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Abstract
Students and teachers in five high schools with violence concerns were given maps of their
schools and asked to identify the locations and times of the most violent events and most
dangcfous areas in and around the school. Participants were also asked to identify the ages
and genders of the perpetrators/victims of the violent events. Participants were then
interviewed about the locations indicated on the maps. Results suggest that violent events
occurred primarily in spaces such as hallways, dining areas and parking lots at times when
teachers were not typically present. Results also suggested that girls were more likely to be
involved in violent events than boys. Authors suggest interventions be designed in order to

increase the role of teachers in violence prevention.
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The bell rings and within a few seconds an ocean of students spill into the hallway.
Students are rushing to their lockers, talking to friends, and walking with a sense of
direction to their next class. Suddenly, from somewhere in the crowd, a voice yells
| "fight!" Most students stop what they are doing and energetically attempt to locate
the fight. "Where's the fight?", "Who's fighting?" are frenzied questions heard
from student voices. At the same time, down the hall, a circle of thirty or more
adolescents engulf the two fighting students. Those standing at the back of the

circle are stretching their necks to catch a glimpse of the violence -- a punch, a

kick, or perhaps a weapon. Some of the students within the human circle are

watching quietly. Some students are cheering the fighters an& commenting about
the quality of the punches. Finally, after several very long minutes, a teacher
tunnels through the crowd screaming. "Break it up! Break it up! Okay, everyone
to class. Break it up. Move aside.” Slowly, the crowd begins to dissipate and the
fighting students separate to opposite sides of the hallway. The lone and
courageous teacher continues to admonish the few remaining gawkers who
continue watching and hoping for another outburst. The disheveled fighters are
escorted by the teacher to the vice principal's office.

This sequence of social dynamics surrounding a physical assault in a school
hallway would probably be recognizable to most individuals who attended an American
high school. In fact, it is quite probable that most current students and teachers could
recount remarkably similar stories regarding the social dynamics of school fights and other
forms of school violence.

We suspect that student and teacher descriptions of violent events in their school
would most likely contain the following elements. First, the vast majority of vfolent events
would be associated with transition periods and in transition spaces, including hallways,
lunch areas, parking lots, restrooms, gym locker rooms, school yards and routes to and

from school. These physical locations tend to have extremely low teacher/child ratios
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during periods when the most violence occurs. In contrast, students would rarely mention
classroom spaces during teaching periods with their regular teachers. Any in-class events
would typically include a substitute teacher or vacant classroom.

| Second, most children and teachers would describe very specific transition periods
and physical locations that attract more violent events. In some schools the playground
may be more problematic; while in other schools the hallways or gym may be of greater
concern.

Third, we believe that descriptions of student/teacher/administration dynamics
surrounding aggression during transition periods would be similar in most high schools.
That is, like our hypothetical example, a clustering of many students would surround the
fighting individuals and either encourage the fight or merely observe the aggression. Very
few students/adults would describe a peer cohort response of breaking up or discouraging
fights. Students would be quick to point out that the fight and crowd of peers would be
more likely (but not always) to dissipate when a teacher or principal appeared. Other than
the fighting students, no person in the school would be held responsible for the fight. The
teacher who intervened would be viewed by other teachers as going above and beyond the
call of duty, and perhaps unwise by some, for attempting to stop a fight with no other
teachers for support. Few, if any, students would feel morally responsible for the
observed fight and few students would expect collective repercussions for the predictable
peer-group circle around the violence. In most schools, suspension would be the only
intervention applied to one or both of the fighting students after an inquiry of "who started
it" was complete. In most cases, suspension would be left to the discretion of the
administrator (except if weapons were involved) and consequences would not always be
applied consistently in comparable situations. In some cases, the administrators might send
the two students back to class after they showed remorse and promised not to fight again.

Since violent events in schools, such as our hypothetical fight, seem quite predictable and
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recognizable, why aren't these specific dynamics discussed in the school violence literature
or addressed in school violence interventions?

It is difficult to fmagine a similar violence dynamic occurring in any other work
sctnng or social institution. In large part, we believe this widely recognizable pattern stems
from the fact that violence in school settings is tolerated by our society to a much greater
extent than in any other formal social setting (see Astor, Behre, Fravil & Wallace, in press,
for an empirical study on the definition and tolerance of school violence). For instance,
most work settings would not allow coworkers to physically fight during work breaks on a
daily basis. Imagining co-workers (such as university professors, doctors, stock brokers,
teachers, salespeople, or politicians) forming daily circles around their feuding colleagues
and encouraging or merely watching them fight borders on the absurd in our society. In
fact, if this wére allowed to occur in a given work setting, workers would have serious
legal recourse against the perpetrator and the work setting for not stopping the reoccurring
violence. Yet, in school settings, our society appears to have a greater tolerance for violent
behaviors that are unimaginable in most other organized social settings.

Many social patterns surrounding school violence appear to be intricately linked to
specific patterns of the school schedule and specific school locations. Nevertheless, most
school violence interventions and research paradigms have not directly studied the
covariance of physical context with teacher/staff/administrator roles, and the organizational
response to violence in schools. Overall, researchers and intervention strategies have |
targeted only one component of intuitively recognizable school violence dynamics and
ignored the inseparable linkage between the social and physical context of the school. As a
result, some approaches have framed the problem of school violence solely fnom a
interpersonal psychological perspective (e.g. conflict management programs, peer
mediation programs, or peer counseling programs) while others have discussed the
influence of more global school variables (e.g., school organization or climate, or the

quality of the teacher/child relationship). A third genre of school violence intervention
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strategies focuses on security measures or on changing the physical structure of the school
building. These interventions include police officers, security guards, metal detectors,
electronic monitoring systems, and design changes to the school building. Finally, the
remo?al of perpetrators from the school setting through temporary suspension and
permanent expulsion is perhaps the most common intervention used to stem the rise of
school violence.

In contrast to these approaches, this study began with the assumption that an
examination of the school social dynamics combined with space and physical location was
necessary if researchers hoped to better understand school violence and developed more
effective interventions. Consequently, this inquiry examined how violence within high
schools interacted with specific school locations, patterns of the school day, and social
organizational variables (e.g., teacher/student relationships, teachers roles, the |
organizational response to violence). An important goal of this exploration was to allow
students and teachers to voice their personal theories as to why specific locations and times
in their schools were more dangerous. Consequently, this study was designed to
document 1) the specific locations and times within each school where violence occurred,
and 2? the perspectives of students, teachers, staff and administrators on the school
organizational response (or non response) to violent events in these locations. Finally, we
provide a socio-environmental transactional perspective attempting 16 explain why violence
occurs where it does in schools.

Previous Research on the Physical and Social Aspects of School Violence

Where and When School Violence Occurs

Previous studies have documented where and when school violence occurs. For
example, the landmark Safe School Study (1978), found that the "locus of much violence
and disruption” was usually in areas such as stairways, hallways, and cafeterias, and that
the risk of violent encounters was greatest during transitions between classes. In that

study, eighty percent of the violent crimes committed against persons occurred during

7
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regular school hours; of all secondary school assaults and robberies, 32% occurred
between class periods, and 26% occurred during lunch (National Institute of Education,
-1978). Since then, many articles and important policy reports have implicated these and
other dangerous school locations and times (Carnegie Council on Adolescent Development,
1993; Goldstein, 1994; Gottfredson & Gottfredson, 1985; Gottfredson, 1995; Olweus,
1991; Slaby, Barham, Eron, & Wilcox, 1994). However, very few studies have
systematically explored why violence occurs in schools, when it does, and how these times
and spaces interact with the prescribed social structure of the school (e.g., teacher roles,
administrator roles, etc.). Even fewer studies have examined teachers' and students’
perceptions of the combined physical and social structure of the school as it relates to
violence. Instead, post-hoc explanations implicating crowding and lack of supervision are
commonly offered as reasons for why school violence tends to be predictable in certain
times and spaces within schools (Batsche & Knoff, 1994; Goldstein, 1994; Olweus, 1991;

Sutton, 1996). However, if variables such as crowding and supervision are perceived by

researchers as important contributors to the prevalence of school violence, then a major

violence reduction strategy would be relatively straight forward: significantly reduce the

Even 50, studies could not be found documenting why many high schools do not formally
address issues of crowding or supervision in these high risk locations and time frames.
We suspect that the lack of interventions addressing these locations are related to the roles
of staff embedded in the high school social organizational and physical structure.

