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ABSTRACT 

This study attempted to record an accurate and detailed 

case study of the origin, development, and implementation of the 

physical facilities, organizational structure and program of 

Chamisa Elementary School, Los Alamos, New Mexico. The study 

covered the five-year period including the school years 1966-67 

through 1970-71. 

The purpose of this study was to present a record of how 

one school actually implemented innovative ideas into a working 

program. It was not meant to be taken as the definitive model 

of a nongraded, team taught school utilizing individualized in

struction . 

The evolution from and through team teaching to nongrad-

ing and individualized instruction and finally the amalgamation 

of the three into one program was explained year by year and 

step by step. The changes, refinements, and modifications im

plemented were discussed. Faculty involvement in the decision 

making process, strengths, and weaknesses of the close associa

tion required in teaming, the need for administrative and public 

support, staff interaction, team planning, and in-service train

ing were explained. 

A description of the planning year, the first year of 

the five-year study, included details of the process through 
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which educational specifications were developed and related to 

the architectural specifications. Faculty selection and prepara

tion for the program were recounted„ No attempt was made to 

compare this program, in an evaluative sense, to any other type 

of educational organization „ 

The principal method of data collection in this study was 

participant observation. Data were recounted from a collection 

of materials which were gathered during the researcher's five 

year association with Chamisa Elementary School. All reports 

given, observations recounted, processes described, changes at

tempted, and developmental modifications formulated were reported 

as a result of first hand participation in these activities . 

Subjective evaluations, as perceived by members of the 

staff, parents, and students were reported. 

Analysis of the data presented indicated the following: 

1. Any school considering an organizational structure 

which requires close association of faculty members, such as team 

teaching, should realize that the personality and attitude of the 

staff members are more important than age, sex, experience or 

degrees held. 

2. Developing, refining, modifying, and adapting curric

ula, and implementing new organizational patterns, while assuming 

full time teaching responsibilities is an unrealistic demand to 

be placed upon a staff. 
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3. Instructional practices should begin at the point at 

which the staff can comfortably begin implementation and evolve 

from there . 

4. A team cannot function successfully without adequate 

planning time. 

5. The parent conference was viewed as the most satis

factory method of reporting pupil progress, but to assure the 

success of this method teachers must possess relevant data on 

each child and have the skills necessary to interpret and trans

mit it in a language comprehensible to parents . 

6. The development and implementation of an innovative 

program is time consuming and demanding upon the staff. Involve

ment in the decision making process, while not insuring success 

of the program, will promote staff cohesiveness and a sense of 

responsibility toward the program and the school. 

7. Any school or portion of a school staff contemplating 

the initiation of an innovation should have the support of the 

school district administration. 

8. Faculty member participation in an innovative program 

should be optional. 

9. A program of in-service training, relating to the in

novation, should be maintained to promote developmental continu

ity among staff members. 



CHAPTER 1 

INTRODUCTION 

In education, we know much better than we do. We 
have yet to create the best school of which we are ca
pable c But fortunately we have our visions. As soon 
as one vision is translated into reality, it is re
placed by others, and each seems better than the last. 
To close the gap between reality and our best visions 
is a great task of human engineering, the mission that 
challenges every educator who wants to make good schools 
better (Goodlad and Anderson 1959, p. 203). 

Much has been written on the theoretical aspects of team 

teaching, nongrading, and the individualization of instruction. 

Prominent educators such as John Goodlad, Robert Anderson, 

Francis Keppel, James B„ Conant, J. Lloyd Trump, and many others 

have voiced opinions, some more strongly than others, on the need 

for innovation in education. 

Innovation may be thought of as a species of the genus 

"change." In education an innovation may be considered a prac

tice, a theory, an invention, or a mode of thinking that makes a 

discernible difference in the teaching-learning process. 

Many educators have focused their attention on developing 

the underlying rationale for different innovative approaches. 

Emphasis has been placed upon interpreting philosophic concepts 

of such approaches as team teaching, nongrading, and individual

ized instruction. As a result of this earlier concept 

1 
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development the stage has been set for practical application of 

the theoretical aspects of the above mentioned innovations. 

There are school systems, administrators, and teachers 

who are ready to venture into new organizational patterns, to 

attempt innovative practices, but they are restrained by a natu

ral reluctance to move forward in relative darkness . Changing 

school practices is very difficult and time consuming. John 

Goodlad (in Purdom 1970, p. xi) stated: 

Taking away something requires the immediate substi
tution of something else . When these substitutions have 
not been spelled out, but are supposed to reflect cer
tain data and assumptions this process of change becomes 
so unduly complicated that those seeking to effect the 
change become discouraged. 

Those desiring change may know "what" they want to do and 

even "why," but they wish to know "how" to go about it before 

they move ahead. Therefore, it is logical that a study which 

relates "how" an innovative program was evolved and put into 

practice in one elementary school would be of use to the educa

tional practitioner. 

The evolution from and through team teaching to nongrad-

ing and individualized instruction and finally the amalgamation 

of the three into one program was explained year by year and step 

by step in this study. 

Statement of the Problem 

The problem of this study was to record an accurate and 

detailed case study of the origin, development, and implementation 
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of the organizational structure, program, and physical facilities 

of Chamisa Elementary School, Los Alamos, New Mexico. 

Limitations of the Study 

This study was limited to the development of the organiza

tional structure, program development, and physical facilities of 

Chamisa Elementary School, Los Alamos, New Mexico. 

The study covered the five-year period including the 

school years of 1966-67 through 1970-71. 

The purpose was to present to other educators a descrip

tion of how one school actually implemented innovative ideas into 

a working program. It was not meant to be taken as the defini

tive model of a nongraded, team taught school utilizing individ

ualized instruction. 

No attempt was made to compare this program, in an evalu

ative sense, to a traditional self-contained classroom organiza

tion or any other educational organization. 

Definitions of Terms 

In defining terms the problem of semantics is encountered. 

Certain terms have particular connotations to particular readers. 

Total agreement has not been achieved as to the meaning of the 

various terms used in innovative programs. For example, team 

teaching, nongrading, and individualized instruction are philos

ophies, points of view about educating the child, as well as 
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being organizational schemes, but for the purpose of this study 

the following are accepted definitions: 

Team Teaching: Team teaching is a cooperative effort of 

two or more teachers who work together regularly and purposefully 

to plan3 prepare, and evaluate the learning experiences of their 

assigned students . They may on occasion present material to 

their students as a team of two or more in a classroom at one 

time but this is not a prerequisite to this definition of team 

teaching. 

Nongraded or Ungraded; Nongrading is concerned with the 

student's continuous progression through the various subject mat

ter in the school from the time he enters until he graduates. 

The student proceeds at a rate which is most appropriate for him 

and not at a rate designated by predetermined grade level stan

dards „ The student should not repeat that which he has already 

learned and he should not proceed into more difficult subject 

matter with gaps of unlearned important material behind him. 

Grade labels are removed from all classes in the nongraded 

school. 

Individualized Instruction: Individualized instruction 

is an attempt to provide for the differences in student aptitude, 

student achievement, and student interest. It implies the pro

vision for planning and implementing an individualized program of 

studies suited to teach student's learning needs and his char

acteristics as a learner. Individualization is not isolation. 
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Pupils diagnosed to have approximately the same learning needs 

and who perform at approximately the same level are taught to

gether. It is possible to have varying sized groups as well as 

one to one instructional situations. 

Curriculum and Program: The terms curriculum and program 

have been used interchangeably throughout this study. While 

various definitions can be found for curriculum it is defined 

here in broad terms and encompasses all aspects of the educa

tional program including the experiences children have while 

under the direction and supervision of the school. Organiza

tional structure and grouping patterns which affect the teaching-

learning environment are considered a part of the curriculum. 

Innovation: Innovation is a practice, a theory, an in

vention, a mode of thinking that makes a discernible difference 

in the teaching-learning process and which is not generally em

ployed in the conventional school. 

Individual Study: During individual study the student 

works on his own and/or with a small group on pursuits which are 

teacher initiated, assigned, and directed. 

Independent Study; During independent study the student 

works on his own and/or with a small group on pursuits which are 

student initiated and self-directed with teacher help available 

when needed . 

Educational Diagnosis; Educational diagnosis involves an 

assessment of an individual's skills and personality behaviors, 
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including examination of his past history plus his current per

formance in various situations. 

Educational Prescription: Educational prescription fol

lows educational diagnosis . Based upon the results found during 

diagnosis a decision is made as to what the student needs next in 

his educational program. 

Method of Research 

The case study method of descriptive research as presented 

by John Best (1970), Deobold Van Dalen and William Meyer (1966), 

and Jack Culbertson, Paul Jacobson, and Theodore Reller (1960) 

were used as references . Descriptive studies (Van Dalen and 

Meyer 1966) simply portray the facts--they describe "what" is. 

Descriptive research (Best 1970) is concerned with conditions or 

relationships that exist; practices that prevail; beliefs, points 

of view, or attitudes that are held; processes that are going on; 

effects that are being felt; or trends that are developing. 

The case study (Best 1970) is intensive and longitudinal, 

analyzing carefully a single case or a limited number of cases. 

(A case may be an individual, a type, a group, or an institu

tion.) The analysis is detailed and complete, noting change 

and growth, and is concerned with everything that is significant 

in the history or development of the case. 

Case studies (Van Dalen and Meyer 1966) may examine the 

total life cycle of a social unit or may focus attention on a 

specific phase of it. 
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This study included a detailed description, as well as 

the history, of the development of the total program of Chamisa 

Elementary School as it evolved during the five-year period of 

school years 1966-67 to 1970-71. 

Best (1970) stated that descriptive research involves 

events that have already taken place „ The only elements to be 

manipulated are the researcher's methods of observation and 

description and the way in which he analyzes relationships„ 

The principal method of data collection in this study was 

participant observation (Becker 1958, Sullivan, Queen, and Pat

rick 1958). Data were recounted from materials which were gath

ered during this writer's five-year association with Chamisa 

Elementary School. Sources of data included: minutes from team, 

sub-team, and faculty meetings, minutes of administrative meet

ings, letters, copies of reports submitted, bulletins, memoran

dums, personal notes, planning sheets, schedules, pupil records, 

status reports to the superintendent and the board of education, 

annual reports, agenda of meetings, faculty and parent handbooks, 

requisition forms, picture file, completed questionnaires and 

opinionnaires, PPBES (Planning Progamming Budgeting Evaluation 

System) sheets, and newspaper articles. 

All reports given, observations recounted, processes de

scribed, changes attempted, and developmental modifications for

mulated were reported as a result of first hand participation in 

these activities by this researcher. Subjective evaluations, as 
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perceived by members of the staff, faculty, parents, and stu

dents, concerning what they considered successes and failures of 

the program were reported. Problems encountered and their solu

tions were noted. 

Chapters 4, 5, and 6 of the study were devoted to a de

tailed explanation of the physical facilities, organizational 

structure, and program development of Chamisa School. These 

topics were arbitrarily divided into chapters for the purpose of 

this study, even though they are inseparable in operation and 

function. The physical facilities' design and use, with comments 

on recommended changes, modifications, and/or additions to the 

pod structure, were presented in Chapter 4. The organizational 

structure, nongraded and teamed, how it developed, changed, was 

refined, modified, and operated, was described in Chapter 5. 

Program development during the five-year period including ratio

nale, curriculum change, and effect on staff was recounted in 

Chapter 6. Chapter 7 contains an analysis of this study and 

recommendations of possible changes . 

Results of a 1969 systemwide parent appraisal, as per

tains to Chamisa School, reported parent opinion of Chamisa's 

program after two years of operation. 

Parent, teacher, and student questionnaires concerning 

opinions about the organization, program and operation of Chamisa 

School were administered in the spring of 1971 and the results, 

along with results of the 1969 Parent Appraisal, were included in 



Chapter 6. The 1971 questionnaires reflect the parents', teach

ers', and students' subjective evaluation of the total program 

after four years of operation. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Paul Woodring (in Anderson 1966, p. v) stated: 

The history of innovation in American education is 
not a happy one. For a variety of reasons many sound 
ideas for improvement have been rejected without ade
quate trial. At best change comes at different rates 
in different schools. But it is now clear, as a na
tion, we have entered into a period of dramatic edu
cational reform that will bring substantial changes to 
all levels of education, from the nursery school 
through the university. 

In the last decade, books, pamphlets, and periodicals 

have abounded with innovative topics in education. As is usually 

the case the arguments for and against have developed heat with

out always providing the desired light. Why is it that educa

tional innovations appear to struggle in a constant uphill 

battle? 

Innovations in business, agriculture, and medicine are 

motivated for reasons such as benefit of mankind, the profit mo

tive, and as a necessity to stay abreast of a continually chang

ing society. Conversely, the results of educational innovations 

are less tangible than those derived in medicine, agriculture, or 

business. The worth of a new drug, fertilizer, or copy machine 

can be evaluated readily and with visible results . The drug 

cures, the fertilizer causes quicker growth, and the copy machine 

10 
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produces a duplicate within seconds . An educational innovation 

may take years, even decades, to evaluate, if adequate evaluative 

means are available and if those available are used. Does the 

general public look for immediate results and not seeing them 

create pressure upon education to maintain or revert to the 

"tried and true" status quo? 

The word innovate usually connotes a change, but any 

change cannot realistically be considered an innovation. Goodlad 

(1966, p. 9) noted that, "Curricula have always been changing, 

though more often than not, changes have been so minor that ca

sual observation could scarcely note a difference between the old 

and the new." 

Norman Hearn (1972) has said that everyone and no one can 

define innovation. This is because what is innovative is in the 

eye of the beholder. An innovation, then, is something that is 

perceived as new by an individual at any given time in any com

munity . 

In education a practice may become an innovation if it 

makes a complete difference in the teaching-learning process. 

Yet a change or innovation with the potential for improving the 

teaching-learning process may be misused, causing a regression 

to a situation no better, and possible worse, than that which 

existed prior to the initiated change. 

Results of innovations must be examined. There is a need 

to be certain that new programs, organizational structures, and 
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physical facilities will make real differences in the skills, 

concepts, understandings, and attitudes of students. Teachers 

need to be ready for the innovation proposed. How will they be 

prepared? Colleges and universities are slowly beginning to 

adapt existing courses and offer new techniques to attempt to 

prepare undergraduates for a new and different classroom situa

tion. But what of the thousands of practicing teachers presently 

teaching? School districts will have to follow the pattern of 

big business by offering on-the-job training (in-service train

ing) for their personnel. 

The whole business of innovations in our schools has left 

many people with mixed emotions. The very word innovation has 

been used so much in recent years that it seems to be outmoded„ 

In many articles and speeches people have referred to new inno

vations . Semanticists and grammarians quiver at the apparent re

dundancy o Yet the word "new" is necessary if one is truly 

seeking an innovation in its most restricted meaning. Most inno

vative efforts and materials are not new in concept, but many are 

new in certain localities „ A staff that accepts the challenge of 

change will make its own modifications of innovations, modifica

tions that will be innovative on their own merits. 

To innovate for innovation's sake is a practice that can 

have disastrous results if there is not sufficient reason for 

implementing the innovation and if adequate preparation is not 

made. 
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Innovations, like change, are inevitable and desirable. 

Birth in any realm brings a measure of discomfort, as development 

from one stage to another brings growing pains, but this does not 

cause any desire to terminate life. It does mean that those ele

ments which lead to wholesome growth and development should be 

emphasized, while minimizing those processes which thwart prog

ress 0 Defeatism can develop a resistance to change which will 

increase an already gaping educational lag, 

Mort (in Miles 1964) suggested in 1941 that the diffusion 

rate for educational innovation was approximately fifty years » 

Typically, a long time elapses before an insight into a need (or 

a discovery that past practice is indefensible) is responded to 

by innovations destined for general acceptance in the schools. 

This period is measured in terms of decades. Mort (in Miles 

1964) went on to state that the spread of an innovation would 

proceed very slow for a decade or so, very rapid for a couple of 

decades, and then very slow during the mopping-up period. The 

rate of diffusion of complex innovations appears to be the same 

as that for simple innovations „ Innovations that increase cost 

move more slowly than those that do not. 

Miles (1964) said that the change rate was accelerating 

from that which Mort observed in the 1940's. He also stated that 

educational innovations are almost never installed on their own 

merits alone. Characteristics of the local system, of the inno

vating person or group, and other relevant groups often outweigh 

the impact of what the innovation is. 
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In a 1967 I/D/E/A Report entitled Administrators' and 

Teachers' Reactions to Educational Innovations it was stated that 

parents, school board members, administrators, and teachers are 

prepared to accept change; in fact, progress and improvement in 

education tend to be equated with change„ Change in the curric

ulum and change in teaching methods are looked upon as impera

tives o Prestige lies clearly on the side of accepting change. 

Heller (1968a, n„p.) said: 

The reasons for change affecting the schools are 
many. Among the most frequently mentioned reasons are 
these: 

1. The federal government has made innovation a 
respectable byword as it has poured billions of dollars 
into new school programs and projects. 

2. Private philanthrophy has supported new ap
proaches to cure educational ills. 

3c Big business, which has discovered the school 
market, is developing technology, new materials, pro
grams, inservice, and equipment for educators. 

4. The knowledge explosion has made the presenta
tion of necessary information in schools an impossible 
task. Learning how to learn through induction, dis
covery, and inquiry is growing in popularity. 

5. The schools have become increasingly involved 
with sociological factors, especially as they relate 
to minority and poverty-stricken groups. 

Innovation does not occur by itself. An individual, a 

group, or an organization may determine that a change in an 

existing situation is necessary. The leader who instigates 

change may be labeled an innovator. Innovators have been de

scribed in various ways. Rogers (1965, p. 58) listed the salient 

characteristics of innovators as follows: 
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1. Innovators generally are young. 

2. Innovators have relatively high social status, 
in terms of amount of education, prestige ratings, and 
income„ 

3. Impersonal and cosmopolite sources of informa
tion are important to innovators. 

4. Innovators are cosmopolite. 

5. Innovators exert opinion leadership. 

6. Innovators are likely to be viewed as deviants 
by their peers and by themselves„ 

Hearn (1972) reported that several studies have shown 

that innovators, as a class, have undesirable personal charac

teristics. They tend to violate the norms of the community, 

hence are regarded as odd or eccentric by their peers. Most real 

innovators end up being transferred or fired. Early adopters of 

innovations do not fare much better than the real innovators. 

Early majority adopters are relatively safe since when they adopt 

an innovation it is usually recognized as acceptable. Late ma

jority adopters are still safer, with respect to job security and 

public opinion, than the early majority adopters. The laggards 

have a dismal fate since usually they find themselves adopting an 

innovation that is already outmoded, thus confirming their origi

nal reservations about adopting innovations . 

Of the numerous innovative ideas promulgated the review 

of literature was confined to the three pertinent to this study: 

team teaching, nongrading, also referred to as ungrading, and 

individualized instruction. 
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Team Teaching 

According to Faber and Shearron (1970), team teaching had 

its roots in Lancaster's monitorial system and in the Cooperative 

Group Plan proposed by James Hosic in 1930. Shaplin (_in Olds and 

Shaplin 1964) regarded the Cooperative Group Plan, whose main 

feature was the organization of the teaching staff into small co

operative groups of three to six teachers, one of whom served as 

chairman, as an outstanding and well conceived example of what is 

now called team teaching and suggested that it disappeared because 

it was ahead of its time. Also leading to this organizational 

pattern was the continuing search for better use of the talents 

of teachers and the desire to provide more flexible grouping pat

terns for children. 

In 1952, Francis Chase (1953) called for teaching teams 

led by master teachers with teacher aides to perform clerical 

duties . The National Association of Secondary School Principals 

at the time appointed a "Commission on the Experimental Study of 

the Utilization of the Staff in the Secondary School." The 

School and University Program for Research and Development 

(SUPRAD) at Harvard established a teaching team project in Lex

ington, Massachusetts, at the elementary school level. 

Anderson (1966) pointed out that the term team teaching 

did not appear in the Education Index prior to the 1957-59 vol

ume . 
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Team teaching was given a great impetus by Francis Kep-

pel, former Dean of the Harvard Graduate School of Education and 

United States Commissioner of Education and by Judson Shaplin, 

former Assistant Dean of the Harvard Graduate School of Educa

tion. Through his years of leadership in implementing the con

cept, Robert Anderson, Professor of Education, Harvard Graduate 

School of Education, has come to be regarded by many as "the 

father of team teaching." 

Team teaching has been reported as an acceptable innova

tive idea by parents, school board members, administrators, and 

teachers. In a 1967 Gallup Survey, the following question was 

asked: 

Some schools make use of what is known as "team 
teaching" in the elementary grades and junior high 
school. Instead of having just one teacher for each 
grade or class, the teachers work together as a team, 
with each teaching the subjects in which he is best 
qualified. Does this sound like a good idea or a 
poor idea to you (I/D/E/A 1967, n.p.) 

The results are summarized in Table 1. 

Table 1. Gallup Survey Regarding Opinions of Team Teaching 

School Board Teachers-
Parents Members Administrators 

Good Idea 84% 88% 86% 

Poor Idea 14% 7% 9% 

No Answer 2% 5% 5% 



Team teaching means different things to different people,, 

Each school district, individual school, or portion of a school 

staff involved in a teaching process labeled team teaching has 

usually devised a program tailored to fit their particular situ

ation „ 

Team teaching is not merely a label to be used indiscrim

inately „ As stated by Heller (1968a), it is a concept that em

bodies an action philosophy, a peer group psychology, and a 

variety of methods„ It is a concept that allows teachers and 

students to develop their talents for themselves and for the aid 

of others. It is a concept based upon democratic, cooperative 

give-and-take of ideas . It is a concept that demonstrates that 

teaching and learning are two sides of the same coin. 

The complexity of our society has forced the schools to 

develop a new image, a new function,, There is no complete agree

ment concerning the purpose of education in a free society, but 

there is increasing dissatisfaction with the self-contained-

classroom-teacher concept« Departmentalized schools can develop 

subject specialists, although they do so at the risk of dividing 

knowledge into unrelated artificial compartments. Team teaching 

can provide teachers and students with all of the advantages of 

the conventional approaches plus the advantages unique to the 

unified, concerted effort of a team. 

Team teaching is not just a method. It is a direction, 

an operating principle. Team teaching is a philosophy, a point 
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of view about educating the child, as well as being an organiza

tional scheme. The implications are many. Among them is the 

opportunity and the obligation for team teachers to develop their 

talents while learning from and sharing with their peers . 

In many schools throughout the country teachers become 

involved in various types of cooperative endeavors falling under 

the self-classification of team teaching. Although the roots of 

team teaching can be traced far back into the history of educa

tion, the intense and intimate cooperative arrangements now being 

undertaken are still in the beginning stages . The education 

literature contains no authoritative or commonly accepted defini

tion of team teaching. For these reasons the types of team 

teaching structures are at least as varied as the schools which 

are attempting to develop this organizational structure. 

Anderson (1970, p. 17) said, "The concept should not be 

called team teaching unless the teachers are planning together in 

a significant way, actually teaching alongside each other at 

times, evaluating together regularly and intensely, and discuss

ing all of the children within the team on some regularly sched

uled basis . 

Dean and Witherspoon (1962, p. 4) elaborated in their 

description: 

The heart of the concept of team teaching lies not 
in details of structure and organization but more in the 
essential spirit of cooperative planning, constant col
laboration, close unity, unrestrained communication, and 
sincere sharing. It is reflected not in a group of in
dividuals articulating together, but rather in a group 
which is a single, unified team. Inherent in the plan 
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is an increased degree of flexibility for teacher respon
sibility, grouping policies and practices, and size of 
groups, and an invigorating spirit of freedom and oppor
tunity to revamp programs to meet the educational needs 
of children. In a sense, it might be said that the pro
ponents of the movement question administrative and 
organizational restrictions of the past, and hold that 
school administration exists primarily as a service 
medium, not as a control function. 

Regardless of whether or not there is classroom collabo

ration, all team ventures require that the team members engage 

in constructive criticism at least at the level of planning. In 

this and other types of group activities, the teams will be able 

to improve their instructional program through the adoption and 

adaptation of the best ideas of the various team members . 

Heller (1968a) stated the major objectives of teaming in

clude professionalization of teaching, individualization of 

instruction, and improvement of curriculum. 

The following list is representative of the basic empha

ses and/or requirements of team teaching: 

1. Team teaching requires a commitment among teach
ers to cooperate effectively. 

2. Team teaching requires the use of large group, 
small group, and individualized study activities. 

3. Team teaching can be implemented effectively in 
all subjects at all levels. 

4. The nongraded approach and team teaching, when 
implemented successfully, are two sides of the same coin. 

5. Individual study can be handled by all pupils . 

6. Independent study can be handled by some stu
dents . 
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7. Flexibility in scheduling is essential to teaming. 

8. Team teaching will affect the role of the administra
tion, staff, and students. 

9. Differentiated staffing roles and patterns will re
sult in team teaching. 

10. Curriculum changes are inevitable in team teaching. 

11. A broad variety of materials of instruction can be 
used effectively by the team. 

12. Student leaders will emerge as a result of team 
teaching. 

13. Opportunities for staff and student creativity abound 
in team teaching. 

14. Trust and respect of colleagues and students are es
sential in teaming (Heller 1969, n.p.). 

The basic purposes and advantages of teaming apply to 

both elementary and secondary schools, but modifications in ap

proach must be made in terms of the abilities, interests, and 

attitudes of teachers and students . 

More than any other approach to teaching and learning, 

team teaching enables teachers and students to work together reg

ularly in a variety of settings . No individual teacher has to 

assume total responsibility for any phase of the curriculum. No 

individual student is forced to suffer the presence of one teach

er for an entire semester or school year. Team teaching is not 

only an object lesson in cooperation but also a dynamic series of 

opportunities for leadership, creativity, and individualization 

for teachers and students. 
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Faber and Shearron (1970, p. 70), in analyzing team 

teaching, stated that its strengths appear to be four-fold: 

1. The group planning, observations, and critique 
of teaching situation, and the sharing responsibility 
should provide stimulus for professional growth. 

2 . Cooperative planning should result in a better 
program for children. 

3 . The opportunity for flexible grouping using 
many criteria as the basis for organizing groups . 

4. The competencies of the total professional staff 
complementing each individual member. 

The main advantages of team teaching are listed as fol

lows : 

1. Continual analysis of curriculum. 

2. Emphasis on students as people. 

3 . Opportunities for individualization of teacher 
and student strengths. 

4. Peer group recognition for professional contri
butions . 

5. Daily opportunities for staff in-service educa
tion. 

6. Provision for variety and change in the school 
routine. 

7. Emergence of staff and student leaders (Heller 
1968b, n.p.). 

The main disadvantage of team teaching is the pairing of 

teachers who do not or cannot work well as a team (Heller 1968b). 

Teaming requires a close cooperation that some teachers find 

difficult. When the cooperation of the team is not satisfactory, 

disadvantages will be manifest in: 



1. Poor communications . 

2. Failure to give and take criticism. 

3. Rigidity of attitude . 

4. Petty gossiping. 

5. Poor use of planning time. 

6. Emphasis on "I" rather than "we" (Heller 1968b, 
n.p.). 

Bair and Woodward (1964) discussed direct and indirect 

benefits of team teaching including diagnostic, planning, and 

evaluative procedures; the opportunity to observe others r teach

ing, to be observed by fellow teachers; a superior vehicle for 

teacher training, increased supervisory capability, and the use 

of aides for nonprofessional tasks. 

Another important but originally unanticipated dividend 

from team teaching is the correction that is built into teach

ers ' perceptions of students (Hunter, n.d., "Nongrading and Team 

Teaching"). A teacher who finds a student unmotivated, listless, 

or slow will have her opinion corroborated or corrected by her 

team mates„ 

From the educator's point of view, team teaching can be 

one of the most productive plans to improve the quality of teach

ing. Each teacher has the obligation to lead in areas of compe

tency, to learn in areas needing strengthening, to match 

professional judgment with other professionals, to share the 

responsibility for directing the education of learners, to have 

the burden of the difficult learner eased as others assist with 
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such a student, and to continually develop increased competency 

in educational decision-making. 

Team teaching requires an attitudinal change on the part 

of teachers. It is the attitude toward change, toward compro

mise, toward give-and-take, toward social interaction, toward 

looking at alternatives, toward keeping an open mind that will 

make team teaching thrive and flourish. For a teacher to be a 

successful team member he must have a positive attitude toward 

cooperative development of teaching-learning activities . Person

ality and attitude, more than age, sex, experience, degrees held, 

or seniority help in the development of a successful team teach

er. 

Any team teaching program is, and must remain, an evolv

ing one in which patterns and procedures will change from time to 

time. Staff turnover will greatly influence the total program. 

Davis and Tompkins (1966) described types of teams and 

stated that only two major types of teaching teams have evolved. 

They are referred to as hierarchic and synergetic teams. Hierar

chic teams are composed so as to form a hierarchy of positions. 

It can be likened to a pyramid with the team leader at the apex, 

master teachers just below, and regular teachers at the base 

assisted by interns and aides . Synergetic teams are formed by 

two or more teachers willing to cooperate as professional equals . 

Once teachers start working together in the setting of 

the team the full extent of the changes that are needed become 
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evident to them. The typical reaction of the conscientious team, 

once awakened to the needs about them, is to start tackling all 

of the problems at once „ Eventually fatigue and frustration are 

likely to engulf the team members unless steps are taken to limit 

and control the changes that will be attempted in any one month 

or year. The principal should be aware of this possible situa

tion and guard against it„ 

The building principal is a key figure in the operation 

of a teamed taught school. Anderson's (1966) personal observa

tion, based on direct involvement in a hundred or more pilot 

programs, was that the greatest single factor in the success or 

failure of a team-organized school is the quality of the princi

pal's leadership. 

Research studies have been conducted which attempt to 

examine various aspects of team teaching. According to Anderson 

(1966), most of the research studies relating to team teaching 

have relied on questionnaires, and testimonial evidence from the 

three major groups involved (teachers, pupils, and parents) to 

constitute the bulk of the available data. 

The research reviewed for this study revealed that there 

is no significant difference between student achievement in a 

team setting and student achievement in a conventional self-

contained classroom setting (see Anderson 1966, pp. 99-101; Bair 

and Woodward 1964, pp. 197-207; Davis and Tompkins 1966, pp. 56-

57; Beighley 1967, p. 100; Durrell 1965, p. 240; Lambert, Goodwin, 
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Wiersma 1965, p. 32; Lambert 1970, p. 492; Heller 1969; Wall and 

Reasoner 1962, p. 90). 

Four directions which some teaching teams have taken seem 

particularly worthy of note according to Shaplin (1964, p. 95): 

"The development of further specialization in teaching; the im

provement of supervisory arrangement in teaching; the utilization 

of nonprofessional aides; and the expanded use of mechanical aids 

to teaching." 

Shaplin (1964) also stated that it would be unwise to 

assume that every school can or should start a team teaching 

project, for in irresponsible or naive hands team teaching will 

create more problems than it solves . Clear goals must be set. 

The mere organization or rearrangement of personnel matters lit

tle; what matters is the direction in which one is going. 

Anderson (1964) observed that perhaps the most important 

single feature of team teaching is that it greatly facilitates 

the development of other good and more important ideas, such as 

nongrading . 

Nongrading 

In the current scene of educational ferment where innova

tion, adaptation, and research are orders of the day; when the 

public through mass media is exposed to more information about 

schools than ever in its history, there is a temptation to strike 

a blow for instant progress by establishing some innovative pro

gram or implementing some organizational change. To some, an 
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organizational change means a different way of moving children 

from the time they begin school until they leave the elementary 

setting, six or seven years later. Others look at reorganization 

as a plan in which pupils are reshuffled within a class, between 

classes, or among grades. 

During the past decade, or particularly the 1960's, an 

impressive array of "new" organizational patterns have been in

troduced on the educational scene. There is the nongraded 

school, the ungraded school, and the continuous progress program; 

these three usually have the same connotation. There are the 

multigraded schools and the multiaged groups . Combinations in

clude nongraded with team teaching, multiaged nongraded, graded-

team, and multigraded team arrangements. 

According to Wilson and Davis (1971) nongraded schools 

are not a new concept. They have unofficially existed probably 

as long as schools have existed. In fact, the old one-room 

schoolhouse was closer to being nongraded than many schools that 

profess to be so today. The first official attempt at such a 

plan was made by W. T. Harris in 1868. This, the St. Louis Plan, 

was followed in 1888 by the Pueblo Plan, and in 1910 by the Port

land, Maine Plan, the Batavia, New York Plan, and the North Den

ver Plan. 

Although there are reports of nongraded schools appearing 

in the 1930's it is generally agreed that the modern nongraded 
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school had its beginning in Milwaukee, Wisconsin, in 1942 (Faber 

and Shearron 1970). 

Changes in organizational pattern often demand changes in 

instructional practices and a different outlook on teaching and 

learning. In fact, the demands placed on the teacher often make 

it difficult for the new organization to be implemented on a 

large scale „ Dawson and Christian (1968b) indicated that of all 

the new patterns being introduced, nongrading places the greatest 

demands upon the teacher. 

Contrary to popular belief, nongrading encompasses much 

more than the change of labels on a classroom door or a redesig-

nation of the type of program in operation within the school. 

Nongrading demands total involvement and commitment. 
One cannot be committed to the nongraded philosophy and 
yet operate on a graded premise. Many of the changes 
teachers of nongrading are expected to make are not only 
changes in practices but also in attitudes . This is one 
factor accounting for the great gap now existing between 
commitment to nongrading and actual implementation of the 
concept in operational practices (Dawson and Christian 
1968b, n.p0)„ 

Lee Smith (1968, p. 1), former principal of a school 

which implemented a nongraded program, defined nongradedness as: 

. . .  a  p h i l o s o p h y  o f  e d u c a t i o n  w h i c h  m a k e s  p o s s i b l e  
the adjusting of teaching and administrative procedures 
to meet differing social, mental, and physical capaci
ties among children. It uses an organizational plan 
which eliminates grade labels, promotes flexible group
ing and continuous progress, and permits the utiliza
tion of meaningful individualized instruction. 

Robert Anderson (1968) mentioned that one reason for the 

uncertainty that surrounds the concept of nongradedness is that 
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its vocabulary is both imprecise in meaning and negativistic in 

tone. "Nongradedness" is a clumsy and unsuitable term, since it 

refers primarily to what is not rather than what is . 

