Whites are afraid of blacka. 2.9

To interpret this chart properly, it\ig 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 averagsd 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.

¢ 9‘
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If we lock only at the guestions whiich deal wiln race rela-

tionships in class, we find that they cluster near the bottom of
the list:

Qnggt;gn Mean Score

o

10. Most black students don't seem interested in
classes 3. b
4, Most white students don't seem interested in
classes 3.3
* 1. Black students and white students feel relaxed
about participating in class discussions to=-

gether =.0

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:

Cuestion Mean Score

13. Racial problems are more serious at Adams <than

at other integrated schools in Portland R

50. I can honestly say that I don't particularly
want friends of ancther race 4.3

9. Black and white students at Adams are as far

as ever from getting along 3.7

¥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
=, I feel that if I expressed my true feelings

about the other race, I would be in for trouble 3.5

. Qfi
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Here the combined mean is 3.50. It would appear that in in-
dividual attitudes and feelings, race relationships were muach less
a problem than in specific instances of school interaction. Notice
from the original list that it was denied that either group wanted
to execlude the other from school activities, and whites apparent-
ly shared in the blame for what's wrong with the school. PBut clasa-
room interaction was a problem.

The two questions dealing with fear provide an interesting

analyeis:

Question Mean Score
32, Blacks are afraid of whites 4,1
37. VWhites are afraid of blacks 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. BSince fear inhibits hénest relationships, these two
guestions reveal a considerable source of tension which should be
addresaed.

If ‘the responses of black and white students are separated, the
interpretation becomes even more interesting. Both black and white

students held similar views of the following:

SQuestion ‘ : Diff. B W

13. Racial problems are more seriocus at = .1 4.3 4.4

Adams than at other integrated schools
in Portland

9. Black and white students at Adams are
as far as ever from getting along .1 3.6 3.7

*#28. I feel truly close to at least cne

other Adams student who is a member of
a differsnt race from my own .1 3.7

- O
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Question Diff, B u

33. I fecl that if I expressed oy true

feelings about the other race, I

would be in for trouble 2 3.7 3.5
63. I feel that black students are

expected to pake sioat of the

noves toward racial understanding o2 2.9 - 3.1
* 1, Black students and white atudents

feel relaxed about participating

in eclass discussions together 3 3.2 2.9

In sw: they agreed race problens were iauch less serious at
Adaias than at other schools, that black and white students were
closer to getting along, that they did have close friends fron the
other race, and that there was sufficient honeaty so that they
could express their true feelings without fear., They both felt
that blacks were asked to do their share toward promoting racial
understanding, but not :iore than their share., They also aduitted
their lack of confort at participation together in class aetivities,
whites being somewhat iiore uneasy than blacks.

Statenents shéwing disagreernent are riore revealing. The fear

issue, for instance, takes the following for::

Question Diff, B W
32, Blacks are afraid of whites 4 L k0
37. Whites are afraid of blacks .6 2.4 3.0

Blacks absolutel& denied théy were afraid of whites,
Whites tended to agree that they were not. Blacks: saw whites as
being afraid of theri. Whites did not deny it.

. 98
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The issue of interest in classes is equally intriguing:

Cuegtion Diff. B W
4 . Most black students don't seem in-
terested in classes A 3.5 3.1
10, Most white students don't seem in-
terested in classes 1.0 2.6 3.6

Both races claimed to be interested in classes, at least some-
what. 1In 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 spiit

appeared: ' . ’ .
Question | ‘ Diff. B u

15. Black students don't want to include - . .
white students in school activities .7 4.0 %.3
2l. Whites don't want to include black

students in school .activities ' .7 3.1 3.8

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:

Question ' : Diff. B H
30, White students blame black students
for everything that's wrong with the

school 1.3 2.4 3.7
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Blacks felt they were s@mpegoates, but whites didn':c 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
confirm that by the end of the school year, racial tension was leas
gserious. - 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 per se seemed to be
operating here, as the other categories of gquestionnaire data re-
veal, and they shoulZ be considered in conjunction with these find-

ings.

Attitude toward the Student-Teacher 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: Adams was planned to be different from other sachools.

Do you think it is different? In what way?

December Interview

A1l Black White
‘ {n = 133) (n = 23) (n = 10)
Relationship with teachers = 22% 22% 22%

May Interview

T AI1 Black White
(n = %0) (n = 15) (n = 25)
Relationship with teachers 7455 b 155%
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hile 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 positive:

Question: Adams was planned to be different from other schools.

e e » S R ——— —— -

Lo you think it is different? In what way? Is it a difference you

like?
December Interview
A11
(n = 29)
Yes I like it 90%
May Interview
AL
(n = 3)
Yees I like it 100%

Though the number of respondents was too small to allow any
coneclusion to be drawn in May, a comparison with statements on the
May Questionnaire to which all students responded very positively
("The relationship be*ween students and teachers at Adams is better
than at most schools," "I know at least some of my teachers guite
well as people!") supports the idea that relations between students
and teachers were Jjudged 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:

Guestion: (What are the main problems between) white teachers and

b - gtude 2 i 2
bleck students? Yé%gfig%ﬁé' December Interview May Interview

All All
No problem exists 59% 60%
White teachers treat blacks dif- . .
ferentially 20% . 224%
Black students are hard to handle O% 1725
Dan't know, no response 12% 0%

;Tﬂi '
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When these responses are looked at by race, however, a shift
in attitude beccomes apparent.

Question: (What are the main problems between) white teachers and

black students? Vice versa?