Social Organizational Variabl

Sociological and organizational variables have also been researched and identified
as potential contributors to school violence. For example, poor teacher/student
relationships, sometimes referred to as “teacher care” (Noddings, 1992, 1995; Lee &
Croninger, 1995; Shore, 1995), urban schools with high concentrations of low-income

students (Comer, 1980; Kantor, & Brenzel, 1992; Lee & Croninger, 1995; Kozol, 1991),
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very large and impersonal school settings (Alexﬁnder & Curtis, 1995; Eccles, Midgley,
Wigfield, Buchanan, Reuman, Flanagan, Maclver, 1993; Meier, 1995; Newmann, 1981;
Olweus, 1991; Oser & Althof, 1993), and poor school social climate or organization
(Astof, 1995; Noguera, 1995; Morrison, Furlong, and Morrison, 1994; Rowan, 1990;
Schorr, 1988; Strike & Soltis, 1985; Zeldin & Price, 1995) have all been associated with
school violence. These variables are usually described in global (the whole school is
described "in general") and dichotomous (good or bad) terminology. From the perspective
of these literatures, school violence is a symptom of a deficit within the functioning of the
school organization. Consequently, common suggestions to decrease school violence have
included such general and global prescriptions as improving the relationships between
teachers and students, making schools smaller and more personable, strengthening
relationships between the school, home, and community, and creating a clear organizational
violence policy.

Some have argued that a safe school is guided by the same principles as the school
reform movement (Miller, 1994; Morrison, Furlong, and Morrison, 1994), which includes
many of the aforementioned global prescriptions. While we would not expect any credible
researcher or educator to disagree with these kinds of recommendations, solutions from
these literatures do not address the specificity of the social organizational structure within
select times and locations that tend to be uniquely problematic. For example, if violence
tends to occur during times when most teachers are not with the students (e.g., taking a
break or eating lunch in a separate location) it could be argued that improving the
teacher/child relationships in class would not significantly impact student behaviors in areas
outside the class (e.g., the playground, cafeteria, routes to and from school). This could
explain why studies have not always found significant associations between "school
climate” and the number or severity of violent events within schools (Guerra, Tolan &

Hammond, 1994; Huesmann, Guerra, Van Acker, Tolan, & Eron, 1995; Kazdin, 1994) .
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The lack of specificity regarding within-school variation leaves a chasm between policy and
theory recommendations and implementation of policy in practice.

Race is also an issue whose relationship with school violence has been explored.
The schools' racial composition, or segregation (Dryfoos, 1990; Kozol, 1991; Lee &
Croninger, 1995), the school curriculum'’s sensitivity towards racial issues (Delva-
Tauili'ili, 1995; Ladson-Billings, 1994; Soriano, Soriano, & Jimenez, 1994; Ward, 1995),
and unfair discipline factors surrounding race (Noguera, 1995) have been discussed in
different violence literatures. Nevertheless, most studies include and analyze race or
ethnicity as a demographic control variable. Rarely are children asked to elaborate about
school violence as it intersects with the concept of race. Given this void in the literature,
we asked participants in this study to discuss the impact of race as it pertained to violence in
their schools.

Similarly, gender violence, dating violence, rape, and issues of sexual harassment
in high schools have appeared recently in different literatures (Astor et. al., in press; Katz,
1995; Sorenson & Bowie, 1994; Stein, 1995 ). Still, students are rarely asked about
where and when they are most at risk for violence at school as a result of their gender.
Different forms of school violence may vary by gender, age, race, and location of the
school. Not all students may be equally at risk for violence in the same place or time. The
children's detailed knowledge of where and when different groups are victimized could be
vital in developing interventions targeting specific locations and victim groups in the
school. Currently, most social organization strategies do not address such complexities
within school variation.

Psychological I .

Interventions based on psychological theories of problem solving, social skills
training, modeling, and traditional counseling are employed in many U.S. school settings
(e.g., Alexander & Curtis, 1995; Astor et. al., in press; Guerra & Tolan, 1994; Hammond
& Yung, 1994 ; Larson, 1994 ). In fact, they are part of our national policy related to

10



MAPS AND INTERVIEWS ABOUT VIOLENCE 10

school violence. Included in the federal government's National Education Goals 2000 is
the goal to "[i]ncrease to at least 50 percent the proportion of elementary and secondary
schools that teach nonviolent conflict resolution skills, preferably as part of quality school
health‘education." These and other psychological interventions are based on the
assumption that the individuals within the school lack social, psychological,
communication, or behavioral skills and therefore need to be trained to handle conflict more
effectively. However, these interventions do not explain, incorporate, or address school
violence dynamics associated with the physical and social structure of the school. The
psychological interventions do not address school contextual variables (such as hallway
behavior)- because violent behavior is conceptualized as stemming from an interpersonal
skill or cognitive behavioral deficit within the violent individuals, between individuals in
conflict, or within families (Cairns & Cairns, 1991; Coie, Underwood, and Lochman,
1991; Dodge, 1991; Guerra & Tolan, 1994; Pepler, King, & Byrd, 1991; Olweus, 1991).
The school itself is not seen as a significant contributing factor to the violence.

Overall, cognitive researchers have chosen schools as a place to implement
prevention strategies because all children are required to attend schools. However,
"school-based" interventions rarely include school variables in the intervention model.
Interestingly, when cognitive or behavioral interventions fail to produce significant
reductions in aggression, researchers have often blamed the school or school variables such
as teacher care, school climate and organizational discord for their failure (Huesmann,
Guerra, Van Acker, Tolan, & Eron, 1995).

ity and Physi ili

In an effort to make high schools safer, many school districts have resorted to
interventions adopted from correctional systems. These include security guards, metal
detectors, video cameras, electronic monitoring of school doors, auditory monitoring of
classrooms, and physical changes to the school structure (e.g., eliminating first floor

windows and increasing lighting in dangerous areas; see Goldstein, 1994, for a review;

11
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Sutton, 1996). These interventions are designed to address the physical locations where
violence occurs. However, these are rarely incorporated into the formal social structure or
social purpose of the school. Some have argued that these interventions make the school
climafc more "prison-like" and create an atmosphere incompatible with leaming (Goldstein,
1994; Noguera, 1995). Conversely, others have argued that these "get tough"
interventions are needed in some schools to maintain safety and stability (see Noguera,
1995, for a critical discussion). Nevertheless, no one is arguing that all schools be
transformed into prison-like settings. These measures appear to be encouraged in unsafe
schools where violence has become uncontrollable. Ironically, students’, teachers', and
administrators' perceptions of security interventions have gone virtually unexplored in the
empirical literature. In this inquiry we asked our participants open-ended and direct
question regafding the role and effectiveness of security measures.
ical f hool

We relied on additional concepts from architecture, urban planning, and teacher
professionalism literatures to better frame the relationship between school violence and the
physical/social structure of the school.