The label "nongraded" has often been applied to programs 

which have made very limited departures from conventional graded-

ness„ An example of this is a reading program that has been 

rendered somewhat more flexible. Versions of homogeneous group

ing and even departmentalization have been dubbed nongraded. 

The philosophy of the nongraded plan is based on valuing 

the uniqueness and difference of each child „ A basic understand

ing of the differences within individual children and the differ

ences within a group of children is necessary to develop the 

concept of nongradedness. 

Goodlad and Anderson (1959, pp. 27-28) referred to the 

differences within and among pupils: 

1. Children enter the first grade with a range of 
from three to four years in their readiness to profit 
from a "graded minimum essentials" concept of schooling. 

2. This initial spread in abilities increases over 
the years so that it is approximately double this amount 
by the time children approach the end of the elementary 
school. 

3. The achievement range among pupils begins to 
approximate the range in intellectual readiness to learn 
soon after first-grade children are exposed to reason
able normal school instruction. 

4. Differing abilities, interests, and opportuni
ties among children cause the range in certain specific 
attainments to surpass the range in general achievement. 

5. Individual children's achievement patterns differ 
markedly from learning area to learning area. 
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6. By the time children reach the intermediate ele
mentary grades, the range in intellectual readiness to 
learn and in most areas of achievement is as great as or 
greater than the number designating the grade level. 

Anderson (1968, p. 8) has outlined the characteristics of 

the nongraded school as .follows: 

1. Suitable provision is being made, in all aspects 
of the curriculum, for each unique child. 

a. This implies flexible grouping and subgroup-
ing of people. 

b„ It implies an adaptable flexible curriculum. 
c„ It implies a great range of materials and 

instructional approaches. 

2. The successive learning experiences of each boy 
and girl will be, to the greatest possible extent, per
tinent and appropriate to his needs at that moment. 
"Easier said than done," of course, but this is the 
creed that guides our professional decision! [Not 
teacher convenience or administrative convenience. ] 

3. Each child is constantly under just the right 
amount of pressure--not too much, as in the graded 
school [for slow learners], not too little, as in the 
graded school [for talented learners] . Again, easier 
said than done--but we strive to do it'. 

4. Success with appropriate rewards is assured for 
all kinds of learners so long as they attend to their 
tasks with reasonable diligence and effort. Such suc
cess spurs the child to a conviction of his own worth, 
and to further achievement. 

a. Failure and frustration occasionally? Yes, 
but not nearly so much as faces the below average 
child in the graded schools'. 

b. Overconfidence and complacence occasional
ly? If so, the system isn't working right. 

5. Absent are grade labels [first grade, sixth 
grade, and so forth] and the related machinery of pro
motion and failure. 

6. There is a reporting system consistent with the 
philosophy that says each child is a unique and precious 
individual. Teachers abolish the ridiculous and cynical 
system of A-B-C-D-E-F report cards . 
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7. There is far more sophisticated curriculum plan
ning, evaluation and record-keeping on the part of 
teachers. 

Madeline Hunter ("Nongrading at the University Elementary 

School"), principal of the University Elementary School at The 

University of California at Los Angeles, stated that a number of 

years ago the decision was made to abandon an educational system 

based on astrology. Like most school systems, the date of a 

child's birth had formerly determined his grade level. Content 

and experiences on some mythical conception of what a student of 

that age was ready to learn were prescribed. The fallacy of this 

notion was obvious as teachers looked at the wide range of inter

ests , abilities, and aptitudes in children who had all been born 

the same year. 

Dr. Hunter and her staff sought to discover ways to cus

tom tailor education to the needs of their students . Nongrading 

emerged as the organizational plan which would provide for these 

needs . Nongrading was defined as "an organizational plan based 

on the premise that learning should be continuous, a student 

should not spend time on that which he already knows, nor should 

he proceed with gaps of unlearned essential material behind him 

(Hunter, n.d., "Nongrading at the University Elementary School")." 

There is a basic difference between the graded and non-

graded schools. In the graded school the program is established 

first—according to grades — and children are expected to adapt 

to that existing program. That program is geared to that mythi

cal "average child." The assumption underlying the graded school 
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concept is that all children of a given age can or should learn 

the same knowledge in the same year in the same amount of time. 

In the nongraded school, the ultimate objective is the tailoring 

of programs to the individual child, with adjustments, refine

ments , or complete changes made to his particular needs . 

According to Hunter ("Nongrading and Team Teaching"), a 

graded school is like a series of stair steps . Most students 

spend a year on each step and then proceed to the next step. 

This progression usually has no relationship to what they have 

learned or the appropriate speed of learning at any one time. A 

nongraded school is like an inclined plane where progress is con

tinuous and each student may proceed at a speed which can vary so 

it is most appropriate to him. This progression is shown in 

Figure 1. 

Graded School Nongraded School 

6thGrade 

5thGrade 

4thGrade 

3rd" Grade 

2nd Grade 

1st Grade 

Graduation 

Entrance 

Figure 1. Graphic Comparison of Graded Versus Nongraded Schools 
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Nongradedness refers to at least two dimensions of the 

school and its atmosphere: (1) the philosophy that guides the 

behavior of the school staff toward the pupils, and (2) the 

administrative-organizational machinery and procedures whereby 

the life of the pupils and teachers is regulated and facilitated 

(Anderson 1968). It is, in short, both an operational mechanism 

and a theoretical proposition. 

The Gallup Survey asked: 

Some schools have adopted a plan which is based upon 
each student's level of achievement. Each student is 
tested in each subject and is then assigned to the class 
or the kind of study which takes account of his knowl
edge or ability without regard to the grade to which he 
was last promoted. He may be put in one class for one 
subject, and in another for another, regardless of his 
age or the class where he would normally be. Does this 
sound like a good idea or a poor idea to you (I/D/E/A 
1967, p. 24)? 

The results are summarized in Table 2. 

Table 2. Gallup Opinion Survey Regarding Assignment of Pupils 
by Level of Achievement 

Parents 
School Board 

Members 
Teachers-

Administrators 

Good Idea 70% 70% 74% 

Poor Idea 27% 21% 21% 

No Answer 3% 9% 5% 
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While not specifically naming nongrading in the question 

it is so stated that it can be interpreted as a question dealing 

with the intent of nongrading. 

Nongradedness should not be confused with departmentali

zation, self-contained classrooms, or cooperative teaching plans. 

The latter three arrangements, according to Anderson (1968), rep

resent the major alternatives in horizontal school organization 

(i.e., the way the children and the staff are deployed within the 

school at any given point in time), whereas gradedness and non

gradedness are two major alternatives in vertical school organi

zation (i.e., the way the progress of children is regulated over 

a period of years). Every school must commit itself to both a 

vertical and a horizontal plan. Nongradedness can be combined 

with team teaching, the self-contained classroom pattern, or with 

a form of departmentalization. 

The success of a nongraded organization depends ultimate

ly on the improvement of curriculum. The difficulties of running 

a nongraded school are not in how to organize the program, but in 

how to solve the curriculum problems raised by the organizational 

scheme. 

Perhaps one of the greatest disillusionments of removing 

the graded barrier is that teaching does not become easier. The 

teacher is forced to look at instruction and content in a differ

ent way. The timing and pacing of learning processes become more 

important then the placement of specific learning tasks. 
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Dawson spoke to a problem often overlooked or realized 

too late; that is making assumptions about the ability of all 

teachers to change from a graded to a nongraded program. We 

sometimes assume that: 

1. Teachers know the sequential development of 
skills and concepts that children need. 

2. Teachers are proficient in diagnosing skill 
strengths and weaknesses. 

3. Teachers are skilled in record keeping and 
conference techniques. 

4. Teachers are trained in techniques for direct
ing individualized instruction (in Dawson and Christian 
1968a, n.p.). 

Teachers need a knowledge of the breadth of the content; 

therefore, the nongraded curriculum must be fluid so that adjust

ment in strategy and content can be made. This means a better 

knowledge of children. 

Stress is on the continuous evaluation of each child so 

that his needs may be analyzed, learning activities may be pre

scribed, and the proper materials may be provided to help the 

learner develop to his fullest potential. 

At the present time, no tests are designed especially for 

a nongraded school (Smith 1970). Test makers need to develop in

dividual tests and wide-range tests, more in keeping with the 

nongraded concept. Since all pupils perform on different levels 

of ability in different subjects, the multigraded, or multi-aged, 

test is more appropriate to the nongraded school. 
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Present research on nongraded schools has led to no def

inite conclusions although various studies have found both posi

tive and negative results when the programs were implemented 

(Wilson and Davis 1971). 

Human variables and statistical limitations in evaluative 

processes have prevented clear-cut positive statements to be made 

regarding the relation of nongradedness to achievement. The best 

conclusions research literature has contributed to date are: 

1. Nongradedness, per se, will not adversely affect 
achievement. 

2. About fifty percent of the schools which have at
tempted to measure the relationship between nongradedness 
and achievement report an improvement in one way or an
other. 

3. Reputable specialists in the field consider most 
of these research reports questionable at best (Graves 
1967, p. ii). 

Ilg and Ames (1966) stated that there is a fifty-fifty 

chance that a child in school is at least one grade ahead of the 

one he should be in. Of one thousand kindergarten through second 

grade students studied only one-fourth were definitely ready for 

the grades in which they had been placed, one-fourth were defi

nitely unready. The rest were at best questionable. They might 

or might not be able to make it. The implication of this study 

is that the curriculum should be made to adapt to the child. The 

grade level designation is immaterial. 

A study by Vogel and Bowers (1968) found that the non-

graded form of organization appeared to encourage pupil 
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development in conceptual maturity and participation in group 

activities . The graded form of organization seemed to encourage 

pupil development in the more traditional measures--achievement 

and attitudes toward school. 

One suggestion from the Vogel and Bowers (1968) study was 

that communities wishing to encourage some of the more intangible 

leadership-type attributes among its students, with the possibil

ity of some lesser degree of subject-matter achievement, would do 

well to consider the nongraded approach. Those communities wish

ing to stress achievement in subject-matter would do well to re

main with the more traditional grade level approach. 

McLoughlin (1968) reported that thirty-three empirical 

studies of the influence of nongrading on student achievement 

have been identified and that judged by these studies the aca

demic development of children probably does not suffer from at

tending a nongraded school. He related that there is evidence, 

though sketchy and tentative, which indicates the nongraded stu

dents' development may be somewhat enhanced. 

While summarizing findings McLoughlin (1968, p. 249) 

said, "Research, then, finds little to impel or impede praction-

ers interested in nongrading. Under either organization chil

dren's adjustment and achievement appear to remain remarkably 

constant." 

Goodlad and Anderson (1959, p. 216) stated: 

It has become apparent that the nongraded school is 
no panacea. Such a school makes the conduct of educa
tion no easier. But the process of nongrading lays bare 
long standing educational problems .... 
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The nongraded school is not for those who would stop 
with a little organizational reshuffling. It is for 
those educators who would use present-day insights into 
individual differences, curriculum, and theories of per
sonality, and who would commit themselves to a compre
hensive revision of education. 

So ends the Goodlad and Anderson book which has become an 

important reference for the nongraded elementary school movement. 

Nongrading lends creative force to upgrading the total system. 

Educators find ways of extending the concepts underlying non-

gradedness to all aspects of school life; goals, operational 

structures, curriculum, methods of approaching the teaching-

learning process, and interpersonal relationships. 

If any new form of school organization is to produce the 

theoretical benefits that its advocates envision, it must be ac

companied by appropriate adaptations in the instructional prac

tices employed by teachers. No plan of organization can, of 

itself, improve instruction; the most that it can accomplish is 

to provide a framework in which the imaginative can teach as well 

as they are capable of teaching. 

If schools are to be organized so as to promote the con

tinuous individual progress of each pupil, instruction must be

come increasingly individualized. 

Individualized Instruction 

According to Howard and Bardwell (1966), organizational 

innovation cannot solve educational problems unless they are ba

sically organizational in nature. A faculty moving into an 
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innovative program must not expect the reorganization in and of 

itself to accomplish profound educational results. The quality 

of the contents must be changed as well as the shape of the bot

tle . 

Each individual brings to each learning situation a dif

ferent combination of capabilities and capacities, each at a 

particular level of maturity. The more sophisticated our mea

sures of growth become, the more differences we discover. The 

idea of individual differences is very discomforting to those 

who like to think in neat, clearly defined classifications. 

As early as 1890, not long after the graded school con

cept was established in this country, educators were verbalizing 

their ideas about the need for individualization of instruction. 

There was a cognizance that individuals were different. Charles 

William Eliot addressed the Massachusetts Teachers Association, 

November 28, 1890: 

We cling very hard to the delusions that after all 
men and women may be pretty nearly equal. We are flying 
in the face of nature when we conduct our schools on 
such a theory. ... If we are to have good schools, we 
must remember that children are individually very di
verse, and that the community suffers much loss when 
quick children are made to keep pace with the slow. . . . 
There is nothing more depressing and on the whole de
grading than a hopeless contest; than the sense of re
maining day after day and year after year a dunce without 
expectation of promotion and without gain in mental power 
(in Faber and Shearron 1970, p. 47). 

One of the greatest efforts to individualize school work 

was started by Frederick Burke with the help of Mary Ward in the 

elementary school of San Francisco State Normal School in 1912 
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(in Ward, Carter, Holmes, and Anderson 1925). They developed the 

first definite technique of individual instruction and promotion „ 

The essence of the Burke plan of individual instruction was that 

each child was given a copy of the course of study for each sub

ject on his program of studies . Provision was made for testing 

and promoting pupils as soon as the work outlined for any grade 

in any subject was completed,, The faculty developed a series of 

self-instructive bulletins .in arithmetic, geography, grammar, 

history, language, and phonics which were intended to make it 

possible for each child to keep accurate records of the time he 

took to complete the work of a grade in any subject. Each teach

er kept a record or individual progress card of the promotions of 

every child in each subject. 

Other early attempts at individualization included vari

ous ability grouping plans implemented in hopes of meeting the 

individual differences of pupils . The Winnetka and Dalton Plans 

capitalized on aspects of individualization. 

Goodlad (1970, p„ 9) painted a dreary picture of schools 

when he said: 

A "drab cloak of conformity" has fallen over most Amer
ican schools. The "coverage" approach at each level of ed
ucation is accompanied by: (1) a common body of topics for 
each class; (2) nonpromotion and repetition for those who 
cover too little; (3) identical textbooks for an entire 
class; (4) textbooks that stress facts; and (5) evaluation 
on group norms rather than individual progress . 

Serious attempts to individualize instruction are being 

implemented all across the country. Whatever name given various 

programs and no matter what subject matter areas are included 



attempts at individualized instruction have a common goal, i.e., 

to provide for the differences in student aptitude, student 

achievement, and student interest. Teachers and administrators 

must learn to view each child in terms of his individual poten

tial and rate of growth,, Faculties must determine the specific 

skills, knowledge, and understandings that are to be attained at 

each of the many levels through which pupils may progress . They 

must identify or create instructional materials that not only 

contribute to the attainment of these specific goals but are also 

adapted to a more individualized instructional program. 

Individual differences among learners have long been a 

complicating factor in the teaching of a group, and have caused 

the group-oriented teacher problems. Differences among learners 

in intelligence, school achievement, special aptitudes and tal

ents, personality, interests and values, and cognitive style have 

been recognized by teachers as valid. However, except in a mi

nority of classrooms, recognition of these differences is not 

expressed in the instructional program. 

The primary difficulty of establishing an individualized 

learning system, according to Mclntire (n.d.), is that of supply

ing teachers with an adequate vehicle for obtaining the right 

kinds of data about students . Once the teacher has decided what 

it is he wants the students to know, it is essential that he then 

discover how each individual student stands in relation to this 

knowledge. Only in this way is it possible for the teacher to 
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achieve an instructional sequence which is relevant to each in

dividual student. Moreover, once instruction has taken place, 

the teacher must discover to what extent each individual student 

has profited from the educational experiences provided. Only in 

this way can the teacher determine what each student in the class 

requires next in the way of instruction. 

Carswell (1967, p„ 11), while discussing the nongraded 

school, said, "Nongradedness is a concept pertaining to individ

ual differences." 

Perhaps the most obvious area of difference among chil

dren in school is in the area of academic achievement. This dif

ference may be indicated by what some have termed "The Two-Thirds 

Rule (Hedges 1967)." 

This rule is an easy but realistic way to perceive the 

variability in achievement with which the teacher is confronted. 

In effect, this rule says that there will usually be a range in 

achievement that is equal to two-thirds of the age of the typical 

student in a given class. For example, with first grade children 

there will be a range of (2/3) (6) or about four years in achieve

ment . For third graders who are about nine years old there will 

be a range of (2/3) (9) or about six years in achievement. 

Madeline Hunter (1970, p. 11) stated: 

Individualization of instruction is not defined as 
an educational process in which all decisions related to 
the learning task, the behavior of the learner, and the 
behavior of the teacher emerge from the diagnosis of 
each learner. This requires individualized instruction 
that is geared to the distinctive attributes, needs and 
cognitions of the particular person. It does not mean 
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that the individuals must be taught singly, with differ
ent materials designed for each alone. This instruction 
requires, however, instructional methods and materials 
of such scope and flexibility as to reasonably fit the 
diverse requirements of different individuals. 

In a study done by Teaching Research, a Division of the 

Oregon State System of Higher Education, individualized instruc

tion was defined as: 

The term individualized instruction is used to con
note any procedure(s) employed to enable each learner to 
be confronted with unique learning experiences . It may 
be contrasted with instruction that is aimed at provid
ing a common learning experience for a group or class. 
Uniqueness may be defined in terms of goals, instruc
tional methods, pacing, method or time of evaluation, or 
any combination of these or other elements. The term 
does not rule out group activities, and does not connote 
isolation from teacher or classmates (Edling and Buck 
.1969, p. 35). 

Truly individualized instruction is exactly that and 

nothing more. Those who grasp the concept are no longer guilty 

of searching about to find the answer in some program in some 

school already worked out. They realize that it is a question of 

sitting down to study each child and deciding what he needs next 

in his educational program. 

John Bolvin (n.d., p. 1), at The University of Pittsburg, 

has expressed the concept of individually prescribed instruction 

as follows: 

One of the basic assumptions underlying the develop
ment of Individually Prescribed Instruction is the idea 
that learning is something that is ultimately personal 
and individual. Learning may take place within a social 
context, and many types of instruction are traditionally 
carried out with groups of students. But it is the in
dividual who learns, not the group. In a conventional 
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classroom, instruction is usually planned as though the 
classroom group were an organic unit and as though this 
unit were doing the learning. Obviously, if learning 
is individual, this type of planning cannot be of maxi
mum effectiveness. Furthermore, ability grouping or 
other attempts to organize subgroups within the class
room will not really solve the problem. Learning takes 
place only on an individual basis; consequently instruc
tion must be individualized. 

Educational diagnosis and educational prescription are 

essentials to individualized instruction. Educational diagnosis 

involves an assessment of an individual's skills and personality 

behaviors, including examination of his past history plus his 

current performance in various situations. Educational prescrip

tion follows educational diagnosis. Based upon the results found 

during diagnosis, a decision is made as to what the student needs 

next in his educational program. Prescription should be employed 

in all phases of the student's education. 

School organization should take into account these gen

eralizations : 

1. Development is an individual matter. 

2. Development is a continuous process . 

3. No two individuals develop in the same way. 

4. Individual differences are a fact of life. 

5. There are large differences in growth rates 
within an individual child. 

6. It is impossible to organize in such a way as 
to eliminate the differences in individuals (Faber and 
Shearron 1970, pp. 168-169). 
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A quotation from an unknown source seems quite applicable 

to describe traditional education practices—"There is nothing so 

unequal as the equal treatment of unequals." 

Summary 

What constitutes innovation is not agreed upon by educa

tors „ Confusion exists as to the terminology ascribed to innova

tive practices. 

Three aspects of education, team teaching, nongrading, 

and individualized instruction have been selected by this writer 

as innovations which are prominent on the education scene. His

tory has shown that these three aspects are not entirely new but 

have been involved as issues of education throughout the years, 

although not always being known by their present terminology. 

Advantages and disadvantages of innovations, including 

the problems of preservice and inservice training of personnel, 

attitudes toward innovations, the timing of the implementation 

of innovations, and various reports of research findings, both 

positive and negative, have been reported in this chapter. 

The remainder of this study relates the experience of one 

elementary school implementing team teaching, nongrading, and in

dividualized instruction. 



CHAPTER 3 

THE SETTING 

In order to better understand the development of Chamisa 

Elementary School some knowledge of the community in which it is 

located and the school district of which it is a part is pre

sented . The facts presented are generalized because of the five 

year span covered in this study. 

The Community 

Los Alamos, as part of the Manhattan Project, was the 

home of those who developed the first atomic bomb. It continues 

today as the base of operations for the Los Alamos Scientific 

Laboratory which now is substantially devoted to peace-time con

cerns . Originally under absolute security with all property 

government owned, it is now a community of home owners with only 

selected research areas remaining under security. 

The basic employer remains the Scientific Laboratory with 

approximately four thousand workers . Among those are more than 

five hundred Ph. D.'s (Living in Los Alamos 1966), which makes 

the adult population "the nation's best educated," according to 

the U. S. Department of Commerce (1960). The total population of 

the county (a new county was formed constituting the town and Los 
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Alamos school district) approximates sixteen thousand, and is ex

pected to increase slightly during the ensuing years. 

The area was selected for its original purpose due to its 

isolation, but good highways connect Los Alamos with cities in 

all directions „ It is located at an elevation of 7,300 feet, and 

is thirty-four highway miles from Santa Fe, and less than one 

hundred miles from Albuquerque. 

The School District 

The Los Alamos County Public School System is governed by 

an elected five member Board of Educational Trustees . 

The district consists of eight elementary schools, two 

junior high schools, and one high school. These plants are all 

of recent construction. The school enrollment is approximately: 

K-6, 2,800; 7-9, 1,200; 10-12, 1100; total 5,100. 

The central office staff is composed of six professional 

members plus the superintendent and business manager. There are 

approximately 260 regular and special teachers and librarians. 

Each elementary school has the services of a full time 

principal, a full time secretary, librarian, art teachers, music 

teachers, vocal and instrumental, guidance personnel, specific 

language disability clinic and teachers, physical education 

teacher, speech therapist, and school nurse. 

The Los Alamos schools meet or exceed the standards set 

by the State of New Mexico and the North Central Association of 

Colleges and Secondary Schools. Approximately 75% to 80% of 
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Los Alamos High School graduates enter colleges around the na

tion. A balanced program, which includes the practical and fine 

arts, is planned from kindergarten through grade twelve. Exten

sive adult night school and summer school programs are a regular 

part of the school's curriculum. 

Pioneering activities of the Los Alamos School System in

clude system-wide kindergartens (which are not mandatory in New 

Mexico), school libraries and instructional resource centers in 

every school in the district, vocational offerings, summer pro

grams, and the development of a program for language disability 

diagnosis and treatment. 

The major sources of revenue for the schools, according 

to The Superintendent's Annual Report (1968), include approxi

mately 5% local property taxes, 48% state allotments, 45% Atomic 

Energy Commission supplementation, and 2% miscellaneous. The 

operating budget approximates 5.5 million dollars annually. The 

expenditures per average daily membership is over one thousand 

dollars. 

The Atomic Energy Commission has a continuing agreement 

to provide this substantial support to permit the Los Alamos 

schools to maintain an educational program similar to school sys

tems in communities throughout the nation which are reasonably 

comparable to Los Alamos on the basis of size, social and eco

nomic characteristics, and educational standards and aims. This 

Federal assistance has allowed the Los Alamos schools to 
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establish and maintain its quality educational program. The 

Atomic Energy Commission provided funds for school plant devel

opment . 

The Planning of Chamisa School 

The central administration of the Los Alomos schools 

created an atmosphere in which teachers and administrators were 

free to explore new ideas, new educational trends, new thinking 

about better ways to educate the children of the community (The 

Superintendent's Annual Report 1968). Each building principal 

was encouraged to have a "Principal's Project" which could be a 

new teaching method, a different grouping pattern, an experi

mental approach to pupil guidance or any project which would 

assist a teacher, the staff, or the school system to eventually 

upgrade education in Los Alamos. 

It was in such an atmosphere that an interest was devel

oped in delving more deeply into the operational and organiza

tional arrangements of various educational innovations . At this 

time, 1965, there was general discussion at principal's meetings 

and general administrative gatherings concerning innovative 

ideas, but no specific plans for large scale adoption of such 

innovations were being considered. 

As the 1965-66 school year progressed it was determined 

that an additional elementary school would be needed to accommo

date the growing school population. It was decided, by the ad

ministration with the concurrence of the Board of Education, that 
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since a school was to be built consideration should be given to 

developing an innovative educational program for this building. 

The new school would be scheduled to begin operation in the fall 

of 1967. 

On May 17, 1966, this writer was informed that he had 

been designated as principal-elect of the second elementary 

school to be located at White Rock, a suburban residential area 

of Los Alamos County. In addition to the appointment a charge 

was given to develop a program which, when approved by the super

intendent and the Board of Education, would incorporate accept

able innovative ideas. 

Initial planning involved reading current publications 

relating to innovative educational programs. Ideas and informa

tion were requested and received from other administrators in the 

district. As general ideas were formulated they were discussed 

with the assistant superintendent and the elementary supervisor. 

Intermittent reports were given to the superintendent. Periodic 

"brain-picking" sessions were held giving central office admin

istrators the opportunity to scrutinize the developing plans. 

Following each "brain-picking" session the principal would revise 

and resubmit his proposed program. Copies of three letters in 

which proposals for Chamisa's program and organization were pre

sented are included in Appendix A. Appendix B is a copy of a 

letter sent to both the superintendent and the architect. 
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Program development continued throughout the 1966-67 

school year. The staff and faculty of the seven existing ele

mentary schools were involved in the planning phase. Various 

recommendations for both program development and building design 

were forthcoming from throughout the school district. Sugges

tions were solicited from all school personnel as well as from 

personnel of the New Mexico State Department of Education. 

The eventual program combined aspects of team teaching 

and flexible scheduling and was termed "Teamed Flexibility." 

Within the framework team leaders and team members jointly accept 

the responsibility for the students' progress. Based upon this 

concept an attempt was made to eliminate the duplication of 

teachers' preparation, and the duplication of teachers' functions . 

The goal of the "Teamed Flexibility" program was to pro

vide a more imaginative and realistic approach to teaching and 

learning. The goal included (Energizing Education in the Atomic 

City 1968): 

1. More systematic organization of instruction. 

2. Better pacing of instruction. 

3. More student and teacher interaction. 

4. Better utilization of staff. 

5. Better and varied methodology. 

6. Continuing education for teachers (learning from each 

other). 
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Through a teamed approach, which incorporated flexible 

scheduling arranged through team planning sessions, it was felt 

that more children could be taught at varying levels than was 

possible in a self-contained classroom. Components of the teamed 

approach included large group instruction, small group instruc

tion, and individual instruction. Program development is ex

plained in Chapter 6„ 

One month after the Chamisa principal was appointed the 

architectural firm of Buffington, Fulgenzi, Hill and Associates 

of Silver City, New Mexico, was hired. The Board of Education 

instructed the principal to work closely with the architects so 

as to coordinate educational specifications with building design. 

Meetings were held with the architects to discuss the educational 

philosophy being developed and to attempt to translate this phi

losophy into architectural terms. 

In September 1966, the principal and the architects flew 

to Greeley, Colorado, to investigate five recently constructed 

schools which had various innovative designs. Ideas were gath

ered which were incorporated into Chamisa's planning. 

Broad specifications including number of classrooms 

needed, the need for flexibility within the building, the type 

of program "Teamed Flexibility," the special area rooms required 

for art, music, library, multi-purpose, and science, and adminis

trative section requirements were conveyed to the architects . 
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Appendix B is a copy of a letter sent to the architects outlining 

the aforementioned broad specifications. 

Plans were revised until acceptable to the Board of Edu

cation. The bid was let to construct the school on February 28, 

1967. 

Although it was hoped that the building would be ready 

for the opening of school in September 1967, it was not until 

February 12, 1968, that classes were held in the structure. This 

delay in construction resulted in operating the first five and 

one-half months in another school which was not designed to ac

commodate the "Teamed Flexibility" program. Adjustments were 

made in organization and program until the permanent move was 

accomplished. 

Much local publicity was given to the development of the 

building and the educational program. Two general meetings were 

held with the parents of the children who would eventually attend 

Chamisa School and any other interested citizens . The program, 

organizational structure, and physical plant design and function 

were explained. The general public was kept informed primarily 

through news releases in the two area newspapers, the Santa Fe New 

Mexican and the Los Alamos Monitor. 

Between October 1966 and June 1968 forty-three articles, 

pertaining to Chamisa School, were published in the two papers. 

Sample headlines of some of the articles include: 
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"New Building for Team Teaching Takes Shape on Drawing 

Boards," Santa Fe New Mexican (October 20, 1966). 

"New Educational Philosophy Begins With Team Teaching," 

Santa Fe New Mexican (August 17, 1967). 

"Chamisa PTA Ponders Uses of Grade Card," Sante Fe New 

Mexican (November 7, 1967). 

"New Chamisa School to Open Tomorrow," Santa Fe New Mexi

can (February 11, 1968). 

"Chamisa School Praised," Santa Fe New Mexican (April 19, 

1968)* 

Articles appeared in out-of-state newspapers. The 

April 21, 1968, edition of the Rocky Mountain News [Denver, Colo

rado] carried an article headlined, "Los Alamos Open House Set." 

The May 9, 1968, issue of the Los Angeles Times captioned an 

article, "Los Alamos Designs Schooling Adventure." 

The selection of personnel to staff Chamisa School was a 

crucial facet in the total planning process. A letter explaining 

the educational program and expectations of Chamisa faculty mem

bers was circulated to all certificated personnel in the Los 

Alamos schools. The entire letter is reproduced in Appendix C. 

Any teacher interested in further information or in being con

sidered for assignment to Chamisa School was directed to contact 

the Office of the Superintendent. 

While recruiting, personnel interviewed were made aware 

of Chamisa's proposed program and if they were interested and 
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considered qualified by the recruiter they were encouraged to ap

ply specifically for assignment to Chamisa. Selection of per

sonnel was to be made from within and outside the school system 

with the majority of the personnel coming from within. 

Personnel considered for selection were expected to be 

interested in flexible programs, team teaching, and individual 

differences among students „ They needed to possess a willingness 

to work closely with others and understand that they would be 

subjected to constructive criticism. 

The final selection of all personnel was the prerogative 

of the principal. All candidates had one or more personal inter

views with him. Each candidate was informed that if after the 

first year, or any year, they decided this type program was not 

suited to them they could request a transfer within the district 

and no repercussions would occur nor would remarks be made on a 

personnel file. They were also informed that the principal could 

ask that a teacher be transferred to another building if he felt 

they were not suited for the Chamisa program. 

Final staff selection was completed in May of 1967. Com

position of the teaching staff included eight teachers to be 

transferred from other Los Alamos elementary schools and four 

newly hired teachers . Two of the new personnel had previous 

teaching experience and two were first year teachers. 

Each selected faculty member received a letter of welcome 

from the principal. In the letter basic assumptions of the 
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Chamisa program were reiterated and the goals for Chamisa School, 

as outlined in a letter from the principal to the superintendent, 

included the following: 

1. The maintenance of high standards of achievement. 

2. The recognition of social and physical development 

along with the basic academic disciplines , 

3. The individualization of program to fit the needs of 

the students. 

4. The identification and development of individual 

abilities. 

5. Improved staff utilization through teaming so that 

appropriate talents can be readily available to a variety of 

learning groups„ 

6. Flexible grouping patterns which are not rigidly 

bound by grade designations. 

7. Maximum use of facilities and equipment. 

8. Development of ability within students to engage in 

independent study now and in the future. 

9. Flexible facilities which can be molded to fit the 

needs of the educational program. 

10. Promote the utilization, by students, of a wide vari

ety of learning materials. 

11. Promote the use of multi-media teaching. 

A special pre-school workshop for Chamisa teachers was 

referred to in the letter. Details as to date, time and place 
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of the workshop were given. A copy of the letter may be found in 

Appendix D. 

The pre-school workshop was considered vital to a suc

cessful beginning for the 1967-68 school year. Since the faculty 

was not selected until late in the spring of 1967 extended facul

ty planning during the summer was not possible. With the excep

tion of the two appointed team leaders all other faculty members 

had summer plans. 

Dr. John I. Thomas of New Mexico State University was 

secured as consultant for the three and one-half day special 

workshop which was to be held just prior to the regular pre

school workshop required of all Los Alamos teachers. Dr. Thomas 

was chosen as the consultant because of his background as a for

mer team teacher and team leader in the team teaching school of 

Lexington, Massachusetts. The program for the workshop was: 

Thursday - August 24, 1967 

9:00-10:30 Orientation of the Chamisa Program by the 
principal. 

10:30-10:45 Break. 

10:45-11:30 Presentation, by the Chamisa librarian, of 
new ideas and concepts of instructional 
materials centers as relates to the Chamisa 
library program. 

11:30- 1:00 Lunch. 

1:00- 2:00 Tour Chamisa building under construction. 

2:00- 3:00 Tour Pinon School and receive an explanation 
of the program while housed there. 

3:00- 4:00 Initial meeting and discussions as teams. 
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Friday - August 25, 1967 

8:30-10:00 Presentation by Dr. Thomas of his philosophy 
concerning team teaching. 

10:00-10:15 Break, 

10:15-11:30 Discussion of Dr. Thomas' presentation. 

11:30- 1:00 Lunch„ 

1:00- 4:00 Meet at Pinon School. Each team will meet 
separately and discuss the implementation of 
the program„ Dr. Thomas will rotate among 
the teams. 

Saturday - August 26, 1967 

8:30-12:00 Team planning with assistance from Dr. Thomas. 

Monday - August 28, 1967 

8:30-11:30 Team planning under the direction of the team 
leaders. 

11:30- 1:00 Lunch. 

1:00- 3:00 Continue team and individual planning. 

3:00- 4:00 General faculty meeting to relate the results 
of each team's planning. 

Chamisa's Primary Team Leader and Intermediate Team 

Leader were able to attend a nongrading and team teaching summer 

seminar conducted by Dr. Thomas at New Mexico State University. 

The preliminary stages of program planning and staff de

velopment ended in September 1967 when Chamisa Elementary School 

opened. Many changes, modifications, and refinements were to 

occur during the next four years of operation. 