December interview

Black Vhite
(n = 23) (n = 110)
No problem exists 83% 53%
iThite teachers treat blacks dif-
ferentially 0% 23%
Black students are hard to handle 175 9%
Don't know, no response 15%
May Interview
Black white
(n = 15) (n = 25)
No problem exists 60% 60%
White teachers treat blacks dif-
ferentially Lo% 12%
Black students-are hard to handle 0% 28% ;

Black students were considerably less satisfied with relation-
ships with white teachers in May than they had been earlier; they
no longer blamed themzelves 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 lesa critical of teachers!
treatment of black students, and more critical of the sftudents than

they had been previously. Both these patterms may indicate that é
white teachers grew more firm with black students as the year pro- ;
greased, 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 relationz 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-
aiderably 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:

Question Mean Score

%34, The relationship between students and teachers
at Adams is better than at most schools 4oL

%39, I know at leamt some of my teachers quite well as

people 4.1
51, I dislike calling teachers by their first names L.a

58. The teachers seem to get zlong better with black

gtudents than with white students. 4.0
hg, MTeachers ignore the way white students disrupt -
the class ' 3.9

69. Too many teachers let white students get away
with murder 3.8
*70, I admire and look up to my teachers 3.7




€5

Students as a whole seemed to have formed good relationships
with teachers; not only did they think that relaticnships 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 as 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:

Luestion Diff B i
*34, The relationship between students and .

teachers at Adams is better than at
most schools .1 4.4 4.5

%39, I know at least some of my teachers

quite well as people a0 4.2 4

*70, I admire and look up to my teachers 3 3.4 3.7

51. I dislike calling teachers by their

first names 3 3.4 3.7
58, The teachers seem to get along better

with black students than with white

students .6 3.5 4,1

69. Too many teachers let white students
get away with murder 6 3.4 40

49, Teachers ignore the way white students
disrupt the class 1.4 2.8 4.2
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Those statements which did not refer to race relations, and
which dealtwith 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 allowed -irifractions 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 fhe relative uncriticalness of white
students in responses to the interview gquestion 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 discussing behavior of white teachers.

Students as a whole indicated somewhat less positive at-

titudes to the following clustexr of statementa:

Suestion Mean Score
64, Many teachers are too radical in their views 3.5

43, The teachers expect more achievement from the

white students than from black students 5.4
61. Too many teachers let black students get away

with marder 3.4

105
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When these questions are analyzed in terms of differences in

attitudes of black and white students, the same pattern emerges:

RQuestion Diff B W
64, Many teachers are too radical in their
views A 3.2 3.6

4%, The teachers expect more achisvement {rom
white students than from black students 7 2.9 5.6

61. Too many teachers let black students get
away with murder 1.4 Lh.,5 3.1

Again, those statements which deal with how teachers treat
gtudents of one race or the other caused substantial disagreement be-
tween Whiﬁé and black students. ..However, black students showed no
uncertainty about how they themselve:s were discipiined: they denied
very strongly that teachers tolerated their misbehavior, while white
gtudents tended to think so. Black students did apparently feel
that even though they were not allowed to misbehave in class, not as
mich was expected of them academically. It is possible that again,
blacks did not feel as sure about what was axpected, 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 concerncd,
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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 race--students 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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Attitudes Toward Curriculum.

Interviews -- Gcmpariéan 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 exampie,
very few students mentioned "General Education' or '"different
approach to feaehing" or the ;ike when asked what made Adams different

fprom other schools; that number had doubled by May:

Cuestion: Adams was p}énnea to be different from other schools. .
Do _you thirk it's different? In what way?

Percentage responding "General Education' or "curriculum"

_ A11 (n=133)  Black (n=23) _ White (n=110)

December : 10% T11% , 44
May - 221 (n=40) 16%(n=15) 33%(n=25)

While more students iﬁ May were aware éf the‘curricuium as
being an innovative aSpaet of the school, this did not mean that .
they liked that difference more than they had. On the contrary,
student opinion of General Edueation was lower in May than it had

been in December:

Question: Adams was planned to be different from cthef schools.

Do_you- thlnkiit's dlfferent° Tn whet way? Is 1t a dlfference
you like? ) .

December Tnterview
Percentage of reswansgs cut Qf those wha mentloned "heneral Education"
as b31ng dlfferent

A1)l (n=13) Black (n=1) ___ White (n=12)
ILiked difference . 92% _ 100% _ 92%
Did not like difference 8% 0% 8%
Mixed view : 0% _ 0% . 0%
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Majwlnterviaw

All (n=21 __  Black (n=8 _White (n=13) -

Liked difference 529 505 545
Did not like difference 2937 25% 31%
Mixed view 19% 25% 15%

Almost all respondents who mentioned General Education in December
said they like it; by May, 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 wealmesses, but some strengths,

too.

The May interview included some gquestions 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 year. how can the school help
you better?- _

May Interview, all responses (n=49)

Suggestions about improving curriculum
(more facts, organized classes, more

work required, ete.) 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? :

; _ A1l (n=k0) Black (n=15) White (n=25)
1 Yes 75% e 76%
\To No 25% 26% 2U%

—4$¥NF



71

Question: Vhy?

Percentage of those who reaponded "Yes" to previous question

11 (n=30)  Black (n=11)  White (n=19)

Didn't learn; material

fault 63% 54% 695%

Teacher at fault 20% 35% 11%
My own fault 10% 10% 11%
Other T 1% . 9%

Question: What did you try to do about it?

Percentage of those who regponded "Yesa!" to Question 14

A11 (n=30) _ Black (n=11)  White (n=19)

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 blacka., Dialike or diasapproval oT A person is naturally harde~

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.

Questionnaire could be clustered into these areas in which students

130
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were very satisfied, areas in which they were less satisfied, and
areas in which they felt neutral or negative. Cn the whole, attitudes
toward the curriculum were quite positive; only one statement elieited
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 Questionnaire: Questions relating to the curriculum

v

Those Questions on Which Students Indicated
Adams was_Doing Best

Questions : : Mean Score

54. The teachers are usually glad to help me with
my work ’ : k.3

€2, My teachers expect me to put forth my best efforts

in my studies . 4.3

47, My teachers respect my parents’ opinions about .
my education b1
20.: The teaehe?s care if I eéme to e¢lass or not 4,0
6. I learn more when I'm not pressured 3.9
55. I have learned a lot from elass'discugsicns 3.9
Tl. The teachers at Adauia don't ioree me to learn . 3.9

14, T enjoy working independeritly on my own projects 3.7

25. My teachers are usually well prepared for their
alasses 3.7

31l. In class, I am interested most «f 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 awd 14). The students

élii
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were extrzordinarily satisfied with their teachers, and this should

consistently favorable, both in December and May. Students felt

that teachers cared about them, expected much of them, were willing
to help them,'and respected their parents'! views, all without forcing
or preasuring them. Evidently students felt a spilrit 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 Questionnaire: Questions Relating to_the Curriculum

Those Questions on Which Students Indicated
Adams Was Doing Only Moderately Well

Question Mean_Score
46, Complaining to my teachers about the classes
doesn't do any good 3.6
57. I'm not learning as much as I would be in
another school 3.6
2. Compared to last year I am learning more this

year 3.4

68, I have doubts about being-well prepared for
college or a Job after graduation from John

Adams 3.4

Responses to tnese statements, are somewhat less enthusiasatic
than the firat 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 ita 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 results 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 confrontationa may not be part of the students'
usual expectations of hew they should deal with teachers.