Undefined Public S i Defensible S

Research from environmental psychology has demonstrated strong relationships
between violence and the physical/social environment in housing projects, prisons, and
neighborhoods (e.g., Greenberg, Rohe, & Williams, 1982; Megargee, 1977; Nacci,
Teitelbaum & Prathér, 1977; Newman, 1973; Perkins, Meeks & Taylor, 1992; Stokols,
1995). Although environmental péychology has not explicitly cxplomd school contexts,
the concepts of undefined public space and defensible space are potentially relevant in
explaining why violence occurs where it does in schools.

In research conducted in housing projects, Oscar Newman (1973), an architect and
urban planner, explained how the spatial organization of housing projects could affect

crime rates. Newman suggested that the structure and layout of the building influenced the

=
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attitudes and behaviors of residents and people in the neighborhood. Newman carefully
examined the social and psychological impact of building design and areas within or around
buildings that are prone to violence. One of the pivotal issues related to building safety was
the pfeschcc of undefined public space which was not perceived by residents to be
anyone's responsibility. Newman (1973) found that most of the crime and violence in
housing projects occurred in semi-public areas of the buildings including lobbies,
stairwells, halls, and elevators. When housing projects were large and impersonal,
residents tended to fell isolated and were unlikely to take personal responsibility for public
space (Newman, 1973; Newman & Franck, 1982).

In addition, findings suggested that the highest crime rates occurred in buildings
that did not architecturally define the transition from public to private space. Architectural
interventions ihat reduced the ambiguity between public and private space were most
successful in deterring crime (Newman, 1973). In summary, the architectural research
indicated that the more ambiguous the ownership of a space was, the more likely it was for
violence to occur within those spaces. Therefore, interventions focused on defining public
spaces so that individuals would take personal responsibility for these areas.

Applying the concept of undefined public space and defensible space to high school
settings raises several intriguing theoretical questions. Are the areas where violence occurs
in high schools, such as hallways, cafeterias, gym locker rooms, and areas external to the
school, considei‘ed “undefined public space” by students and teachers? If so, what school
spaces and locations would be considered "owned" by the teachers and administrators in
the building? Are the walls of the classrooms the physical definition of teacher's defensible
space? In other words, are teachers' professional roles and responsibilities surrounding
aggression clear within the classroom walls during the time they teach, yet unclear in other

areas that are part of an undefined/unowned public space?
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Professionali bi 2] | classr ’

Other concepts relevant to this discussion are teacher roles and the focus on subject
-specialty. We believe that these concepts can be very powerful when combined with the
concépts of defensible space and undefined/unowned public space. Due to an emphasis on
subject specialty in teacher training programs, it could be that the primary professional role
of high school teachers has become the transmission of subject matter, sometimes at the
expense of organizational roles, school/community roles, teacher/child relationships, and
responsibility for the child in all school contexts (Ladson-Billings, 1994; Lee, Bryk, &
Smith, 1993; Lortie, 1975; Pauly, 1991; Powell, Farrar, & Cohen, 1985; Sedlak, Wheeler,
Pullin & Cusick, 1986; see Grossman & Stodolsky, 1995, for a slightly different
perspective). Correspondingly, if subject specialty is the primary definition of teachers'
role, the spacé within classroom walls where subject matter is taught may be perceived by
teachers as their primary professional workspace. Consequently, it is possible that
teachers, students, and administrators consider the physical area within classroom walls as
"owned" professional territory. Likewise, it is equally plausible that hallways are
considered undefined public space.

Pratte and Rury (1988) described some high schools using the metaphor of an
industrial assembly line. They argued that the cognitive knowledge of children has become
the "product” of the high school assembly line model. Teachers have subject specialties
that they teach in physically defined classes. During the day students physically move from
class to class while cognitive components are added to the children's knowledge base. If
this metaphor is even somewhat accurate, we would expect teachers who define their role
by subject specialty to also describe "professionalism" as taking responsibility for the
product (learning) primarily when the child is physically within their professional
workspace (the classroom). Those teachers may not perceive themselves as professionally
responsible when students are somewhere else in the school or en route to another location.

Consequently, with the concepts of "teachers' roles” and "defensible space” in mind, we
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explored teachers' descriptions of their role as it related to the school maps documenting
times and places where violent events occurred.

We hoped that these interviews would generate further hypotheses regarding why
teachérs and students considered the hallways, cafeterias, and other non-classroom spaces
as undefined public territory. This conceptualization of professional roles within space,
time, and subject specialty could potentially help explain why undefined internal school
spaces have become predictable contexts for violence within schools.

Methods
Partici

Students and staff members who participated in this study were selected from five
midwestern high schools. These schools were selected using a variety of criteria including
recent media‘exposure regarding violent events, low per pupil expenditures, high levels of
racial segregation and poor relationships between students and teachers. Several of these
criterion were associated with unsafe schools based on an analysis of National Educational
Longitudinal Study data (Lee & Croninger, 1995). All five schools had security guards or
hall monitors and two had intricate electronic monitoring systems. One school did not fit
all of the criteribn, but was selected because violence was still considered a problem.

The following are brief descriptions of the demographics of the five high schools.
The two inner-city high schools were predominantly African-American; one was large and
public, the other small and private (Catholic). The majority of the students in both of these
schools were from economically disadvantaged backgrounds. Two of the high schools
were urban and more racially, ethnically and economically diverse. One had a significant
proportion of Middle Eastern students, the other had an almost equal proportiop of White
and African-American students. The remaining high school was suburban, with a lower
enrollment of non-White students (20%) and a lower percentage of students from
economically disadvantaged backgrounds. With the exception of the private Catholic high

school all of the schools had an enrollment of over 1,000 students.

15
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Seventy-eight students in grades 9, 10, 11, and 12 were interviewed about violence

in their high school. A key informant strategy was employed for selecting an equal number

-of male and female students. Twenty-two teachers were interviewed because they were

considercd to be "model teachers" by administrators and students. Within each school,
additional staff members, including, principals, vice principals, hall monitors, and security
guards were interviewed about violence in their school. These important school staff
members are almost never included in empirical research on school violence.

nstrum re

The core instruments in this study were 1) maps (simplified blueprints) of the
interior and exterior of the school; and 2) semi-structured interviews and focus-groups.
These methods were used conjointly to investigate the interaction of time and space with the
social milieu of the high school.

Maps: Individual students were given two sets of identical maps detailing the
internal and external areas of their school (simplified school blueprints). On the first map,
each student was asked to identify the exact locations of up to three violent events which
had occurred in their school within the past year. More specifically, the student was asked
to indicate 1) the location of the violent event(s), 2) at what time during the day did the
event(s) occur, 3) the age and gender of those involved in the violence, and 4) their
knowledge of any organizational response to the event(s). Students wcré not asked to
identify themselves or participants by name. On the second map, each student was asked
to identify areas in their school which they perceived to be "unsafe" or dangerous. The
second set of méps were provided because we suspected that there were areas that students
avoided because of fear even though they may not have knowledge of a particular violent
event.

Interviews: The fbcus éoups, which took approximately an hour and a half, were
co-lead by trained male and female graduate students and a professor of education. All

interviewers had past experience running or facilitating focus groups and were trained

16
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specifically for this study. Each session was tape recorded and subsequently transcribed.
An additional graduate student took observational notes -- recording nonverbal behavior
and the sequence of students talking. These notes were then used conjointly with the
transcﬁpts. Parental consent was obtained and students were informed that this was a
completely voluntary activity.

In each of the five high schools, students were organized into older (11th and 12th
graders) and younger (9th and 10th graders) focus groups with an equal number of males
and females. The structured interviews began with a discussion about the participants'
individual maps. Students were first asked to discuss the specific violent events and
unsafe/dangerous locations they had indicated on their maps. Then, students were asked
semi-structured questions and encouraged to discuss how the quality of student/teacher
relationships,‘the organizational response of the school, race, class and gender impacted
violence within t};eir school. Special attention was also given to what interventions
students, staff, and administrators believed were effective in their schools.