CHAPTER 4 

PHYSICAL FACILITIES 

An I/D/E/A Occasional Paper (1970) reported that tradi

tional American school design and organization became fixed in 

1847 with the construction of the Quincy School in Boston. 

There, children were sorted into grades. Each grade met private

ly in its own classroom where a teacher and fifty-five children 

of about the same age sat together for the entire year. This 

three-story schoolhouse consisted of twelve identical rooms, four 

rooms to a floor. It was this school which inspired cliches such 

as "educating children in a box" and "classrooms resemble egg-

crates ." For the next one hundred years few school administrators 

and architects deviated from the "eggcrate design." 

Modernization has come slowly to American schools. The 

construction of schools during the century immediately following 

the erection of the Quincy School was based on the design of 

little boxes inside a big box. It was not until the late 1950's 

and early 1960's that architects began designing open plan 

schools to save money on school construction (I/D/E/A 1970). 

While discussing the changing American schoolhouse, 

Anderson stated: 
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One of the chief requirements in the planning of new 
schools is that they be adaptable to conditions that 
cannot yet be foreseen. We are asking, in fact, that 
our new buildings be (1) suitable for team teaching and 
other procedures at their present stage of development, 
(2) easily adaptable to the probably more radical devel
opments that seem to lie ahead, and (3) suitable for the 
conventional programs to which many teachers are still 
loyal, and to which we may some day elect to return if 
the educational reform movement should fail. Little 
wonder that architects have had such difficulty in un
derstanding our problems and interpreting our needs 
(Anderson 1966, p. 138). 

King's (1964) article, "The New Schoolhouse," pointed out 

that in addition to considerations of economy and efficiency, the 

schoolhouse is a symbol. It represents to students, teachers, 

parents, and the community at large the regard .in which education 

and learning is held in the community. The building can teach 

little, but it can say a good deal to its occupants and its com

munity . 

Existent Facilities 

In 1966 the seven existing elementary schools in Los 

Alamos were relatively new, ranging in age from one to eighteen 

years old. All seven schools had been built to specifications 

and plans dictated by the Atomic Energy Commission, the govern

mental agency responsible for supervision of all aspects of pub

lic operations in the community and legal owners of the schools 

until July 1, 1966, when ownership was transferred to the Los 

Alamos County Board of Educational Trustees. These existing 

school buildings, while functional, were of traditional design. 
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Although Chamisa was constructed after the transfer of 

school ownership, the financing was provided by the Atomic Energy 

Commission under previous budgetary agreements. Chamisa became 

the first Los Alamos school to be completely planned, coordinated 

and constructed under the supervision of local school officials 

and the last to be completely financed by the Atomic Energy Com

mission. The budget for construction of the school was $860,000. 

Specific architectural planning of Chamisa Elementary 

School began in June 1966 with the selection, by the Los Alamos 

County Board of Educational Trustees, of the architectural firm 

of Buffington, Fulgenzi, Hill and Associates of Silver City, New 

Mexico . The architects were instructed by the Board of Education 

to work closely with the school personnel responsible for the 

development of the educational program. 

King made a statement which served as a guide to the Los 

Alamos planners in their search for the best design for the new 

school. He (1964, p. 128) said, "The real issue is the relation 

between the school building and the school program." 

Team Teaching Needs 

Early program development indicated that the building 

should be designed to facilitate a team teaching, flexible sched

uling approach. Clinchy (1961, p. 63) stated, "In the present 

state of educational ferment, any school designed for team teach

ing is going to be unique. It will--and should-~be tailored to 

the individual specifications of the local team program." The 
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general specifications for the building requirements to meet the 

needs of this program were conveyed to the architects. The fol

lowing general specifications, concerning space and function re

quirements, were related to the architects in a letter from the 

principal (see Appendix B for the complete letter). 

A. To provide for a teamed flexibility program. 

B. Flexibility which can accommodate possible future changes. 

C. Core facilities: to accommodate six hundred pupils 

1. Art room - with walk-in storage, kiln, room to store 
children's work which has not been completed. 

2. Music room with piano - large walk-in storage with 
adequate shelving for instruments and books. 

3. Library - a resource center including: librarian 
work room, storage room, reference room study carrels 
with electrical outlets, large area for group teach
ing, ample shelving, professional book section with 
area for teachers' use, conference room. 

4. Gymnasium - to include stage with storage and dress
ing rooms. 

5. Science, Audio-Visual room - to include science dem
onstration table with sink, running water, electrical 
outlets . Student work tables, storage facilities, 
and motion picture screen. 

D. Classroom to include study carrels, ample storage space, 
sink with drinking fountain, ample electrical outlets, 
capability of darkening for A-V use. Designed so as to 
allow for flexibility to include large and small group 
instruction. Primary classrooms to include restroom. 

E. Teacher planning areas for each team. 

F. Administration section: 

1. Principal's office large enough to hold small group 
conferences. 
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2. Secretary's office and reception area with ample 
space for people to sit. 

3. Nurse's office to include restroom and shower. 

4 „ Teachers' lounge with sink, stove, and refrigerator. 

5. Workroom separate from lounge. 

6, Small kitchen to accommodate PTA meetings, etc. 

7„ Janitor's living quarters large enough to accommodate 
two men. 

8 c Restrooms - faculty restrooms near but not in the 
teachers 1 lounge„ 

It is recommended that the Industrial Arts Shop be elimi
nated from Chamisa School. The fifth and sixth grade pupils 
could be transported to Pinon School for this purpose . The 
money saved could be used for additional classroom space. 

It is understood that the program will be dependent upon 
the teachers and as such all details cannot be completed with
out their knowledgeable assistance. 

These specifications were derived from numerous sugges

tions presented by all segments of the school district personnel. 

Recommendations were solicited from administrators, classroom 

teachers, special area teachers, custodial personnel, and from 

the New Mexico State Department of Education. 

Team programs involve movement, including the forming and 

dispersing of large and small groups. The building which en

closes a team program, therefore, must make such movement and 

such grouping as natural and as easy as possible, while still 

avoiding chaos„ 

This writer believes that team programs seem to gravi

tate toward a nongraded organization. As the instruction of 
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students cuts across grade lines there is a tendency to put a 

greater emphasis on self-directed or individual study. In terms 

of space, this tendency indicates a radical enlargement and 

broadening of the school library into an instructional materials 

center to accommodate an increasingly wide range of materials 

including tapes, records, film strips, and periodicals. All of 

these materials and the requisite audio-visual equipment must be 

easily accessible. 

The increased amount of cooperative planning and prepara

tion, which is necessary in a team program, suggests that a 

special team planning area needs to be provided. 

Planning 

The Chamisa principal met with all administrators, had 

separate meetings with all district teachers as they partici

pated in regularly scheduled district-wide grade level meetings, 

talked with representatives of the building and grounds depart

ment, custodians, and members of the New Mexico State Department 

of Education. The purpose of the meetings was to allow all per

sonnel to have an opportunity to participate in the planning of 

the new school. Worthwhile and usable ideas were generated, 

particularly with regard to the special area rooms of art, music, 

and the library. These meetings continued throughout the plan

ning phase. Appendix E contains a copy of a request to the dis

trict librarians for planning assistance. 
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In retrospect, it is evident that lay people of the com

munity had little part in the development of Chamisa's plans. 

During the early part of the planning phase the archi

tects and principal traveled to different locations to observe 

and note other school construction. Ideas gathered were incor

porated into the plans. 

Between May 1966, when the Chamisa principal was ap

pointed, and December 1966, when the final architectural plans 

were accepted by the school district, periodic meetings with 

central office personnel and members of the Board of Education 

were conducted to assess the progress of the implementation of 

the "Teamed Flexibility" philosophy into the working drawings 

and architectural specifications . 

School District Policies 

The Los Alamos schools adhere to the concept of neighbor

hood schools and have attempted to locate schools so that most 

elementary students could walk to school. It was also the policy 

of the school district not to provide a hot lunch program at any 

elementary school. All children, not being bused, were required 

to go home for lunch so no kitchen facilities were necessary. A 

small kitchen was included in the plans to serve any minor needs 

such as the PTA. 

All other elementary schools in the county had industrial 

arts shops as part of their facilities. Chamisa's intermediate 

students were bused to Pinon Elementary School, one mile distant, 
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for their shop classes, thereby eliminating a need for a shop and 

the requisite equipment at Chamisa. 

The new school was housed under one roof rather than de

signed around the California scheme of patios and classrooms 

separate from the core facility. Students did not have to go 

outside to get from their classrooms to any other part of the 

school. The severe winter weather of Los Alamos was a considera

tion in this decision. 

Size and Shape 

Chamisa School was a radical departure from the existing 

school architecture in the community. The school, as originally 

planned, was 4,326 square feet larger than the final construction 

size. The first plans called for a structure of 44,240 square 

feet but due to high construction bids the building was reduced 

to 39,914 square feet. 

The building, as constructed, was not exactly as the 

early specifications submitted to the architects suggested but 

was very similar and incorporated all major ideas. The approxi

mately 40,000 square foot complex was composed of two circular 

academic sections called pods, a core facilities area, and a 

smaller administrative services pod. The entire building was 

under one roof . Each academic pod housed the equivalent of seven 

classrooms, a teacher planning center, and storage space. In

cluded in the central core area was a combination gymnasium-

auditorium, art room, music room, restrooms, library media 
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center, and connecting hallways. The secretarial-reception room, 

principal's office, nurse's office, special services room, work

room, and teachers' lounge were located in the administrative 

pod. Sizes of the major areas include: 

Administrative Pod 2,200 square feet 

Core Facilities 15,866 square feet 

Primary Pod 10,924 square feet 

Intermediate Pod 10,924 square feet 

Total 39,914 square feet 

Figure 2 is a copy of the floor plan of Chamisa Elementary 

School. 

Construction 

Bids were opened on February 28, 1967. Four construction 

companies submitted bids . Listed on the bid tabulation sheet 

were the companies' names, their base bid for total construction, 

alternate bids for air conditioning, a lawn sprinkler system, and 

cost of grass seeding the site. Also included was their pro

jected number of calendar days for job completion. 

The George A. Rutherford Construction Company of Albu

querque, New Mexico, was awarded the contract on a bid of $760,000 

which included all but the air conditioning alternative. The 

company proposed to complete construction 240 calendar days after 

construction began which would have allowed occupancy approxi

mately November 1, 1967. Due to an electrician's strike, frozen 

water pipes which burst and flooded portions of the building, 
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mechanical problems with the ventilation system, and carpet lay

ing problems the building was not occupied by students until 

February 12, 1968„ 

Academic Pods 

There were the equivalent of seven classrooms and a 

multi-use area in each of the approximately 11,000 square foot 

pods. The folding acoustical walls allowed this space to be ar

ranged so that it could be one large instructional area or by 

manipulating the walls create from one to seven separate class

rooms „ The acoustical walls were lightweight, easily movable, 

and sound retardent„ The walls were hung from tracks recessed 

in the ceiling and when not in use could be stored in a hollow 

section of permanent wall which extended approximately six feet 

into the pod from the exterior wall. 

Each classroom's storage area included coat hooks and 

shelving located directly behind the chalkboard wall. An exte

rior door gave each classroom immediate access to the playground. 

All classrooms had sinks and drinking fountains and each class

room in the primary pod had a restroom. 

There was a circular multi-use area in the center of each 

pod (see Figures 3 and 4). In the primary pod the area was a 

sunken center three steps deep. The intermediate area had a flat 

surface at floor level, 

A teacher planning center was located in each pod. Each 

teacher had a lighted personal carrel with two drawer storage. 



Figure 3s The Primary Pod 



Figure 4. The Intermediate Pod 
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The teacher could also have a teachers' desk at her teaching sta

tion in the pod. Team and individual planning was conducted in 

the planning centers. Filing cabinets , tables and chairs, and 

seven individual carrels were in the centers . 

A hallway connected each planning center with a materials 

storeroom which housed audio-visual equipment, textbooks, sup

plies, and supplemental materials necessary for operation in each 

pod. A teachers' restroom was located off the hallway between 

the storeroom and the planning center. 

A second pod storeroom was used for general storage, 

particularly for out of season materials and little used teaching 

aids. Individual teacher storage cabinets were located in this 

room. During the fourth year of operation, 1970-71, these addi

tional storerooms were converted to small group conference rooms. 

The teacher storage cabinets and shelving were relocated through

out the building. 

A teachers' workroom with limited work space and storage 

cabinets was adjacent to the intermediate planning center. This 

space was available due to the level floor design of the multi-

use area. The level floor was designed to accommodate easy ac

cess for mobile equipment into and out of the multi-use area. 

The design of the sunken center in the primary pod did 

not allow space for a workroom in this pod. The sunken center 

was designed to be used as a theater area, large group teaching 

area, pod assembly area, and free activity area. While the 
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sunken center was used as designed it did not offer any particu

lar advantages, other than steps upon which to sit, than did the 

level floor in the intermediate pod. The steps did hinder easy 

movement of portable audio-visual carts„ 

Core Facilities 

The core facilities, which were common to all classes, 

consisted of the art room, music room, gymnasium, and library 

media center. These facilities had a combined area of 15,866 

square feet. 

The art room included slate chalkboards, bulletin boards, 

storage for children's smocks and art materials, shelving for un

finished projects, four sinks, countertop work space, and a walk-

in general storage room which also served as the art teacher's 

office. A kiln room with project drying cabinet and clay storage 

facility was included as part of the art room. Movable tables 

and chairs were arranged throughout the room according to teach

ing needs . The room originally had tile floor covering but the 

acoustics were such that normal conversation reverberated 

throughout the room. A washable indoor-outdoor carpeting was 

installed in the fall of 1968 and corrected the acoustic problem. 

Thirty students could be accommodated in the art room and 

in the music room. 

The music room was designed primarily for vocal music in

struction although band and orchestra instruction was conducted 

in the room. Portable risers, wide enough to accommodate student 
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chairs, were used. A large walk-in storeroom with shelving ap

propriate for instrument and book storage was provided. Chalk

boards 5 bulletin boards, and bookshelves were installed in the 

main part of the music room. Coat hooks were included since the 

room was used before and after regular school hours. Carpeting 

had to be added after use of the room indicated poor acoustics 

for music purposes. 

The gymnasium was located in the center of the building. 

This location proved to be poor planning as the noise from the 

physical education classes carried down the halls and into the 

classroom pods. If the library and the gymnasium locations were 

reversed a better situation would have existed. 

The gymnasium consisted of a basketball court, stage, and 

large storage area. Chair storage was located under the stage. 

Physical education equipment and janitorial supplies were stored 

in the large storeroom. 

An inside gymnasium was a necessity to operation of a 

comprehensive physical education program as the severe weather 

precluded outside activities for four months in the winter. 

The primary use of the gymnasium was for physical educa

tion instruction and assemblies and as such did not require a 

spectator area. Eventually portable lunch tables were used in 

the gymnasium to accommodate a sack lunch program for students 

who rode a bus to school. 



75 

The only account of lay citizens having specific in-put 

into the planning of the building was a telephone call the prin

cipal received requesting that the gymnasium floor include mark

ings for a volleyball court „ The markings were included . 

The library media center was considered the hub of the 

school with all facets of the program revolving around it and as 

such needed physical facilities which would complement the pro

gram. A fully carpeted 3,600 square foot complex was designed 

which included a large stack and general reading area, group 

teaching area, reference room, listening-viewing room, workroom-

office, and storeroom. Figure 5 gives a partial view of the 

general reading area, group teaching area, and student study 

carrels. 

The large general reading and stack area was divided into 

smaller specific use areas. The soft furniture area provided 

space for recreational reading in a relaxed atmosphere. Built-in 

magazine racks were adjacent to this section. The large group 

teaching area was partially isolated within the general reading 

room by two five-feet high walls which extended from the exterior 

wall into the general reading room. The height of the teaching 

area walls allowed visual observation by the librarian into and 

out of the teaching area but limited the students 1 range of 

vision to within this area. Chalkboards and bulletin boards were 

installed in the teaching area. Ten study carrels, each contain

ing lights and electrical outlets, were located on the outside of 

the teaching area walls. 



Figure Se Library Media Center 
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Shelving lined the general reading and stack area. The 

initial shelving provided space for approximately 5,500 books. 

Free standing shelving was added in later years to accommodate 

additional books. 

The reference and listening-viewing rooms were separate 

from the general reading area. Windows allowed observation into 

the reference room, A folding acoustical wall separated the 

reference and listening-viewing rooms„ This wall could be opened 

to extend the space of either room. The reference room was large 

enough to accommodate thirty students . The listening-viewing 

room had six carrels equipped with individual lights, electrical 

outlets, and small projection screens. An acousti-table with 

eight headset jacks and individual volume controls was in the 

room. Shelving was provided for filmstrips, 8mm single concept 

film loops, records, and tape recordings. 

The workroom-office area provided the librarian with 

sinks, running water, cabinets, drawers, countertop work space, 

and a typing center. A general storeroom, adjacent to the work

room, provided storage for book and non-book material and library 

based audio-visual equipment. 

The restrooms for the intermediate pod were located in 

the hallway leading to the art and music rooms. A janitorial 

storeroom was also in this area. Two additional restrooms were 

located in the central lobby adjacent to the gymnasium and the 

administrative pod. 
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Future expansion of the building was considered. The 

rear walls of the library and art rooms were constructed so as 

to be the beginning of the circular walls of a third academic 

pod. Entrance from within the building to this third pod would 

be through the hallway adjacent to the art room, music room, and 

library. 

Administrative Pod 

The 29200 square foot administrative pod provided space 

for the secretarial-reception area, principal's office, nurse's 

office} special services room, workroom, teachers' lounge, and 

restrooms„ 

The secretarial-reception area was entered from the main 

lobby. A work counter separated the reception area from the 

secretary's office area. Soft furniture was provided in the re

ception area. 

The principal's office was adjacent to the secretary's 

office and was large enough to accommodate small groups. Cabi

nets , book shelves, a bulletin board, and storage closet were 

built in. A window wall provided the principal with visual ac

cess into the secretary-reception area. Drapes were installed 

in the office and could be drawn if privacy was needed. 

A short hallway containing the master clock, intercom 

console, and secretarial storage closet led to the special ser

vices room. This room was used by the speech therapist, specific 

language disabilities teacher, and guidance counselor. When the 
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room was not scheduled it was available for small group meetings 

and conferences. 

The nurse's office was on the opposite side of the sec

retarial area from the principal's office. It contained a stor

age closet, shower, restroom, sink, storage cabinets, desk, and 

cot. 

A short hallway containing two teacher restrooms and 

teacher mailboxes led to the teachers' lounge. The lounge had a 

built-in stove, refrigerator, and sink cabinet. Adjacent to the 

lounge was a workroom which provided countertop work space, stor

age shelves, and typing tables. Ditto, mimeograph, and thermofax 

machines were available in the workroom or the secretarial area. 

A separate mechnical equipment building housed the heat

ing equipment, provided storage for maintenance materials and 

machinery, and had accommodations for custodian living quarters. 

The Site 

An 11.9 acre site comprised the total area of the build

ings, parking lot, and playground. The site had a gradual slope 

from the front to the rear. It was decided by the Board of Edu

cation, in consultation with the architects, that it would be too 

expensive to attempt to fill the site to one level so the build

ing had three different levels which were reached by stairs or 

ramps. 

The administrative pod was three steps higher than the 

main lobby and academic pods. The gymnasium, art room, music 
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room, and library media center were five steps lower than the 

academic areas. Two ramps extended on each side of the gymnasium 

to the lower level. The ramps allowed easy movement of portable 

and mobile materials throughout the building. The ramps were 

carpeted to eliminate slipping„ 

As much of the natural vegetation was left undisturbed as 

possiblec Pinon and pine trees were left scattered throughout 

the site,, Placement of playground equipment took advantage of as 

much of the natural vegetation as was possible. Landscaping in 

the form of additional trees, shrubs, and plants was accomplished 

in the fall of 1968. 

Equipment and Furnishings 

Recommendations and suggestions concerning the type of 

equipment and furnishings for Chamisa School were solicited from 

all school personnel the same as had been done concerning initial 

building and program development. Extensive lists were submitted 

by representatives of each grade level, kindergarten through six, 

and from the special subject areas. The recommendations were 

compiled and evaluated. Appendix F contains a copy of the letter 

requesting recommendations for equipment and letters of response 

from the first and sixth grade teachers. 

Requisitions were prepared and submitted and equipment 

began to arrive in the spring of 1967. All materials were stored 

in the gymnasium of Pinon Elementary School as it was the closest 
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school facility to Chamisa and was the building in which Chamisa 

was housed until its building was completed. 

In attempting to determine the most appropriate equipment 

and furnishings, consideration was given to the "Teamed Flexibil

ity" program and the physical facility. Flexibility of use was a 

major criterion. 

The goal of flexibility was assisted through the purchase 

of adjustable pupil furniture. Adjustable tables of all shapes 

were purchased. Lightweight student furniture was necessary so 

that students could move their own desk and/or chair as the pro

gram dictated. 

Chalkboards and bulletin boards were interchangeable and 

could be moved to any part of the building and used in any combi

nation a teacher might desire. 

A master clock operated the buzzer system which regulated 

the schedule. Chimes had been requested but a buzzer system was 

installed. Clocks in each room were individually operated and 

were not connected to the master clock. Experience with inade

quate service of existing master clock systems in the school dis

trict precipitated this decision. 

Metal folding gates were installed in five areas of the 

building. The gates were at the entrance to the administrative 

pod and at the two hallway entrances to each academic pod. The 

Los Alamos schools allowed outside groups to use portions of the 

school facilities. The administrative and academic areas were 
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not available for use so the gates were necessary to keep un

authorized persons out of the pods at night and during the week

ends . 

An intercom system allowed two-way communication to and 

from the console to any room in the building. Radio programs, 

tapes or records could be transmitted to any or all rooms through 

selection on the console0 

Each classroom had one window. Venetian blinds enabled 

the rooms to be darkened for audio-visual use. Individual class

rooms or the entire pod could be darkened. 

Approximately 2,800 square feet of Polypoint 100 Herculon 

carpeting were laid throughout the building. All of the inter

mediate pod and all of the primary pod but the restrooms and a 

small portion of the kindergarten were carpeted. All of the ad

ministrative pod except the workroom and nurse's office had car

pet as did the library, music room, ramps, and a portion of the 

main lobby directly in front of the secretarial-reception area. 

The acoustical floor covering was a necessity in the open areas 

as it absorbed much of the operational sounds . 

The total cost of $807,983 for the 39,914 square foot 

building equals a square foot cost of $20.24. 

Recommended Changes 

After four years of operation some changes and modifica

tions were accomplished or recommended. One major shortcoming of 

the facility was a lack of small rooms which could be used by 
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small groups or individuals . This was partially solved in 

February 1971 when the teacher storeroom in each pod was con

verted to a small group conference room. 

As mentioned previously the location of the gymnasium 

and the library should have been reversed„ This would have 

placed the library in a more central location and would have de

creased the noise level transmitted from the gymnasium into the 

academic pods. 

An acoustical problem in the art and music rooms was 

eliminated by the installation of carpeting. However, the ceil

ing center directly above the multi-use area in each academic pod 

bounced sound downward. While standing in the center of the 

multi-use section of the pod an echo could be heard, but it did 

not carry outside the center area. The architects and school 

maintenance personnel were unable to eliminate this sound echo 

and it was regarded as an insoluable structural problem caused by 

the curved ceiling in the center of the pod. 

The lack of windows for proper circulation necessitates 

some type of cooling system. Since air conditioning was elimi

nated due to construction cost, temperature control was a problem 

during early fall and late spring. The building was unbearable 

during the summer. The unit ventilators, which were designed to 

introduce outside air into the building, were not adequate. 

Large fans were purchased and placed throughout the building to 

increase air circulation. 
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Some faculty members were of the opinion that the folding 

recessed wall section extended too far into the teaching areas. 

This was not, however, considered a problem by the majority of 

the faculty. 

The faculty decided, after visiting open space buildings 

in Albuquerque, New Mexico, Denver and Colorado Springs, Colorado, 

that the use of folding acoustical walls, which could be opened 

or closed as the situation dictated, was preferable to a com

pletely open space over which they had no control. 

As the building settled some of the tracks on which the 

acoustical walls were hung began to cause the walls to bind and 

they did not operate as easily as in previous years. No solu

tion, short of replacing the tracks, was found. The tracks were 

not replaced. 

The teacher workroom, located next to the teachers T 

lounge, was too far from the academic pods to be useful. As a 

result most work was accomplished in the teacher planning centers 

with few faculty members using the workroom. 

The gates installed to secure the administrative and 

academic pods from unauthorized personnel did not extend to the 

ceiling and anyone desiring entrance to these areas could climb 

over the gates. Ceiling high gates are necessary for the purpose 

for which they were intended. 

While problems with the physical facility did exist, it 

was considered by all staff members as an improvement over 



traditional design and it complemented the "Teamed Flexibility" 

program. 



CHAPTER 5 

ORGANIZATIONAL STRUCTURE 

The organizational structure and program of Chamisa Ele

mentary School were two facets of an integrated educational oper

ation. It is difficult to completely separate the two and an 

examination of either facet includes some aspects of the other. 

Team teaching was decided on as the organizational vehi

cle upon which to initiate the "Teamed Flexibility" program. 

Team teaching was considered a philosophy, a point of view about 

educating the child, as well as being an organizational pattern. 

Some basic assumptions were made which helped determine that the 

team teaching concept would be used . These assumptions were 

listed by the principal in his letter of welcome to the Chamisa 

faculty (see Appendix D). The assumptions included: 

1. Different students learn at differing rates. 

2. Not all teachers can be all things to all children. 

3. Some teachers and some pupils clash and to force them 

to remain together all day and/or all year could be detrimental 

to both parties. 

4. Teachers need to continue to grow as individuals. 

5. Different teachers approach pupils in various ways. 

86 
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6. When one teacher cannot reach a child a second or 

third teacher may be successful. 

The range of student ability found in typical classrooms 

was also taken into consideration as cinother reason to implement 

a team teaching program which utilized flexible scheduling. 

While it was not initially labeled nongrading, but was viewed as 

various grouping procedures, the flexibility of grouping patterns 

within the teams eventually led to a nongraded approach. Table 3 

shows the range of achievement within each grade level, second 

through sixth, in the subject areas of reading and arithmetic as 

they were reported in the spring of 1966 at Pajarito Elementary 

School in Los Alamos. 

Table 3. Sample Range of Achievement Test Scores—Grades Two 
Through Six 

Grade Subject Scores Range 

2nd 

3rd 

4th 

5th 

6th 

Reading 
Arithmetic 

Reading 
Arithmetic 

Reading 
Arithmetic 

Reading 
Arithmetic 

Reading 
Arithmetic 

1.3 -- 3.9+ 
1.4 __ 3 . 9 +  

1.7 -- 4.9+ 
2.2 — 4.0 

2.6 -- 7.9+ 
2.7 — 5.5 

2.2 — 7.9+ 
2.4 — 7.8 

3.0 —10.0+ 
4.0 -- 9.7 

2 .6 years 
2 .5 years 

3 .2 years 
1.8 years 

5.3 years 
2.8 years 

5.7 years 
5.4 years 

7.0 years 
5 .7 years 
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The figures in Table 3 were used during a presentation to 

parents to acquaint them with the fact that such ranges in 

achievement did exist and to explain that the Chamisa organiza

tional structure was an attempt to reduce the range with which a 

teacher had to cope. The results were taken from the 1966 edi

tion of the Metropolitan Achievement Tests . 

A set of ten objectives for Chamisa School were developed 

by the principal. Appendix G presents a complete list of the ob

jectives. Most of the objectives dealt with program development 

but objective number V specifically related to the team struc

ture. Objective V statedr 

V. To improve staff utilization through teaming. 

A. Form teaching teams. 

1. Primary team to include grades K-3. 

2. Intermediate team to include grades 4-6. 

B. Appoint a team leader for each team. 

C. Correlate teaching responsibilities through daily 
team planning sessions. 

D. Formation of grade level sub-teams. 

E. Arrange a block of released time each week for de
tailed and long range planning. 

F. Each team member is to become a subject area spe
cialist and be responsible for coordination of that 
subject for the team. 

Two teaching teams were formed. The primary team was 

composed of six teachers; the intermediate team had five members. 

The difference in personnel was due to a difference in pupil 
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enrollment in the teams„ Team leaders had been appointed by the 

principal during the initial selection of personnel in the spring 

of 1967. 

The grade level responsibilities within the teams were as 

follows: 

Primary Team 

Kindergarten--one teacher 

First Grade--two teachers 

Second Grade--two teachers 

Third Grade--one teacher 

Intermediate Team 

Fourth Grade--one teacher 

Fourth-Fifth Grade Combination--one teacher 

Fifth Grade--one teacher 

Sixth Grade--two teachers 

The formation of grade level sub-teams included: 

Kindergarten (two half-day sessions)--a sub-team 

Two first grade classes--a sub-team 

Two second grade classes--a sub-team 

One third grade class—a sub-team by itself 

One fourth grade class, one fourth-fifth grade combina
tion class, and one fifth grade class formed a three 
teacher sub-team. 

Two sixth grade classes—a sub-team 

The special area teachers of music, art, physical educa

tion, and the librarian were considered members of both teams and 

were involved, to varying degrees, in the team planning sessions. 
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Each member of the primary and intermediate teams had a 

regular class responsibility similar to a homeroom, although he 

was not responsible for all phases of instruction for that class. 

Other team members were to share instructional responsibility as 

determined through the team planning sessions „ 

In the winter of 1966, prior to the first year of opera

tion, three suggestions for released time schedules, to allow for 

team planning sessions, were submitted to the central administra

tion (see Appendix A). The alternatives presented included a re

vised schedule which would maintain the same number of hours per 

week of student attendance but would allow one half-day released 

time each week. A second alternative was to permit an early dis

missal of students one hour early one day each week. The third 

suggestion required that the special subject teachers, who were 

not assigned to Chamisa on a full time basis, be scheduled to 

allow simultaneous scheduling of special classes for all classes 

of a sub-team resulting in the releasing of the sub-team teachers 

for an extended planning period during the school day. 

None of the alternatives were approved at this time. The 

superintendent stated that enough other changes were being imple

mented to make it undesirable for a change in time schedules. 

Team planning sessions were held during the lunch hour and after 

school for the first year of operation. From October 1969 

through June 1970 Chamisa was allowed to implement proposal num

ber two. All students, except the afternoon kindergartners, 
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were dismissed at 2:00 P.M. each Monday. This permitted a re

leased time planning session of one and one-half hours per week. 

Additional team planning was still carried out on the teachers' 

own time. 

During the 1970-71 school year all elementary schools in 

the district were granted released time for planning. The sched

uled school starting time was changed and teachers had the first 

forty-five minutes each morning for planning. 

Team planning proved to be a necessity to the successful 

operation of team teaching. It was discovered that a great deal 

more planning was required for a team taught program than for the 

traditional self-contained classroom organization. 

The First Year 

The Chamisa faculty first met as a group during the pre

school workshop in August 1967. During the three and one-half 

day workshop they were oriented to the organizational structure, 

had opportunity to discuss the philosophy of team teaching among 

themselves and with Dr. John Thomas, a consultant from New Mexi

co State University, and began to organize and plan for the open

ing of school. 

The faculty also participated in a separate four-day 

district wide pre-school workshop involving all Los Alamos 

teachers „ This workshop consisted of a general district wide 

faculty meeting at which time all personnel were welcomed by the 

superintendent and representatives from the community. Various 
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central office personnel presented items of information to the 

faculty. Work sessions for each grade level, special instruc

tional and subject matter areas, were held to acquaint the staff 

with curriculum changes and newly adopted textbooks. Separate 

staff meetings were conducted in the individual buildings and 

planning time was provided to prepare for the opening of school. 

As was mentioned in Chapter 4, Chamisa's building was not 

ready for occupancy in September 1967 so the 1967-68 school year 

was begun at Pinon Elementary School, a school of traditional 

architectural design. Two separate student bodies, faculties, 

and administrations were operated at the same time in a facility 

designed for operation of one traditional program. 

Students were assigned to heterogeneously grouped home

rooms o During the five and one-half month stay at Pinon School 

some teaming at grade levels was accomplished. The initial en

thusiasm of the faculty and the students began to wane and as 

each anticipated moving date was postponed, due to construction 

complications, the dimming enthusiasm was vocalized. When the 

final moving date was set and it was realized that this time the 

much anticipated move would occur, enthusiasm was revived. An 

aura of expectancy encompassed all personnel. The physical move 

into the new structure rekindled the desire to implement the team 

organized program. 

The re-ignited enthusiasm continued throughout the remain

ing three and one-half months of the school year. All staff 



93 

members began to realize the tremendous amount of time required 

to successfully implement the program to which they had ascribed. 

In addition to school time planning sub-teams and individuals 

were observed planning and preparing late at night, on weekends, 

and on holidays. A willingness to expend this extra effort was 

considered by the principal an expression of the staff's belief 

in the organization and program and a desire to see that it oper

ated successfully. Another reason for this desire was that other 

educators, parents, and interested community members were observ

ing closely the operation of Chamisa School and each faculty mem

ber wanted to be viewed as a member of a successful endeavor. 

Ego as well as professional pride was involved. 

In April and May of 1968 the staff discussed possible or

ganizational changes or modifications for the next school year. 

An anticipated increase in enrollment would add two additional 

teachers to the faculty which would allow a realignment of team 

structure. Alternatives discussed included grade level teams; 

one large team at both primary and intermediate levels ; multi-

grade level teams such as K-l, 1-2, 2-3, 3-4, 4-5, 5-6, or K, 

1-2, 3-4, 5-6. It was decided by the faculty, through a series 

of meetings, that during 1968-69 all students at a particular 

grade level would be assigned to the two teachers at that level 

rather than to individual teachers in a homeroom situation. In 

effect all students in a given grade level comprised one team 

with two teachers responsible for the instruction of these pupils 
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in all subject areas except reading which was taught in a modi

fied Joplin Plan where children were grouped according to their 

reading level without regard to their assigned grade level. More 

is said about this in Chapter 6. 

The Second Year 

The organizational structure for the 1968-69 school year 

was similar to that of the first year. Two large teams, one 

primary and one intermediate, each with an appointed team leader, 

were subdivided into grade level sub-teams„ Each sub-team, with 

the exception of the kindergarten, was composed of two teachers. 