May Cuestiopnaire: Questions Relating to the Curriculum

Those Quections on Which Students Indicated
Aderes Was Doirg Tesst Well

Mean Score

Guestion
1ll. T need more direction from my teachers 3.1

16. TIf a class is boring or worthless, I don't attend 3.0

41. We ought 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. T would go to classes more if I weren't sc 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 studenta 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
avolding the class itself, rather than always attempting more
congtructive 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!
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The aingle way in which classesz were unsatisfactory was that
students preferred the kind of claszs 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:

Difference Black White

55. I have learned a lot from class
discussions S 3.4 4,2

Though the score for black students was above the micpoint, they
were not nearly as enthusiastiec about eclass discussion as a way of

learning as white students were.

Of the four questionas on which Adams seemed to be doing moderately
well, black and white students disagreed moderately on two, and sub-
gtantially on the other two:

Difference Black White

57. I'm not learning as much as I would

be in another school 3 3.3 3.6
46. Complaining to my teachers about the

classes doesn't do any good A 3.3 3.7
68. I have doubts about being well prepared

for college or a Jjob after graduation

from John Adams .6 2.9 3.5

2. Compared to last year I am learning
more this year .9 2.7 3.6
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Again, the ascores clustered around the midpoint of 3.0, but
it was evident that bldck 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
studenta. The direction was entirely toward blacks being less
satisfied with Adams than whites,

On the six questions on which students indicated leas!t satis-
faction, black and white students dlsagree:d 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 ) 2.8 3.2
16. If a class is boring or worthless, I

don't attend U 2.7 3.1

22, I prefer the kind of c¢iasa where everyone

participates in the same activity b 2.1 2.5
35, I would go to classes more if I weren't

80 bored when I do go .B 2.1 2.9

41. We ought to study the basics more 1.1 2.6 3,1

More atriking than the faet 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 classea should have a focal activity in which everyone parti-
cipated, They decidedly felt that classes were more boring than did
whitea, and often simply didn't attend. They were perhapa a bit
more vocal about their dissatisfaction than were whites, as Question
38 suggests, though interview data revealed that blacks leas than
whites talked to their teachers when a class was worthlesa. Black

1R
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students felt they were less successful in getting a positive %espanse

to complaints, however, as their responses to Question 46 show.

In those areas where overall student satisfaction was least,
blacl: 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 littie success, and; perhaps in
conz<-uence, they tended to resort to flight from class.

Surmary of Attitudes Toward ti= Curriculum

By and large, students seemed to be quite satisfied with the
curriculum, particularly with the way that their teachera conducted
the classes, However, 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 clasaroom activity was astrong
among black students. Furthermore, black students did not seem
as sure as white students that their complaints were heard. A
task remains in meking black students feel, as much as white students,
that whe 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 some need
to strengthen the intellectual content of the curriculum, The
ehallenge_tc meet is an intriguing, and almost paradoxical one:
the curriculum should be strengthened, particularly in areas of
basie skills, and expectations for performance of students should

- be more stringont, without destroying the relationship that now

exista betweon students and teachers, or greatly increasing 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.
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ttitudes Toward Freedom and Fesponsibility

= . £

Compariaon of Interview Data -- December to May

In both December and May, the relaxed rules and the freedom
allowed Adams stud:nts was the most frequently cited factor dis-

tinguishing Adams from other schools:

Quegtion: Adams was planned to be different from ¢cher schopls.
Do _you think it ig different? In what way?

December Interview

M1 (n=1%3)  Black (n=23)  White (n=110)

Freedom 4og 61% Legz

May Interview

A1l (n=40)  Black (n=15) White (n=25)

Freedom 50% 4oz 56%

A notable shift in the assessment of freedom as the school's
distinetive quality occur:ied along racial lines, By the end of the
year, fewer black studenta, but more white students, mentioned freedom.
(Compare this with Question 4=, 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:

Quection: Adams was planned to be different from other schools. Do
you think it is different? In what way? Is it a difference you like?
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December Interview
Percentage of those responding "freedom'"

_ - A1l (n=65) Black (n=14%)  White (n=51)
Yes, I like it 85% 862 8hz
No, I don't like it 7ig 14 6%
Yes and No % 0% 10%

Percentage of those responding "freedom"

; — A1l (n=R0)  Black (n=6)  White (n=14)
Yes, I like it 66% 33% T9%
No, I don't like it 10% 17% 7% .
Yea and No 24 50% 1hg

Fvidently black students experienced greater ambivalence about
freedom as the year progressed than did white students. Not that
black students condemmed the freedom altogether; rather, they had
come to see both good and bad aspeets 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 May than in December,
they mentioned it less as making the difference in the school. These
responses, conjoined with the black studenta' increased reference to
the curriculum in response to the same question (see the section on
attitudes toward curriculum), suggest a possible hypothesis: bl X
students may have experienced a growing :oncern 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 3tateﬁgnt "I think there should be more
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pressure put on students to get to class", ar well as the atatements
"If my teachers were more strict, I would probably learn more," and
"Adams teachers ought to be mors striet" in the Questionnaire section

below, )

A similar pattern seems to be revealed by responses given on

how free time was used:

Question: How do you use your free time?

May Interview

___Black (n=15)  White (n=25)

Reading, studying, visiting a class 52% 60%
Talking, relaxing Log 16%
Have no free time 0% 129
Other responses 8% 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
nornal student load assured some free time for all studsnts--conse-~
quently, the 12% of white students wilh no free time have chosen
to take extra classes or other responsibiliiies to £ill up their
spare time. It appears that white students have learned to manage
their time more productively than black students, either by cormitting
themselves to other activities on a regular basis, or by using their

spare time for academic pursuits.
May Questionnaire Data:
Many oi' the scorea on the queations concerning school freedom

seem puzzling. The following responses seem to be an endorsement
of that freedom.
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Question

45,

59.
7'

12.