Individual Interviews with Staff Members: Teachers and administrators were
interviewed individually about the violent events which had occurred during the past year
as well as unsafe locations. They were asked to comment on what they believed their role
was when violent events happened in different locations and times. They were also asked
questions related to the global variables which included how they thought teacher/child
relationships, race/class, and gender impacted violence in their school. Additional staff
members (e.g., security guards) were asked about their roles regarding violent events in the
school and the monitoring of unsafe areas. This interview process also included the
collection of written policy and procedures on violence from staff members. As a validity
check, the research team walked through the various areas in the school and observed
responses to events within certain locations. Finally, all the respondeﬁts were given
freedom to discuss and elaborate on any issues related to violence that were not part of our

original themes.

17
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Analyses

Maps

The completed maps were analyzed in two ways. Each participant's age, gender,
map évents, times, locations, and descriptions of the violent events were entered into a data
base so that frequencies of violent occurrences could be examined. Secondly, all of the
identified events from the individual maps were transferred onto one large, poster-size map
of each school. Figure 1 is an example of a map with the combined events of all the
students within that school. Student reported violent events were coded by time of the
event as well as the age and gender of the respondent. Each variable was represented by a
specific coldr, shape or symbol on poster-sized maps. Unsafe areas were also identified

using a similar color/coding scheme.

Insert Figure 1 About Here (sample map)

This method enabled the researchers to locate specific "hot spots" for violence and
dangerous time periods within each school . As demonstrated by Figure 1, the events in
that high school clustered by time, age, gender, and location. That is, for the older
students (11th and 12th graders) events were clustered in the parking lot outside of the
auxiliary gym immediately after school, whereas for younger students (9th and 10th
graders) events were reported in the lunchroom and hallways during transitions. Girls
identified many ﬁore dangerous areas throughout the school, including all the hallways at
specific times of day and other unsupervised areas. This specific information could lead to
the creation of tailored interventions or preventive strategies in these times and areas within
the individual school. From a theoretical perspective the maps demonstrated the linked
covariation between school violence and physical structure, time, age, and gender of the

students.

fma
(€8]



£a

MAPS AND INTERVIEWS ABOUT VIOLENCE 18

Interviews About Maps

The focus groups served several functions in the analysis and interpretation of the
maps. While the primary purpose of the maps was to identify the violent events (location
and ﬁﬁe), the interviews focused on the participants' interpretations of the events on the
maps and their perception of the social organizational response to the events. The
transcribed interviews were independently read and analyzed by five separate researchers
who then met regularly to discuss common themes derived from the data. The interviews
were coded for themes which included (1) violent events, (2) organizational responses, (3)
teacher/child relationships, (4) race/class issues, (5) gender issues, and (6)
interventions/solutions. The interviews served as a way to link many of the perspectives of
the participants about these themes to specific times and locations in the school.

| Results

Yiolent Events

There's almost a climate of hostility and anger and violence ready to explode.

People sort of living on the brink of fear all of the time. That it could get worse

at any moment... I've had a kid in my class with a loaded 38. -- a female teacher

Almost all the violent events discussed by th'e students and teachers were severe
(requiring medical attention) and most were potentially lethal. Table 1 represents the types

of severe.events which were mentioned by participants during the course of the focus

groups.

Insert Table 1 About Here

Students and staff discussed shootings, stabbings, rapes, and severe physical
fights/beatings. The data in Table 1 suggested that there was also a range of qualitatively
different types of severe violent events that occurred in the school building or on the school

grounds.
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Maps

The maps revealed important information related to the participants, as well as the

; time and location of violent events in and around the school. Of the 166 reported violent
event§ in all five schools, all were in Jocations where there were students and few or no
adults. The violent events located in classrooms occurred during periods of time when
teachers were not present. For example, in one school a particular classroom where violent
events were reported, was left unattended and unlocked during the afternoon.

In the initial analysis of the maps, researchers noticed that violent events were
occurring in similar areas within the five schools, at similar times of day, and between
similar groups of students. Consequently, Table 2 demonstrates the combined frequencies
of reported violent events across the five schools by location, and the age and gender of the

respondents.

Insert Table 2 About Here

Specific hallways during transitions accounted for 40% of the reported events
within each school. Sixty-four percent of the identified hallway events were reported by
girls. Overall, 64% of all of the violent events were reported by older students (11th and
12th graders). Nineteen percent of the events occurred in the cafeteria/lunch area during
lunch time. Other dangerous areas included the physical education locations (gyms, locker
rooms), playgrounds, auditoriums, and areas circumscribing the school in the morning
(before classes) or immediately after the school day. Fifty-seven percent of all of the
violent events were reported by girls.

The second set of maps which were used to identify "unsafe areas" revealed that
girls identified more dangerous locations than boys in all five schools. Overall, based on
the spaces marked on their maps, we estimated that 25 to 30 percent of school space durin g

different times of the school day were considered unsafe by the girls in our sample (this
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accounted for almost all of the spaces that were not typically frequented by school staff).

In contrast, based on areas marked by boys, they perceived only 10 to 20 percent of school
space as unsafe. This data suggested that unowned and undefined public areas within
schoois were more threa.tening for girls than for boys. Even so, all the unsafe places and
events marked by both boys and girls occurred in "undefined and unowned public space."
This suggests that greater adult ownership of those spaces might make both boys and girls
feel safer.

Interviews about the maps: The maps and frequency tables revealed a great deal
about questions related to when, where, what, and to whom violence happened. Howevef,
the interviews with students and staff were utilized to explore why the violence was
occurring. Why was violence not occurring in the classrooms when a teacher was present?
Why did it seém that school administrators and teachers chose not to actively prevent
violence outside of the classroom? Why were there so many similarities (in procedures,
locations, times, responses) across different schools?

A major finding which emerged from the interviews with both students and school
personnel helped to explain why there were few adults in these "hot spots" for violence and
why Fhere.was a poor organizational response to violent events in these locations.
Although members of each school staff were deeply disturbed by violent events in their
school, most did not believe it was their professional role to secure dangerous locations
(such as hallways) or intervene to stop violent events in those locations. Consequently,
with the exception of the classroom space while they were teaching, there was a
professional reluctance and lack of clarity on how to proceed before, during and after
violent events. The few adults who intervened to stop violence in these locatior_ls perceived
their actions as a personal moral conviction rather than an obligatory organizational
response that could or should be applied to other school personnel. The interviews with
school staff revealed that they were also aware of these "hot spots” for violence and the

most common reason given for events in those locations was that there were no teachers or
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staff present. School staff members knew which groups of students were most at risk for

being victimized. However, across all five schools, staff members were unclear who was

- expected to intervene and what procedures should be followed when violence occurred in

undeﬁned/unowncd school space.

Interviews about global themes: The focus groups and interviews also encouraged
students and staff to discuss several global themes (e.g., organizational response,
teacher/child relationships, interventions/solutions). We explored the relationship between
these themes and the students' explanations of how these themes were related to violence in
their schools. We found that the majority of thése themes were associated with the time
and location of violent events.

Organizational response to undefined public space: The voices of students, teachers
and administrators (see Table 3, under the heading "Organizational Response") highlighted

some of the confusion over the procedure which should follow a violent event .

Insert Table 3 About Here

Students expressed concerns over teachers’ reluctance to intervene in a violent
event. They frequently mentioned that suspension was used by administrators in an
inconsistent or arbitrary manner. Many students felt that poor communication between
adults and students after violent events and a lack of general information regarding
procedures before, during, and after events were very serious problems.