The sub-teams were responsible for the planning, preparation, 

execution, and evaluation of the instruction for their studentsc 

Sub-team planning was performed daily. Meetings of the primary 

and intermediate teams were held at least once a week and more 

often if needed„ 

The team leaders were responsible for developing the 

agenda and conducting their respective team meetings. Additional 

responsibilities of the team leaders included ("The Role of Mid

dle Management" n.d., n.p.): 

1. Assist in the development of the most effective 
educational program for students assigned to their team, 
including evaluating instructional programs, planning 
and utilizing appropriate teaching strategies, and as
sessing progress of each pupil in the team on a sched
uled basis . 

2. Serve as a leader and teaching member of a team. 

3. Serve as a liaison between team members, adminis
trators, and other special school personnel. 
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4. Plan and direct the work of noncertificated per
sonnel of the team. 

5. Confer with the principal concerning profession
al development of team members. 

Team leaders were considered as holding positions classi

fied as middle management. This position gave opportunity to in

dividuals , who qualified, for a higher salaried position without 

having to move out of a teaching situation. Qualifications for 

appointment to the position of team leaders included ("The Role 

of Middle Management" n.d., n.p.): 

1. Be a superb classroom teacher. 

2. Have ability and desire to assume a leadership 
position. 

3. Have ability to work with other teachers as a 
member of a team. 

4. Have knowledge and ability to evaluate programs, 
teaching techniques, and student progress. 

5. Be perceptive and innovative with instructional 
programs. 

Team leaders received a $200 increment in addition to 

their teacher salary. 

During the first four years of operation of Chamisa 

School three team leaders were appointed. The primary team 

leader served all four years. The intermediate team leader was 

changed after the first year when a more experienced teacher was 

assigned to the faculty and replaced the original team leader. 

The original team leader remained a productive, contributing mem

ber of the team and appeared to have profited from her experience 
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but did not desire to continue in that capacity at Chamisa or any 

other school in the district. She preferred not to have any ad

ministrative responsibilities and would rather devote full time 

to teaching. 

Combined primary and intermediate team meetings were held 

whenever either or both teams deemed it necessary. Such meetings 

were held to articulate curriculum decisions which would affect 

the other team, to keep other faculty members informed, and to 

seek assistance from other faculty members. The principal par

ticipated in as many team meetings as possible. His attendance 

at sub-team meetings was usually on an invitation basis . If a 

sub-team needed his assistance or requested his presence, or if 

he felt a need to attend, he participated. As a result of the 

numerous team and sub-team meetings few general faculty meetings 

were necessary. 

As the year progressed the prevailing grade level team 

structure was examined closely by the staff. The crossing of 

grade levels in the teaching of reading in the intermediate team 

was considered successful by the intermediate teachers. Recogni

tion was given to the fact that graded structure and graded text

books, even in the confines of a team of teachers, did not 

represent a natural and common or single growth pattern for all 

children. 

The realities of child development could not be denied. 

All children in a given grade did not learn at the same rate and 
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the graded structure prevented adequate fulfillment of these stu

dents ' needs . 

At the close of school in June 1969 the decision was made 

by the Chamisa faculty to reorganize into a teamed nongraded 

structure for the next school year. Program considerations, dis

cussed in Chapter 6, were weighed as to possible advantages and 

disadvantages. Since the faculty was of one accord and the pre

requisite attitude favoring a nongraded approach was prevalent, 

the staff left for the summer with the charge to acquaint them

selves with as many facets of a nongraded program as possible. 

The Third Year 

The 1969-70 school year was a new experience for both the 

faculty and the students„ The teamed nongraded structure had two 

large teams which were subdivided into four sub-tearns . The pri

mary sub-teams were labeled sub-team A and sub-team B. Sub-team 

A was composed of three teachers and all children formerly classi

fied as kindergartners and first graders . Sub-team B had four 

teachers and students formerly classified as second and third 

graders. The two intermediate sub-teams were designated as sub-

teams X and Y. Both of these sub-teams were comprised of three 

teachers and children formerly thought of as fourth, fifth, and 

sixth graders. Teachers of each sub-team were primarily respon

sible for the instruction of those children assigned to their 

sub-teams but cross-teaming did occur. Cross-teaming involved 

the movement of students and/or teachers between the sub-teams. 



98 

Figure 6 is an organizational chart for the 1969-70 

school year. 

Principal (1) 

Secretary (1) 
Custodians (2) 

Primary Teams Intermediate Teams 

Team Leader Team Leader 
(teaching member of a team) (teaching member of a team) 

Team A Team X 
Teachers (3) Teachers (3) 
Students (103) /Students (76) 
(K - 48) \ / (4th - 29) 
(1st - 55) \ / (5th - 22) 

/ (6th - 25) 

Team B \ / Team Y 
Teachers (4) \ J Teachers (3) 
Students (118) \ / ^Students (77) 
(2nd - 57) \ / (4th - 33) 
(3rd - 61) \ \ / // (5th - 23) 

\\ !/ (6th - 21) 

Special Area Teachers 
Library Media Specialist (1) 

Art (part-time) 
Music (part-time) 
P.E. (part-time) 

Figure 6. Chamisa Organizational Chart 1969-70 

While the organizational pattern had been determined, 

areas which required further attention included: 

Public Relations: The parents needed to be aware of what 

was being done and not be made to feel left out. The principal 

decided that a written explanation of the organizational change 

would be sent home with each student on the first day of school. 
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Appendix H is a copy of the letter sent to the parents . A pre

sentation by the principal and teachers of each team would also 

be made at the September Open House P.T.A. meeting. 

Reporting: A new reporting tool, more appropriate to the 

nongraded program, needed to be devised. The principal decided 

that a reporting conference with the parents would be held at the 

end of the first reporting period and for additional periods un

til an adequate reporting system was developed „ 

Promotion: Promotion would be continued progression 

within the team, A team change would normally occur after two 

years for sub-teams A and B and after three years for sub-teams 

X and Y. This policy, set by the Chamisa faculty and approved by 

the superintendent, would not preclude a student spending more or 

less time on a sub-team if it was deemed appropriate for the 

student. Normal progression through Chamisa School would take 

seven years if a student began and finished his elementary school

ing at Chamisa. 

Kindergarten: While the kindergarten was considered a 

part of sub-team A, along with students normally classified as 

first graders, the actual integration of beginning kindergart-

ners with first graders could not be accomplished from the outset 

of the school year. Some basic orientation to a school situation 

was necessary before a new kindergarten student could profit from 

assimilation into a multiage multigrade team. In actual 
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operation few kindergartners were participating with first grade 

members of the team before the second semester. 

Student Classification: How would the student be re

ferred to if he was not assigned a grade designation? Students 

could be designated as first, second, and third year team members 

of their respective teams. This was a problem which plagued fac

ulty and students as well as parents as neither group could eas

ily break the habit of referring to students by the grade level 

to which they normally would be assigned. In attempting to re

late the organization and program to other educators, as well as 

lay people, it was necessary to qualify statements about pupil 

placement and performance in terms of grade levels . A common 

question asked the faculty when discussing the Chamisa operation 

was, "Yes, but what grade level is that equivalent to?" 

Initial Pupil Placement: Each pupil's reading ability 

was a major consideration for initial sub-team assignments. 

Children reading at similar levels of ability were placed on the 

same team0 Caution was taken not to assign all slow or all able 

students to the same team. 

Faculty Assignments: Assignment of faculty to nongraded 

teams was not a major problem. The primary sub-teams merely re

quired a combining of the kindergarten and first grade teachers 

to form sub-team A and the second and third grade teachers were 

combined to form sub-team B. The intermediate teams required 

more consideration since the teachers comprising the former grade 
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level teams would be separated. Personalities were evaluated, by 

the principal, in terms of who would probably work better with 

whom. Strengths and weaknesses of subject matter competencies 

were considered. The team leaders were consulted for their opin

ions as to the best possible personnel arrangements. Faculty 

turnover was also taken into consideration. New faculty members 

were assigned to sub-teams with teachers of proven ability and, 

where possible, to experienced teachers who could best assist the 

new member to adjust to the new situation. 

Student teachers from Adams State College, Alamosa, Colo

rado, and the College of Santa Fe, Santa Fe, New Mexico, were 

trained at Chamisa School during all but the first year of Cham-

isa's operation. Student teachers were assigned to a team with 

one of the team members acting as the cooperating teacher and 

being responsible for the activities of the student teacher, al

though all members of the team were called upon at various times 

to assist with the student teacher's training. 

The 1969-70 school year was completed with no changes 

made in the organizational structure. During the year the en

rollment increased to a point which, if maintained, would not 

allow for normal enrollment gains the next year without creating 

severe overcrowding. In order to compensate for the anticipated 

enrollment gains for the 1970-71 school year the boundaries of 

the Chamisa attendance area were changed resulting in the trans

fer of approximately eighty students from Chamisa to Pinon Ele

mentary School. 
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Based on the predicted enrollment for 1970-71 a revision 

was required in the team organization. Four possible new staff

ing patterns were presented to the faculty for their considera

tion. Table 4 shows the four plans which were presented to the 

faculty. The figures in Table 4 pertaining to aides were pro

jected. Aides had been requested but no decision had been 

reached by the superintendent. 

After much faculty discussion Plan number 3, which re

quired little organizational change, was selected. Based upon 

this decision plans were formulated for the 1970-71 academic 

year. The staffing pattern was quite similar to the existing 

pattern with only the number of students and teachers assigned 

to each team being altered. 

The Fourth Year 

The projected enrollment for the 1970-71 school year was 

miscalculated. More new homes than anticipated were constructed 

within Chamisa's new boundaries resulting in a larger pupil at

tendance than the organization could satisfactorily accommodate. 

During the second week of school one and one-half addi

tional teachers were added to the staff. The one-half teaching 

position was the restoration of the kindergarten teacher to a 

full time position, teaching both a morning and an afternoon 

session. 
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Grade Level Projected Enrollment Projected Faculty 

Plan #1: 

Kdgn 32 + aide 
1 - 2  77 3 + aide 
3 - 4  82 3 + 1 aide 
5 - 6  88 4 

Plan #2: 

Kdgn 32 \ \ aide 
1 38 2 
2 - 3  8 1  3  +  ̂  a i d e  
4 44 2 
5 - 6  8 8  3  +  \  a i d e  

Plan #3: 

K - 1 70 2^ + \ aide 
2 - 3  8 1  3  +  i s  a i d e  
4 - 6  4 5  2  
4 - 6  8 2  3  +  ̂  a i d e  

Plan #4: 

Kdgn 31 \ \ aide 
1 - 2  7 7  3 + 1  a i d e  
3 42 2 
4 44 2 
5 - 6  8 8  3 + 1  a i d e  

During the first week of the new school year possible re

shuffling of the organizational pattern was considered. The pat

tern being sought was one which would result in an equitable 

pupil-teacher distribution ratio. Student enrollment was quite 

heavy in the third grade but did not warrant an additional teach

er full time at that level. Both intermediate sub-teams had 
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large enrollments. The decision was made by the principal, after 

consultation with the faculty, to create sub-team Z which would 

draw its students from the two existing intermediate sub-teams, 

X and Y, and take some of the overload from the third grade por

tion of sub-team B. Sub-team Z was composed of two teachers, one 

taken from sub-team X, and the newly assigned teacher, and stu

dents usually classified as third, fourth, and fifth graders. 

The movement of the third grade students from sub-team B 

to sub-team Z involved physically changing from the primary pod 

to the intermediate pod. These students were the oldest in the 

primary team but now would be the youngest in the intermediate 

team. Because of the changes involved it was considered neces

sary to contact the parents of the fifteen students selected. 

The principal telephoned the parents, explained the situation, 

and gave them the choice of having their child remain with sub-

tean B or being transferred to the newly created sub-team. All 

parents chose to have their children move to sub-team Z, although 

two months later, one parent requested that her child be returned 

to the primary team. The student was returned. 

In attempting to determine which third grade students 

should be transferred the faculty members concerned, along with 

the principal, decided upon the older more mature and academi

cally capable as those pupils who could more readily adjust to 

working and playing in the new situation. While fourteen of the 
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fifteen students did adapt well to the intermediate team a situ

ation was created which was not anticipated. 

With the move of the more able and mature students from 

sub-team B a vacuum of student leadership was created within the 

sub-team. The teachers of the sub-team also reported that they 

experienced frustration in not having any third grade level stu

dents of high capabilities „ They felt less challenge as a result 

of the move and recommended that if such a change were required 

in future years that a different set of criteria be used in 

choosing the pupils who would transfer. 

The resulting new organizational pattern is presented in 

Figure 7 „ The primary team remained two sub-teams, A and B, but 

sub-team B was fifteen students smaller. The intermediate team 

changed from a three teacher sub-team X and a two teacher sub-

team Y to three two teacher sub-teams, X, Y, and Z. 

All parents were notified of the change in the interme

diate teams' organization by means of a notice taken home by the 

students . The reorganization necessitated regrouping many of the 

intermediate team students „ In an attempt to alleviate antici

pated disappointment by those pupils who were shifted to another 

sub-team the reasons for the needed change and the educational 

benefits of smaller teams were explained to them. 

The superintendent's approval had been given during the 

summer to hire two full time instructional aides. Prior to this 

time volunteer aides were used on a part-time basis. During the 

1969-70 year thirty-two mothers were used throughout the building. 
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Principal (1) 

Primary Teams 

Secretary (1) 
Custodians (2) 

Intermediate Teams 

Team Leader Team Leader 
(teaching member of a team (teaching member of a team) 

Team A Team X 
Teachers (3) Teachers (2) 
Students (86) -Students (57) 
(K - 38) \ / (4th - 14) 
(1st - 48) \ / (5th - 14) 

/ (6th - 29) 

Team B \ / Team Y 
Teachers (3) \ / Teachers (2) 
Students (82) \ / Students (57) 
(2nd - 49) \ \ / / (4th - 20) 
(3rd - 33) \ \ / / (5th - 22) 

/ / (6th - 15) 

/ / Team Z 
/ / Teachers (2) 
/ / ,Students (57) 
// / (3rd - 17) 
// / (4th - 15) 
U/ (5th - 25) 

Special Area Teachers 
Library Media Specialist (1) 
Instructional Aides (2) 

Art (part-time) 
Music (part-time) 
P.E. (part-time) 

Figure 7. Chamisa Organizational Chart 1970-71 
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Twenty of the thirty-two mothers assisted in the library program 

and twelve acted as non-teaching aides in the classroom. The 

volunteers donated one-half day a week to the school. While 

the volunteers did assist the faculty they were not as productive 

as paid full time trained aides who were able to add continuity 

to the aide program. Ten volunteers continued to be used in the 

library program but only school employed instructional aides were 

assigned classroom duties . 

The term instructional aide defined a person employed to 

assist a teaching team. Any duties of a supportive function5 

related to the learning process, could be assigned an instruc

tional aide providing those duties did not require instructional 

or professional decisions . Duties of the aide were performed 

under the direction of a professional employee. 

The primary responsibilities of an instructional aide 

were in the following areas: 

1 „ Instructional support. 

2. Technological support. 

3. Clerical support. 

4. Monitorial support. 

5. Housekeeping support. 

A complete list of the aides' duties is recorded in Appendix I. 

An instructional aide was assigned to each team with the 

team leader responsible for arranging the aide's schedule among 

the sub-teams. The sub-teamsT use of the aide was left to their 
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discretion as long as such use was within the designated support 

duties referred to in Appendix I. 

The organizational pattern, as described in Figure 7, 

continued without change from the second week of school through 

the entire year, 

Problems Resolved and Unresolved 

While there were no organizational changes instituted 

after the second week of school there were questions raised by 

the faculty members which queried what we were attempting to ac

complish through the teamed nongraded structure. 

Faculty Turnover 

Teacher turnover can be a serious problem in the develop

ment of a teamed nongraded approach. The Chamisa faculty deter

mined that a new faculty member, on the average, required at 

least one year's experience in the organization before having a 

complete working knowledge and understanding of the program's 

operation. The turnover rate at Chamisa, with the exception of 

the first year, was not excessive- Table 5 presents Chamisa's 

turnover figures . 

The most frequent reasons for turnover were the transfer 

of a teacher's husband and maternity leaves. Of the ten faculty 

members who left Chamisa during the four years of this study, 

four were for maternity reasons and three resulted from the 

teacher's husband being transferred from Los Alamos. None of 
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the faculty members who left gave as a reason dissatisfaction 

with Chamisa's organization or program. 

Table 5. Chamisa Faculty Turnover Rate 

School Year 
Number of Full Time 
Faculty Members 

Number Leaving 
Chamisa School 

Percent of 
Turnover 

1967-•68 13 3 23% 

1968-•69 15 3 20% 

1969-70 15 2 13% 

1970-71 14 2 14% 

Personality Conflicts 

Personality conflicts occurred periodically throughout 

the four years covered by this study. The close association of 

individuals with differing opinions, values, methods of operation, 

personalities, and who were encouraged to speak freely, present 

their own ideas, and offer constructive criticism could be ex

pected to produce clashes of one kind or another. 

Some conflicts, such as short term schedule changes be

tween teams, unscheduled interruptions of the teaching day, dis

agreement on disciplinary actions involving students, and 

utilization of unassigned space within the building were consid

ered minor conflicts and were resolved by the individuals in

volved. These minor problems were encountered more often than 

were, what this writer terms, the serious conflicts. More 
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serious conflicts were resolved by face to face confrontation 

with a third party participating as a mediator. This third party 

was most often the principal but occasionally the team leaders 

acted in this capacity. 

Serious problems, which did not occur often, usually de

veloped as a result of an individual or team repressing what they 

considered a conflict or grievance and not discussing it when it 

first occurredc Examples of serious conflicts; which required 

the principal to act as a mediator, included a personality clash 

within a three member sub-team which resulted in a two against 

one situation. The two teachers excluded the third member in 

planning sessions, degraded her teaching ability, and created a 

hostile atmosphere which was evident to other faculty members. 

During the confrontation session the reasons for the clash, which 

were mostly personel, were examined and all three teachers agreed 

to attempt to work cooperatively for the benefit of their stu

dents o At the end of the 1969-70 school year some reassignments 

within the sub-teams were made to eliminate reoccurrence of con

flict,. 

In April 1970 the principal held two meetings with all 

six members of the intermediate teams in an attempt to determine 

what was causing dissension within the team. During the two 

sessions each team member was given the opportunity to express 

himself. Repressed feelings were expressed relating to concerns 

about inadequate planning time, frustrations with curriculum 
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revision duties, and disagreement as to teaching methods prac

ticed by team members. All items were discussed with all six 

team members participating., Reasons were given why particular 

methods were used. Suggestions were submitted for consideration. 

Following the second session the team members expressed the view

point that they understood each other better and would express 

their feelings to team mates in the future . 

Philosophical Differences 

As the Chamisa personnel became more familiar with the 

total school operation some began to question some of the ideas 

which were basic to the Chamisa organization. 

One fallacy exposed was the idea that through a teamed 

nongraded approach student groupings would have a smaller range 

of abilities . Table 6 presents the range of achievement in read

ing and arithmetic for Chamisa students as determined by the 1969 

Metropolitan Achievement Test. The organizational pattern at the 

time of testing was grade level teams. Table 7 presents the 

range of achievement for Chamisa students as determined by the 

1970 Metropolitan Achievement Test. A nongraded team organiza

tion was in operation at this time. A comparison of Table 6 and 

Table 7 reveals that the range of abilities under grade level 

teams and nongraded teams were similar with an actual increased 

range within the nongraded team. When the organizational pattern 

involved grade level teams the greatest range with which a team 

was confronted was in the area of reading at the fifth grade. 
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A 6.2 year range existed (see Table 6). With the nongraded pat

tern an intermediate team, composed of students formerly classi

fied as fourth, fifth, and sixth graders, had a range, in the 

area of reading, of 7.6 years (see Table 7). This range is based 

on the difference of the reading achievement of the lowest and 

highest grade level equivalents of fourth and sixth graders . 

Table 6. 1969 Metropolitan Achievement Test Results 

Grade Subject Scores Range 

1st Re ading 1.5 -- 3.9 2 .4 years 
Arithmetic 1.0 -- 3.2 2 .2 years 

2nd Reading 2.0 -- 4.9+ 2 .9 years 
Arithmetic 2 .4 — 4.7 2.3 years 

3rd Reading 2 .3 — 7.9+ 5 .6 years 
Arithmetic 2 .6 -- 7.8 5.2 years 

4th Reading 2 .7 -- 7.9+ 5.2 years 
Arithmetic 2 .8 -- 7.9+ 5.1 years 

5th Reading 3 .8 --10.0+ 6.2 years 
Arithmetic 4.9 — 9.0 4.1 years 

6th Reading 4.4 --10.0+ 5.6 years 
Arithmetic 4.9 --10.0+ 5.1 years 
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Grade Subject Scores Range 

2nd Reading 1.5 -- 3.7 2 .2 years 
Arithmetic 1.2 -- 3.3 2 .1 years 

3rd Reading 1.9 — 8.4 6.5 years 
Arithmetic 1.6 -- 8.0 6.4 years 

4th Reading 2.3 -- 9.9 7.6 years 
Arithmetic 2.0 -- 8 .8 6.8 years 

5th Reading 2.4 — 9.9 7.5 years 
Arithmetic 2.9 -- 9.2 6.3 years 

6th Reading 4.1 — 9.9 5 .8 years 
Arithmetic 4.6 -- 9.5 4.9 years 

Another question related to the maturity levels of : chil-

dren assigned to the same team. Could the younger children in 

the team work well with the older more mature children? The sub

jective evaluation of the faculty was that in most instances they 

could and were working well together. 

Student groups consisting of two and three year age and 

grade level spans were established in all subject matter areas. 

Table 8 presents examples of the composition of multiage multi-

grade arithmetic groupings. 

The intermediate team pupils were asked whether they pre

ferred or resented working with different aged children. In re

sponse, 69% reported that they enjoyed working with older pupils 

while 61% stated they did not resent having younger students 
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working with them. Complete results of the student questionnaire 

are reported in Appendix P. 

Table 8. Multigrade Arithmetic Groupings 

Arithmetic Total Number Students' Traditional 
Continuum of Grade Level 
Level Students 4th 5th 6th 

D 23 16 5 2 

Beginning E 20 9 11 0 

E 21 2 9 10 

F 17 1 3 13 

Some staff members preferred larger grade level spans on 

the primary team while others adhered to a smaller span. Since 

the intermediate teams had three grade level spans two sub-team A 

teachers indicated a desire to organize the primary sub-teams in

to three grade level span teams. With the exception of these two 

primary teachers all of the other teachers and the principal were 

not in favor of the idea since they were of the opinion that it 

would create too great a span for the very young students of the 

team and that some basic academic foundations, required in the 

lower primary level, might be weakened by requiring the teachers 

to be responsible for an increased range of ability levels . 

The premise that a team of teachers, as opposed to one 

teacher, could better meet the needs of students was questioned. 
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One teacher commented that working with seventy to eighty stu

dents on a team resulted in her knowing each child less rather 

than better. In a staff questionnaire administered in the spring 

of 1971 a question was asked relating to the teachers' knowledge 

of their students . It queried if under the teamed situation the 

teacher felt he had a better understanding of his students . Nine 

teachers answered "yes," one "no," three felt about the same as 

in a self-contained classroom, and one gave no answer. The re

sults of the questionnaire are listed in Appendix 0. 

The majority of full time teachers at Chamisa were in 

agreement with the philosophy of "Teamed Flexibility" upon which 

the school was predicated. On the staff questionnaire, referred 

to above, the following question was asked: 

Are you in agreement with the philosophy, as defined at 

Chamisa, of: 

Team Teaching: Yes 12 No _1 Undecided 1 

Nongrading: Yes 12 No _0 Undecided _2 

Parents were also questioned as to their acceptance or 

rejection of the Chamisa organization. The complete opinionnaire 

is presented in Appendix Q. The following question was asked on 

the parent opinionnaire: 

As defined in the cover letter, do you agree with the 

concept of: 

Team Teaching: Yes 82% No 8% Undecided 10% 

Nongrading: Yes 68% No 20% Undecided 12% 
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The parents were also asked if they preferred Chamisa's 

teamed nongraded organization to a traditional self-contained 

(one teacher) classroom organization. In reply, 78% said "yes," 

while 22% replied "no." 

The parent and student questionnaires revealed that both 

groups were in favor of the organizational structure being prac

ticed at Chamisa School. 

The organizational structure was only the means through 

which the academic program could be implemented. It was the 

vehicle which allowed the program to function. The implementa

tion and functioning of the academic program is explained in 

Chapter 6. 



CHAPTER 6 

PROGRAM DEVELOPMENT 

The success of the nongraded arrangement depends ul
timately on the improvement of curriculum. What is 
especially difficult about running a nongraded school or 
a nongraded classroom is "not" how to organize the pro
gram, or how to group the pupils, or how to report pupil 
progress to parents, or how to set up recordkeeping sys
tems , or how to help teachers solve the numerous other 
administrative problems that arise. What "is" difficult 
is how to solve the "curriculum" problems that the organ
izational scheme raises (Anderson 1966, p. 50). 

While problems of various sorts were encountered the sin

gle most difficult, disconcerting, and frustrating problem, for 

the entire faculty, was the development of a curriculum which 

would adequately meet the needs of all the children attending 

Chamisa School. This problem was not as evident during the first 

two years, when the program was primarily textbook oriented, as 

it was when nongrading was introduced into the program in the 

1969-70 school year. 

Initial Program Planning 

During the planning year, 1966-67, consideration was 

given to the type of curriculum which Chamisa would implement. 

The initial program was to be comparable in content to the exist

ing programs in the other elementary schools. Since drastic 

changes were being contemplated in architectural design and the 

117 



118 

organizational structure would be a departure from the norm for 

Los Alamos, the administration, the superintendent, and the 

Chamisa principal, decided that no major curriculum changes would 

be immediately implemented0 A basal textbook approach, as used 

throughout the district, was to be continued „ Curriculum revi

sion was to be investigated by the faculty. 

Grouping practices within the teams were to be a major 

change from the prevalent self-contained classroom programs in 

operation. Some movement of children, as well as regrouping 

within the school day, was to be accomplished. A student could 

move among groups or remain with a particular group. Children 

were to be grouped freely according to their level of achieve

ment and were not to be restricted by grade designations . 

Ten objectives for Chamisa School were developed by the 

principal. These objectives were: 

I. To maintain high standards of achievement. 

II. To recognize social and physical development along 
with the basic academic disciplines . 

Ill. To identify individual abilities. 

IV. To develop individualization of our program to meet 
the needs of the students. 

V. To improve staff utilization through teaming. 

VI. To implement flexible grouping patterns not bound 
by grade designations. 

VII. To develop independent study habits within students. 

VIII. To provide flexible facilities which can be adapted 
to fit the needs of the educational program. 
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IX. To promote the utilization, by students, of a variety 
of learning materials. 

X. To promote the use of multi-media teaching. 

The complete list of objectives with pertinent sub-topics is pre

sented in Appendix G. 

At one of the two meetings, held to acquaint the parents 

of prospective Chamisa students with the program, it was ex

plained that implementation of the total program would proceed 

slowly. Since this was the first experience for the faculty at 

team teaching extensive grouping was to be limited to the area 

of reading. Other curricular areas were to be included in the 

grouping process after successful implementation of the reading 

program. Parents were assured that traditional methodology would 

be employed in teaching. 

The First Year 

During the pre-school workshop the primary and intermedi

ate teams developed short range plans by which they could begin 

to implement grouping practices. Both teams began operation as 

self-contained classrooms while all students were being diagnosed 

as to their reading level. 

Diagnosis was completed by the third week of school. 

Assignment to a reading group was determined by teacher judgment, 

past records, and results of the Inventory of Phonetic Skills 

(McKee, Harrison, McCowen, Lehr, and Durr 1966b), and the Basic 

Reading Tests (McKee et al. 1966a). During the diagnosis period 
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the teachers were reviewing reading skills taught the previous 

year and conducting traditional classes in other subject matter 

areas. 

By October all reading groups were functioning. The two 

first grades had six reading groups on various levels ranging 

from beginning reading readiness to pre-primer. The second and 

third grade groups ranged in difficulty from grade level 1.1 to 

grade level 3.1, All primary students had an uninterrupted read

ing period of eighty minutes each morning and an additional sixty 

minutes three afternoons each week. 

There were six major reading groups within the intermedi

ate team. They were: pre-fourth grade, fourth grade, transi

tional fourth and fifth grade, fifth grade, sixth grade, and 

advanced sixth grade. Additional sub-groups were formed within 

the major areas. The first eighty minutes of each school day 

were reserved for reading instruction. The children moved to 

their designated reading areas within the pod at a given time 

and returned to their sub-team upon completion of the reading 

session. 

Initial placement of students at particular reading lev

els was considered successful as only a few adjustments were 

necessary during the following months. 

Reading skills explanation sheets were developed which 

were sent home with each report card to inform parents at the 

level at which their child was achieving and what skills he 
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should learn during the remainder of the year. The intermediate 

grades developed a comprehensive list of skills for inclusion 

with the report card. The first grade insert included a check 

list and subjective evaluation. The second and third grade form 

was a written subjective evaluation of each child's reading per

formance. Samples of the reading inserts are in Appendix J. 

As the first year progressed opportunities were sought 

where the teachers could more readily team. During the first 

five and one-half months of the year, while sharing the facili

ties of Pinon Elementary School, physical barriers, including 

walls and the fact that the Chamisa classes were fragmented 

throughout the building, and grade levels were not housed imme

diately adjacent to each other, created hindrances to easy team

ing. Still some teaming did occur. The second grade sub-team 

began grouping for arithmetic. New groups, based on student 

performance in arithmetic, were formed. The children in a read

ing group were not automatically designated the same groups for 

other curricular areas. Because a student had a reading problem 

and performed with a lower level reading group did not relegate 

him to lower achieving groups in other areas. He was placed in 

academic groups based on his performance in each separate aca

demic area in which groups were formed. The intermediate grade 

level sub-teams included units in social studies and science in 

their teaming experiences . 
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With the move to the new building renewed desire to team 

was evident. Each morning's opening exercises were conducted 

with all members of the teams participating at the same time. 

The primary team students circled the sunken center of the pod 

and with one student holding the American flag in the center of 

the pod the pledge of allegiance was recited and a patriotic song 

sung. Similar activities occurred in the intermediate pod. 

An attempt to have children physically move between the 

two academic pods was tried in connection with the reading pro

gram. Four intermediate students, who read on a primary level, 

left the intermediate pod and participated with primary team 

students reading at their level. This proved very unsatisfactory. 

The older children resented leaving their pod and were embarrassed 

by the fact that they were in a group with children from one to 

three grades below them. Discipline problems erupted during the 

period of time the boys were in the primary pod. After three 

weeks there was no evidence of any learning advantage to these 

older students so they were returned to a reading group in the 

intermediate pod. The discipline problem ceased and the pupils 

read no worse than they had while grouped with the younger chil

dren. No future changes involving the switching of children from 

the intermediate to the primary pod were attempted. 

By spring of the first year all sub-teams were also 

grouping for arithmetic, although the grouping was within the 

grade level sub-teams and did not, as with the intermediate team 
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reading program, encompass all students in the pod. Instruction 

was textbook oriented. 

A number of large group, multi-grade instructional ses

sions were conducted by the intermediate team in conjunction with 

language arts„ Three video-tape lessons and five presentations 

by resource persons from the community were held. The lesson 

format included a general presentation to the entire team in

volving grades four through six. Following the presentation the 

students reverted to sub-team organization for follow-up activi

ties or clarification at grade level. 

A two and one-half day in-service session was conducted 

in late April by Mr. Ron Mclntire and Dr. Madeline Hunter of the 

University of California at Los Angeles Laboratory School. Mr. 

Mclntire observed classes, presented demonstrations, participated 

in team planning sessions, and conducted faculty meetings at 

which time he discussed his observations and gave suggestions for 

possible inclusion in Chamisa's program. Dr. Hunter presented 

her concept of team teaching and nongrading, toured the facility 

giving suggestions as to possible uses, and held a lengthy cri

tique with the faculty. These two and one-half days proved to be 

valuable in that comments made by both consultants bolstered the 

staff's spirits and reinforced their belief that they were pro

gressing satisfactorily in the implementation of the "Teamed 

Flexibility" program. After her visit to Chamisa School, Dr. 

Hunter stated that the Los Alamos School System is "well on its 
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way to increasing its excellence (Santa Fe New Mexican, April 21, 

1968)." In the April 19, 1968, edition of the Santa Fe New Mexi

can, in an article entitled "Chamisa School Praised," Mr. Mc-

Intire praised the design of the school, the community support, 

and the program of Chamisa School „ 

An unanticipated problem developed in the grouping pro

cedures . While much has been said about the flexibility of the 

grouping patterns and it was stated that a child could progress 

from group to group whenever he was ready, this was easier said 

than done „ As individuals began to progress more rapidly than 

the group to which they were assigned, and it appeared that they 

were ready to move to a new academic group, the teachers con

cerned, the receiving and sending teachers, simply arranged the 

switch. It was discovered that the group to which he was being 

transferred had also progressed and usually was as far ahead of 

him as he was ahead of his original group. Because the faculty 

was group oriented it was difficult to assimilate the transferee 

into the new situation. 

As more students experienced this shortcoming in the 

grouping procedures it was realized that some changes had to be 

made. Individualization needed to be integrated into the pro

gram. There appeared to be no easy answer to the problem as long 

as the traditional grade level oriented curriculum guides were 

used. The faculty decided to develop a new curriculum guide 

which would be more applicable to the Chamisa program. No one 



125 

on the staff had ever developed a curriculum guide and did not 

realize the amount of work involved. 

In the waning days of the school year the faculty real

ized they would not be able to develop a new curriculum before 

the end of the school year. A request to have some of the fac

ulty hired for a portion of the summer to develop a guide was 

presented to the superintendent. Approval was granted and money 

allocated for two staff members to be employed for a six-week 

period. Two members of the intermediate team agreed to attempt 

to develop a reading guide for Chamisa School. 

The task of the summer curriculum workers was to develop 

a continuum of skills which would begin at the readiness level 

and reach all reading skills taught in the elementary school. 

This proved an unrealistic expectation as the teachers were in

experienced at curriculum development and the magnitude of the 

task was too great. 