235

Students are trusted here more than at other
schools

Students are trusted too much here

I have learned to handle the freedom Adams gives
me

If my teachers were more strict I would probably
learn more

Adams teachers ought to be more strict

Mean Score

3.9
3.9

3.8

3.7
3.6

Apparently, not only did students sense that they enjoyed
greater trust than students at other schools, they also displayed

a strong positive attitude 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 2.8
23. T think there should be more pressure put on
students to get to class 2.8
66. Students get away with too muech, like gambling
and smoking. 2.6




82

Question (continued) ' Mean Score
26, Too much freedom was thrown at the students

all at once this year 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.
As illustrations of their fellow students! 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
gseered somewhat inclined to conclude that there should be more
order in the school. Their lukewarm endorsement of scme forcing

of students into the classrooms seems to be an example of this,

Part of the discrepancies between the responses seems due to
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 thun 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 receives

some corroboration from the section on student-teacher relationsa.)

On those statements which received the most positive responses
by students as a whole, black and white students moderately disagreed

on feur statements and agreed on one:

Question , _Diff. _B W
59. Students are trusted too much here o1 3.8 3.9

¥ 7. I have learned to handle the. freedom
Adams gives me .5 3.4 3.9




Ouestion (continued) Liff. B W
12, If oy teachers were more strict, I would
probably learn more 5 3,3 3.8
5%. Adamsa' teachers ought to be more strict 5 3a2 3.7
*45, Students are trusted here more than
at other schools ' 6 3.4 4,0

Consistent with the results of the intérview, 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-
gquence they were more ineclined 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
reflec* that, for the student, trust is an attitude based on a
belief in a person's go@dness‘féfg. his honesty) rather than in his

maturity and auvtonomy,

In responses to the questions receiving less pouitive scores
~ for the students as a Whﬁle, black and white strents substantially

disagreed on twc; moderately disagreed on three and agreed on two,

Question | Diff 3 W

67. Students misuase free time, like spend-

ing all their free time in the park .2 2.7 2.9

66. Students get away with too much, like
gambling and smoking : o3 2.6 2.9

26, Too much freedom was thrown at.the
gtudent all at once this year ‘ 4 2.3 2.7

17. There is too much freedom at this school
for many students to handle ' ) 3.2 2.7

23, I think there should be more pressure
put on students to get to class .5 2.4b 2.9
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Question (continued) Diff. B u
42, There ought to be more order in the
school : o7 2.5 o T~
65. There are too many kids in tlie halls
here 1.1 2.4 3.5

Out of all the gquestions on freedom the greatest difference
in attitude between %1aek 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 strongiy than white students that there ought to be more order.
The interpretation cof 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
eriticism was directed primarily at other students or at themselves,
After all, the black students sszemed less sure of their own ability
to cope with their freedom. And yet, out of these questions, the
black students gave their strongest response when they agreed.;gég
than the white students that there was toc much freedom in the
gchool for many students to handle, All this raises the question
of whether black and white students differ in the way their self=-
percepticn contrasts with their perception of others. Perhaps this
problem can be sidestepped, ior it may be that black students were
troubled not so much by the amount of freedom as by the lack of
clarity of expectations., In ony case, obviously the responses
indicate a need to try to understand black students! attitudes

towards authority and autonomy.
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Jummary and Conelusions

On the whole, students said that they were relatively aemfortable
with the lenient rules at Adams. However, the added freedom, espe-
eially 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 black students.
But in view of the strength of the students' responses, their fears
regarding school freedom should not be overrat: More important
is the problem of not misunderstanding their fears. The students
snowed a strong positive attitude regarding the trust they raceive,
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
1 whole, they certainly did not think that g:eater gstrictness was
a polution., Greater pressure to get students to attend classes and
to maintain order was thought desirable, especially among black

gtudents.

Some explanations of apparent inconsistencies have been ventured.
One  possible source of coafusion stems from the discrepancies of self-
perception versus the perception of othera. 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 with the black students, the anxiety might be due
to ambiguity rather than permissiveness--the ways in which students
were in fact held accountable may have come as a surprise to some.
Tn this regard, it should perhaps be remarked that the temptation
to voice the cliche that black students as a group tend to suffer
from ~ack of "irmer controls" should be avoided at all costs. The
obvious responsibility that the school must undertake is to seek
to understand more clearly Jjust what black students' attitudes
toward self-governance are, rather than to make assumptions about
their relative inability to cope with it.




STANDARDIZED TEST D-.TA

Adams High School participated in the regular city-wide
testing program during the month of October, administering the
TAP battery to ninth and eleventh graders, and the SCAT +o tenth
graders. The TAP battery produces a set of standardized achievement
scores in the areas of Reading, Compogition, Mathematics, Science,
anc¢ Social Studies. The SCAT test is an aptitude test, producing

standardized scores categorized as Verbal and Ouantitative.

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 (CTBS), during the month of May. It was necessary
to give tﬁ@ differant tesats 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 CTRS
vields ten separate scores, which can 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 caarﬂinator), we determined that the best
comparisons would be betweén the reading and mathematics sections
of the TAP and 'CTBS, and between the verbal and quantitative sec-
tion of the SCAT and the r#:ding and mathematics section of the
CTES. There are substantial shortcomings in reporting the data

this way, but it is the best that can be done.

The scores are reported in the torm 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 schouls in the eity, the P scores should remain the same.

In discussions with the research director for Area II, it was
uncovered that the norms for the CTBS were not good for the city as
a wiole. The norms were developed based only on the Lincoln High
School population, one which is above average for the city as a
whole, and above the average of the Adams population. Through
some simple mathematical techrniques we determined that a corrvection
factor for the Adams scores of approximately three standard score
points would make the spring scores theoretically comparable to the

fall scores. The charts ineclude 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 secmed 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
gettling 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
smaller groups of students and spread the testing over a month of

school. This simply was ineffective.

The problem of collecting standardized test data was further
comnplicated %y 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 gpring, 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, tco force them to take
the test would badly distort the resulting data. A student can very
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
forece 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 or students who were willing to take the tests. It represents
not so much a statement about the total Adams populaticon, as a
statement about the members of the Adams population who are test-

takers.