Teachers voiced concern about inadequate administrative/staff support when they
did intervene to stop violence in unowned/undefined space. They concurred with the
students that procedures and professional roles regarding violent events were unclear.
Administrators did not respond uniformly. In fact, it was common for administrators in the
same schools to contradict each other when discussing what procedures needed to follow a

violent event. For example, in one school an assistant principal suggested that intervening
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was a decision that teachers needed to make for themselves, whereas the other assistant
principal went as far as to say that teachers were legally required to intervene when violence
occurred in the school (see Table 3, under "Organizational Response” row heading,
"Adnﬁnisnators").

Repeatedly, this lack of clarity was evident when violence happened in
undefined/unowned space, such as a particular hallway or stairwell. As reported earlier, no
severe violent events were reported in classrooms while a teacher was present, which
suggested that within the walls of the classroom, the response to violence was clearer than
any other locations in the school. This hypothesis was confirmed by the interviews and
our observations of the organizational response to violence within each setting.

Teachers and physical harm: Many teachers voiced reluctance about intervening in
undefined public space and expressed fear about personal physical harm if they intervened
in a conflict between students (see teacher comments in Table 3, under "Organizational
Response” heading). In some schools, teachers had reason to be very fearful since they
had been injured in the past while trying to break up a fight. The following is an exemplar
of the types of comments we received regarding physical injury.

I've been injured on numerous, numerous times. I've been thrown up against a

wall... I was in the hall and I tried to get across to get the call button and hundreds

of people running down the hall toward the fight just trampled me. I've had broken

veins in the back of my legs, bruises up and down my back... I've been hurt. -- a

female teacher ‘

While analyzing the teacher interviews we were struck by the way violence
prevention and intervention was described in personal terms. None of the adults we
interviewed discussed organized strategies such as groups of teachers patrolling hallways
during transition times or the creation of policy regarding roles and responsibility of school

staff to secure specific dangerous locations.
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ild Relationshi
Lee & Croninger (1995) found that higher levels of safety were associated with

- student perceptions that teachers or adults in the school cared about them. As evidenced by

the cdmments made in Table 3, students who we interviewed had very clear ideas about
which teachers "cared” and what it meant to be a "caring" teacher (see Table 3 under
"Student/Teacher Relationships,” row heading "Students.").

Model teachers: In reviewing comments made by students, teachers and
administrators in Table 3, the teachers who were defined as "caring" took efforts to ensure
students' attendance, expected students to do quality work, and went beyond what the
students expected in terms of personal support (see Table 3 under "Student/Teacher
Relationships"). With regérds to violence, the teachers who were perceived to "care” the
most had a clear respon.se; they always intervened -- anywhere and at any time. These
teachers knew the students as individuals, many knew the students' parents, and they were
familiar with the community surrounding the schools. They were also individuals who
saw intervening when violence occurred as a moral obligation to help a person "in need"
rather than an issue that was part of their role as a teacher. In summary, the teachers who
were perceived as most caring did not define their role as a teacher within the boundaries of
the classroom walls. They did not perceive hallways as undefined public space --
seemingly without hesitation they owned the whole school or whatever space the child
occupied. They expressed a personal obligation or connection to the whole child regardless
of the setting, location, time or expected professional role. This frequently put them at
odds with the conventional norms of what a teacher's role should be. The following is a
statement from a teacher who was considered extremely effective in intervening and
preventing violent situations.

I would say that it is more like parenting. I talk to them. I don't keep my distance.

I do not keep professionalism between us. I say what I really think, how I really

feel. 1break all of the rules. Itouch them. If they're hungry, I feed them. If they
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need clothes, I bring them clothes. If they need a ride home, I give them a ride

home. Ibreak all of the rules. -- a female teacher

Students had a clear idea about who the caring teachers were and why they were
considcred to be caring. Nevertheless, it was also clear that even though the administrators
admired these teachers, they did not offer them formal support. Many of the other teachers
said they wanted to become more involved with students outside of the classroom but were
not willing to intervene further without more support. Among these teachers, there was a
pervasive sense of powerlessness regarding what they could and couldn't do. The
following statement expresses a common sentiment.

I can't make anything happen here. Ihave no power. The janitor, the secretaries

have more power than I do. Idon't have any power. There's nothing Icando. I

have no voice. -- a female teacher
Gender

I think it's kind of more unsafe being a girl because you could be raped or molested

or whatever. -- a female student

It is not surprising that more girls than boys reported more areas in and around the
school that were "unsafe" or "dangerous." Many of the girls who we interviewed reported
being witness to, or victims of, sexual harassment, coercion to have sex and even rape,
before, after and during school hours. These accounts from students, administrators and
teachers can be found in Table 3 under the heading "Gender.” A rather unexpected finding
was that over half of the violent events reported by students involved girls as both
perpetrators and victims. As can be seen in Table 3, the majority of students and staff in
these schools agreed &at girls were most often the instigators of and participants in violent
events.

Again, the level of lethality of these events involving girls as both perpetrators and
victims was clearly a concern. Students reported witnessing girls who were involved in

stabbings, beatings, and physical fights which resulted in hospitalization, as well as sexual
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assaults. In the fights and stabbings, girls tended to be the perpetrators, whereas in the

cases of sexual assaults, girls were the victims with boys as the perpetrators. Areas which

-were reported to be particularly unsafe for girls tended to be spaces with few or no adults,

such as empty classrooms, the gym or weight room (where boys tended to congregate) and
stairwells.

Clearly, girls in these high schools were doubly at risk for violence. They risked
sexual assault or rape from their male classmates and physical fights/stabbings or shootings
from their female classmates (see Table 3, under the heading "_Gcnder"). The interviews
spun a complex system of relationships where young women were drawn into violence in
an attempt to save their "reputation” or their boyfriend from another young women. Still,
there were no apparent interventions within the schools that attempted to understand or
prevent violehcc where females, in particular, were the perpetrators or victims. This was
particularly disturbing because there were a total of six rapes reported during school hours
during the prior year in two of our schools. Additionally, staff, administrators and
students were less likely to respond seriously to female perpetrated violence than violence
which involved young men. These findings should be explored further in future research
regarfling school violence and gendef.

Race/Class and Violence

The impact of race and class on school safety did not intersect with time, space or
area in the occurrence of school violence. There was agreement for the most part across
schools and across interviews about the impact of having a predominantly minority and
lower SES student population on levels of violence. These themes can be seen in the
comments related to race and class in Table 3 (see Table 3, under "Race/Class"). General
themes which arose from the interviews included feelings of helplessness, hopelessness
and despair which were a result of poverty and/or race and often manifested in violence.

I think, if you've got no hope, if you're surrounded by despair, then you don't see

that following the rules, that good work and good deeds will get you anywhere.
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The kids are pretty frank about saying you know you're stupid if you play by the
rules. -- a female teacher
Teachers and administrators also talked about the frustration they felt in dealing

with an educational system where students often don't see a way out, even if they were to

- "follow the rules." Students expressed their frustration with "playing by the rules" because

they believed they were within an educational system that was disconnected with the reality
of their daily lives. There was a pervasive sense amongst many of the students with whom
we talked that society (and their schools) had already given up on them because of their life
circumstances. Clearly, the students believed that their race and class had a profound effect
on their education. Furthermore, they seemed to believe that they had little or no power to
change these circumstances, such as poor educational funding, that they perceived to be
related to théir race and socio-economic status.