Shaplin had expressed the problem, which the Chamisa 

staff experienced, very clearly. He (1964, p. 97) said: 

Unfortunately, most team teaching projects start off 
with the assumption that the regular school curriculum 
will remain basically unchanged. The new arrangements, 
however, soon reveal inadequacies in the standard cur
riculum, or demand new variations. Many team teaching 
projects, therefore, soon begin to undertake major re
visions, usually without assistance of curriculum spe
cialists and without budgetary provision for this sort 
of work. Curriculum revision is very time-consuming. 
So is the joint planning and development of new teaching 
techniques and devices. As a result, teachers often be
come overwhelmed by the increased work load. 
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While the two teachers had worked diligently to produce 

the continuum it was little used by the faculty. The two devel

opers of the continuum attempted to use it during the ensuing 

year but admitted it was not easily adapted to the program. 

The ability grouping used in the reading program in the 

intermediate team required that all teachers teach reading at a 

predesignated time, the first eighty minutes each morning. This 

schedule limited flexibility since all teachers had to start and 

stop their lessons at the same time. Another impediment to 

flexibility was the predetermined schedule for special subject 

classes. This is discussed later in this chapter. 

As the 1967-68 school year drew to a close discussion 

centered on the program for the next year. It was agreed by the 

faculty that the program would continue as started and that the 

intermediate team's pod-wide ability grouping would be expanded 

to include arithmetic. 

Consideration was given to the possibility of developing 

behavioral objectives for reading and arithmetic but the faculty 

decided to wait and see what the reading continuum, to be devel

oped during the summer, would be like before becoming involved 

in writing behavioral objectives . There was not full faculty 

agreement that behavioral objectives were necessary. 

The teachers requested more diagnostic tools to help 

place children in the correct academic groups . The principal was 

to secure additional diagnostic tests to be available in the fall. 
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Tentative reading groups for the fall were formulated by 

the faculty. 

The faculty anticipated that the continuum of reading 

skills, which was to be developed during the summer, could be 

used to implement individualization and permit more flexibility 

within the program. 

The Second Year 

At the beginning of the 1968-69 school year there was an 

enrollment increase of ninety-four students over the previous 

year. Two additional faculty members were added. The two new 

teaching positions along with three replacement teachers equaled 

five new faculty members on a total staff of thirteen classroom 

teachers . With approximately 40% of the teaching faculty new to 

the program, time was required to orient them to the operation. 

This orientation used time which could have been devoted to cur

riculum revision. It was previously stated that at least one 

year was considered necessary before a faculty member could func

tion with full efficiency in Chamisa's program. Returning team 

members had to spend time, particularly during the first semes

ter, assisting their team mates. All of this resulted in a 

slower start than had been anticipated. Fortunately all new per

sonnel could be paired with a returning team member. No teams 

were composed of personnel entirely new to Chamisa School. 

Initial grouping of students in reading was quite similar 

to the groupings formulated at the end of the previous year. 
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Stanford Reading (Beatty, Madden, and Gardner 1966) and Stanford 

Arithmetic Diagnostic Tests (Karlson, Madden, and Gardner 1966) 

were administered during the first week of school. Results of 

the diagnosis were tabulated with existing records and, where 

warranted, students were regrouped. 

New groups were formed in arithmetic. Within the primary 

sub-teams the arithmetic groupings were at grade level. The in

termediate team formed arithmetic ability groups similar to those 

in reading. Schedules were arranged so that both the reading and 

arithmetic time was undisturbed allowing complete redistribution 

of students within the pod during these times. Other subject 

matter areas were taught within the grade level sub-teams. 

Most of the instruction was presented through a basal 

textbook approach. The same problem recurred which had existed 

the previous year--students would not remain in neat, easily 

manageable groups but soon after they were grouped and regrouped 

the span within the group would spread making group oriented in

struction difficult o The immediate steps taken to attempt some 

individualization of instruction was to secure additional text

book series so that a multiple text choice would be available to 

the teacher when he attempted to prescribe differentiated learn

ing programs for students within his group. 

Budget limitations did not allow purchase of many texts 

so the teachers prepared lessons from single copies of supple

mental textbooks and workbooks and then duplicating these lessons 
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in the quantities needed. This became an extremely time consum

ing process. Time was needed first to find the supplemental ma

terials and then to prepare them for student use „ 

A search was begun to find commercially prepared materi

als that could be adapted to an individualized approach. It was 

discovered that a number of publishers had sets of duplicating 

masters which coincided with their basal text programs. Master 

sets were purchased0 With the addition of the duplicating mas

ters some of the teacher needs were met. Less time was required 

in preparing materials; now time was needed to classify and co

ordinate the ditto masters according to their use within the 

reading and arithmetic programs. All of the duplicated lessons 

were not applicable so care was taken to use only that which the 

teacher deemed appropriate. 

While the purchase of these additional materials served 

to meet the needs of the immediate situation more thought was 

directed to the problem of long term implementation of an indi

vidualized instructional program. As the faculty discussed the 

problem repeated reference was made to nongrading being a logical 

extension of individualized instruction. 

The staff decided to plan a program which would include 

team teaching, nongrading, and individualized instruction. Sam

ple reading and arithmetic continua, developed by the University 

of Pittsburg for use in their Individually Prescribed Instruction 

program, were ordered. The arithmetic continuum appeared to be 
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an approach which could be adapted for use at Chamisa. The read

ing curriculum was thorough but the faculty decided that it could 

not be adapted easily. The staff decision was to adapt the IPI 

arithmetic continuum to the Chamisa program. The entire IPI pro

gram was available for purchase but the cost was regarded as 

prohibitive- Instead of purchasing the program two Chamisa 

teachers were hired for a portion of the summer to develop an 

arithmetic continuum for use with the anticipated nongraded pro

gram. 

Preparation for implementing a nongraded program included 

ordering a range of instructional materials for the next year. 

Additional sets of duplicating masters, other than those pur

chased earlier in the year, were ordered for reading, arithmetic, 

language arts, and social studies. Copies of supplemental text

books with several copies of the teacher's edition were requested. 

With the advent of individualized approaches children were doing 

much self correction of assignments and single teacher's editions 

were not sufficient „ Large quantities of duplicating masters, 

thermofax masters, and duplicating paper were required to accom

modate the increased usage brought about as a result of individ

ualization. Supplies became an acute problem in later years when 

the nongraded program began full operation. 

Special justification for budget increases were presented 

to the superintendent. Justification was given that a lack of 

multi-level instructional materials was a hindrance to complete 
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success of individualization to meet the varied needs of the stu

dents . It was stated that a basal textbook arrangement with a 

few supplemental texts was not sufficient. Figures were quoted 

showing a 50% increase in the use of consumable materials since 

individualization was begun (PPBES Description Sheet 1970). A 

modest budget increase was granted. 

While academic facets of the program consumed much time 

other aspects of the students' development were not neglected. 

An attempt was made to foster within the pupils the idea that 

school was an enjoyable place and that learning was not distaste

ful. An atmosphere of informality was created in which a certain 

amount of freedom and choice could be exercised by the student. 

A free choice area was designated in each pod, usually it was the 

center area, to which any student could go when they had com

pleted their assignments, at times assignments were completed in 

this area. Within this area children read, played games, talked 

quietly, or just relaxed. No furniture was set up; children sat 

or laid on the carpet or on the steps in the primary pod sunken 

center. Students could come and go but if they created a dis

turbance they were required to return to their sub-team. Free 

access was available to the library also and the soft furniture 

area received much use. 

The atmosphere pervaded instructional areas also as both 

teachers and students were observed seated in relaxed positions 

on the floor for reading groups, discussions, and other activities. 
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When the building was first opened there was no grass on 

the playground and melting snow created a sea of mud which the 

children began to track into the rooms. The students were quite 

proud of their new carpeted building and did not want to get it 

muddy. They began taking their shoes off just as soon as they 

got inside the door and would spend the rest of the day in their 

stocking feet. As long as their feet were clean this was per

mitted . Eventually even some teachers could be observed in their 

stocking feet. 

Each large team acted as a guidance committee in that 

they discussed the needs of various pupils, offered suggestions 

to the teachers involved, and attempted to collectively solve 

problems which affected the students and teachers of that team. 

As the year drew to a close special attention was given 

to individual student records. Each sub-team recorded the point 

to which the pupil had progressed in each subject, so that he 

could be started at that point in the fall and not require time 

loss trying to determine where he left off. Workbooks which had 

not been completed were placed in the child's folder for use in 

the fall. 

A primary and intermediate team member was chosen to 

develop the Chamisa arithmetic continuum during the summer of 

1969. The IPI Continuum along with other arithmetic guides and 

state recommendations were considered in the continuum's devel

opment . The continuum was written with particular attention 



133 

given to determining a desirable sequence for the Chamisa arith

metic program so that a child's growth in mathematics should 

gradually increase in scope and his sequence of learnings would 

be such that he should progress efficiently and continuously from 

level to level„ 

The continuum listed fourteen mathematical concepts which 

were considered essential for elementary students. These con

cepts were numeration, place value, addition, subtraction, multi

plication, division, combination of processes, fractions, money, 

time, systems of measurement, geometry, and special topics „ 

Seven levels of difficulty, labeled A through G, were designated. 

The levels did not correspond to grade levels . Level A was con

sidered the starting point while level G included skills usually 

associated with late elementary or junior high school. Behav

ioral objectives were listed for each concept at each level and 

suggested ideas for teaching the concept were included. Appendix 

K is a sample page from the continuum. 

The Third Year 

The program objectives for the 1969-70 school year, as 

presented to the superintendent, were: 

1. Develop a definition of individualized instruction 
as practiced at Chamisa School. 

2. Implement the individualized approach in at least 
one curriculum area (arithmetic). 

3. Continue development of a reading continuum. 
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4. Begin to organize materials necessary to successfully 
carry out individualized instruction. 

5. Request budget allocation for a group of Chamisa 
teachers to work during the summer to continue col
lection, organization, and development of materials 
for the individualization of instruction. 

6. Pay team members to return early to formulate team 
plans for the new school year. 

7. Continue implementation of the district health and 
social- studies curriculum. 

8. Refine the team approach with an ultimate goal of a 
teamed nongraded program„ 

Appendix L is a copy of the letter in which the 1969-70 objec

tives were listed „ 

A teamed nongraded program was launched. Sub-team A in

cluded students considered kindergartners and first graders. 

Sub-team B was composed of children usually thought of as second 

and third graders „ The formation of these teams merely meant 

assigning children of these grade levels to the new teams. The 

two intermediate sub-teams were designated sub-team X. and sub-

team Y„ Children formerly classified as fourth, fifth, and sixth 

graders were members of each sub-team. This rearrangement re

quired a complete regrouping from the previous year. It was 

decided that students would be assigned to the sub-teams based 

on reading ability. Children who read at similar levels of abil

ity were placed on the same team. Care was taken not to assign 

all slow or all able students to the same team. Each team had 

some slow, average, and above average readers. The rationale 

behind this organization was that each sub-team would be 
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responsible for the reading instruction of their assigned stu

dents and this grouping was an attempt to limit the range of 

reading ability with which the three teacher team would have to 

deal. 

The arithmetic program, using the continuum developed 

during the summer, was implemented. All materials presently on 

hand and newly acquired books and duplicating masters, as well 

as teacher made materials, had to be classified according to the 

levels of the continuum. This was a time consuming process. 

Initially the teachers attempted to classify everything they had 

but soon decided that as they used an item, whether a commercial

ly prepared master, a workbook page, a page from a textbook, or 

something they prepared themselves, they would label it according 

to the concept and the level and file it for future use . Extra 

filing cabinets were placed in the teacher planning centers to 

accommodate these materials. While this was a time consuming 

process when it was completed it would facilitate the easy use 

and manipulation of arithmetic materials in future years . 

Teacher made tests were used to diagnose the performance 

level of students. Assignment to a particular level was based on 

this diagnosis. The intermediate children ranged from levels C 

to F. Arithmetic was scheduled at one time for sub-teams X and Y 

to enable cross teaming to occur. 

Different arrangements were attempted during the year to 

make the best use of the six teachers. One arrangement resulted 



136 

in organizing six groups with each teacher taking one group. 

Some teachers had a combination of levels such as some C and D 

level pupils while other groups were composed entirely of one 

level. A second pattern used was to organize all the children 

into five groups leaving one teacher as a floater. The floater 

assisted teachers as they needed help and also pulled out stu

dents who were having particular problems and gave individual or 

small group instruction. The first plan described was used dur

ing most of the year. 

The primary sub-teams were involved with continuum lev

els As B, and C. Some cross teaming occurred between sub-teams 

A and B but was limited to a very few students. No similar 

arithmetic time was scheduled for the primary pod. Individual 

arrangements were made for those students who crossed between 

teams. 

Difficulty was encountered understanding some of the ob

jectives listed in the continuum. The faculty decided to add 

examples to provide further explanation. Two examples, one sim

ple and one difficult, were written for each objective. The 

various levels were divided among the faculty and they prepared 

the examples. As the continuum was being used the teachers were 

encouraged to write suggested changes in their copy for possible 

revision the next summer. 

The continuum was an asset to the implementation of in

dividualization and nongrading. A student placement sheet was 
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developed to assist the teacher in recording at what point on the 

continuum a student was working. Placement of one of three sym

bols would indicate if the student had completed a particular 

level of a concept with strong, average, or weak understanding. 

A copy of the form is in Appendix M. 

A new Superintendent of Schools took office in July of 

1969. He granted permission for released time for team planning. 

At the first PTA meeting in September the principal explained to 

the parents that teacher planning time was necessary to adequate

ly plan for individual students and that released time for plan

ning during the school day would assist in the implementation of 

individualized instruction. The parents were informed that an 

early dismissal program would start the following week. The 

students were dismissed each Monday afternoon at 2:00 P.M. Much 

of the level classification of the arithmetic program was accom

plished during this released time. 

With the implementation of the nongraded program the 

principal observed that the sub-team members became engrossed in 

their own operation, their sub-team and individual planning, al

most to the exclusion of the rest of the faculty. To remedy this 

situation separate primary and intermediate team meetings were 

scheduled each week so that the sub-teams would maintain communi

cation with each other. A special faculty meeting was scheduled 

monthly for the purpose of maintaining total faculty cohesiveness . 
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Traditional lesson planning did not suffice in the non-

graded individualized program. It was unrealistic to require 

that detailed lesson plans be prepared a week in advance. Since 

individualization involved flexibility of planning, teachers were 

expected to have a general outline of at least two days T plans 

with specific details prepared each day for the next day. Some 

minor problems were created when absences occurred but usually 

one of the other teachers on the team could inform a substitute 

of what was being done „ The only time a lack of plans created 

confusion was when all teachers of a sub-team were absent at the 

same time „ This occurred only twice. 

One of the goals for the 1969-70 school year was to de

velop a definition of individualized instruction as practiced at 

Chamisa School (see Appendix L). The following definition was 

formulated and implemented: "Individualized instruction is an 

attempt to provide for the differences in student attitude, stu

dent achievement, and student interest." It implies the provi

sion for planning and implementing an individualized program of 

studies suited to each student's learning needs and his charac

teristics as a learner„ Individualization is not isolation. 

Pupils diagnosed to have the same learning needs and who perform 

at the same level are taught together. It is possible to have 

varying sized groups as well as one to one instructional situa

tions „ 

Individualization was easy to talk about but applying the 

definition was more difficult. A list entitled, The Teacher's 
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Role in Individualizing Instruction ("Chamisa Teachers' Hand

book," n.d.), was developed by the principal in an attempt to 

make the implementation of individualization easier. The list 

included the following seven steps; 

1. Diagnose each child's strengths and weaknesses. (This 
includes background data, placement test results, 
achievement test results, pretest results, and teacher 
opinion.) 

2. Write initial prescription including instructional 
tasks, self-paced work pages, use of manipulative de
vices or games, group instruction or tutoring. 

3„ Analyze each child's progress through a study of; 
worksheets completed, quality of work done, time spent, 
etc. 

4. Give guidance: explain directions for materials 
(worksheets, text assignments, etc.), read directions 
for non-readers, assign group instruction, encourage 
"buddy" tutoring, conduct large group evaluations, 
and give oral checks. 

5. Administer tests: supervise units and post tests, ad
minister oral portions of the tests . 

6. Analyze the results . 

7. Write the next prescription. 

As the year progressed the teachers became more adept at 

individualizing, particularly in the area of arithmetic. Teach

ers were observed by the principal preparing diagnostic tests, 

testing individual students, prescribing instructional tasks 

based on the diagnosis, and giving individual guidance. 

The district social studies curriculum was designed with 

specific content for designated grade levels. If this format was 

followed then the intermediate teams would have to revert to 
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grade levels for social studies instruction. This would contra

dict the nongraded program under development. The intermediate 

team teachers decided to devise a nongraded social studies pro

gram. Since a student would remain with the same intermediate 

team for three years it was necessary to develop a cyclical ap

proach,, Under the cyclical program each student would be taught 

the concept of the basic curriculum,'as required by the state 

and school district, but not necessarily in the sequence dictated 

by the traditional grade levels . 

With a three-year cycle a different content area would be 

taught, within the team structure, rotating the content each year 

until all three phases had been taught. The cycle would then 

repeat. 

There were prerequisites on the part of the teachers, 

with regard to content, which had to be observed if the cycle 

was to be successful. Assignments were differentiated based on 

the previous exposure of the pupil to the topic, his individual 

capabilities and his limitations. The teacher's presentation 

would of necessity be adapted to the group with whom he was work

ing. This meant that one standard presentation would not be ade

quate for all members of the team. 

A problem of appropriate materials developed when this 

program was implemented. It was difficult to obtain a multiplic

ity of materials at varying levels which were related to the same 

topic. Different grade level textbooks were secured and with the 
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assistance of the Chamisa librarian materials from local schools 

and the public library were made available to the teachers . This 

program was more expensive than a traditional program because 

materials other than a basal textbook were necessary. 

A similar attempt was tried with science except that a 

three-year cycle was not developed. A particular topic, such as 

Machines, was chosen by the teacher.' Information dealing with 

the topic was presented from different grade level textbooks, 

usually fourth, fifth, and sixth grades- Assignments which in

cluded additional reading, individual and group experimentation, 

and limited library research were made at the level at which the 

student was performing. This level was determined by teacher 

judgment. 

As the end of the year neared concern was expressed by 

the staff as to the best way to record the nongraded status of 

each student. For example, how would a student be classified if 

transferred to a traditionally organized school? A form enti

tled, Chamisa School Nongraded Progress Report (Appendix N), was 

devised by the faculty. The form provided space for the stu

dent's name, the date, the team assignment at Chamisa, and the 

grade level equivalent at which he was working„ Symbols were 

designated which when placed in the appropriate subject matter 

columns indicated whether the student was above, on, or below 

his grade level equivalent. Subjective comments could be made 

in the space for social studies and science. The basal text 
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and/or other reading materials being used could be recorded. On 

the bottom of the form was a space for any remarks the teachers 

might wish to make. 

The progress report was completed each year for all stu

dents and was filed with his permanent records . A copy of this 

report was sent with other records to the new school of any 

transferee. The information on this' form helped in the placement 

of students, particularly when they changed teams. 

A review of the year's program objectives revealed that a 

definition of individualized instruction had been developed . In

dividualization was implemented in the area of arithmetic. Ma

terials were being organized to assist the individualized program. 

A budget request to allocate money for a group of Chamisa teachers 

to work during the summer was submitted. Team members were not 

paid to return early for the purpose of formulating team plans 

for the new school year. The health and social studies curricu-

lums were implemented but in a form which was changed from the 

original district curriculum guide. The teaming was refined. 

Little was accomplished on attempting to develop a reading con

tinuum. 

A benefit derived from the successful development of the 

arithmetic curriculum was that the district decided to develop 

new curriculum guides, along a continuum of skills approach, in 

all curricular areas. This would be a long range project, cover

ing approximately five years, with certain subject matter areas 
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being worked on each summer. With the district assuming this 

responsibility it relieved the Chamisa staff of much of this 

burden. 

In the summer of 1970 representatives from all schools in 

the district were hired to develop curricula. The Chamisa Arith

metic Continuum was revised for use by all schools. 

The Fourth Year 

Plans for 1970-71 were concerned with refining the pro

gram developments started the previous year. The teamed non-

graded approach remained in effect. The teachers had a year's 

experience and were more confident of their ability and the proc

ess of individualization. A very small faculty turnover, only 

two new teachers, aided the continuity begun during the preceding 

year. 

A reorganization of the intermediate sub-team structure 

was required after the first week of school but the new organi

zation did not affect the program. 

The main program change instituted involved each sub-team 

being completely responsible for all phases of instruction, other 

than art, music, and physical education, for all students as

signed to their sub-team. This change was instituted to give 

each sub-team more flexibility. No pod-wide groupings for spe

cific subject areas, as had been done in reading and arithmetic, 

were scheduled. The elimination of the modified Joplin Plan of 

grouping for reading and arithmetic returned a great deal of 
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flexibility to the sub-teams. No longer was close coordination 

required among sub-teams regarding time schedules . Each sub-team 

was free to determine its own schedule. 

The fourth year of operation was much less hectic than 

the first three „ There was still involvement with curriculum 

development, refinement, and modification but to a lesser degree 

than before . Time was available for a more thorough individuali

zation of the instructional program. 

During the second semester the primary team was involved 

in the use of teaching machines. Both sub-teams A and B were to 

evaluate two different teaching machines, The System 80 and The 

Talking Page, in relation to Chamisa's program. Each company's 

representative instructed the faculty on the operation of the 

machines and provided the necessary equipment and programs. At 

the end of the semester the primary teachers' report indicated 

that the machines were nice but that for the amount of money in

volved in the purchase of either machine they could have more 

aide help which they considered more valuable than the addition 

of teaching machines. They stated that in relation to cost 

neither machine provided assistance to them or resulted in any 

appreciable change in student learning. Based on the teachers' 

evaluation no teaching machines were purchased. 

Many visitors came to Chamisa School. Both students and 

staff became accustomed to having strangers wander through, ob

serve, and ask questions. Over 2,000 persons from all over the 
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country came to observe both the physical facilities and the pro

gram. 

As each year drew to a close plans were formulated for 

the next year. No changes in program or organization were 

planned for 1971-72. The principal was to be on leave of absence 

and the superintendent instructed the principal's replacement to 

maintain the operation as it existed in May of 1971. 

Special Area Programs 

The special subject areas were considered to be library, 

art, music, and physical education. The librarian was a full 

time Chamisa faculty member, the other specialists served more 

than one school. The amount of time they were assigned to a 

building was determined by each school's enrollment. 

Library 

The function of the library media center went far beyond 

dispensing books. It served as a hub of the school with facets 

of the program revolving around it. The librarian and teachers 

worked and planned together to utilize a variety of media which 

would meet the individual interests, needs, and abilities of the 

pupils. Classes and/or portions of the sub-teams had regularly 

scheduled weekly sessions as well as other periods arranged 

through teacher-librarian planning. Students were allowed free 

access to the library media center. They could come to the cen

ter anytime they were free in their team, and had their teacher's 

permission. 
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The media center was open before school and during a por

tion of the noon hour. No fines were charged for overdue books. 

The records were checked periodically and a child who had a book 

out for what seemed an unusually long time would be contacted to 

see if he was finished and ready to return it to the library. 

The librarian was responsible for the instruction of the 

proper use of all audio-visual equipment available in the library. 

Once a child had demonstrated his ability to properly use the 

equipment he was permitted free access to it. A student could 

come to the media center, select the item he desired, use it, and 

then return it to the proper shelf without seeking permission 

from the librarian or a volunteer aide . Children were being 

taught self-reliance as well as the skills with which to function 

in a library. 

The librarian served the faculty as a resource person 

also. The staff informed the librarian of their needs with re

gard to future areas of concentration in their program and the 

librarian gathered all the materials available locally. 

The volunteer mothers in the library assumed time consum

ing duties such as carding, cleaning, and shelving books enabling 

the librarian to devote more of her time to students and teach

ers . 

Art 

The art program was based primarily on a once a week for

mal art lesson taught by an art specialist. During the first two 
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years of Chamisa's program a very traditional art program was 

operated. Follow-up was conducted in those teams where a team 

member was art conscious, otherwise the forty-five to sixty min

utes with the specialist constituted the art instruction. 

During the last two years of the study additional time 

was secured for the art teacher. A time of art laboratories was 

scheduled. During these periods special groups of students were 

given additional art instruction. Some laboratory sessions were 

devoted to students who exhibited a talent for art expression. 

Other sessions were designed for pupils who needed an opportunity 

to develop better small muscle coordination. A free time lab was 

operated to enable students to finish projects which had not been 

completed during a regular art class . 

The art teacher was given the opportunity to plan his own 

program. He did receive suggestions from the faculty of curricu

lum areas which they desired correlated with art instruction but 

most of the program was of his own choosing. 

Music 

Vocal and instrumental instruction composed the music 

program. All students received one period a week of vocal music 

instruction. This too was a typical vocal music program with a 

textbook for each grade level. 

A volunteer glee club was available to all intermediate 

team students . This group met before school two or three 
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mornings each week. They performed for school assemblies and 

PTA meetings. 

Orchestra, stringed instruments, instruction was avail

able for students classified as fourth through sixth graders. 

Fifth and sixth grade students could participate in band instruc

tion. Both programs were voluntary. Grade level designations, 

defining who could participate, were established at the school 

district level. 

Physical Education 

A physical education program was provided for all chil

dren. Once a week the sub-teams were scheduled for a forty-five 

to sixty minute period of instruction. The program was varied 

by the instructor who divided the class time among developmental 

activities and games. 

During the last two years of this study two laboratory 

periods were scheduled each week. Teachers arranged with the 

physical education instructor for students with particular physi

cal development needs to receive some special attention. 

While the special area teachers were not in the building 

all week the special area rooms were available for the teachers' 

use for follow-up activities at any time they found the roons 

unscheduled. 

Auxiliary Services 

In addition to the aforementioned specialists there were 

also available a guidance counselor, specific learning 
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disabilities teacher, speech therapist, and school nurse. Each 

specialist was assigned to the building a proportional amount of 

time each week. 

The guidance counselor was involved in individual and 

small group counseling, parent counseling, served as a resource 

person for the faculty, and administered individual intelligence 

tests . 

The specific learning disabilities teacher was originally 

designated a remedial reading teacher but the title was changed 

as the scope of the duties were enlarged. During the first two 

years of Chamisa's operation students diagnosed as having a 

learning disability were transported to a central clinic for in

struction. During the next two years the SLD teacher came to the 

building. The latter arrangement proved more benr :'cial as the 

transportation time required previously was a disadvantage to the 

children involved. Loss of class time was reduced when the 

teacher moved instead of the students . 

In addition to teaching, the SLD teacher administered 

diagnostic tests and served as a resource person for the faculty. 

The speech therapist visited the building on a scheduled 

basis. This teacher's prime responsibility was instruction to 

correct speech deficiencies but he did administer hearing tests 

and diagnose children for speech correction training. 

The school nurse was available one day a week. It was 

her responsibility to maintain accurate medical records for all 
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students . She also administered physical examinations, eye 

tests, and hearing tests „ When on duty she also administered 

first aid „ 

Coordination of the various specialists' schedules was 

the principal's responsibility. He met with each specialist at 

the beginning of the school year and they developed the schedule. 

Reporting Procedures 

During the first year a traditional report card, which 

was marked on an A through F scale, was used. 

During the second year of operation a traditional card 

was used but the marking symbols were changed to S for satisfac

tory and N for needs improvement. 

In an attempt to deemphasize marks and to evaluate the 

student at his level of ability the marks were defined as: 

S - Defined as satisfactory for the child's level of 
development. 

N - Defined as needs improvement for his level of 
development„ 

Parents were informed that the S indicated that in the 

teacher's judgment the child was making satisfactory progress at 

his level of maturity and in view of his individual characteris

tics, and no additional outside "push" was needed. The N sug

gested that the teacher perceived the child as one who could 

improve and should make an additional effort to do so. A student 

could receive an N even though he was considered extremely mature 

for his age; this would suggest that he could master the 
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objectives. Conversely, he could receive an S and yet be con

sidered somewhat immature, but progressing on a level at which, 

in the teacher's judgment, he was capable. 

With the advent of a nongraded program in the third year 

a completely new card was devised by the faculty. A copy may be 

found in Appendix 0. The card was composed of seven mimeographed 

pages. Each page pertained to one subject matter area and was 

divided into four parts to correspond to the four nine-week mark

ing periods of the school year. Lines for the subject, student's 

name, teacher's name, and a line entitled progress were to be 

filled in by the teacher responsible for the instruction in each 

subject matter area„ A large space was left for the teacher to 

write a subjective evaluation of the student for that particular 

subject for that nine-week period. Five areas of attitudes and 

work habits were available for an S or N mark. 

The teachers reported that it took them longer to com

plete this card than to complete a traditionally marked letter 

grade card. They attributed the increased time to the difficulty 

they encountered in trying to be creative in writing subjective 

evaluations of every student in seven subject matter areas. 

During the first reporting period a twenty minute con

ference was held with the parents of each student. The report 

card was sent home prior to the conference . School was dismissed 

at noon each day of conference week. The conferences were sched

uled between one and four o'clock. Only cards were issued at 

each of the three remaining reporting periods „ 
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During the fourth year the superintendent requested that 

the fourth, fifth, and sixth grades, the intermediate team at 

Chamisa, in all elementary schools use a card designed to be 

transitional between the elementary schools and the junior high 

schools. This was a traditional card with the letter grades A, 

B, C, and D being given in the subject areas of English, mathe

matics, science, and social studies, and S and N were used for 

handwriting, reading, spelling, attitudes, and work habits. The 

subject areas which received the A, B, C, and D grades were the 

same as those where these grades were given in the junior high 

schools. Those subjects marked S and N were not reported in 

junior high school. 

In a letter to all parents (see Appendix P), the super

intendent related that the report card marks were to be deter

mined on the progress which their child had made in relation to 

his capacity to learn based upon tests and staff experience and 

judgments. This approach was to result in each student working 

in competition with himself rather than being judged by rigid 

grade level standards. This emphasis was considered particularly 

important in the primary grades so only S and N marks were used 

at that level. 

On the bottom of the report card was a space in which to 

indicate to what grade level the student had been promoted. If 

the student was leaving Chamisa a grade level was assigned; if 

he was remaining at the school one of two assignments was 
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written in, either A Primary Team or An Intermediate Team. This 

was another attempt to continue the nongraded philosophy. 

During the 1970-71 school year children's progress was 

reported in the following manner: 

First reporting period — report card and parent conference 

Second reporting period — report card only 

Third reporting period — parent conference only 

Fourth reporting period — report card only. 

In an opinionnaire administered in May of 1971 parents 

were asked the type of report card they preferred. Their answers 

were: 

41% preferred a written subjective card 

43% preferred a traditional A, B, C card 

16% preferred some other form of reporting. 

Staff Development 

A staff development program, also referred to as in-

service training, was planned each year. 

1967-68: During the first year of operation the follow

ing activities comprised the staff development program: 

1. Pre-school workshop with consultant 

2„ Audio-visual training sessions 

3. Participation in district wide grade level meetings 

4. Two and one-half day session with UCLA consultants. 

1968-69: Beginning in the fall of 1968 the district 

assumed more responsibility for staff development, particularly 
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in areas which concerned all teachers regardless of the school to 

which they were assigned. A new health curriculum was to be im

plemented in the 1969-70 school year which included a controver

sial section on sex education, fill teachers were required to 

attend a series of in-service meetings conducted by a health in

structor from the University of New Mexico. Released time was 

granted so all teachers would attend. Staff development activi

ties included: 

1. Sex education classes 

2 . Ten video-tape lessons pertaining to basic arithmetic 
instruction 

3. Staff visitation to observe other teamed programs in 
operation 

4. Participation in district wide grade level meetings. 

1969-70: Some in-service training was voluntary and 

could be taken for college credit. Courses were offered through 

the University of New Mexico9 Adams State College, and the Col

lege of Santa Fe. In the spring of 1970 a class was available in 

The Teaching of Arithmetic. In-service training that year in

cluded : 

1. Voluntary class in teaching arithmetic 

2. Faculty visitation to observe nongraded programs in 
operation 

3. Participation in district wide grade level meetings. 

1970-71: Visitation by all faculty members was scheduled 

both in 1969-70 and 1970-71. The school district paid the ex

penses for the staff to observe innovative programs in operation 



155 

throughout the Southwest. Schools were visited in Albuquerque, 

Denver, Colorado Springs, Austin, Houston, Phoenix, and Tucson. 

During the 1970-71 school year Chamisa's staff develop

ment program was to include the hiring of a consultant for three 

days to observe the program and work with the staff to improve, 

refine, and modify the operation where applicable. Because of a 

reduction of the staff development budget these plans were can

celled . 

A second portion of the program was to include training 

on learning theory but the district decided to include this in a 

district wide program in which the Chamisa faculty was to par

ticipate . 

Staff development for 1970-71 included: 

1. Visitations to observe innovative programs 

2. Participation in a district wide training program on 
learning theory. 

Evaluation 

Subjective evaluations of Chamisa's program were recorded 

in 1969 and 1971. In 1969 a district wide parent appraisal was 

conducted for all Los Alamos schools (Parent Appraisal 1969). 

An Ad Hoc Committee for Appraisal of the Schools, appointed by 

the county PTA, developed a questionnaire (Parent Appraisal 

1969) which was mailed in November 1969 to the parents and 

guardians of all Los Alamos school children, kindergarten through 
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twelfth grade . This was approximately two years after Chamisa 

began operation. 

The questionnaire consisted of thirty-nine questions, 

many with multiple parts, which asked the parents' reaction to 

facets of the curriculum, teaching programs, and parent-school 

and student-school relationships. Results of the questionnaire, 

pertinent to Chamisa School, were extracted from the total parent 

appraisal„ 

Of the 2,500 questionnaires distributed, 1,416 or 57% 

were returned, 127 of the questionnaires were returned by parents 

of Chamisa children. The parents' general rating of Chamisa 

School and its program was interpreted by the faculty as good as 

is evidenced by the responses tabulated in Table 9. 

It is important to note that while these responses came 

from parents who had children attending Chamisa School they also 

may have had children attending a junior and/or senior high 

school . Any response to a given question may have been influ

enced by the experiences of the child at Chamisa or a child at 

one of the secondary schools . 