Interestingly, since we sgstarted 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 bcth 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 lmowledge.

THC_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-

sulta appear as follows:
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MEAN TEST SCORE3 OF A SAMPLE OF STUDENTS WHO TOOK BOTH
FALI, AND SPRING STANDARDIZED TESTS

- - mhuggﬁébér - May B 7
Reading 45,7 45.3 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
atudents either maintained their levels of performance or showed

some improvement during the year.

FREQUENCY OF STUDENTS SHOWING GAIN OR I0OSS IN THE TEST SCOFES
EETWEEN OCTOBER AND IMAY

Maintained or

____Improved P-Score __Showed Decline
Reading 583 hors
Mathematics 605 40;7

S8ince the sample is representative of the population of test-
taking students at Adams, we can generalize to that populaticon.
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. We do
not know about thor:z in-betweesn.
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It should be emphasized that standardized tests measure a very
limited range of the skilla and competencies which students learn in
schools. More 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 Schsol. A careful consideration

of those objectives (see section I.) will confirym this view.
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UNOBTRUSIVE DATA: o2
ATTENDANCE, WITHDRAWALS, VANDALISM, GLASS BREAKAGE, SUSPENSIONS

INTRODUCTION

To gather what students report as their attitudes toward the
school is one thing. To infer their attitudes from their aectual
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 drcp-=out rate. Comparisons are particularly
difficult because Adams did not have a senior class, and figures are
not available in the district categorized by clasa. 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: " Control Group
7 Adams 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 have 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 inte obtaining an accurate daily count. We hope
to be able to make more careful comparisons in future years. We have

tighktened up considerably the attendance procedures at Adams for 1970-71.
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Withdrawals

Control

Group
Category . — R Adams Mean
Transferred to other high schools in the district 1171% 54
Left eity or state 76 122
Legitimate reasons: work, evening school, medical 85 110
Permanently excused by School Board action 11 4o
Expulsions 1 1
Accidental death 1 9]
Other Ak 83
Totals 299 %10

#This 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 lknow 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 number of students attempted to enroll at
Adams instead of in their district high school :md had to be sent back.

Glazs Breskage and Vandalism

Since glass breakage is reported
the following chart compares Adams to

categories:

Glass Breakage

Separately from other vandalism,

the control group in both

Reported Acts
Adams 7
Control Schools (mean) 30.7

Substantial caution is suszgesated
congiderable discretion is allowed by

act was vandalism or an aecident. It

—— Vandalisg ] o
Cost Reported Acts Cost

$ 68.00 79 $2951.03
$792.06 46.1 $1778.39

in interpreting these figures since
custodians in deeiding whether an

is well known that many mistakes
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are.made; for example, fallen young trees were reported as acta of
vandalism at £dams, -+hen 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 reporta of the head custodian and the administrative vice-
prineipal provided an interesting contrast to the official figures.
The problem of vandalism at Adams H' ~ School was reported as generally
"not extensive'. There were 79 repo: ced repairs and/or replacements
attributed to vandalism. The head custodian and matron listed as most
sericus the following:

1. Theft of five fire extinguishers

2. Telephone inter-com sets in class rooms: removal of mouth

and ear pieces and cut eords

3. Removal of toilet paper dispensers and towel dispenser in

lavatories

L4, 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 serious in most schools. He alac noted that most of the
vandalism occurred very early in the year and thus far this year,
there has not been a repetition.

We have no way 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 wonuld like to see better standards established for
reporting vandalism throughout the distriet so that figures between

schools are comparable.




Suspensions at Adams

offense _ . _Total for 1969-1970

* Attendance 70

* PFighting 20
Cutting Classes 18
Assault 18
Gambling 8
Misconduct 6
Auto Vielation 5
Smoking in Building 5
Inaubordination -
Total Offenses 151
Total number of different students suspended 100

*The vast majority of the agsault/fichting 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. 111 were reinstated with the exception
of cne. l

Ve do not know how this data compares with that oY other schools,
as such information was not available.

CONCLUSION

ingights were derived. We do regard such data as attendanc:, suspensions,
and vandalism rates as potentially very useful, but inconsistencies in
eollecting 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-T1.



DATA ON SPECIFIC PROGRAMS

Adams hopges in the future to be able to gather systematic data
about each of the different programs in the school, Due to limited
personnel and resournes, little of this could be done during 1969-1970.
However, we wers able to gather data on one experimental program,

tlork Experience. We present that here.

INTR “DUCTION

The Work-Experience program, a developmental project, began at
Roosevelt 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 environmsnt for the nmon~coping! or "marginal" student.
Thege 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 test scores, as a
group they possessed a Stanford Achievement mean of the 30% per-
centile, based on publishers national norma.

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; 12 students were hired into the summer
program. The higheat employment was 146, Of this group 57% were
black students, of significance because approximately 257 of the

Adams! school population is black.

Ihe Progrem

The students attended class half-time and worked the remaining
halt day on the job. This proportion scmetimes varied with individual
students. Even though some jobs provided training for more responsible
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positions, in the main the students were paid wages for gservices
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
educatior. This program also included large-group meetings, and
overnight field trips chaperoned by a counselcor or other youth
worker. TFrom three to ten Lewis and Clark ' ollege students were
available for personal case work with the W-E students through a

specilal cooperative prograin.

Since most, if not all, of the students involved in W-E never
acquired in the classroom, all the social skills that are impcrtant
to praospective employers, it was hoped that the job experience might
foster and rurture these skills. Consecuently, the program hoped to

find answers to the following guestions:

1. Does successful Jjob experience translate inte successful
school experience as measured by attitudes, quality of
work, and attendance?

2. Will sienificant employment result in behavior mcdificgtion
(acceptance of social skills) that transfers to the school
environment?