Students in the inner-city and urban schools also expressed strong sentiments that
the media played a large role in glorifying and/or exaggerating the violence that occurred in
their schools and neighborhoods. These students expressed their frustration over their
belief that there was violence occurring in suburban or semi-urban schools, but the
administration within those schools were able to restrict media access. At the same time,
most of the students in our low income, predominantly minority schools felt that their
schools were under-funded due to institutional discrimination. This, they felt, did not
cause students to become violent, but created more opportunities for perpetrators by
creating physically deteriorated school environments.

rventi chool Violence

There was general agreement among school personnel on how to discipline students
who were involved in the violent events. Suspension and expulsion were mentioned by all
the adults we interviewed as the most common organizational response to violence. Table
4 highlights student, teacher and administrator comments on the following violence

interventions: suspension/expulsion, electronic monitoring, and security guards.
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Insert 'I‘able 4 About Here

| Opinions related to suspension and expulsion differed greatly between students,
teachers and administrators (see Table 4 under the heading "Suspension/Expulsion"). This
was particularly true when the effectiveness of suspension or expulsion as a means of
preventing violence was discussed. Students generally saw suspension as an unfair,
generalized way of dealing with students who got into trouble. Teachers' responses varied
from support of suspension in all cases to concern about what happened to the students
who were suspended or expelled. In general, teachers saw expulsion as a "’revolving door"
solution. Whenever a new student was admitted to their classes, teachers expressed a
concern over whether that student had been expelled from another school for a serious
offense (see Table 4 under the heading "Suspension/Expulsion,” row heading "Teachers").
Administrators seemed to be the most convinced that suspension and expulsion worked.
Some boasted that students were never given a second chance (see Table 4 under the
heading "Suspension/ Expulsion,” row heading "Administrators").

Given our hypothesis about undefined public space, we were particularly interested
in what participants thought about interventions designed to secures those spaces. In most
cases these interventions involved security guards, video monitoring, and hall monitors.
The comments in Table 4 regarding electronic monitoring point to the ambivalence across
students, teachers and administrators as to whether these interventions which were in place
were highly effective (see Table 4 under the heading "Electronic Monitoring"). All the
schools had some kind of monitoring, in most cases hall monitors, security guards or metal
detectors. One school had a state-of-the-art electronic security system in place. Another
school had video monitors in every hallwdy, all exterior areas, and on each bus. Yet,
violence was still a significant problem in this school and the others we studied. If the

systems were in place, why wasn't violence being prevented?
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Comments made by teachers, administrators and students suggested that these
systems were only as effective as the people who were responsible for monitoring them.
As can be seen in the remarks on electronic monitoring in Table 4, there was some
ambiv‘alence amongst teachers and administrators about having electronic monitoring in
one's school; that it somehow implied that the school had "lost the battle" against violence
and a "negative" environment had been created.

Additionally, Table 4 demonstrates that the effectiveness of security guards was
questioned by both teachers and students (see Table 4 under the heading "Security
Guards"). They expressed concern over the high turnover rate, low salaries and lack of
caring which they had observed in the majority of the hall monitors and security guards in
their schools. In general, students felt that the security guards and hall monitors did not
know them as individuals and, therefore, could not be effective. In some ways, the
security guards were described and treated as transient substitute teachers who held very
little authority. This was confirmed by our interviews with the security guards. They
voiced a lack of support from teachers and administrators who expected them to monitor
thousands of children during transition times. Even the security guards did not claim
ownership of the undefined public territories. During our visits to the schools we observed
many instances where the security guards and hall moﬁitom did not intervene or felt the
administrators or teachers should have intervened but instead "dumped" the problem on to
them. Interestingly, the administrators seemed to think that security guards were a highly
effective way to prevent violence (see Table 4 under the heading "Security Guards," row
heading "Administrators").

mmmm An underlying theme of all our interviews
with students and staff was "connectedness.” Violence did not occur in the classrooms
because teachers monitored these spaces and were more connected to students within

classroom spaces. In effect, for the majority of teachers, their classrooms were their

"defensible space."
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Themes related to connectedness and relationships also emerged when students

commented on what interventions they thought would help to decrease the level of violence

-1n their schools in specific locations. Table S gives students' suggestions for both practical

interventions, such as locking doors, and relational interventions, such as having teachers

spend more time in the cafeteria.

Insert Table 5 About Here

Overall, Table 5 points to the students' contention that “caring adults” need to be in
the monitoring role (such as the principal monitoring the parking lot) as well as some
practical ways to implement changes in the school (such as showing identification at the
door). |

Discussion

As expected, the results of this inquiry suggest that school violence occurs in
predictable locations and times in and around the school building. Moreover, the locations
and times where violence occurred appeared to interact with the age and gender of students
within each school. For example, in one school, older children tended to be involved in
more violent events in school parking lots after school while the younger students reported
more events in the cafeteria and hallways. Most interestingly, the children and teachers
were aware of the consistencies of where and when certain groups were more prone to
violence. As expected, classroom violence in the presence of a teacher was not reported in
this study. All 166 events and dangerous locations carried the common denominator of
being school spaces with no teachers. All dangerous areas were locations that teachers
tended to perceive as outside of their professional roles. We emphasize the role of teachers
because other adults in undefined public space, such as hall.monitors, security guards,
cafeteria workers, bus drivers, and noon aides, did not appear to have a significant impact

on violence reduction.
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Our findings confirmed the hypothesis that the students, teachers, other staff
members and administrators considered the areas where violence occurred as undefined
public space. Most adults did not perceive those areas and times as part of their
profc.;;sional role or responsibility. Therefore, procedures, rules, consequences, and
interventions in these areas seemed arbitrary and unclear. Even though all five schools had
expensive security measures, aside from the administrators, most of the study participants
described these measures as ineffective. Security guards, video cameras, metal detectors,
and police were only effective if they were perceived to be part of the school structure and
part of an integrated organizational response.

By far, the most effective violence intervention described by the children, teachers
and adminisu"cltors was the physical presence of a teacher who knew the students and was
willing to intérvcnc, coupled with a clear, consistent administrative policy on violence. Not
surprisingly, a teacher’s willingness to intervene was a significant part of the students'
definition of a caring teacher. There was consensus among the students that caring teachers
saw their role as transcending beyond the walls of the classroom to all areas of the school,
and, for that matter, into the surrounding community and the children's home lives. These
teachers knew about the children's home circumstances, after school activities, and their
long-term hopes.

From a practical point of view our study questions the wisdom of having spaces
and times within schools that are "unowned" by school professionals. About a third of all
school space was unowned by the adults. And, the majority of violence occurred in those
areas. Our results imply that reclamation and ownership of these locations by teachers and
administrators has the potential to drastically decrease the prevalence of violence in schools.
Also, the findings suggest that merely placing an adult or video camera in a undefined
public space did not create an ownership of the space. The students felt that the unowned
public spaces must be personally reclaimed by. adults who have authority, who know them

personally, and know what procedure to follow when conflict arises in those locations.
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This study has implications for psychological interventions that attempt to teach

children conflict management skills. Although these interventions are popular, they often

-do not address the issue of unowned space. As important as it is for children to learn

problém solving skills, many conflicts may require an adult and a set of organizational
Justice procedures. Students voices were clear on this issue. They desired direct
supervision and consistent consequences by teachers and administrators in all dangerous
school contexts. In addition, in some situations it is inappropriate for students to negotiate
a conflict without the supervision of an adult. For example, we heard several instances of
sexual harassment (in hallways) from girls who did not want to negotiate alone with the
perpetrators. Nevertheless, conflict management and peer counseling were the only
alternatives provided by the school. We suggest that at a minimum, conflict management
should incorpbrate micro-contexts of the school and distinguish situations when adults
should and should not encourage direct negotiation between students.