The 1969 Parent Appraisal was encouraging to the staff. 

While all parents were not in agreement with everything being 

done the majority were satisfied with the program. The response 

in regard to the team teaching organization, 64% rated it 1 or 2, 

reinforced the staff's conviction in favor of this organizational 

pattern. 
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Table 9. 1969 Parent Appraisal Responses" 

Question 1 2 
Rating 
3 4 5 0 

Team teaching 40% 24% 9% 7% 13% 7% 

Grouping according to 
classroom performance 34% 10% 8% 2% 3% 43% 

Amount of individual 
attention your child 
receives 37% 18% 13% 16% 12% 4% 

How well the school meets 
your child's needs 17% 28% 24% 12% 7% 12% 

Are you kept adequately 
informed of programs, 
changes, and goals in the 
schools ? 30% 26% 21% 12% 9% 2% 

Do you feel welcome to 
seek out and ask questions 
of the staff? 62% 18% 13% 13% 3% 2% 

English 25% 31% 18% 6% 2% 18% 

Mathematics 28% 28% 20% 9% 2% 13% 

Science 32% 2 5% 17% 6% 3% 17% 

Social Studies 23% 24% 26% 7% 4% 16% 

"The programs were rated: 1 = excellent, 5 = poor, 
0 = no response. The figures reported are a percent of the 
total number of Chamisa parent response. 
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While 43% of the parents did not respond to the question 

concerning ability grouping, 34% of the respondents thought the 

idea was excellent. The majority, 68%, indicated that their 

child's individual needs were being met and they considered that 

they, the parents, were adequately informed of what was happening 

at schoolo Of the parents responding, 93% felt they were welcome 

to ask questions of the staff. 

In the spring of 1971 questionnaires were administered to 

the full time faculty members and the students of sub-teams X, Y, 

and Z. An opinionnaire was mailed to all families represented at 

Chamisa School, One hundred ninety-one parent opinionnaires were 

mailed, eighty-one or 42% were returned to the school. Fourteen 

teachers completed the staff questionnaire and 160 intermediate 

team students completed the student questionnaire. Complete 

copies of the two questionnaires and the opinionnaire may be 

found in Appendices Q, R, and S. 

The general consensus of the faculty, as evidenced by 

representative teacher responses listed below, was that they were 

in agreement with the philosophy under which Chamisa operated. 

There were diverse opinions as to how well the teamed nongraded 

program, utilizing individualized instruction, was being imple

mented „ 

Teacher responses: 
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3. Do you feel that the Chamisa Program implements: 
Team Teaching: very well 4 satisfactorily 5 

partially 5 not at all 0 
Nongrading: very well 1 satisfactorily 4 

partially 9 not at all 0 
Individualized Instruction: very well 0 
satisfactorily 6 partially 8 not~at all 0 

5 „ In a subjective comparison to a traditional self-
contained classroom, how do you rate the education 
students receive at Chamisa? 
better than traditional 7 equivalent to tradi
tional 5 weaker than traditional 0 
no opinion 2_ 

7„ How much of a part have you had in developing the 
program at Chamisa School? 
a great deal 7 some 6 none 1 

All teachers indicated that being a member of a team 

stimulated their teaching, required more overall planning, and 

required more total time (man hours worked). Half of the faculty 

stated that teaming created frustrations but nine teachers be

lieved it allowed more creativity. All fourteen teachers agreed 

that more staff involvement was needed in the operation of a 

teamed nongraded program as compared to a traditional self-

contained classroom program. Eleven teachers said that the 

teamed nongraded program affected students' attitudes toward 

learning favorably, while three said it made no difference. 

Thirteen of the fourteen teachers believed that having been in

volved in Chamisa's program caused a change in their attitude 

or philosophy about elementary school education. 

The average number of years of attendance at Chamisa 

School for the 160 intermediate students completing the student 

questionnaire was 2.8 years. Only 10% of the students reported 
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they did not like being taught by more than one teacher. Four 

percent felt distracted a great deal by the openness of the pod 

while 58% stated they were distracted some and 38% found no dis

traction. A majority of the pupils, 69%, did not mind having 

older or younger students working with them and 78% enjoyed being 

able to work at their own rate. 

Seventy-four percent of the intermediate students stated 

that if given a choice they would choose a teamed nongraded pro

gram in preference to a one teacher traditional class . Ninety-

three percent indicated they received enough attention from 

their teachers while 87% reported the program helped them develop 

their ability to study individually. 

When queried about their attitude toward school, 59% said 

it was better, 37% felt it was about the same as under a tradi

tional program, and 4% stated their attitude was worse . Twenty 

percent preferred not to have the same teacher or teachers for 

more than one year, while it did not make any difference to 34% 

and 46% like it. 

The parent opinionnaire was accompanied by a cover letter 

(see Appendix S) which explained that the purpose of the opinion

naire was to attempt to discover their feelings about the educa

tional program their children were receiving. Chamisa's 

definitions of team teaching and nongrading were included in the 

cover letter as questions were asked which required a knowledge 

of these terms. 
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Of the parents responding 93% indicated that Chamisa's 

program was their child's first experience with team teaching and 

nongrading, Only 10% felt that their child's educational needs 

were not being met at least satisfactorily. Ninety-six percent 

stated they had a basic understanding of the operation of Cha

misa's program,, 

While .10% of the parents felt their children had suffered 

academically because of the teamed nongraded organization, 65% 

felt their child had progressed academically as a result of this 

organizationo Eighty-two percent felt that being taught by two 

or more teachers was beneficial to their child and 78% preferred 

the teamed nongraded organization to a traditional self-contained 

(one teacher) classroom organization. 

Ninety percent were in agreement with the goal of teach

ing each student at the level at which he could best learn, with

out regard to grade level. In relation to their child's attitude 

toward school, 42% felt it had improved, 45% stated it was about 

the same as under a traditional organization and program, and 

13% felt it had deteriorated, 

A general conclusion drawn by the faculty, from both the 

student and parent responses, was that the majority of both 

groups were in agreement with what was being done at Chamisa 

Schoolo This conclusion was based on the fact that 78% of the 

parents and 74% of the students indicated that if given a choice 

they would choose a teamed nongraded program. 



CHAPTER 7 

ANALYSES AND RECOMMENDATIONS 

Much has been written during the last fifteen years con

cerning innovation in education. Articles and books may be found 

which expound on the virtues or shortcomings of various innova

tive techniques, schemes, organizations, and facilities. While 

some educators and laymen may decry the value of innovation little 

progress would be made if there were not individuals within educa

tion's ranks who were willing to find better ways and methods of 

educating children. 

It was the purpose of this study to present a detailed 

record of the origin, development, and implementation of an inno

vative program which included team teaching, nongrading, and in

dividualized instruction. The creation of a new building designed 

specifically to house the innovative program was explained, as 

was the development and operation of the organizational structure 

necessary to implement and sustain the program. 

Chamisa Elementary School of Los Alamos, New Mexico, was 

the object of the five-year study which included the school years 

1966-67 through 1970-71. 

Each year of operation was discussed, relating the 

changes, refinements, and modifications implemented in both the 
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organizational structure and program development. The data pre

sented in the study were based on first hand knowledge collected 

by this researcher while a member of the Chamisa Elementary School 

faculty during the five-year duration of the study. 

In the discussion of the physical facilities explanation 

was given of the circular design of the building. The modified 

open space academic pods, which through the manipulation of fold

ing acoustical walls could provide individual classrooms, com

plete open space areas, or a combination of the two, were 

described as were the core facilities area and the administrative 

pod. How these areas were used and recommended changes for fu

ture consideration were included in Chapter 4. 

Organizational structure pertaining to staffing patterns 

for team teaching and nongrading was described in Chapter 5. 

The assumptions upon which decisions were made, as to the type of 

staffing arrangements used, were listed. Year by year changes in 

the organization were explained as was the need for adequate team 

planning time. Team planning was a necessity to the successful 

operation of this team teaching approach. Organizational charts 

were presented to graphically depict the organizational patterns. 

Problems encountered and how they were resolved were recounted. 

Chapter 6 detailed program development including the 

methods employed to change from a grade level, basal textbook, 

group oriented approach to a nongraded, multi-material, individ

ualized system. Problems which hindered this development were 
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related. The objectives for Chamisa School were listed. Cost 

factors were mentioned. Lesson planning, reporting procedures, 

special area programs, auxiliary services, yearly staff develop

ment programs, and the results of subjective evaluations of the 

program were included. 

The analyses and recommendations are each subdivided into 

five sections. The sections entitled The Setting, Physical 

Facilities, Organizational Structure, and Program Development 

correspond with the dissertation chapters of the same titles. 

The Administrative Considerations section includes sub-sections 

which do not specifically relate to a previous chapter. 

Analyses 

The following analyses are based on this writer's inter

pretation of the data he collected as a participant observer 

during the five-year duration of this study. 

The Setting 

As was reported in Chapter 3, the central administration 

of the Los Alamos schools was receptive to the development of 

innovative practices. The atmosphere which pervaded the school 

district was conducive to experimentation, not for the sake of 

experimentation, but with the idea that through exploration of 

new ideas and educational trends the eventual outcome would 

result in an upgraded education for the children of Los Alamos. 
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Administrative support and assistance were evidenced 

throughout the duration of this study. Central office adminis

trators , while not always in complete agreement with all ideas 

promulgated, were open minded, offered suggestions, constructive 

criticism, and were always available for discussion and consulta

tion . 

The development and implementation of innovative prac

tices required the approval of the superintendent and the Board 

of Education„ Once the proponent of an innovation had satisfied 

the superintendent and the Board of Education that the proposed 

innovation had value and was beneficial for the Los Alamos 

schools administrative support was assured. 

Physical Facilities 

Chamisa was the first Los Alamos school to be completely 

planned, coordinated, and constructed under the supervision of 

local school officials and the last to be completely financed by 

the Atomic Energy Commission., 

Chamisa School was a radical departure from the conven

tional architecture of the existing schools in the community. 

The structure was designed to complement the "Teamed Flexibility" 

program. The development of the educational specifications pre

ceded the architectural planning. 

The approximately 40,000 square foot complex was composed 

of two circular academic sections called pods, a core facilities 

area, and a smaller administrative services pod. The entire 
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building was under one roof. Flexibility was incorporated to 

allow adaptability„ All interior walls of the academic pods were 

movable, allowing any combination of room arrangement from com

pletely open-space to seven separate classrooms. 

Special instructional areas included the library media 

center, art room, music room, and a combination gymnasium-

auditorium . 

Lightweight, adjustable student furniture increased the 

flexibility as students could move their own desks, chairs, and 

tables as the program dictated„ Centrally located hallways al

lowed easy access to any part of the building. Acoustical floor 

covering absorbed much of the operational sounds . 

The faculty and students expressed pride in the facility „ 

Comments by the staff and the experience of this writer indicated 

that the building complemented the educational program. The 

folding acoustical walls provided flexibility of instructional 

space which would not have been available in either an open-space 

or traditional four-walled classroom design. 

Problems which became evident included a lack of small 

rooms which could be used by small groups or individuals, trans

mission of sound from the gymnasium into the academic pods, an 

inadequate ventilation system which resulted in temperature con

trol problems during the early fall and late spring, and an echo 

problem in the center of the multi-use area in each academic pod. 
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While problems with the physical facility did exist it 

was considered by all staff members as an improvement over tra

ditionally designed school buildings. 

Organizational Structure 

The initial organizational structure of Chamisa School 

was grade level teams . Teams were instituted from the kinder

garten through the sixth grade. After two years teaming exper

ience the faculty determined that nongrading was the vertical 

organizational structure in which to operate Chamisa's teaching 

teams„ Nongraded teams were formed at the primary and intermedi

ate levels „ Two and three teacher sub-teams encompassed two and 

three traditional grade levels . 

The organizational structure evolved from grade level 

teams to nongraded teams. The evolution was a slow process 

brought about by the day to day experiences of the staff. When 

the staff realized that a graded organization limited the effec

tiveness of the teams they investigated and eventually imple

mented a nongraded approach. 

The nongraded team approach was considered successful by 

the staff but it was not without its problems. Problems relating 

to faculty turnover, personality conflicts, philosophical differ

ences among staff members, and maturity levels of children within 

the teams were detailed in Chapter 5„ 

Chamisa parents indicated their approval of the teamed 

nongraded organization as 78% of those responding to a 1971 Parent 



168 

Opinionnaire (Appendix S) stated a preference for this organiza

tional pattern as compared to a traditional self-contained class

room organization, 

Nongrading in a Graded School District. Being the only 

nongraded school in the district presented problems relating to 

communication and articulation. All messages sent from the cen

tral office, which related to organization, were in grade level 

terms. District teachersf meetings were conducted at specific 

grade levels . A Chamisa teacher working with children organized 

in teams with spans of two or three grade levels could attend 

district grade level meetings at only one level. State and dis

trict attendance reporting procedures required that students be 

reported by grade level designations„ A dual set of records was 

kept in the Chamisa office. One set listed students in terms of 

Chamisa's nongraded organization while the other set recorded 

each child's traditional grade level assignment. 

Reporting student classification to parents, school dis

trict personnel, and the general public presented communication 

problems as references to teams or sub-teams did not convey an 

educational classification with which they were familiar. It 

was necessary to qualify statements about pupil placement in 

grade level terms such as, sub-team B is composed of students 

traditionally classified as second and third graders. 

Being the only nongraded school in a graded school dis

trict has its problems but it also presents the opportunity for 
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that school to act as a change agent within the district. As 

other administrators and teachers observe and evaluate the ex

periences of the innovative school they have the opportunity to 

adopt or adapt aspects of the program and/or organization to 

their operation. 

As a result of Chamisa's program and organization the 

following observable changes have been instituted within the 

total school district: 

1. The development of curriculum continua for use in 

all district schools. The continua are being developed by school 

district personnel in all subject matter areas. 

2. Other elementary schools within the district began 

adapting team teaching and nongrading to their school. No school 

adopted Chamisa's total program but some schools began grade lev

el teams while others nongraded their primary grade levels . 

3. With additional schools implementing or contemplating 

nongrading a closer inspection of reporting procedures was in

stituted at the district level. No final results of the inspec

tion are available at this time„ 

Personnel Relations. Team teaching, as defined in this 

study, is a cooperative effort of two or more teachers who work 

together regularly and purposefully to plan, prepare, and evalu

ate the learning experiences of their assigned students . This 

close association of teachers, whose teaching styles, methods of 

instruction, and personalities differed, required a positive 
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attitude to establish cooperative development of teaching-

learning activities , 

All teachers selected as Chamisa staff members had been 

interviewed by the principal. During the interview it was ex

plained that Chamisa staff members would have to be willing to 

work closely with others and realize that constructive criticism 

would be offered by team mates. Staff members were encouraged to 

offer suggestions to each other and to present their own ideas 

concerning any facet of Chamisa's operation. 

As revealed in question six of the 1971 Staff Question

naire (Appendix Q), half of the staff was of the opinion that 

being a member of a team created frustrations, although twelve 

of the fourteen respondents did not consider that the close asso

ciation with one or more team mates created serious conflicts 

(Appendix Q, question twelve). 

It can be assumed that the personality and attitude of 

individual team mates assist or hinder the success of the team as 

a whole. Constant collaboration requires an attitude receptive 

to social interaction, a willingness to examine alternatives, and 

a willingness to compromise. Communication among team mates must 

be unrestrained and honest. It is possible to disagree with a 

team mate without being disagreeable. Personnel problems which 

occurred during the duration of this study were most often the 

result of attitudinal and personality differences . The topic of 

personality conflicts was presented in Chapter 6. 
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While conflicts did occur at Chamisa School they did not 

occur with the frequency or severity to be a hindrance to the 

developing program or to cause consideration of changing the 

teamed organizational structure . 

Any school considering an organizational structure which 

requires close association of faculty members, such as team 

teaching, should realize that the personality and attitude of the 

staff members is more important to the successful development of 

the organization than age, sex, experience, or degrees held, A 

positive attitude toward the organizational pattern and a per

sonality which appears conducive to close colleague collaboration 

are attributes which should be sought in prospective staff mem

bers , 

Program Development 

Curriculum Development. The initial curriculum at Cham

isa School was comparable to that in the other Los Alamos ele

mentary schools., The program was textbook oriented at grade 

levels „ The assumption was made that the traditional school 

curriculum could be implemented within the context of the teamed 

organization. Within the first year of operation the faculty 

realized that the basal textbook oriented curriculum was inade

quate to meet the students' needs „ 

Attempts to individualize instruction included the ac

quisition of supplemental textbooks so that a multiple text 

choice was available, the purchase of commercially prepared 
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duplicating masters, and the preparation of teaching materials by 

individual staff members„ Revision of the existing curriculum 

guides was begun by faculty committees. The time involved in the 

planning and development of new teaching techniques and devices 

was overwhelming. Fatigue and frustration were evident among the 

staff. Limited budgetary resources restricted the amount of 

additional curriculum materials purchased. 

Eventual district-wide development of subject matter con-

tinua, which organized the skills to be learned in progression 

from simple to difficult without regard to grade level, relieved 

the faculty of much of the time consuming responsibility of cur

riculum development„ 

Developing, refining, modifying, and adapting curricula, 

and implementing new organizational patterns, while assuming full 

time teaching responsibilities, was an unrealistic demand upon 

the staff. 

Grouping to Individualize. Individualized instruction at 

Chamisa School was not considered isolated teaching in one to one 

instructional situations, although when needed this procedure was 

used. Individualized instruction, as defined in Chapter 1, in

cluded grouping those pupils who were diagnosed by the teacher to 

be performing at the same level. Students were regrouped for 

different subject matter areas. Groupings were not based on 

reading ability only. Reading ability was considered for reading 

groups . Arithmetic groups were based on demonstrated arithmetic 

competencies and deficiencies. 
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Various grouping practices were used during the duration 

of this study. Initial grouping patterns of the primary team 

were instituted at separate grade levels . The intermediate team 

formed six reading groups with each group being divided into sub

groups . The intermediate team students were assigned to groups 

based on their diagnosed reading levels without regard to their 

regular home room grade level assignment. This form of the 

Joplin Plan was extended to include arithmetic grouping within 

the intermediate team. 

With the installation of nongrading the primary team's 

groups were not limited to grade levels. Multi-age groups were 

formed. The Joplin Plan approach was discontinued in the 1970-71 

school year as the intermediate sub-teams assumed responsibility 

for all phases of instruction for all students on their sub-team. 

This decision was made to return flexibility to the sub-teams 

which had been curtailed through the necessary pod-wide schedul

ing to accommodate the Joplin Plan. 

While the literature relates no conclusive evidence fa

voring grouping practices, teachers tend to prefer ability 

grouping ("Ability Grouping" 1968, pp. 74-76). The various pupil 

ability groups which the staff formed during this study indicate 

that the experience of the Chamisa teachers, which favored abil

ity grouping, parallels that of the research findings quoted 

above. 
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Using groups to individualize instruction was considered 

by the Chamisa staff as the most logical approach to individuali

zation. They did not consider it feasible to institute individ

ualized instruction on a one to one ratio as none of the staff 

had experience in this instructional approach. The staff's ex

perience as self-contained classroom teachers had been limited 

to group oriented instruction. Using the staff's previous ex

perience and expanding it to include individualization was the 

approach which was most easily implemented. 

The Chamisa experience suggests that development from 

group oriented to individualized instructional practices is evo

lutionary. The staff's experience, preparation, and concerns 

should determine the process used to individualize instruction. 

Instructional practices should begin at the point at which the 

staff can comfortably begin implementation and evolve from there. 

Planning. Teachers plan what they are going to teach 

regardless of the organizational structure in which they are 

teaching but the organizational structure can create a situation 

which causes an increase in the amount of time required for 

planning. The teach teaching situation requires more teacher 

planning time. 

The increased planning time is a result of involving more 

than one person. An individual teacher can plan whenever he is 

ready but a team must wait for all members before plans can be 

finalized. Time is required to coordinate each team member's 
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contribution. Team planning sessions must be scheduled at times 

when all members can participate . A team cannot function success

fully without adequate planning time„ 

Chamisa sub-teams planned daily. The first year of oper

ation planning meetings were conducted at noon and after school. 

During the 1958-69 and 1969-70 school years one and one-half 

hours per week of released time for planning purposes was ap

proved by the superintendent „ This time was used in addition to 

and not in place of the already scheduled planning sessions „ 

During the 1970-71 school year the daily schedule was arranged 

to allow a forty-five minute planning meeting each morning. 

This additional time permitted the staff to decrease the planning 

sessions scheduled after school hours. 

The sub-team planning sessions included coordinating the 

daily schedule, determining long range plans relating to the sub

ject matter content and teaching responsibilities, revision of 

previous plans, student evaluation, and program analysis and 

evaluation, Additional time was required for each team member 

to develop the individual lessons for which he was responsible. 

Reporting Procedures. In the opinion of the Chamisa 

staff no completely satisfactory reporting tool was developed 

with which to report student progress in a nongraded program. 

In Chapter 6 was recorded the various attempts used to report to 

parents. Question number fourteen of the 1971 Parent Opinion-

naire (Appendix S) revealed a split in parent preference with 
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41% preferring a written subjective card, 43% preferring a tradi

tional A, B, C card, and 16% desiring some other form of report

ing. 

The purpose of reporting should be understood. Goodlad 

and Anderson (1959, p. 103) stated that, "The reporting system 

is a process of two-way communication between two cooperating 

sets of adults responsible for the child's well-being, leading 

to a greater realization on the part of each of the needs, the 

growth, and the long-range promise of the child." 

Reporting a child's academic performance is essential, 

but it is only one part of the total report which should be ren

dered to parents. Information pertaining to the pupil's intel

lectual, emotional, and social maturity and independence should 

be communicated in relation to his success in learning. 

The parent conference was viewed as the most satisfactory 

method of reporting, as well as being a good public relations de

vice for the schools. During a parent-teacher conference there 

is the opportunity for interpretation and explanation of what is 

said. Information about what home and school might do to accom

plish or expedite possible changes can be conveyed. But to 

assure the success of the parent conference reporting method 

teachers must possess the relevant data on each child and have 

the skills necessary to interpret and transmit it in a language 

comprehensible to the parent. Parent conferences were increased 

from one to two per year during the 1970-71 school year (Appen

dix P). 
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During a conference the teacher can explain the level of 

a student's performance in relation to what he does in the vari

ous subject matter areas. This explanation should be more mean

ingful than a one letter mark on a report card which may be 

interpreted differently by different parents . 

h problem in relation to the parent conference is that 

all teachers who are responsible for various phases of each stu

dent's instruction cannot participate in every student's confer

ence o Time limitations prevent an entire sub-team conducting 

every parent conference . This limitation resulted in the members 

of sub-teams dividing the conferences among them. If in the 

opinion of the teachers particular conferences warranted attend

ance of all team members this was done. 

The preparation of the report card and/or parent confer

ence required that members of the team coordinate their student 

evaluations. Each teacher recorded their evaluations of each 

student for whom they had instructional responsibility or related 

their evaluation to the teacher who would conduct the parent con

ference . The teacher conducting the conference was at a disad

vantage when reporting another teacher's evaluation to parents. 

If the parents questioned aspects of the evaluation for which the 

conference teacher had no direct responsibility he had to refer 

the parent to the appropriate teacher. A new appointment had to 

be made for a time when the other teacher was available. While 
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additional appointments had to be made this did not occur often 

enough to be considered a deterrent to the conference approach. 

A parent could request a conference at any time and was 

not restricted to the one or two regularly scheduled reporting 

conferences„ Conversely a teacher could request a parent con

ference anytime he felt it beneficial to the student. 

Evaluation. The results, as reported in Chapter 6, of 

the 1969 Parent Appraisal and the 1971 questionnaires completed 

by Chamisa students, parents, and teachers, comprise the primary 

means by which the Chamisa program was evaluated. This method of 

evaluation is typical of the evaluative efforts of other innova

tive programs as reported by Anderson (1966, p. 97). At the time 

of this study objective tests designed to measure progress of 

students in nongraded programs were not available. Smith (1970, 

p. 15) reported that no tests were available which were specifi

cally designed to evaluate students in a nongraded school. A 

more objective evaluation of student progress would be desirable 

and beneficial for comparative studies . 

Metropolitan Achievement Tests were administered each 

year in all Los Alamos elementary schools but due to time and 

form changes during the study no attempt was made to compare the 

results of each year's test to evaluate the total program. In

dividual student results were considered along with subjective 

teacher judgment in an attempt to evaluate individual students . 

The changes referred to included a change in the time of the year 
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in which the tests were administered. Tests were administered in 

March of 1968 and 1969 then changed to October 1969 and 1970. 

The 1966 edition of the test was used in March 1968 and 1969. A 

transitional edition was administered in October 1969 . The test 

administered in October 1970 was the 1970 edition of the Metro

politan Achievement Test. The results of the October 1969 test 

were reported in percentile scores only. Previous and subsequent 

results were reported in grade level equivalents. 

Administrative Considerations 

Decision Making, Members of all levels of the school 

district hierarchy, school board members, administrators, teach

ers, and non-certificated personnel were involved in the decision 

making process which affected all facets of Chamisa School. 

Following the Board of Education's initial decision to 

build Chamisa School were numerous decisions which resulted from 

solicited and unsolicited recommendations and suggestions of 

school district personnel. District wide staff in-put was re

flected in building design, equipment and furnishings, and ini

tial program development. 

After Chamisa School began operation decisions relating 

to organizational patterns, curriculum development, and the day 

to day functioning of the school were made by the Chamisa staff 

with concurrence of the central administration. 

The decision making process at Chamisa was informal. Any 

member of the staff could suggest changes, modifications, 
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additions, or refinements to any phase of the total program. 

Such suggestions were discussed in team and faculty meetings and 

if the faculty considered the suggestion worth implementing the 

principal took administrative action to secure implementation. 

The following three questions from the 1971 Staff Ques

tionnaire (Appendix Q) indicate the staff's perception of their 

involvement in decision making at Chamisa School: 

7. How much of a part have you had in developing the 
program at Chamisa School? 

A great deal 7 Some 6 None 1 

8„ Do you feel free to suggest changes or modifica
tions in Chamisa's organization? 

Yes _13 No 1 

Do you feel free to suggest changes or modifica
tions in Chamisa's curriculum? 

Yes No 0 

9. How much staff involvement is needed in the opera
tion of a teamed-nongraded program as compared to 
a traditional program? 

More involvement 14 Less involvement 0 
About the same 0 

It is the responsibility of the administration at the 

district level and particularly at the individual building level 

to actively encourage total staff involvement in the decision 

making process „ While this involvement may slow the decision 

making process, because more people are involved, it was the ex

perience at Chamisa School that each staff member's opportunity 

to participate strengthened their allegiance to the developing 
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program, as they could see their ideas and suggestions actually 

implemented. They considered it "our" program and not a program 

which was imposed upon them. 

The development and implementation of an innovative pro

gram is time consuming and demanding upon the staff. Involvement 

in the decision making process will not insure success of the 

program but will promote staff cohesiveness and a sense of re

sponsibility toward the program and the school. 

Boundary Changes. Chamisa School was designed to accom

modate 375 students,, This figure was based on a student teacher 

ratio of twenty-five students to each teacher. Thirteen class

room teachers with twenty-five students each and a kindergarten 

teacher responsible for two half-day sessions with twenty-five 

pupils in each session equals the designed capacity. 

During the four years of Chamisa's operation three bound

ary changes were necessary to enable the enrollment to remain 

within the 375 student capacity. Projected student enrollment, 

as determined by the school's business office, and the actual 

enrollment were used as the criteria for each boundary change. 

Chamisa School was located in a residential area which 

experienced steady growth throughout the period of this study. 

This growth factor directly influenced the enrollment. 

The initial boundary between Chamisa and Pinon Schools 

was established in August 1967. Subsequently, changes were made 

in 1969 and 1970. Projected facility requirements were explained 
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by the superintendent in a 1969 document entitled "A Report to 

the Parents of Chamisa and Pinon Schools on Elementary Facilities 

Requirements/' This report recorded projected enrollments in 

relation to existing classroom space and was used to explain the 

need for boundary adjustments. 

The September 1967 enrollment at Chamisa was 254 stu

dents. During the 1968-69 school year the enrollment increased 

to 362 students„ To enable Chamisa to accommodate future pupil 

growth a boundary adjustment was made in August 1969. As a re

sult of this adjustment Chamisa's enrollment in September 1969 

was reduced to 319 students . Continued growth was evidenced as 

the 1969-70 enrollment increased to 374 pupils. The superintend

ent, after consultation with the principals of Chamisa and Pinon 

Schools and the school's business manager, instituted a boundary 

adjustment which resulted in the transfer of eighty-one students 

from Chamisa School to Pinon School. As a result of this adjust

ment the projected enrollment at Chamisa School for the 1970-71 

school year was 293 students . This adjustment provided for addi

tional enrollment increases. 

During the summer of 1970 twenty-eight additional stu

dents moved into the Chamisa district resulting in an opening day 

enrollment of 321 pupils. 

Chamisa and Pinon Schools were less than one mile apart. 

A more appropriate site selection, which would have separated the 

two schools by a greater distance, possibly would have lessened 

the need for the boundary adjustments. 
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Recommendations 

The following recommendations are based on and limited to 

this writer's experience with the development and implementation 

of an innovative program which involved team teaching and non-

grading . 

The Setting 

Administrative Support. Any school or portion of a 

school staff contemplating the initiation of an innovation should 

have the support of the school administration. The implementa

tion of an innovation is difficult and without the support of the 

building principal and/or the superintendent has little chance of 

success . 

It may be necessary for a staff to convince the adminis

tration of the value of an innovation and gain administrative 

support before attempting its implementation. 

Public Support. The school that hopes to successfully 

inaugurate a new educational program, a different organizational 

pattern, or even an unconventional physical facility must cope 

with the need for public support. 

The local school or school district should keep its pa

trons well informed of changes and/or innovations being imple

mented. Parental involvement, written communication, and formal 

and informal meetings between school and public are recommended. 

Public relations on behalf of a program should begin long 

before the official inauguration of the program and continue 
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through its operation. Initial contact should acquaint the pub

lic with the proposed innovation explaining its rationale and 

operation. Once the innovation is implemented periodic reports 

should be disseminated. The kind of public relations and its 

extent depends upon the special talents of the staff and the 

characteristics of the community being served. 

Physical Facilities 

If a new building is to be built, as was the case with 

Chamisa School, the educational program which is to be operated 

in that building should be developed before the structure is de

signed. Educational specifications should be developed to guide 

the architect in his planning. The architect and representatives 

of the school district should visit buildings which house educa

tional programs similar to that which will be implemented. Con

sultants with experience in school planning relevant to the 

proposed educational program should be contacted. 

Consideration should be given to the location of core 

facilities. The library should be easily accessible. The gym

nasium, music room, cafeteria, and administrative offices should 

be located so as to reduce the possibility of sound transmission 

into academic areas. 

A thorough planning of both the educational program and 

the physical facility will eliminate many structural problems 

which would tend to limit the school's program. 
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Organizational Structure 

Faculty Selection. Faculty members should have a choice 

as to their participation in an innovative program. 

If an innovative program is to be implemented in an exist

ing building the members of that staff should be oriented to the 

program's operation and those who do not wish to participate 

should be given the opportunity to transfer. Forcing faculty 

members to function in a new program can be detrimental to the 

success of that program„ 

If a new staff is to be formed, as was the case at Cham-

isa, criteria should be established outlining the qualifications 

necessary for selection „ Such qualifications will vary accord

ing to the school district and community concerned but should 

include interest in and enthusiasm for the innovation to be im

plemented and a degree of flexibility which will enable the 

teacher to adapt to new situations. 

Personal interviews should be conducted for all inter

ested candidates. Final selection should be the principal's pre

rogative as he must work in close harmony with the staff in the 

successful implementation of the program. 

Innovating on a Limited Scale. If the innovation being 

implemented is completely new to the school district and is lim

ited to one building within the district, consideration should be 

given to the type of problems which are created by its implemen

tation . 
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A different organizational pattern, such as team teaching 

or nongrading, may cause communication and articulation problems 

between the schools, among teachers, and with parents. Such 

areas as attendance reporting, student classification, record 

keeping, curriculum, supplies and equipment, pupil progress re

ports, physical facility requirements, staff requirements, and 

staff in-service training should be considered prior to imple

mentation of the innovation. 

Program Development 

Curriculum Development. Curriculum development can be 

the most essential portion of the total program. As mentioned 

in Chapter 6, curriculum development was the most difficult and 

frustrating problem with which the Chamisa faculty had to deal. 

As a result of this experience this writer recommends that an 

existing program, developed by curriculum specialists, be adopted 

and modified to fit the particular situation rather than expect

ing a staff to develop its own curriculum while teaching full 

time. 

If adopting an existing curriculum is not possible then 

the curriculum should be developed before it is implemented re

quiring only modification or refinement when used. 

Team Planning. Team planning is essential to a success

ful team teaching organization. While some planning will of 

necessity be completed on the teacher's non-school time, released 

time during regularly scheduled school hours should be provided 
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each team. How this will be done is an administrative problem 

which should be determined before team teaching is implemented. 

Administrative Considerations 

Decision Making. The staff of a building or school dis

trict which is planning and/or implementing a new program or 

organizational structure should have the opportunity to partici

pate in its developmento Through membership on planning commit

tees, submission of suggestions and recommendations, and a voice 

in the decision making process staff members are actually involved 

in the determination of the program or organization which they 

will have to implement„ 

As a result of the staff's involvement in development and 

decision making a sense of responsibility toward the successful 

implementation of the program is fostered. 

The staff should continue to be a part of the decision 

making process after the organization and/or program is opera

tional . 

Boundary Changes. Boundary changes can create dissension 

within a school district. The three adjustments of the Chamisa-

Pinon boundary resulted in some parental and student dissatisfac

tion* While boundary changes cannot be eliminated as a method of 

resolving shifting student population, close attention to initial 

site selection within the school district may lessen the neces

sity of frequent boundary adjustments. 
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In-Service Training. When an innovation is being imple

mented the staff will vary in their knowledge of the innovation 

and their preparation for its implementation. To promote devel

opmental continuity among staff members a program of in-service 

training should be maintained. 

The contents of the in-service program should be adapted 

to the particular needs of the staff in relation to the goals 

and objectives of the total school program. Consultants, experts 

in the field of innovation, should be available to the staff. 