MEASUREMENT INSTRUMENTS

Teacher Report Card

., A random sample of forty W-E students were selected to evaluate
attitudes toward teachers. These ztudents were instructed to rate
their teachers according to a prepared twelve-item rating scale.
While some students rated ornly 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:
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Student Attitude Toward Teacher

4.0 to 3.0 13 responses or &5
2.9 to 2.0 L4 responses or 203
1.9 to 0 3 responses or 158

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
less important. It appears to be significant that so large a
percentage would regard their relationship with their instructors

as favorable,

Employe ~ Questionnalire

Nearly all the employers (in this case 60) were sent opinion
forms and 41 of the 60 responded -- approximately 653. The responses
were separated into those who appeared satiasfied, and those who dig

not. The resulits were:

Satisfaction with program 93
Dissatisfaction with program 7.3

While again the sample was not random, the encrmous 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 Patterns

Gréup A (nzgﬁ)rri Group B (n=20)
Remained in W-E program  Dropped W-E program

entire school year by mid-year
Increased ' 457 350
Attendance 577 remained
- the same

Decreased 55% 60%
Attendance
Credit in
Gen-Ed

Full Lo 3553
Partial Loz 3553
No Credit 203 305
Total absence 428 days 704 days

as a group

From this data one can infer that 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, however,
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 dignificant effects of
Werk Experience.
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STUDENT BEHAVIOR AT HOME: . PARENT INTERVIEWS

INTRODUCTION

During the schocl year much was done to work with parents to
explain the nature of the Adams program and to involve them in the
activities of the school. 8till, 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 seem=d in
order.

In addition we were able to obgerve and evaluate student 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
asked to rate the influence Adams had on this chenge. Interviews
were conducted with a randoem sample of seventy-eight of the parents
of Adams students.

The interviews were conducted over the telepl.one by ten meubers
of the Parent Teacher Student Association of Adams. Tris was done
to minimize bias. The best interviewer of an Adams parent should
be another Adams parent.

If the sample were perfectly random, findings 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., Some parents,
very few, refused to answer the questions. Some other families do
not have telephones. Thia was true of two parents in the original
sample., Nevertheless, the percentages which are true of the sample
have a high likelihood of belng true for the total Adams papﬂatiﬂn.

One key point, however, must not be overlooked. TUe do not have-
comparative data from another high school. It is posgible that
any other high school would get roughly the same results if it ad-

) ministered the questiormaire. That will have to wait for future
Q years to determine.
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THE FINDINGS

One note: In the following report the listing of the guestions to
whick parents were asked to respond is phrased in the
masculine. Obviovsly, if the child under discussion was

feminine, the interviewer used feminine pronouns.

Thinking back over this school year, have you noticed any dif-
ference in the way your sdn 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 whiech 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, 1f any, do you think Adams had in bringing about
these changes in the ability to accept responsibility?

The Responses

NATURE OF THE CHANGE

Better Worse Same

Adams caused 15 8

EFFECT

OF Adams had some effect 5

ADAMS

ON THE Adams had no effect 1 2

CHANGE
Don't know A — —
TOTAL 28 12 =8

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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Question 1

2 e e e -

The Sumary (contd.)

school, Included in the 40 interviews that reported change are
children that made positive and negative changes. It is within
this group of interviews, the ones that noted some change, that we
can see some 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, T70% felt that the program at Adama 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 students!'
ability to accept responsibility. In other words, over 89% of
the parents interviewed felt thst 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 -

Have any of the things your son has done or said during the
prast school year given you an idea of what he thinks or feels about
to feel about himself? For example: Does he seem more or less sat-
isfied with what he does? Is he happier?

Could you desecribe an incident or example that you think il-
lustrates a change in how he feels about himself?

What effect, if any, do you think Adams had in bringing about
this change in his attitude toward himself?
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Guestion 2 (contd.)

The Responsges

NATURE OF THE CHANGE

Better Worse Same

Adams caused 35 >

EFE?GT Adams had some effect 6 2

po ;:r Adams had no effect 1

CHANGE Don't lmow 10 2 —
TOTAL 49 H 18

The Summary

Several comparisons are possible here. First, the total number
who changed (either for the better or for worse) 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 véstly 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-
1y 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 striki:g.
Adams was reported to have had an effect on the happiness and satis-
faction of 69% of its s*udents, Of the 46 students that .Adams af-
fected, B5% wers affected in a positive direction (toward greater

happiness and satisfaction}. Only 15% were affected negatively.
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Is your son more anxious and tense now than he was in previous
school years, or less so? TFor example does he fiave more trouble
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 you think Adams has played in this change?

The Responges

NATURE OF THE CHANGE

Better Worse Same

Adams caused 20 L
EFFECT
oF Adams had some effect T 5
ADAMS
ON THE Adams had no effect z2 1
CHANGE
Don't know 5 2 —

TOTAL 35 12 2

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 pareants that report-
ed a change in their students felt that Adams had helped to reduce
the anxiety and frustratian. Only 12% of the parents said that the

program at Acdams had caused greater frustration for the students.
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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? TFor example does he know now that hie
wants to go to college, or that he wants to run a business, or
that he wants to help people, whereas previcusly he hadn't thought
about it?

Could you give an example which you think illustrates this
change in his goals?

What effeect, if any, do you think Adams had in bringing about
this change in his goals? S

The Responges

NATURE OF THE CHANGE

Better Worse Same

Adams caused 19 3

EFFECT

OF Adams had some effect 5 1

ADAMS

ON TiE Adems had no effect

CHANGE
Don't know ) — —
TOTAL 31 L L

This question posed a number of difficulties in interpreting
the parent's responses. It was difficult to judge a change in a
set of goals, or the desirability of a chosen career, or the uncer-
tainty about a future occcupation as being either "better", "worse"
or the "same". Below are four situations that occurred on the in-
terviews that explain the problem in elassification of parent re-
sponses.
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Question 4 (contd.)

1. 1Is it necessary, or even desirable, for a high school student
to have his goals for life plammed in the 9th, 10th or 1lth 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. Im
our interview classification system this situation would be classi-
fied as being '"worse" because he has no gosl direction. However,
this student wight have grown a long ways towards maturity when he
gave up a childhood fantasy and started to look seriously at himself.
This growth could bhe positive. If the student had grown stronger

in his childhood dream of being a "fireman)' on our scale,this would
have been classified as "better" yet it might be a negative growth
pattern.