On a more theoretical level, researchers should incorporate the social patterns and
physical characteristics of the school environment which- are highly correlated with
violence. The unique social developmental circumstances of school violence have not been
fully explored by empirical researchers. Most research on this topic has been driven by the
questions, "Why are children violent?" or "What contributes to children becoming violent?”
Naturally, these types of theoretical questions lead to interventions that focus on changing
the violent or aggressive child. We encourage the examination of other related questions.
"Why do children perpetrate violence in certain school spaces 7" "What variables enable
the perpetration and victimization of children in schools?" "What are the most predictable
school social contexts for violence?". As an example, we believe that children are probably
mbrc likely to act out or become violent in the presence of a substitute teacher.
Nevertheless, virtually no research or theoretical explanation exists for this phenomena.
This topic would be of great theoretical interest and have important implications regarding

school violence and the importarice of teacher/child relationships. Furthermore, some of
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the most unsafe schools have extremely high teacher nonattendance or teacher turnover
rates. This dynamic may have reciprocal effect both on teacher burnout and on school
violence. With a transient staff, or a large substitute staff, it is possible that most of the
internél space of the school is unowned by staff and thus considered "undefined public
territory” by students and teachers. This would, therefore, increase the spaces and times
where violent behavior could occur. In addition, we encourage researchers to explore
violent behaviors associated with specific school contexts such as hallways. Studies
attempting to explain why students gather around to observe hallway fights, or why many
schools do not hold the peer crowd responsible for encouraging fights, could have
important implications for the creation of new interventions.

Our finding related to girls needs to be explored further in future studies. First, in
all of our school settings girls were more likely to be victims of violence. However, they
were also more likely to be perpetrators to other girls. The majority of girl/girl violence
involved friendship beﬁ'ayal and altercations over boyfriend relationships. Even though the
violence reported between girls was severe, it was not responded to by school staff or
students in the same way as male violence. It tended to be taken less seriously. We-
suspect that the intricate circumstances of violence over relationships was the main reason
teachers and administrators did not respond to the girls' violence as severely as boys'
violence. However, an under-reporting and/or under-response to girl violence may
increase girls' chances of being victims and perpetrators.

From a policy and training vantage point, every effort should be made to have
school employees own all physical and social contexts of the school -- especially locations
where students have frequent conflict. Every effort should be made to encourage the adults
who are responsible for these locations to get to know students personally and by name.
Many are advocating martial arts classes or behavioral management courses for teachers
(Nicklin, 1996). Although we agree that teachers should know how to defend themselves,

we find these policy recommendations peculiar considering that almost all violence occurs
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outside the classroom where there are few teachers. Since violence tends to occur less
within occupied classrooms, perhaps the atmosphere that is created by teachers within
-classrooms should be emulated in other areas within the school. Perhaps teachers are the
pmms_mals best suited to educate others to create and own professional space. We
believe that organized systems of patrol and common sense "natural" interventions based
on the knowledge gained from safe classrooms should drive a new genre of interventions.
Finally, it is important to mention that students felt the routes to and from school were
additional important "contexts" that adults should secure for them and every effort should
be made to "reclaim ownership” of these spaces.

It is our hope that the mapping and interview procedure outlined in this study could
be used to develop violence prevention strategies tailored for specific schools. We believe
that in the final analysis, teacher generated and implemented interventions hold the greatest
likelihood of securing safety and preventing violence. We hope that policy makers and
district level administrators consider these recommendations as alternatives or additions to

the interventions currently employed.
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Figure 1.
Yiolent Events Marked by Location, Time, Gender and Age

Auxilary
Gym

O oider Girls
A Younger Girls
O oider Boys

Younger Boys L3

Striped = Unspecified Time

White = AM

Gray = Lunch

Black = PM

Areas shaded in gray are considered
enerally dangerous by students

Q

ERIC  BESTCOPY AVAILABLE 41



k) ol

., [ooyos Iayioue wouy uosiad e 19A0 unl 0) paLn [00Yds 1o woy £Loq vy,
"Ny pey Sapyonuy Yyl AIayM siuopur pey 39ej STH “And suo dwnl sAn3 omi mes |,
,’3WM Youn| punore J[ynos e ut 103 s3ued omi Jo SISQUISIA,

,’un3 e jo 1eany e pue unysSy resrsAyd sem sy pue
‘sapnoq ayo1q A3y, “ut Surwoo spry awos padwnf [ooyos 1o woy 10u sAn3 jo dnoig e souep [00Yyos © 210jaoq,,

,, 1IN0 payoouy 108
[ "919I0U0D S UO peay AW PIUTWES | I “IN0 Ju3AM [ “aw paysund 1aons isnl apnp awos pue Aeme payoo |,

,'SH18 om1 9sa padwn( Ly pue
“*WIAY) [[B9 NOK IOAIIBYM IO S18q JO SYONS I[NY[ 353 1] pey pue 1no padwn( pue reo e ut dn apo1 sp3 dwog,,

, JUS[OIA [l SeM JBY], °JJMS PUe SSUIRU ISYI0 Yoed Jul[[ed pue Jrey S19Y10
yoes uo Jurqnd pue SunySiy sem SIS om], "I00[] Puooas a1 01 dn 1M | ‘Mo NOX Y31y B MES | [[IM,,

.1t Sutop da9y euuo8 Koy asned Juryiou op o1 3urol
jure Sunyrel uesw | "Wy 01 Y(el [LI, Kes Aay1 mouy noK pue ‘awr Yrm Jurssaw sAn3 jo sown jo LAudfd pio 94,

WY YIM X3S 9ARY 0] NOK sserey [1,A31 1nq ‘nok adexuom AayJ, ‘mouy nok
“a19Y W09 a1 ‘safewaj Surpre) ' AeM[[ey 3yl Jo pua 3yl woiy safewaj Surjred a1ayy umop sAn3 jo Ausd udss |,

sinessy/s1y3g reosyd

.- Koq sty Aq pader 108 ays ‘i3 sy, Jnessy [enxag/odey

. ’peq sem 1 - 'paqqess 108 ardoad jo a1dnoo v -sured [[eqIaseq € 1915 sem 1] “TedA ISe] Y31y S[qLLIAN B Pey I\, 3uiqqeig
. 101 Supyred a1 ut 10ys 103 Jopoiq AN,
. Joop ay1 dn Sunooys ~jooydss ayy dn Sunooys azrom Aayf,
.- Apoqawos 100ys euuod sem oy Surkes sem oy ‘pres oy mouy nok ‘ung e ut 1y3noiq eyl JUSPMIS YL,

,~210Jaq [ooyds ur dw uo un3 e [[nd Aoq © pey IA ], unn/3unooys

UNO20Y UIpMIg JUSAT JUS[OTA

191qt

3
.