Opportunities should be provided for the staff to observe other 

innovative programs in operation. Released time should be 

granted for some of the training. Allowing released time conveys 

to the staff that the administration considers their training 

important. 

Staff Interaction. Opportunity should be provided for 

the easy flow of communication between and among staff members. 

The staff should be encouraged to discuss all facets of the pro

gram to which they have committed themselves. Staff members 

should feel free to offer suggestions and recommendations without 

fear of administrative or peer repression or ridicule. 

Sub-team, team, and general faculty meetings, for the 

purpose of staff interaction, can help foster such communication. 

The atmosphere of the building will assist or hinder open 

communication. The attitude of the building principal will help 

or hinder the establishment of this open atmosphere. He, the 
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principal, should not feel threatened by active interaction of 

the faculty. 
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PAJARITO ELEMENTARY SCHOOL 
Los Alamos, New Mexico 

TO: Dr. C. W. Richard, Superintendent 

FROM: Peter J. Gilman, Principal 

SUBJECT: Proposed Ideas for Chamisa School 

Program: Teamed Flexibility 

Teamed Flexibility will operate through teaching teams. The 
teams will be composed of all the teachers at each particular 
grade level. There will probably be two teachers per team at 
the beginning of the school year. Each team teacher will have a 
regular class responsibility similar to a homeroom. 

The team will be responsible for the instruction of all children 
at their particular grade level. The team will attempt to offer 
as much individualized instruction as can be implemented. This 
will develop as the team becomes aware of the pupil needs and 
abilities as well as each teacher's ability in different subject 
matter areas. Through the capitalization of each team member's 
area of interest and proficiency we will receive the best of each 
member and hope, through observation and association, to strength
en their less capable areas „ 

The children at each grade level will receive the benefits of ex
posure to a wide range of experiences through a variety of teach
ers „ 

The regularly scheduled "teamed planning sessions" which will in
clude special area teachers will result in more flexibility. 
Areas needing more concentrated efforts can be scheduled at the 
time of day best suited for that purpose . Time allotments can be 
adjusted to fit the needs of the pupils . The size of groups will 
vary from large and small to individualized instruction. 

Special Teachers: Special Area 

Special area teachers, such as music, art, P.E., etc., will meet 
at designated times with the teaching teams to best coordinate 
the infusion of special areas into the total program. 

The library program will also implement flexible schedules to 
allow maximum use of the facility by both organized classes and 
individuals. Again, through planning with the teams, the li
brarian can take advantage of the flexibility of the schedule to 
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assist the teachers in making the most advantageous use of the 
library. Regularly scheduled library periods may be used if 
needed but it is hoped that more use of the facilities will re
sult from flexible scheduling. 

The librarian, as well as the other special area teachers, will 
serve as a readily available resource person to individual stu
dents and teachers„ 

The special areas of music, art, and physical education can be 
regularly scheduled, or, similar to the library program, include 
flexibility through the planning sessions . It is hoped that the 
areas of music and art can operate flexibly, not only for 
classes, but also to encourage individualized instruction for 
slow or advanced pupils or groups as we will do in the academic 
areas, 

A difficulty in the special areas is the amount of time each 
teacher is assigned to Chamisa. It is assumed that if Chamisa 
begins operation with twelve classrooms a full time librarian 
will be available to implement the proposed program. It is un
derstood that the other special teachers cannot be available on 
call. 

Personnel: 

The personnel to staff Chamisa Elementary School will include 
teachers presently in the school system and teachers yet to be 
hired . Criteria for selection will include an interest in flex
ible programs, team teaching, individual differences, and an 
ability to adjust to new circumstances. A willingness to work 
closely with others, organizational skill, consideration for 
others, and an ability to accept constructive criticism are 
characteristics which will help insure success on the part of 
the teacher. 

The faculty should include the following full time personnel: 
1 principal, 1 secretary, 2 custodians, 2 teachers for each grade 
level 1-6, 1 kindergarten teacher, 1 librarian, and 1 teachers' 
aide. Part-time personnel should include teachers for art, music, 
P.E., and a nurse . 

It is felt that even though initial class sizes might be smaller 
than desired that the continued growth of this area would soon 
cause the class sizes to be normal for Los Alamos . Program-wise 
it would be better to have 12 regular classes, even though ini
tially small, rather than have to add a teacher or teachers, 
unfamiliar to the operation, during the school year. 
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The teachers' aide would be a full time employee. Her duties 
would be split with one half of her time spent assisting primary 
teachers and the other half in assistance to the intermediate 
teachers. This person would be responsible for assisting with 
A-V equipment, both operation and procurement, as many time 
consuming non-professional duties as possible, helping to make 
teacher prepared teaching materials, possible use for freeing 
teachers for planning time, some clerical duties of teachers, 
possible playground supervision. If this person were a quali
fied substitute teacher she could be used in this capacity as 
she would be more familiar with the program than regular substi
tutes „ An aide would markedly assist in better staff utiliza
tion . 

It is understood that the program of Chamisa Elementary School 
will be dependent upon the teachers and as such all details can
not be completed without their knowledgeable assistance. If 
possible I would recommend that a paid pre-school workshop for 
the entire Chamisa faculty be held prior to the regular teacher 
orientation period. This would allow us time to formulate de
tails of the program as one large team. A resource person, 
preferably someone with actual team teaching experience, could 
help the faculty formulate our final plans . 

The pre-school workshop would be dependent upon whether the 
school would be ready for occupancy on or near the start of 
regular classes. If, due to constructional problems, we cannot 
occupy the building for an extended period, we may not wish to 
bring in a resource person in August. 
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PAJARITO ELEMENTARY SCHOOL 
Los Alamos, New Mexico 

TO: Dr. C. W. Richard, Superintendent 

FROM: Peter J. Gilman, Principal 

SUBJECT: Proposed Ideas for Chamisa School 

Pre-School Workshop: 

A pre-school workshop for the entire Chamisa faculty devoted to 
the development of details of the proposed "Teamed Flexibility" 
program would be most beneficial to the overall efficient func
tioning of Chamisa School. 

I would recommend that the workshop be no less than four days 
duration to include two days with a consultant and two days for 
the faculty to work together. Possible dates would be Thursday, 
Friday, and Saturday, August 24, 25, 25, and Monday, August 28. 
It is assumed that the regular pre-school workshop for all Los 
Alamos teachers will begin August 29. 

All classroom teachers, the librarian, and specials should be 
included in this workshop, as well as a teacher aide, if one is 
available for Chamisa. All participants of the workshop should 
receive remuneration for the four-day session. 

I would recommend that the consultant be a person who has had 
actual experience in a teamed situation and not just a theorist 
in this area. 

Items to be considered during the workshop should include, but 
not be limited to, the following: the consultant's philosophy 
as pertains to our situation, an orientation of the building 
under construction and the adaptability of this structure to the 
program, the philosophy of "Teamed Flexibility," an opportunity 
for the faculty to "pick the brains" of the consultant, time for 
general faculty discussions, time for individual team discussions 
and planning, discuss evaluation of students (reporting to par
ents), discuss grouping, and have time to plan how to adapt the 
program to the situation prior to moving into Chamisa School. 

Possibly the workshop could be held in Pinon School readily 
available to the rooms which will house the Chamisa students. 
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I feel we would gain an advantage by notifying all present Los 
Alamos teachers, who are selected for the Chamisa faculty, of 
their selection so as to enable and encourage these people to 
begin plans toward this end „ This may include the opportunity 
for them to enroll in summer classes or workshops pertaining to 
team teaching and/or other innovative areas. If and when newly 
hired teachers are assigned to Chamisa it may be profitable to 
notify them of their future assignment so they too may become 
familiar with the situation. 

Teacher Planning Time: 

Possible consideration may be given to the following ideas per
taining to arrangement for available planning time for the teach
ing teams at Chamisa School „ 

An ideal situation would allow one-half day released time per 
week for extended planning sessions. This could be arranged as 
to the best afternoon. Instrumental music classes could be 
scheduled for this afternoon lessening classroom disruptions on 
another day. Children involved would attend at the appropriate 
time . 

No loss of overall school time would be involved as an earlier 
starting time and slightly shorter lunch periods could compensate 
for the released time. A public relations problem might exist 
but should be able to be explained to the community (and maybe to 
the other schools). 

Another proposal would be to schedule special area classes for 
both sections of each grade level simultaneously thus allowing 
the two teachers involved an hour, periodically, to plan. Two 
major drawbacks to this idea are: 

1. The special area teachers and/or other level teachers 
could not be involved with the classroom teachers in 
vital planning. 

2. This program would perpetuate the present rigidly sched
uled special classes, not allowing the flexible scheduling 
to be implemented. 

A third idea would be to have an early release at 2:00 or 2:30 
P.M. one day each week. Released time would not effect the kin
dergarten program. Normal times would be observed unless the 
kindergartens were involved in the team approach or bus transpor
tation is involved. 

There are some central office administrative decisions which when 
made will assist me with my continued planning. 
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1. Will I be at Pinon School at the start of next year to 
administer and supervise the Chamisa program? 

2. Wil] we establish two separate schools, i.e., faculty, 
students, administration, secretary, and supplies and 
equipment within Pinon School or will it be one school 
until the students transfer to the new building? I 
would definitely prefer two separate schools if this is 
possible. I realize that coordination as far as duty 
assignments, faculty meetings, discipline problems, etc., 
will have to be accomplished, but I also feel that the 
proposed program will require separate supervision and 
administration from the regular Pinon classes . 

3. I feel that the Chamisa supplies, i.e., ditto paper, pen
cils, writing paper, etc., should be separate from those 
of Pinon. Mr. Long feels they should be pooled and then 
separated when the transfer of students takes place. I 
believe that keeping the supplies separate would be less 
confusing and create less possible misunderstanding upon 
transfer than will pooling supplies. 

4. When should I consider custodian needs? I have already 
received questions from persons interested in the avail
able custodian positions at Chamisa. 

5. How will the state attendance registers be kept? As two 
schools or as one? 
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PAJARITO ELEMENTARY SCHOOL 
Los Alamos, New Mexico 

TO: Dr. C. W. Richard, Superintendent 

FROM: Peter J. Gilman, Principal 

SUBJECT: Proposed Ideas for Chamisa School 

Team Teaching is a philosophy, a point of view about educating 
the child, as well as being an organizational scheme. Within an 
hierarchial foundation, team leader and team members, joint 
responsibility for the students is undertaken. Based upon this 
concept we can eliminate, as much as possible, the duplication 
of grouping, the duplication of teachers' preparation, and the 
duplication of each teacher's function. 

Some basic assumptions can be made which enhance the "Teamed 
Flexibility" approach. Different students learn at differing 
rates. Not all teachers can be all things to all children. Some 
teachers and some pupils clash and to force them to remain to
gether all day and/or all year may be detrimental to both parties. 
Teachers need to continue to grow as individuals. Different 
teachers approach pupils in various ways. When one teacher can
not reach a child a second or third teacher may be successful. 

Stated in negative terms team teaching is not: large group in
struction, bridging a gap in teaching, ignoring patterns of pupil 
behavior, playing around with pupils, or moving around all day. 

Through a teamed approach, which incorporates flexible scheduling 
arranged through team planning sessions, we believe we can reach 
more children at varying levels than is possible in a self-
contained classroom. Incorporated in our "Teamed Flexibility" 
approach will be some large group instruction, small group in
struction, and when possible, individualized instruction. Some 
movement of children as well as some regrouping within the school 
day will be accomplished, dependent upon the needs of the pupil. 
A student may or may not remain with the same group during an 
entire day this being dependent upon the individual, his abili
ties, and his needs. 

Children should be grouped freely according to their level of 
achievement and not be restricted by grade designations. Al
though we will have grade labels we should not be limited by 
them. Along this same line the child will not be restricted to a 
lower level because of reading achievement only. 
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Students should be grouped flexibly so as to be placed in situa
tions where they can meet success and move at such a pace, 
whether it be fast or slow, that progress is being made. The 
pace of instruction should be matched to the group and not be 
tied to a predetermined schedule. This will result in a revision 
of the curriculum to allow for continuous progress according to 
each child's ability. 

The goals for Chamisa Elementary School include: 

The maintenance of high standards of achievement. 

The recognition of social and physical development along 
with basic academic disciplines. 

The individualization of program to fit the needs of the 
students. 

The identification and development of individual abilities. 

Improved staff utilization through teaming so that appro
priate talents can be readily available to a variety of 
learning groups . 

Flexible grouping patterns which are not rigidly bound by 
grade designations. 

Maximum use of facilities and equipment. 

Development of ability within students to engage in inde
pendent study now and in the future. 

Flexible facilities which can be molded to fit the needs 
of the educational program. 

Promote the utilization by students of a wide variety of 
learning materials„ 

Promote the use of multi-media teaching. 

In order to accomplish the aforementioned goals a program of 
"Teamed Flexibility" will be implemented at Chamisa School. Two 
teaching teams will be responsible for the instruction of all 
children. The Primary Team will be composed of all teachers 
assigned to the primary level, grades K-3. The Intermediate Team 
will consist of teachers of grades 4-6. All special area teach
ers—music, art, P.E., and the librarian--will be considered 
members of both teams and will be involved in the planning ses
sions . A team leader will be designated for each team. 
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Each teacher will have a regular class responsibility similar to 
a homeroom, although he may not be responsible for all phases of 
instruction for that class . Other team members will share in
structional responsibility as determined through the team plan
ning sessions . The teams will attempt to offer as much small 
group and individualized instruction as can be implemented. 
Capitalization of each team member's areas of interest and pro
ficiency will enhance the program„ 

A full time teachers' aide would markedly assist in better staff 
utilization. This person could be assigned duties which would 
encompass assistance to both teaching teams and the librarian. 
Her duties could include the relief of such clerical chores as 
grading standardized tests, posting test results, maintaining 
permanent record cards, preparing duplicating materials, recep
tion of monies for school pictures, book clubs, etc. She could 
assist with the operation of mechanical aids, gather for the 
teachers' use the available teaching aids, and she could be as
signed playground supervision responsibilities. 

In connection with the library program this person could assume 
the time consuming job of reshelving, carding, and whatever other 
clerical duties the librarian would assign. She could be respon
sible for organization and distribution of media housed in the 
library, and for supervision as well as check out when the li
brarian is not available. 

The library program will also implement flexible scheduling along 
with regularly scheduled periods so as to allow maximum use of 
the facility by both organized classes and individuals. Again, 
through planning with the teams, the librarian can take advantage 
of the flexibility of the schedule to assist the teachers in 
making the most advantageous use of the library. 

The librarian, as well as the other special area teachers, will 
serve as a readily available resource person to individual stu
dents as well as teachers. 

The special areas of music, art, and P.E. can be regularly sched
uled or, similar to the library program, include flexible 
schedules agreed to during the planning sessions . It is hoped in 
the areas of music and art and possible P.E. we can operate 
flexibly, not only for classes, but also to encourage individu
alized instruction for slow or advanced pupils or groups as we 
will do in the academic areas„ 

In regard to the teacher team planning sessions alluded to so 
often, the following schedule, allowing for one-half day released 
time per week, would be the best possible program. This proposed 
schedule would allow the same amount of weekly class time to the 
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intermediate grades and increase the primary class time 1 hour 
and 30 minutes per week. 

Primary Schedule--four days a week: 
8:15 A.M. - 11:45 A.M. 
.1:00 P.M. - 3:15 P.M. 

The fifth day would involve a morning schedule only. This in
volves 5 hours and 45 minutes for a regular school day and 3 
hours and 30 minutes for the one-half day--a total of 26 hours 
and 30 minutes for the week. The primary schedule may be arranged 
to more closely match the existing time allotment but the belief 
that the primary child can benefit from the additional time is 
the reason for the increase of 1-1/2 hours per week. 

Intermediate Schedule--four days a week: 
8:15 A.M. - 12:00 Noon 
.1:00 P.M. - 3:30 P.M. 

The fifth day would involve a morning schedule only. This in
volves 6 hours and 15 minutes for a regular school day and 3 
hours and 45 minutes for one-half day--a total of 28 hours and 
45 minutes for the week. This time allotment is exactly the 
same as under our present intermediate schedule. 

The kindergarten schedule would be as follows: 

A.M. Kindergarten--five days a week: 8:15 AM - 10:45 A.M. 
This involves 2 hours and 30 minutes per day. The weekly total 
of 12 hours and 30 minutes is the same as presently scheduled. 

P.M. Kindergarten--four days a week: 12:25 P.M. - 3:30 P.M. 
This involves 3 hours and 5 minutes per day. The weekly total 
is 12 hours and 20 minutes or 10 minutes less than presently 
scheduled. If the older kindergarten children are assigned to 
the P.M. session they should be better able to spend the longer 
time in school. 

No loss of overall school time would be involved as the earlier 
starting time and the slightly shorter lunch periods compensate 
for the released time. Instrumental music classes could be 
scheduled for the released time afternoon thus lessening class
room disruptions on any other school day. Children involved 
would attend on their own at the appropriate time. 

The pre-school workshop should include all teachers, specials, 
and teachers' aide assigned to Chamisa School. I recommend that 
we secure the services of Dr. John I. Thomas of the College of 
Education, New Mexico State University, Las Cruces, New Mexico. 
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During the workshop the following schedule could be used as a 
guide. 

First day: 

8:30 A.M. - 10:00 A.M. Presentation by Dr. Thomas of philos
ophy and concept of team teaching as 
related to Chamisa School. (He would 
receive a copy of our program in ad
vance so as to be acquainted with it.) 

10:00 A.M. - 11:30 A.M. Opportunity for the faculty to openly 
discuss the teamed approach with Dr. 
Thomas--question-answer period. 

1:00 P.M. - 4:00 P.M. Each team, primary, intermediate, and 
specials meet as teams and discuss 
implementation of program. Dr. Thomas 
to rotate among the three groups and 
correlate ideas. 

Second day: 

8:30 A.M. 12:00 Noon 

Third day: 

8:30 A.M. - 11:30 A.M. 

1:00 P.M. - 4:00 P.M. 

Team planning by the primary and in
termediate teams. The special teach
ers will spend half the morning with 
each team to plan correlation. 

Group faculty meeting to discuss 
problems that have arisen while plan
ning, then regroup into teams to con
tinue planning sessions. 

Time to write out plans as a team, 
both long range and immediate plans. 

During the team sessions time will be devoted to evaluation pro
cedures for the students and the program, grouping procedures, 
special scheduling. An orientation of the building under con
struction may be held as well as discussing the best approach to 
adapting the program while housed in Pinon School. 



APPENDIX B 

LETTER OUTLINING BROAD SPECIFICATIONS 
OF CHAMISA SCHOOL 

TO: Dr. C. W. Richard, Superintendent 

FROM: Peter J. Gilman 

SUBJECT: Chamisa Specifications 

Attached is a list of the broad specifications relating to 
Chamisa's educational program, personnel, and the physical 
facility. 

PJG/cb 
enc. 

copy: Buffington, Fulgenzie, Hill and Associates 
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Chamisa Elementary School 

I. Educational Program -• Teamed Flexibility 

A. Comparable in content with present program. Continued 
use of present textbooks. 

EL Team teaching based on 12 classrooms, grades 1-6. 
Three teams--Team A teachers of grades 1 and 2, 
Team B grades 3 and 4, Team C grades 5 and 6. Each 
team will have a team leader responsible for team 
coordination. 

C. Flexible scheduling will be accomplished by regularly 
scheduled team planning sessions . Planning will be 
the key to a successful flexible program. 

D. Large and small group instruction will be implemented. 
E. Specialization in different subject matter areas by 

team members will enhance the program. 
F. Each child will be exposed to a wider range of experi

ences through a variety of teachers . 
G. The library program will complement the entire educa

tional program. 

II. Personnel 

A. Selection to be made from within and without the system 
with the majority of the personnel probably coming from 
without. 

B. Criteria for selection will include an interest in 
flexible programs, team teaching and individual differ
ences . A willingness to work closely with others and 
be subject to constructive criticism will be necessary. 

C. A team leader will be selected for each team. 
D. Each team member will have one or more areas of spe -

cialization and can be a resource person for other team 
personnel. 

E. Special area teachers such as art, music, etc., will 
coordinate closely with each team. 

Ill. Building 

A. To provide for teamed flexibility program. 
B. Flexibility which can accommodate possible future 

changes. 
C. Core facilities: To accommodate 600 pupils 

1. Art room - with walk-in storage, kiln, room to 
store children's work which has not been completed. 

2. Music room with piano - large walk-in storage with 
adequate shelving for instruments and books. 
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3. Library - a resource center including: librarian 
work room, storage room, reference room, study 
carrels with electrical outlets, large area for 
group teaching, ample shelving, professional book 
section with area for teacher's use, conference 
room. 

4. Gymnasium - to include stage with storage and 
dressing rooms. 

5. Science, Audio-Visual room - to include science 
demonstration table with sink, running water, 
electrical outlets. Student work tables, storage 
facilities and motion picture screen. 

D, Classrooms to include study carrels, ample storage 
space, sink with drinking fountain, ample electrical 
outlets, capability of darkening for A-V use. De
signed so as to allow for flexibility to include large 
and small group instruction. Primary classrooms to 
include restroom. 

E, Teacher planning areas for each team. 
F, Administrative section 

1. Principal's office large enough to hold small 
group conferences. 

2. Secretary's office and reception area with ample 
space for people to sit. 

3. Nurse's office to include restroom and shower. 
4. Teachers' lounge with sink, stove and refrigerator. 
5. Workroom separate from lounge. 
6. Small kitchen to accommodate PTA meetings, etc. 
7. Janitor's living quarters large enough to accommo

date two men. 
8. Restrooms - faculty restrooms near but not in 

teachers' lounge . 

It is recommended that the Industrial Arts shop be eliminated 
from Chamisa School. The 5th and 6th grade pupils could be 
transported to Pinon School for this purpose. The money saved 
could be used for additional classroom space. 

Meetings will be scheduled with all special area teachers to 
discuss the educational program for Chamisa and develop under
standings of implementing these areas into the program. 

It is understood that the program will be dependent upon the 
teachers and as such all details cannot be completed without 
their knowledgeable assistance. 
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SUPERINTENDENT'S LETTER EXPLAINING 
CHAMISA SCHOOL 

November 10, 1966 

TO: All Certificated Personnel 

FROM: Dr. C. W. Richard, Superintendent 

SUBJECT: Chamisa Elementary School 

In the spring of this year, the Los Alamos County Board of Edu
cational Trustees confirmed the preliminaries for construction 
of a second elementary school in the White Rock area of Los Ala
mos . Mr. Peter Gilman, Principal of Pajarito School, was desig
nated as Principal-elect of this second school which has been 
named Chamisa. Since this time, considerable planning of this 
facility and the program it will house, has taken place. Chamisa 
Elementary School is scheduled to open in the fall of 1967. The 
education program will be a departure from the predominantly 
self-contained classroom program now in existence in all other 
Los Alamos elementary schools . "Teamed Flexibility" is the term 
used to name the proposed program. 

Educational Program—Teamed Flexibility 
1. Content will be comparable to present program. 
2. Present textbooks will be used. 
3. Team teaching will be based on 12 classrooms, each 

grade level forming a team with the plans of expand
ing to include two grade levels per team: 
Grades 1-2, 3-4, 5-6. 

4. Flexible scheduling will be accomplished by regularly 
scheduled team planning sessions. 

5. Large and small group instruction will be implemented. 
6. Specialization by team members, in different subject 

matter areas, will enhance the program. 
7. Each child will be exposed to a wider range of experi

ences through a variety of teachers. 
8. The library program will complement the entire educa

tional programo 
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The building is designed to fit the educational program, and 
flexibility has been incorporated to allow maximum adaptability. 
Folding walls will allow any combination of room arrangement 
from completely self-contained to as many as seven rooms opened 
to one large instructional area. Core facilities include rooms 
to house Art, Music, Library, and Gymnasium programs. Separate 
teacher planning areas for both primary and intermediate levels 
are adjacent to the classrooms. The key to successful operation 
of the overall program will be regularly scheduled team planning 
sessions. In order to accomplish this planning it will neces
sitate extra time on the part of the Chamisa staff. It is 
anticipated that Chamisa School will be visited often by persons 
interested in both the building and the program. A faculty mem
ber would have to be willing and able to handle interruptions 
during the day. 

The architects for the new school are Buffington-Fulgenzi-Hill 
and Associates. Many of our staff members have cooperated in 
the planning of the program, and have assisted with the archi
tectural drawings. We are most grateful for the assistance, and 
sincerely hope that you will continue to pass on your suggestions 
and maintain your interest in this project. 

Teachers interested in participating in team teaching need cer
tain characteristics beyond subject-matter knowledge which will 
be considered. Some variables indicated for successful team 
teaching include flexibility, ability to cooperate with other 
adults, organizational skill, consideration for others, and 
ability to accept constructive criticism. If you are interested 
in further information or in being considered for assignment in 
the Chamisa program, contact this office. Your request will be 
carefully considered. 
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PETER J. OILMAN 

Welcome to the Chamisa Elementary School faculty. In the following few 
paragraphs I hope to acquaint you with a general overview of our planned 
program for next year. I am very enthusiastic about the prospects which 
spread before us and wish to kindle within you this same enthusiasm. I 
believe we have an opportunity to develop an educational program which 
will be second to none in the Southwest. 

Team Teaching is a philosophy, a point of view about educating the child, 
as well as being an organizational scheme. Within an hierarchial founda
tion, team leader and team members, joint responsibility for the students 
is undertaken. Based upon this concept we can eliminate, as much as pos
sible, the duplication of grouping, the duplication of teachers' prepara
tion, and the duplication of teachers' function. 

Some basic assumptions can be made which enhance the "Teamed Flexibility" 
approach. Different students learn at differing rates. Not all teachers 
can be all things to all children. Some teachers and some pupils clash, 
and to force them to remain together all day and/or all year may be 
detrimental to both parties. Teachers need to continue to grow as indi
viduals. Different teachers approach pupils in various ways. When one 
teacher cannot reach a child, a second or third teacher may be successful. 

Through a teamed approach, which incorporates flexible scheduling arranged 
through team planning sessions, we believe we can reach more children at 
varying levels than is possible, in a self-contained classroom. Incorpo
rated in our "Teamed Flexibility" approach will be some large group in
struction, some small group instruction, and when possible individualized 
instruction. Some movement of children, as well as some regrouping with
in the school day, will be accomplished, dependent upon the needs of the 
pupil . A student may or may not remain with the same group during an 
entire day, this being dependent upon the individual, his abilities, and 
his needs. 

Children should be grouped freely according to their level of achievement 
and not bt; restricted by grade designations. Although we will have grade 
labels we should not be limited by them. Along this same line a child 
will not be restricted to a lower level because of reading achievement 
alone. 

Students should be grouped flexibly so as to be placed in situations where 
they can meet success and move at such a pace, whether it be fast or slow, 
that progress is being made. The pace of instruction should be matched 
to the group and not be tied to a predetermined schedule. This will re
sult in a revision of the curriculum to allow for continuous progress 
according to each child's ability. 
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With reference to the Los Alamos Schools' statement "This We Believe," the 
goals for Chamisa Elementary School include: 

The maintenance of high standards of achievement. 

The recognition of social and physical development along with the 
basic academic disciplines. 

The individualization of program to fit the needs of the students. 

The identification and development of individual abilities. 

Improved staff utilization through teaming so that appropriate tal
ents can be readily available to a variety of learning groups. 

Flexible grouping patterns which are not rigidly bound by grade 
designations. 

Maximum use of facilities and equipment. 

Development of ability within students to engage in independent 
study now and in the future. 

Flexible facilities which can be molded to fit the needs of the 
educational program. 

Promote the utilization, by students, of a wide variety of learning 
materials. 

Promote the use of nrulti-media teaching. 

In order to accomplish the aforementioned goals, a program of "Teamed 
Flexibility" will be implemented at Chamisa School. Two teaching teams 
will be responsible for the instruction of all children. The Primary Team 
will be composed of all teachers assigned to the primary level, grades 
K-3. The Intermediate Team will consist of teachers of grades 4-6. All 
special area teachers--music, art, P.E., and library—will be considered 
members of both teams and will be involved in the planning sessions. A 
team leader will be designated for each team. 

Each teacher will have a regular class responsibility similar to a home
room, althougli he may not be responsible for all phases of instruction for 
that class. Other team members will share instructional responsibility as 
determined through the team planning sessions. The team will attempt to 
offer as much small group and individualized instruction as can be imple
mented. Capitalization of each team member's areas of interest and pro
ficiency will enhance the program. 

The library program will also implement flexible scheduling along with 
regular scheduled periods so as to allow maximum use of the facility by 
both organized classes and individuals. Again, through planning with the 
teams, the librarian can take advantage of the flexibility of the sched
ule to assist the teachers in making the most advantageous use of the 
library. 



The librarian, as well as the other special area teachers, will serve as 
readily available resource person to the students as well as the teachers 

As a member of the Chamisa faculty you will participate in a special pre
school workshop designed to assist us with the implementation of our pro
gram. 

You will report to the Curriculum Center at 8:30 A.M. on Thursday, 
August 24, 19G7. The workshop will involve 3-1/2 days, Thursday the 24th 
Friday the 25th, Saturday A.M. the 26th, and Monday the 28th. You will 
receive remuneration for these extra days. 

Dr. John I. Thomas, a former team teacher and team leader, presently a 
member of the College of Education, New Mexico State University, will be 
our consultant during a portion of the workshop., The major part of the 
workshop will be spent in actual discussion and preparation, as teams, 
of the details of the program. 

If during this summer you have an opportunity to attend a workshop or sum 
mer classes pertaining to Team Teaching and/or the Nongraded School, I 
hope you will do so. New Mexico State University is offering such a 
workshop twice during the summer. The dates are June 5-23 and June 26-
July 14. Further information is available in my office. 

Many books, pamphlets, and articles have been written pertaining to Team 
Teaching and the Nongraded School. Again, I would encourage you to read 
whatever you can along these lines to at least acquaint you with the 
general ideas in the field. The following bibliography will give you 
some titles. Those marked with an asterisk are available from me. Other 
materials are available from the Curriculum Center. 

•"How to Organize an Effective Team Teaching Program, Harold S. Davis, 
1966 Prentice-Hall, 

*How to Organize a Non-Graded School, Eugene Howard and Roger Bard-
well, 196b Prentice-Hall. 

The Appropriate Placement School: A Sophisticated Non-Graded Cur
riculum, B. Trank Brown, I'dbS Parker Publishing Co. 

*Ungrading the Elementary School, Frank Dufay, 1966 Parker Publishing 
Co. 

Unit Four, Team Teaching, January 1965; Unit 8, Non-Grading, May 
196S--SRA Teacher Education Extension Service. 

•'The Hon-Graded Primary School, Glogau and Fessel, 1967 Parker 
Publishing Co. 

Nongraded Schools in Action, Beggs and Buffie (eds.), 1966 Indiana 
University Press. 

The Non-Graded Elementary School, Goodlad and Anderson, 1963 Har-
court, Brace and World. 
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If you have any questions, ideas, and/or commonts, please feel free to call 
me, come by and discuss, or drop mo a line if you are out of town during 
the summer. I will be available; most of the summer. I can be reached at 
one of the following numbers: Pajarito School telephone, 2-3232; home 
telephone, 2-2116; home address, 2247 34th Street, Los Alamos. 

Sincerely yours, 

Peter J. Gilman, Principal 
Chamisa Elementary School 

PJG/cb 
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Dear Elementary Librarians: 

Please restudy the proposed library for Chamisa School. I would 
appreciate your ideas concerning changes of rooms, circulation 
routes, group teaching area, stacks, and room size. 

We will need to discuss and decide upon the philosophy to guide 
the use of the reference room, conference room, group teaching 
area, and general reading and stack area. If you feel a complete 
rearrangement is needed please be prepared to recommend such 
changes . 

A tentative meeting date has been set for October 6 at Pajarito 
School. Please come as soon after school as possible. If you 
have a conflict with this date please contact me. Time is of the 
essence. 



Proposed area sizes: 

Workroom -- 150 sq. ft. 
Storage room -- 200 sq. ft. 
Reference room -- 225 sq. ft. 
Conference room -- 225 sq. ft. 
(Conference room to be a listening-viewing room 
with wet carrels) 

Grouping teaching area --1,000 sq. ft. 
Stack area/general reading--!,000 sq. ft. 

Peter J. Gilman 
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November 9, 1966 

TO: Grade Level and Special Area Chairmen 

FROM: Peter J. Gilman, Principal, Pajarito School 

SUBJECT: Recommended Equipment for Chamisa School 

Once again I am calling upon you as chairman to get the reactions 
of your colleagues concerning Chamisa School. 

I would appreciate recommendations of types of equipment you feel 
would be necessary to operate a successful educational program, 
in your specific area, at Chamisa School. Do not hesitate to 
include all possibilities . 

I cannot guarantee that all recommended items will be purchased, 
but your knowledgeable assistance will give me a basis upon which 
to develop the equipment order. 

Please send your recommendations to me at Pajarito School no 
later than December 9, 1966. 
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December 2, 1966 

TO: Mr. Peter J. Gilman, Principal, Pajarito School 

FROM: Marilyn Sweeney, Sixth Grade Chairman, Barranca Mesa 

RE: Suggested equipment for sixth grade classroom 
for Chamisa School 

4 sets of bookends 
1 magnetic board with materials appropriate to 6th grade units 
1 planetarium 
Desks and separate chairs for students 

.15 straight back chairs per room for reading groups 
2 library tables (rectangular--24" X 48") 
1 round table 
Teacher's desk with chair 
4-drawer filing cabinet 
11. S. flag 
Pencil sharpener 
1 set World Book encyclopedias 
30 dictionaries 
Readers Digest Skill Builders 
1 globe - Cartocraft Physical-Political, 16" suspended from 
ceiling 

Political map of the United States 
Political map of the world 
Map of New Mexico 
Map of Europe 
Mediterranean area map 
Map of Asia 
Ancient history map 
Map of Central America 
Map of South America 
Relief map of the world 
30 Encyclopedia Britannica maps 
1 pointer 
String 
Crayons 
Stapler 
Scotch tape dispenser 
Desk pad 
30 rulers, graduation of 1/16" 
30 sharp pointed scissors 
1 Califone - tape recorder 
1 set Zaner-Bloser Cursive Writing Charts (wall) 
1 teacher's stool (4-legged) 
1 paper cutter 
Chalkboard erasers 
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Suggested equipment/6th grade/Chamisa School 
page 2. 