3. 1Is it "better" or "worse" for a student to change his mind from
a career that would have included college to ohe 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 expresscd concern for they felt that "Adams’
teachers were telling students that college was not necessary for

successg,"

4, If a student makes many changes in his goals during the year, would
this be rated as "better" or Worse"? 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. Bul if the goals were not what the parents thought was
worthwhile, the responses were then negative., For example, if the
student changed his goal from medicine to music, some parents regarded
this as a negative change where others said it was a positive change.
We used the parent's own Jjudgment of better or worse. Keep-
ing these ideas in mind there are still some inceresting compari-
sons that can be made from the data received on the interviews,
Thirty-five parents reported that their child became more clear as

; IM
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nestion 4 (contd.)

to his goals and direction during the year. At the same time U41
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 parente as regressing, in their
sense of goals, because of their experience at Adams.

The difficulﬁy of interpreting parent responses to this ques-
tion has caused us to reevaluate this objective for Adams and clar-
ify it. ’

Question 5

Does your son 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 some 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?

Ihe Responses
NATURE OF THE CHANGE

Better Worse Same

Adams caused 16 1

EFFECT

op Adams had some effect 6)

ADAMS

ON THE Adams had no effect 2 1

CHANGE
Don't know 7 - 4 —
TOTAL 30 6 32
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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 notice¢ a change in the stu-
dentt 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 the school and only one parent, out
of 68,felt that Adars had caused the student's interests to decrease.
According to parents interviewed that reported a change, Adams ai-
fected 61% of the students snd caused a positive change in expansion
of interests. ,

This question was alsc 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-
esta in a particular area deepened but did not necessarily expand
into other fields.

Question 6

Have hLis dress and manners changed? For examnle: he used
to be well dressed and courteous; noiw he wears blue jeans and argues
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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Question 6 (contd.)

The Responses
NATURE OF THE CHANGE

Better Worse Same

Adams caused 4 1k

EFFECTS

OF Adams had some effect 1 3

ADAMS

ON THE Adams had no effect 7 1

CHANGE
Don't know — - —
TOTATL, 12 21 L3

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
you 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 suceincetly illustrated by these two statementsa.

et ot
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Question 7

Does your son erpress his ideas and opinions more often now
than he did before? For example: Previously he salid very little
sbout anythingy; niow all at once he wants to talk about the Vietnam
War all the time,

Could you give some examples or describe how he has changed?

What part, if any, do you think Adams played in causing this
change?

. The Resronses
NATURE OF THE CEANGE

Better Veorse Same

Adams caused 21 2

EFFECT ,

OoF Adams had some effect 16

ADAMS

ON THE Adams had no effect g

CHANGE
Don't know -5 2 —_
TOTATL, 50 L 21

An overwhelming change in the students 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

with its freedom to discuss topies, and the encouragement of the
faculty to help students express themselves, had been instrumental
in bringing about the improvement.

Only 3% of the parents, that is 2 out of 75, felt that Adams
had caused a regression in the students willingness to express
himself. )
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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 l1llustrate any changes witih examples?

What part, if any, do you think Adams played in causing this
change?

The Responses
Better Worge Same
Adams caused 15 5
or Adams had some effect 7 2
ON THE Adsms had no effect 1
CHANGE
Don't know 10 5 —
TOTAL 33 12 30
The Summary

Tolerance and understanding of another's point of view is an
important lesson to be learned. From ths 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 Aﬁams in-
fluenced the change. Only 7 studentsz appeared to have less toler-
ance because of their experience at Adams.

Thirty parents reported that they had not neoticed a change.

This 40% of the students would include both students who were toler-
ant of others as well as those who were intolerant btefore coming

to Adams.




NOTES

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 and will give
clarification to some of the answers given by parents.

At the end of the notes there are a series of favorable quo-
tatims collected which indicate a further range of interesting per-
ceptions on Adams,

1. The structure, curriculum and ideas of freedom were criticized
on approximately 30% of the interviews, A typical response was

the feeling by parents that studentes were too young, especially the
freshmen, to handle the free time at Adams, that students enjoyed
the lack of pressure and ccnsequently 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

+o0 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 ar: missing classes.

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 encouraged students to become in-
volved in activities, and two, 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 sgtudent
growth, helped in the awareness of the problems of -gociety, enabled
the students to gain a better self-concept, and encouraged studegts
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to become vocal and less emotional in expressing thelr spinions.
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 become inde-

pendent.

5. Four parenta 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 efforta 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 wasz 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 restrooms 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 h e r son had progressed
in his understanding of some of the problems of minority groups and

had become willing to work to overcome prejudice.
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Below are 14 quotations from the parent interviews that are en-

couraging and exciting signs of progress:

1. T feel Adams, with it's method of free and open discussion en-
couraged, was responsible for our son to overcome shyness and

baahfulnessg

S

2. I think the teachers at Adams strive to have the students ana-
lyze situations-~they are more open in their attitudes.

3. 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 previocus 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 relationships between students and teachers.

7. Adams showed that '"they" cared about our son.

8. Adams has helped...teachers seem to relate to students,

9. Adems hes taught the ability to "want to learn.'

0. Happier in achool...basically not having education crammed down
her throat. More relaxed approach to teaching.

1l. Our son was trained at home to have responsibility, and Adams

hag allowed him the opportunity to make decisions.

12, PFamily elways 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 sbudents be ¢ their own,

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 growth pattern associated with
adolescence? We have only the parent's judgment. Second, how does
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 achool's operation. To help an-
swer the issues 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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TTTy EVALUATION OF PUPILS

CHOICE CF CREDIT-NO CREDIT VS. GRADES

A1l Adams students had the ocption of taking their courses either
for a letter grade or simply for credit. Th= 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. FP-r example, we feared that some
students would value maintaining high grades more than satisfy-
ing intellectual curicsity. 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 that an eval-
uation system based on Credit-No Credit would tend to stimulate in-
tereat in learning as an intrinsiecally rewarding activity. However,.
‘s were aware that some students and their parents, for a variety of
reasons; 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 students without gradss. There-
fore, we made it possible for students aud parents to choose the sys-
tem by which the student would be evaluated; that is, Credit-No
Credit; or Grades (4,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 some 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

i 18@
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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 tre firet class to graduate in the spring of 1971, the prob-
lem of college admission will become critical. e have initiated cor-
respondence and discussion with college admissions officers on the
issue of szcceptance of students with Credit-No Credit evaluations.