2 waste paper baskets 
1 chalkboard compass 
1 chalkboard protractor 
1-25 foot extension cord 
Scholastic magazines 
Construction paper 
Chalk 
1 room thermometer 
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Recommendations of Types of Equipment for the Chamisa School 

From: The First Grade Teachers 

Adjustable desks and chairs (contour style) as seen in 
Elsie Thoens' room at Barranca Mesa 

Tables for interest centers--at least 2--formica top--
some teachers liking rectangular, as round tables take up 
too much room 

Round reading table--formica top--light wood--some want 
round library table 

Teacher's desk and chair 
File cabinets 
Larger chairs for visitors 
Chairs for reading circle 
Carpet and tarp for painting and work areas 
Glare-proof window glass—dark shades to be drawn for a 
dark room 

Coat hooks just inside the door 
Storage space for big charts 
Abacus —floor size 
Flannel boards--two of them 
Chart racks 
Focket charts 
Calendar 
Easels with covered plastic containers for paints 
Clock placed at child's eye level 
Large clock (manipulative) 
Pencil sharpener 
Paper cutter 
Aquarium 
Portable book shelves 
Paste paper baskets 
Flag 
Alphabet cards 
Terrarium 
Primary globe 
Maps of the United States and the world 
Puzzle rack 
Magnetic boards plus magnetic numerals and capital and 
lower case letters 

Portable chalkboards which are lined and bulletin boards-
could be used as room dividers — screens could be used as 
dividers, too 

Phonograph plus rolling cart 



Recommendations 
page 2 „ 

Tape recorder--12 sets of earphones—plus tapes for 
language interest centers, etc. 

Hot plate 
Thermometer 
Primary typewriter 
Basic set of science equipment recommended in the science 
series 

Arithmetic devices as .listed in the teacher's manual 
Piano 
Television set 
Incubator 
Overhead and opaque projectors and cart 
Movie projector on cart plus screen 
Filmstrip projector and cart 
Some means from which mobiles can be hung 
Window boxes for plants 
Wire paper holder with clips running across top of chalk

board as seen in Elsie Thoens' room 
Six-step ladder 
Sentence strip paper 
Supplemental readers 
Lockers for equipment--tennis shoes, coats, overshoes, 
paint shirts, etc. 

Baskets for receiving work and take-home papers 
Cork strips around the room, possible above chalkboard and 
bulletin boards for purposes of hanging murals, art work 
and charts 
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OBJECTIVES FOR CHAMISA ELEMENTARY SCHOOL 

TO: Walter E. Smith, Assistant Superintendent 

FROM: Peter J. Oilman 

SUBJECT: Objectives for Chamisa Elementary School 

Attached hereto is the revised copy of the Objectives for 
Chamisa Elementary School 

cb 
enc. 
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Objectives for Chamisa Elementary School 

I. To maintain high standards of achievement. 
A. This is to be accomplished through teachers dedicated 

to this purpose. 
B. Teachers will be aware of their student's capabilities 

and teach toward the end that each child will be ex
pected to strive to a standard pertinent to his 
ability. 

C. Present curriculum guides will serve as a reference. 
D„ Curriculum revision will be investigated and accom

plished where needed . 

II „ To recognize social and physical development along with 
the basic academic disciplines „ 
A. All staff members are to be made cognizant that the 

social and physical development of their students is 
also their responsibility. 

B. They are to do what they can to assist development. 
C. Assistance through the use of specialists, such as 

the physical education teachers and guidance direc
tors, to help inform teachers and work with students 
will be employed„ 

CII. To identify individual abilities. 
A. Institute a comprehensive diagnostic testing program„ 

1. Begin with reading diagnosis. 
2. Continue with arithmetic diagnosis. 

B.. Teacher observation and judgment to assist with iden
tification „ 

Co Prior records to be consulted. 

IV.. To develop individualization of our program to meet th'e 
needs of the students . 
A. Utilize diagnostic test results to group students 

according to ability levels for particular subjects. 
B. Teach children on the level at which they comprehend 

and meet success . 
1. Utilize individual instruction. 
2. Utilize small group instruction with students 

possessing the same learning ability or achieving 
on the same level. 

V. To improve staff utilization through teaming. 
A. Form teaching teams. 

1. Primary team to include grades K-3. 
2C Intermediate team to include grades 4-6. 

B. Appoint a team leader for each team. 
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C. Correlate teaching responsibilities through daily team 
planning sessions . 

D. Formation of grade level sub-teams. 
E. Arrange a block of released time each week for de

tailed and long-range planning. 
F. Each team member to become a subject area specialist 

and be responsible for coordination of that subject 
for the team. 

VI. To implement flexible grouping patterns not bound by grade 
designations„ 
A. From the results of diagnostic testing, group children 

who are achieving on the same level for particular 
subjects without regard to grade designations. 

B. Movement between groups to be accomplished when deemed 
advisable and not restricted to special times of the 
year . 

C. Children to move among groups upon the decision of the 
sending and receiving teachers in consultation with 
the principal. 

D. Initial grouping to begin with reading. 
E. Other curricular areas to use similar procedures after 

evaluation of the reading grouping. 

VII, To develop independent study habits within students. 
A. Encourage teachers to foster an attitude which pro

motes independent study. 
B. Classroom teachers and librarian to teach skills 

needed to work independently. 
C. Acquaint students with the library facilities. 
D. Provide an atmosphere within the library which will 

encourage use of the facilities. 
E. Provide willing assistance to students. 

VIII. To provide flexible facilities which can be adapted to fit 
the needs of the educational program. 
A. Initial building design to conform to the proposed 

educational program. 
B. Teachers to be made aware of the flexibility incorpo

rated through the use of folding walls, multi-use 
centers, and teaching planning centers. 

C. The principal must insure that the faculty makes prop
er use of the facilities. 

IX. To promote the utilization, by students, of a variety of 
learning materials. 
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A. Procure, through regular business office channels, the 
necessary amounts of the following equipment: 

8 mm Single Concept Projector 
Tape Recorder 
Overhead Projector 
Record Player 
Filmstrip Viewer 
Filmstrip Projector 
Opaque Projector 

B< Insure that all teachers and library personnel can 
operate and instruct students in the operation of the 
above mentioned items. 

C« Conduct instruction, for students, in the proper opera
tion of audio-visual equipment. 

D. Audio-visual equipment and materials to be available 
to students through the classroom and library. En
couragement to make use of these items will be the 
responsibility of all faculty members. 

X. To promote the use of multi-media teaching. 
A. Teachers will be instructed in the operation of all 

A-V equipment in the building. In-service training in 
this area will be conducted. 

B. Media in addition to that already mentioned will in
clude the 16 mm Sound Projector and the Microprojector. 

C. Appropriate use of transparencies, reproductions and 
replicas will be encouraged. 

D. Television programming will be implemented wherever 
possible . 

E«, We will attempt to make the most advantageous use of 
the numerous resource personalities in the community. 
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PETER J. SILMAN 
MINOIRTI 

September 2, 1969 

Dear Parents: 

As part of our continuing effort to provide the best education possible 
for your child and the other children at Chamisa School, we have changed 
the type of classroom organization to allow us >_o further reach our 
ultimate goal of individualized instruction. 

You will recall we had two teacher teams last year. This year we have 
team-taught nongraded teams. By nongraded we mean there is no grade 
level, such as you have been accustomed to, attached to the teams. 

There will be four teams in operation, two primary teams and two in
termediate teams. Children are assigned to the teams as follows: 

Team A consists of three teachers and those children who typically 
would be assigned to kindergarten and grade 1. 

Team B consists of four teachers and those children who under typical 
organization schemes would be classified as 2nd and 3rd graders. 

Teams X and Y consist of three teachers each and children who would 
have been classified as 4th, 5th, and 6th graders. 

The teachers on each team will instruct your child at the level of his 
ability with no stigma attached to a specific grade level. Slow 
learning students will move at a pace which best suits their learning 
needs. Faster moving students will progress at their rate. 

Further explanation of the program will be given during our Open House 
PTA Meeting on September 25. 

Sincerely, 

Peter J. Gilman, Principal 
Chamisa Elementary School 

PJG/cb 
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INSTRUCTIONAL AIDE DUTIES 

The responsibilities of an instructional aide may be classified 
in the areas of the educational process to which they relate. 

Instructional Support 

These tasks are concerned with the learning process: 

A. Working with individual students, as per the team's 
plans. 

B. Monitoring independent study or research after formal 
instruction by the teacher. 

C. Conducting small group drill. 
D. Helping students with programmed materials. 
E. Assisting in media centers. 
F. Collecting resource materials. 
G . Arranging field trips. 
H. Assisting with audio-visual equipment. 
I. Preparing visual aids. 
J. Reading and telling stories. 
X. Directing games and singing. 
L. Constructing teaching aids. 

Technological Support 

These tasks deal with the use of instructional media: 

A. Ordering audio-visual supplies and equipment. 
B. Constructing overhead transparencies. 
C. Scheduling, delivering, and operating audio-visual 

equipment. 
D. Supervising students who operate equipment. 
E. Assisting in labs and shop in setting up, disassembling 

and storing equipment. 
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Clerical Support 

These duties deal with routine tasks: 

A. Maintaining records. 
B. Preparing reports. 
C. Scoring objective tests and recording test results. 
D. Processing and distributing books and supplies. 
E. Collecting money-
F. Classifying and filing materials. 
G. Preparing duplicating materials. 

Monitorial Support 

These duties are of a supervisory nature: 

A. Playground 
B. Lunchroom 
C. Field trips 
D. Bus loading 
E. Fire drills 
F. Halls 
G. Small group 

Housekeeping Support 

These duties may involve some operational-type tasks, relating 
to a specific classroom activity, e.g., art projects, science 
experiments. 

A. Supervising pupils in cleaning and straightening the 
classroom. 

B. Adjusting heating. 
C„ Adjusting lighting. 
D. Working out satisfactory seating arrangements. 

Other Support 

There are other areas in which aides might perform valuable ser
vices relating effectively to school patrons . 

A. Interpret school program, policies, and needs. Quite 
naturally, school personnel are often queried about pro
grams . It is important to answer accurately and in a 
helpful manner. 

B. Serve as a contact for students in the hospital. 
C. Coordinate assignment of volunteer aides. 
D. With experience, many other duties may be found for in

structional aides. Thus, teachers and aides should try 
to remain flexible in making and accepting assignments. 
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Reading Skills (1st Grade Level) 

Name Reading Level 

A plus (+) indicates that your child is strong in this area on 
his particular reading level. A minus (-) indicates a weakness, 
A check mark (/) indicates satisfactory progress in this area. 

3rd 4th 
marking marking 
period period 

1. Understands what he reads 

2. Knows words which have been presented 
in class 

3. Knows the letter sounds in various 
positions 

4. Is able to use letter sounds and 
context to read new words 

5. Uses correct pronunciation, phrasing, 
and expression in oral reading 

6. Reads silently with no lip movement 
or finger pointing 

7. Reads independently during free time 

(Reading Teacher) 



Reading Skills (2nd and 3rd Grade Levels) 

Your child's reading mark is based on his performance at the 
level at which he is presently reading and is not in respect 
to his regular grade placement. 

is, at this time, reading on a level 
equivalent to the . 

PLEASE RETURN THIS SHEET WITH THE REPORT CARD 
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Reading Skills (4th Grade Level) 

Your child's reading mark is based on his performance at the 
level at which he is presently reading and is not in respect 
to his regular grade placement. 

is, at this time, reading on a level 
equivalent to the grade. Following is a list of reading 
skills at various levels. Your child's level is indicated with 
a check mark in the appropriate box. 

The following reading skills are taught at the 4th grade level: 

£J BLOCK I 

1. Basic vocabulary 
2. Word attack skills (consonants and vowels, blends, and 

combinations, syllables, prefixes, endings and root 
words) 

3. Determine meaning of strange words using the story as a 
reference 

4. Dictionary Skills introduction (locating words, guide 
words, alphabetical order, spelling, pronunciation using 
word attack skills) 

5. Comprehension (reading for main idea, correct sequence, 
drawing conclusions) 

£1 BLOCK II 
Continuation of development of Block I skills and introducing 
the following: 
1. Interpreting punctuation marks (exclamation point, dash, 

and comma) 
2. Interpreting figures of speech 
3. Dictionary Skills (continue Block I skills plus choosing 

correct meaning) 
4. Using an Index and Table of Contents 
5„ Recognizing main and subtopics 
6. Understanding simple outline form 

£J BLOCK III 

Continuation of development of Blocks I and II skills and in
troducing the following: 
1„ Comprehension (reading to follow directions, choosing key 

words, finding pertinent information) 
2. Punctuation (quotation marks) 
3. Reading with proper emphasis 
4. Identifying paragraph topics and choosing subjects 



TEACHER 

TEACHER 

TEACHER 

TEACHER 

DATE 

DATE 

DATE 

DATE 

PLEASE RETURN THESE SHEETS WITH THE REPORT CARD 
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Reading Skills (5th Grade Level) 

Your child's reading mark is based on his performance at the 
level at which he is presently reading and is not in respect 
to his regular grade placement. 

is, at this time, reading on a level 
equivalent to the grade. Following is a list of reading 
skills at various levels. Your child's level is indicated with 
a check mark in the appropriate box. 

The following reading skills are taught at the 5th grade level: 

n BLOCK I 

1. Interpreting punctuation marks (exclamation, comma, colon 
and dash) 

2 . Emphasis for meaning in oral reading 
3. Locating details 
4. Techniques for pronouncing new words 
5. Dictionary Skills (alphabetical order) 
6. Basic outlining (main topics, subtopics) 
7. Syllabication (number of vowel sounds) 
8. Selection of proper meaning of words with multiple 

meanings 
9. Arrange items in correct sequence 
10. Reading for main idea 
11. Drawing conclusions 
12 . Following written directions 
13. Continuation of oral reading skills 

[J BLOCK II 

Continuation of development of Block I skills and introducing 
the following: 
1. Interpreting punctuation marks (quotation marks) 
2. Dictionary Skills (guide words, use of pronunciation 

guide, locating words in a dictionary) 
3. Finding root words 
4. Determining the key word in a question 
5. Reading with proper expression 
6. Using an Index 
7. Finding paragraph topics 
8. Interpreting figures of speech 
9. Reading maps 
10. Making notes 
11. Organizing notes in outline form 
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rj BLOCK III 

Continuation of development of Blocks I and II skills and 
introduction of the following: 
1. Interpreting punctuation marks (dashes and dots) 
2. Visualizing a scene described in print 
3. Outlining a group of paragraphs 

TEACHER DATE 

TEACHER DATE 

TEACHER DATE 

TEACHER DATE 

PLEASE RETURN THESE SHEETS WITH THE REPORT CARD 
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Reading Skills (6th Grade Level) 

Your child's reading mark is based on his performance at the 
level at which he is presently reading and is not in respect 
to his regular grade placement. 

is, at this time, reading on a level 
equivalent to the grade. Following is a list of reading 
skills at various levels. Your child's level is indicated with 
a check mark in the appropriate box. 

The following reading skills are taught at the 6th grade level: 

£J BLOCK I 

1. The ability to unlock strange words independently through 
the use of consonant sound associations with oral and 
printed context, syllabication, and using prefixes, suf
fixes and common syllables as aids. 

2. The ability to cope with meaning difficulties indepen
dently through interpreting the meaning and use of special 
type, using a dictionary to get the meaning of an unfa
miliar word or a new meaning for a familiar word, using 
context to get the meaning of an unfamiliar word or 
choosing the appropriate meaning of a multi-meaning word. 

3. The ability to make effective use of reference aids. 
4. The ability to study informative material effectively and 

to read for different purposes such as reading to deter
mine the main idea in a selection, noting and remembering 
correct sequence. 

5. The ability to read well to others, noting certain basic 
standards for effective oral reading, using punctuation 
marks as an aid in reading aloud and reading directions, 
explanations or instructions. 

6. The ability to interpret printed material effectively by 
judging an author's qualifications and learning what is 
meant by main characters, setting, and plot. 

7. Getting more enjoyment from reading. 

£J BLOCK II 

1. Using context to get the meaning of figures of speech and 
idioms 

2. Using punctuation marks as an aid to getting meaning 
3. Using an Index (recognizing and using main topics, key 

words and subtopics) 
4. Locating information rapidly 
5. Using a Table of Contents 
6. Reading to draw conclusions 
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7. Identifying paragraph topics 
8. Choosing subtopics 
9. Deciding what emotional tone to use when reading orally 
10. Using the meaning of what is being read to decide which 

words to emphasize when reading orally 
11. The ability to interpret printed material effectively 

(making inferences, making generalizations, making judg
ments and forming opinions) 

12„ Appreciating vivid language 

[J BLOCK III 

1„ Interpreting graphs, maps and charts 
2. Organizing notes in outline form 
3. Reading poetry 
4. Building a characterization in reading conversation or 

dialogue 
5. Evaluating the reading selections 
6. Drawing conclusions 
7. Interpreting the mood of characters 
8. Interpreting the author's purpose 
9. Extending appreciation of different forms of literature 

TEACHER DATE 

TEACHER DATE 

TEACHER DATE 

TEACHER DATE 

PLEASE RETURN THESE SHEETS WITH THE REPORT CARD 
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SAMPLE PAGE OF CHAMISA 
ARITHMETIC CONTINUUM 
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LEVEL C 28 

COICEPT iramouu. owtcrms SUGGESTED APPROACHES 

Hvaaratlcc 1. fcaade nd writes n\aber word* through 200. 
2. leads and writes short sequences of mabere from 

any starting point to 200. 
3. Grovpe the aniiiti of a given eet by twos, fives, 

and tena and counts (by groups) the nuaber of eem» 
bers In the given sat. 

4. Uses the number line to skip count by 2'a, 3'#, end 
5's to 200 from any atartlng point. 

5» Telia and writes the mabere which precede end fol
low a given maber. 

6. Supplies the maker which la one sore, one less, or 
In-between two given makers. Limit of 200. 

7. Ncaes, reads, and writes many different neaae for 
the eeae number. (9 + 3-12; 15 • 3 • 12). 

6. Identifies ntabere 4a odd or even to 100. 
9. Uses ordinal mabere through twentieth to identify 

posltloo of a particular object in a eequeoce of 
objects. 

Arrange numbere in order of site. 

Designate players or teams finishing lo a race or gaae aa let, 2nd, 3rd, etc. 

Cheek attendance by counting by twos fives, aod tens. 

Develop the order of the sooths by writing the names 00 the chalkboard. Than 
aak which atudenta have birthdays lo January, and so 00. Then ask, 'Vho haa 
his birthday In the-eecood eootht Ehat lo the nssa of the tenth sooth?" 

Place a set of 20 objects lo a lino ca 0 table. Ask students to exchange the 
first item with the third, tho second with the sixth, etc. 

Vrlte acaa numerals for upper*doeade nusbere 00 the chalkboard. Assign a row 
or teaa to each niaaral. At 0 given signal the first child on each teca rune tip 
snd writes the numeral for the nest nusber lo aequence. He then returns aod 
hands the chalk to the nest person ca his teea aod so 00. 

Develop a technique to help the pupils lo determining whether a nuaber la even 
or odd. Have the pupils shro 6 set containing 4 disks and then have thea arrange 
thes Into eubsets with 2 disks In each. Dlscusa the idea that the disks lo eseh 
of thess sets can be arranged into oubeets with 2 disks each, without any left 
ovar. 

Place Value 1. Vrltaa the cardinal maber for structured declnal 
groups to 200. 

2. Places ̂  or ̂  between two ntabere. 
3. Write# a given nuaber as ^hundreds, _tens snd 

ones and in expended notation ualng the • sign. 
Numbere to 200. 

Introduce place value by showing hes? the abacus is constructed aod used. 

Uss manipulative materials such as bundles of sticks to demonstrate 21 aa two 
tana aod 1 one. Dae a hundred chart or spool board. 

Conduct an oral drill involving numbers of tene. 
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LETTER OUTLINING CHAMISA'S 
1969-70 PROGRAM OBJECTIVES 

(Uiptttisn ^Icturitfarji j5clfrti.il 
jKPijitr J\Drfe 

anuis, rfa ,-fHrxia' 675-M 

PETER J .  CILMAN 

TO: Dr. Joseph M. Carroll, Superintendent 

FROM: Peter J. Gilman 

SUBJECT: 1969-70 Program Objectives for Charaisa School 

Listed below arc the 1969-70 program objectives for Chamisa 

Elementary School: 

1. Develop a definition of individualized instruction as practiced 
at Chamisa School. 

2. Implement the individualized approach in at least one curriculum 
area (arithmetic). 

3. Continue development of a reading continuum. 

1. Begin to-organise mater ials necessary to successfully carry out 
individualized instruction. 

5. Request budget allocation for a group of Chamisa teachers to 

work during the summer to continue collection, organization, 

and development of materials for the individualization of in
struction. 

6. Pay team members to return early to formulate team plans for 
the new school year. 

7. Continue implementation of the district health and social stud
ies curriculum. 

8. Refine the team approach vjith an ultimate goal of a teamed-

nongraded program. 

PJG/cb 
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APPENDIX M 

STUDENT PLACEMENT SHEET (MATH) 

Key: + Strong 
/ Average Name 
- Weak 

A B C D E F H I  

Numeration 1 

Place Value i 

Addition i 
4 

1 

Subtraction 
i 1 

1 

Multiplication j ! 
i i 

Division j i 

Combination i 
of Processes 1 

i 
s 

Fractions j ! 
) 

Money j 
1 
f i 

Time j 
I 
i j 

Systems of j 
Measurement | | 
Geometry • 1 
Special Topics j 

1 
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APPENDIX N 

CHAMISA SCHOOL NONGRADED PROGRESS REPORT 

Name Date 

Key: / On Grade Level 
+ Above Grade Level Chamisa Assignment 
- Below Grade Level Grade Level Equivalent 

Reading Arithmetic 
Comprehension Numeration & Place Value 
Vocabulary Addition 
Oral Subtraction 
Word Attack Skills Multiplication 
Interest Division 

Basal Text Title 
Fractions 

Basal Text Title 
Social Studies 

Completed through page 

Other Reading Text 

Science 

Spelling | 

Science 

Language 

Science 

Written Communication 

Science 

Oral Communication 

Science 

Remarks (to include special strengths/weaknesses): 
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SUBJECTIVE REPORT CARD 
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First Marking Period 
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Subject Student 

Progress Teacher 

Attitudes and Work Habits 

Code: S = Satisfactory 
N = Needs Improvement 

Cooperates with teacher 
and classmates 

Listens carefully 
Follows directions 
Works independently 
Completes assignments within 
reasonable amount of time 

Second Marking Period 

Progress 

Attitudes and Work Habits 

Code: S = Satisfactory 
N = Needs Improvement 

Cooperates with teacher 
and classmates 

Listens carefully 
Follows directions 
Works independently 
Completes assignments within 
reasonable amount of time 
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Third Marking Period 

Subject Student 

Progress Teacher 

Attitudes and Work Habits 

Code: S = Satisfactory 
N = Needs Improvement 

Cooperates with teacher 
and classmates 

Listens carefully 
Follows directions 
Works independently 
Completes assignments within 
reasonable amount of time 

Fourth Marking Period 

Progress 

Attitudes and Work Habits 

Code: S = Satisfactory 
N = Needs Improvement 

Cooperates with teacher 
and classmates 

Listens carefully 
Follows directions 
Works independently 
Completes assignments within 
reasonable amount of time 



APPENDIX P 

SUPERINTENDENT'S LETTER REGARDING 
REPORTING PUPIL PROGRESS 

LOS ALAMOS SCHOOLS 
Los Alamos, New Mexico 

September 1970 

Dear Parent: 

During the 1970-71 school year we will be reporting your child's 
progress in the following manner; 

First reporting period - report card and parent conference 

Second reporting period - report card 

Third reporting period - parent conference only 

Fourth reporting period •- report card 

The report card grades will be determined on the progress which 
your child has made in relation to his capacity to learn based 
upon tests and staff experience and judgments. This approach 
should result in each student working in competition with him
self rather than being judged by rigid grade-level standards. 
This emphasis is particularly important in the primary grades, 
and thus we will use S and N grades plus parent conferences in 
our reporting of progress at this level. 

At the 4th, 5th, and 6th grade levels A, B, C, and D grades will 
be given in English, mathematics, science, and social studies, 
and S or N will be used for handwriting, reading, spelling, atti
tudes, and work habits. The subject areas for A, B, C, and D 
grades will be the same as those where these grades are given in 
the junior high schools „ This approach will introduce students 
to a greater realization of their progress relative to the prog
ress of other students as they become older, more mature, and 
can accept and adjust better to this knowledge. As students move 
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into senior high school, there will be increased emphasis on 
traditional grading. 

We want you to be fully advised of your child's progress. We do 
not want reporting to be a cold, statistical process, but rather 
an opportunity for the school staff and you to consult on how we 
can help your child to have a successful school year. The teach
ers will be pleased to discuss your child's progress at times 
other than the scheduled conference periods. Please feel welcome 
to bring questions to the teachers, principals, or to me. 

Most sincerely, 

Joseph M. Carroll 
Superintendent 

JMC/th 



APPENDIX Q 

STAFF QUESTIONNAIRE SPRING 1971 

Fourteen teachers completed the questionnaire. The re

sults reported reflect the number of teachers who responded to 

each question. 
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Please complete the following questions as honestly and objec
tively as you can. Do not sign your name. 

1. Did you volunteer or were you assigned to the Chamisa staff? 
Volunteered 9 Assigned 5 

2. Are you in agreement with the philosophy, as defined at 
Chamisa, of: 
Team Teaching: Yes 12 No 1 Undecided 1 
Nongrading: Yes 12 No 0 Undecided 2 
Individualized Instruction: Yes 12 No 1 Undecided 1 

3. Do you feel the Chamisa program implements: 
Team Teaching: Very well 4 Satisfactorily 5 
Partially 5 Not at all 0 

Nongrading: Very well 1 Satisfactorily 4 
Partially 9 Not at all 0 

Individualized Instruction: Very well 0 
Satisfactorily 6 Partially 8 Not at all 0 

4. How do you feel you have adjusted to the teamed-nongraded 
program at Chamisa? 
Very well 5 Satisfactorily 9 Not very well 0 

5. In a subjective comparison to a traditional self-contained 
classroom, how do you rate the education students receive at 
Chamisa? 
Better than traditional 7 Equivalent to traditional 5 
Weaker than traditional 0 No opinion 2 

6. In your opinion does being a member of a team: 
Require more class preparation: Yes 12 No 1 
Stimulate your teaching: Yes 13 No 0 
Hinder your teaching? Yes 0 No 13 
Require more overall planning: Yes 13 No 0 
Require more total time (man hours worked): Yes 13 No 0 
Allows for more creativity: Yes 9 No 3 
Creates more frustrations: Yes 6 No 6 
[One teacher answered "sometimes yes, sometimes no" to all 
parts of this question; one teacher added "sometimes" to 
the last two sections .] 

7. How much of a part have you had in developing the program at 
Chamisa School? 

A great deal 7 Some 6 None 1 
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8. Do you feel free to suggest changes or modifications in 
Chamisa's organization? 
Yes 13 No 1 

Do you feel free to suggest changes or modifications in 
Chamisa's curriculum? 
Yes 14 No 0 

9. How much staff involvement is needed in the operation of a 
teamed-nongraded program as compared to a traditional program? 

More involvement 14 Less involvement 0 
About the same 0 

10. With two or more teachers being responsible for the student's 
program5 discussing the students and evaluating the students, 
do you feel you have a better understanding of your students 
than when you had the total responsibility alone? 
Yes 9 No 1 About the same 3 
£0ne teacher did not answer this question.] 

11. How has the teamed-nongraded program affected teacher-parent 
relations ? 
Better relations 5 Worse relations 1 
About the same 8 

12. Does the close association with one or more team mates create 
serious conflicts? 
Yes 2 No 12 

13. Does the teamed-nongraded program require different curricular 
approaches ? 
Yes 14 No 0 

14. Should colleges prepare teachers differently to teach in a 
teamed-nongraded program? 
Yes 13 No 1 

15. Do you feel a teamed-nongraded program affects students' 
attitudes toward learning: 
Favorably 11 Adversely 0 Makes no difference 3 

16. Has being involved in a teamed-nongraded program caused any 
changes in your attitude and/or philosophy concerning ele
mentary school education? Yes 13 No 1 
Please explain if you desire: 

17. Please add any additional comments or clarifications you may 
desire: 



APPENDIX R 

STUDENT QUESTIONNAIRE SPRING 1971 

One hundred-sixty intermediate team students completed 

the student questionnaire „ The results, with the exception of 

questions one and two, are reported in percentages of the total 

response to each question. 
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4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 
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How many years have you attended Chamisa School? 
Avg. 2.8 years 

What grade would you normally be in? 
3rd - 17 5th - 52 
4th - 41 6th - 50 

Do you like being taught by more than one teacher? 
Yes 70% No 10% Sometimes 20% 

Does the openness of the pod cause you to be distracted? 
A great deal 4% Some 58% None 38% 

Do you mind having older children working with you? 
Yes 17% No 69% Sometimes 14% 

Do you mind having younger children working with you? 
Yes 14% No 61% Sometimes 2 5% 

Do you like to work at your own rate, not having to wait on 
the rest of the class or having to go too fast to stay up 
with the class? 
Yes 78% No 22% 

If you had a choice would you choose a teamed ungraded pro
gram or a traditional graded program with one teacher 
classes ? 
Teamed ungraded 74% Traditional 26% 

Do you feel you get enough attention from your teachers? 
Yes 93% No 7% 

Has this program helped you develop your ability to study 
individually? 
Yes 87% No 13% 

Do you have more freedom than in a traditional classroom? 
Yes 72% No 28% 

Do you feel your attitude about school is better 59%, about 
the same 37%, worse 4%? 

Do you like having the same teacher or teachers for more 
than one year? 
Yes 46% No 20% It doesn't make any difference 34% 

Make any comment you desire about any part of the school 
program: 



APPENDIX S 

PARENT OPINIONNAIRE SPRING 1971 

One hundred ninety-one parent opinionnaires were mailed 

to parents of Chamisa students. Eighty-one, or 42%, were re

turned to the school. The results are reported in percentages 

of the total response to each question except question eighteen 

which had only twenty responses. Question eighteen is reported 

in the actual number of parent responses and not in percentages. 
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Spring 1971 

Dear Chamisa Parent: 

In an attempt to know your feelings about the educational program 
we have provided for your child or children this year, I am ask
ing that you take a few minutes to complete the following ques
tions . The information received will help the staff determine 
any desired changes, modifications or refinements that you feel 
should be made in our program and/or organization. It is not 
necessary to sign your name, but please have your child return 
the attached form to school as soon as possible. 

The following definitions may be of assistance to you in complet
ing the opinionnaire: 

TEAM-TEACHING: Team teaching is a cooperative effort of two or 
more teachers who work together regularly and purposefully to 
plan, prepare, and evaluate the learning experience of their 
assigned students. They may on occasion present material to 
their students as a team of two or more in a classroom at one 
time . 

NONGRADED OR UNGRADED: Nongrading is concerned with the stu
dent's continuous progression through the various subject matter 
in the school from the time he enters until he graduates. The 
student proceeds at a rate which is most appropriate for him. 
The student should not repeat that which he has already learned 
and he should not proceed into more difficult subject matter with 
gaps of unlearned important material behind him. 

Thank you, 

Peter J. Gilman, Principal 
CHAMISA ELEMENTARY SCHOOL 

PJG/cb 
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Please place a check in the appropriate space: 

1. My child has been enrolled at Chamisa School: 
One school year or less 25% 
More than one school year 75% 

2,. Chamisa's program is my child's first experience with team 
teaching and nongrading: Yes 95% No 7% 

3. My child's educational needs are being met very well 48%, 
satisfactorily 42%, not very well 10%. (If you have more 
than one child, place a check in the appropriate space for 
each child.) 

4, Do you feel your child has suffered academically because of 
the teamed-nongraded organization? 
Yes 10% No 75% Undecided 15% 

5. Do you feel your child has progressed academically because 
of the teamed-nongraded organization? 
Yes 65% No 14% Undecided 21% 

6. Do you feel you have a basic understanding of the program in 
operation? Yes 96% No 4% Please explain your answer if 
you so desire: 

7. Your child is taught by two or more teachers. Do you feel 
that this contact with more than one teacher is beneficial? 
Yes 82% No 6% Undecided 12% 

8, Do you prefer Chamisa's teamed-nongraded organization to a 
traditional self-contained (one teacher) classroom organiza
tion? Yes 78% No 22% 

9r One of Chamisa's goals is to teach each student at the level 
at which he can best learn without regard to grade level. 
Do you agree with this goal? Yes 90% No 10% 

10. Do you feel that your child would have made more progress had 
he remained in a traditional system (1st grade, 2nd grade, 
etc.)? Yes 15% No 61% Undecided 24% 

11c Do you feel your child is getting individual attention? 
Yes 64% No 20% Undecided 16% 
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12. If you were given an opportunity to vote on the teamed-
nongraded approach, how would you vote? 
In favor 76% Against 24% 

13. As defined in the cover letter, do you agree with the concept 
of: 
Team Teaching: Yes 82% No 8% Undecided 10% 
Nongrading: Yes 68% No 20% Undecided 12% 

14. Last year the children in the intermediate pod received writ
ten report cards rather than traditional A, B, C cards. Do 
you prefer a written card 41%, Traditional A, B, C card 43%, 
Other 16% 

15. The 3rd reporting period this year consisted of a parent-
teacher conference with no formal report card. Was this 
beneficial? 
Yes 72% No 15% Undecided 13% 

16. Do you feel your child's attitude toward school is: 
Improved 42% About the same 45% Has deteriorated 13% 

17. Your child will usually have the same teacher or teachers for 
more than one year under the teamed-nongraded organization. 
Do you feel your child's experience with this arrangement 
thus far has helped 56%, hindered 8%, made no difference in 
his educational development 36% 

18. If you have a child who spent one or more years at Chamisa 
and has gone on to junior high school, how do you feel his 
adjustment to junior high school was affected by attending 
Chamisa? 
Helped adjustment 6 Hindered adjustment 2 
No noticeable difference 3 No opinion 9 

19. Please make any comment or suggestion about any phase of the 
program you so desire: (Any additional comments may be 
placed on the back.) 
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