To date, the response has been mixed: colleges in the Oregon state
system, and several others (particularly 'prestige" colleges), have
indicated that the lack of a GPA will not adversely affect the Adams
studenta' chances of admission. Some have said they would rely heavi-
1ly on college board examinations, counselor rcecommendations, or other
indices in 1iev of a GPA. College bound stucents were advised that
letter grades were usually a prudent choice, especially if they fore-
saw need for financial aid.

We were interested in finding out which students, and for what
reasons, selected Credit-No Credit rather than grades, and how these
choices were distributed among departments. A survey revealed the

following data.

o
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GRADING PREFERENCES OF STUDENTS
IN PERCEHNTAGES

Overall Freshmen  Sophomore Junioxr
CR GR CR GR . CR GR CR GR
Electivés 48”7 52 , Ly 56 46 7 54 57 43
General Education 55 45 50 60 5% L7 64 35

TOTAL s0 1501 4 | 55 | 8 | 52 | 59 | 11

GRADING PREFERENCES OF STUDENTS BY DEPARTMENT
AN PERCENTAGES

Department Overall Freshmen  Sophomore Junior
CR GR CR GR CR GR CR GR
Foreign Language 27 |73 1 3 | 69 |23 | 77 |21 | T3

Science 33 67 25 75 36 64 28 62
Physical Education 40 60 L3 57 35 65 14 86
Home Economics 44 56 45 55 4o 60 50 50
English 51 4o 43 57 52 48 48 52
Busginess Education 51 49 Lo 60 53 bt 59 41

Masic 52 48 (Music makes no distinctions by
' class)
Art 67 {33 | 79 | 2 | 70 | 30 |}1o0 0

Work Experience 69 31 y= 57 4 59 86 14

oretation of Findings

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

E
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Physical Education department, for example, the overall trend was reversed:
50% of freshmen, but 86% of juniors, chose letter grades. At
all grade levels, students chose to be evaluated in Fhysiecal 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 Jjuniors
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 several hypotheses:
1. Students may have chogen letter grades in subjects in which they
felt fairly confident of success. Juniors who elected Phyaieal Edu-~
cation, for example, may have been thosge with high degrees of athletic
prowess.
2. Students may, in some cases, ha e been strongly influenced by
teachers, one way or the other. Una ‘mity of choice in one class sug-

gests teacher influence,

%. Some departments may have high enrsl . ment of less able students,
who might tend to avoid ¢ letter grade. The high percentage of Credit-
No Credit choice made by students in the i/ork Experience program might
be an example of this.

4, Other departments may attract a high e~ Lllment of academically
talented students who might prefer letter grades. The courses tra-
ditionally taken by the college bound student, such as Foreign lLang-

uvage 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,

REASONS FOR THE RECEIPT OF NO CREDIT

In the usual sense of the word, No Credit is not a grade--it
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is simply an indication that credit has not yet been earmed in &
rarticular class. Since a student way not fulfill his credit re-
quirements for any number of reasons, and because the receipt of No
Credit does not brand the student as a failure, it was predicted
that teachers would tend to give more No Credit evaluations to indi-
cate noncompletion of course requirements than they would if re-
quired to give an "F", Therefore, No Credit could be predicted to
be a more accurate indicator of insufficient performance than failure
grades in cother schools.

Ain analysis of the reasons that students received No Credit
might indicate whether these hypotheses had wvalidity, as well as pro-
v i de information about how these students could be moie effect-
ively helped.

Teachers were asked to give reasons why students in each of
their classes received No Credit. The form provided for this purpose
asked tezchers 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.

Then the reports were returned and the 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-
terpretation of the No Credit data as a whole, the Physical Education
data are not presented here.

The number of reports here interpreted was 283; 187 from elec-
tivwe courses (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-

ers to approximately 7.9%.



The reasons given for the receipt of No Credit were:

Electives General Education

Poor Class Attendance hoz Lhéz
Failed to Complete Work 335 30%
Poor Participation in Class 14y 154
(411 Other Heasons) 13% o%

As can be seen, there was no majar difference betweern the elec-
tive courses 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 were summarized thus:

Electives General Fducation

Unwilling to Try 12% 11%
No Capacity to Work Independently 12% 9%
Unable +to Resist Attractions of the
Park, the Halls, etec. 21% 20%
Very Little Interest in the Subjeet
Matter in the Class i 13% 14z
Seems to Have No Interest in School T% 12%
All Other Inferences (None more 7
than 5%) 5% e

Again there was almost no difference between the elective courses
and General Education.

Teachers were asked to make zpecific 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 would 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 fzll}l into three major categories:

Electives  General Education

Family Counseling 169 17%
Put On Cloaze Attendance Check

Early Next Year 35% 2452
Needs More Teacher Direction 2ug 30%
All other Suggestions 25% ' 20%

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 teacheras 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.
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TRAINING: 1969-1970

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 cfgani—
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 Jjoint appointments among the

senior members of our stafif.

Approximately ninety individuals had all or part of their train-
ing within Adams HFigh School. This number will increase to appr?xi—
mately 115 individuals in the year 1970-71. Teacher trainees, both
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.

We were extremely fortunate in having two federally funded
projects emanating from the Educations Profesgsions 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 té 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 studenta. This
was based at Adams High School, but affected four other Portland high
schools, These two projects represented somewhat better than $200,000
of outside funding.
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For our second year of operation we anticipate a significant
inerease 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 #$170,000.

Training projects which are funded elsewhere, but which will
have an effect on our training funetion, include one through Teaching
Research, Mormouth, Oregon, which allows us to experiment in the
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
quite high for additional funding throughout our second operational

year,

STRUCTURAL, PERSONNEL AND ROLE CHANGES FOR THE SECOND YEAR

fuantitatively we excelled in numbers of trainees, programs
undertaken, Jjoint appointments, contracts with training institutions,
and outside funding. Qualitatively we lagged: we labored under in-
adeguate supervision of training experiences and poor coordination

of training with researeh and instruction.

The most significant change for training in our second year of
operation is the reorganization of training, research, development
and dissemination inmto the clinical division of Adama 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 effoxrt,.

During the first year of operation responsibility for the celin-
ical supervision of ‘trainees, both interns and student teachers, was
spread zeross three distinctly different roles: 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 clinieal supervision is not properly done if it ia one of many

responsibilities of a very busy group of individuals. Therefore,

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 Lducation, 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.