IText Provided by ERIC

PArar



Y

vh

991 (4 0 Il 91 | £3 el 99 LT [eIoL
<L 14 L I1 91 L | 4 ¢ [EI0L 3N
6v I L 01 6 Y 91 I CI-11S3pe1)
1 X4 £ 0 I L [4 8 T 01-6S3pe1D

| P
ve 8 b S Sl 9 v ¥l TEOLopWaY
LS 9 14 14 6 (4 1T IT <CI-11 S9pein
LY (4 0 I 9 14 1T ¢ 0I-6s3pel)

rewa
TiI0L PO SpIs J30 -- apisinQ) SpIs U0 -- 9pisinQ  BUd19je) El»o ®H SSeD) dnoin)
uoneso|

3PEIr) U JopUar) AQ STUIAY JUI[OTA JO SIIOULNDAL] UONEI0 |

[ACLAS

O

Aruitoxt provided by Eic:

E



L

"S9NUTIUOD J[qEL

b

i

,Jouod
st 3upring sty ur s)YSyY oym suoAkue Aes
pPINOd NOX “1Y31J 9UO PrY OYM JUIPNIS B

I9ysuen 1snl pinom am sawmn Auew ‘puyy,,

,dois

01 PUBUIWIOD [BQIAA € JAIS 1SBI] 1€ ISnw
A3y 1Y) SuBOW 11 ***PUBISIIPUN O] WIS
1,UOP $,19YOB} JO 10] © 1B} SuIylowos
S, "aI1oy ansst ANJIqer| e 5,294,

. uonenmis jey) ut qisuodsar aq 03
SI9Yyoea) sannbar mey aels “'ued nok 1eym
oporainox dniydy eyl yeaq o1 303
9A,N0A ‘Bare dBIPIWIWI Y ut 31,nok J,,

. eyl op s19yoea)

2wIoS peY IA,] puy ‘01 9ARY A3 129] Ko
JuAreorsAyd suaarayur ueds Kay], Supim
3]qeUIOJWO) [39) A3 AIIANIOR JO [9AI]

Aue 9xB1 ued A9y) SI9YDBI) Y P[0} 94,9/,

. POA[OAUT 193 01 JuBM J,UpIp pue

11 WOy Aeme poy[em Jayoeal 9yl IYm
o3e sjauow autu Inoqe (1y31y ) uo mes
[ 108} U] "PIA[OAUL 198 01 91 JOU pjnom

A1qeqouid s1ayoea) awos 1ey) Juryl I,

. "PIom e pres 1oAdu redouud

3y pue "'S19yoe3} uswom Junok

Jo 1Pquunu B Ylim pafnpayss sem oy -ader
JO PAIOTAUOD SEM JUIPNIS STY) 3B

PO} 10U 2J9M SIOYIBI) Y], 'TOOYIS Sy Je
SISSB[O UL Sem oym 1sider palotAuod e pey
M “OBq SIBIA MIJ B JOQUUIWIII UeD |,

,'SAep aanp ur ssepd

Aw ut Yoeq 9q pinom pry 2y} **AILnoas
a1e00] 01 A1 pue suoyd ay1 dn yoid pinom
ayS ‘peay jusunredap Aw [[91 pue J00p
1X3U unx 0] 9Aey [ puodsai juop Koyl
‘1amsue 1,uop Aayl-uoinnq [[eo e aAey |,

. duniAue urop
10U ‘21941 UTPURIS 19M SIIYOBI] I[eW
om1 pue dn payoo[ | *19810J IoAaU [[ |

“JOO[J 21 uo dn papua oA\ ‘SuLreoms sem
ays pue “-ow Juryound pawrels ayg Jjo
auo [nd 01 1uaMm | pue ‘Jo0Op AW JOIPISINO
1118 3u103 219M sa1pe] Sunok om,,

. 'SIOOP 3S3Y) JO QU0 IO
palenoeAqy -sures 3o7o0d ) uaym 1se9 18
9AL] SN 19] p[nOYS AP YuIy [ **'UOSel

ou JOJ 10US 108 9ABY PINOI [ {I[9)

[ moy aurdeunt nok ue)) ‘pauaddey reym

MOUY UJAJ 1, UpPIP | Pue [[BY Y] UMOp
Sunjrem sem [ ‘mouy nok juoq ‘dn pjay
108 3913J0 uonIN] AP UAYM INI[ SIBYL,
iSpiom

Sutaey a1am am usym doss ays 1,uprp
Ayp "101jU0d € 2q 01 JuroS st 11 pue
Sumn3re are oM 1ey) WM SIY) [[B SMOUY
3ys Inq ‘WOOISSL[O Y3 Ul [0S ST JIAYoed)
Y1 mouy| noA uay [, “"[[ey Y1 ot

1IN0 ured (N3 YL °[1BY Yl 01 JUIM I
"Kemirey oy 01 03 01 awi pjol ays pulv],

1§ IOUSILIP
Y s,jeym uedw | ‘uorsuadsns

[ooyos-ut 3umag Ja1e] SYI9M MIJ B Wy
995 nok ‘mouy nok ‘pue papuadsns 133
oym 91doad jo 101 ® uaas 9] asnedag,,

W SIY3Y

dn yea1q 01 yea1q o1 qol A3y 10U 31 0
"Kem 3y ur 2q 1,upfnoys Aoyl Kes o1 3uiol
Aoy A1ax1f 150w 1y $198 Joyoeal o J1
"JOYOB3] ) INOQE PALLIAOUOD JoU A3y pue
1Sy Aoyl pue I9Yoea] B INOQE 2IRD 1,U0p
Aoy aray dn suood a1 ‘959l asnesaq
Joyna a1 ur dunl Ajfenoe j,upnom |,

asuodsay
Teuoneziuegio

SIOIBNSUTWIPY

SI19yoea],

sjuapmg

UTewo(g

£91qe_
]

=
L]

2|

Full Tt Provided by ERIC.

r



N
NSy

"SINUTIU0D J[qQe,

"SNOLIdS SBM Y pue " I3y
Noqe I8 | Mouy BNOF S,9YS [[9A, ‘Pres
3y puy ,i1eyl op nok pinom Aym ‘mouy
NOL, ‘pres | puy "PUSLLIS sy yoeuls
£0q ® mes s101uoul [[ey Ino JO uQ),,

.-Aoq © 1940 S

w 330

1LI0} JO PUTY [T& 2I9M SYI0[0 I3y pue Joy
Sunjoys sem 9y ""paIdA0d Inow I3y pey
9H ‘Temurels oy ur (13 e unnesse Aoq e
uodn sures SIS 3y 198 sAoq Y aroym
uoreoo[ swind 9Y) Jxe S[ramIreIs YL,

. SHIS dn uayoIq 9A,] UaYM U3q JARY
S1yS1y om) ur uny u2dq A[esl 9A ] swm
Aquo ayy-arey [ind {143y ‘yorerss qjLoy
‘a1q [[,A2y 1eyp ueaw | Anp £q puy

.’Op sAn3 uey) a1ow papuadsns 193 Aay],
"JJns ey} [T pue sasou Kpoojq pue s1y3iy

azow 9Aey A9y} pue op sAng ay uey)
S1I01[Ju0d a10w ot 193 1snf Koy asnedxay,

,'SKoq ueyy azow 1y31y SN jooyds SIy)

W3y s(u8 J1 ‘parpuny e Jo 1no sawin g6,  Aurp 3y Loy w431y s usym puy,  ut Apsow ‘(azow 1y31y s|3) sI3 %06, Iapuan
w eyl
1NOQE S3IES YS 1By SIUAPMS Y S[[)
oym Apoqawios s,3Ys asnedsaq It op [[Im
noA ‘Suryiowos nok S[[a1 ays J1 ‘0§ 13y
SOYI[ JUapNIS AIDAI PUR ALY JIAO SIAYIeI)
91LIOARJ 1SOW 9Y) JO UO S,94S "V "SSTA,,
. JU[OIA . suaprus Suturdiosip , QI9INUT 0] Juem Juop Ay,
9q 01 A[aN1[ $S] 3q [[im Ao ‘paroadsar 1k JJo JOr[S UBD NOA JBY) UBSW J,USI0OP 1BY)  "SIUIPNIS Y1 JO PaIeds LAY ] ~paress
[99] SPDY JI "IOMSUE 9y ST 1B 9A1[3q  Ing '103dSa1 Ym pajean aq 0 Juem noA 9Ie SI9YOEd) WAY [, “Suny[el way) puly
1 1nq 102dsa1 1reys noy sAes 1eyy Aorjod 198 J1 109dsar Yum Sluaprus 18an 0 9Aey noA  pue 13y dn I1s | pue 391JJ0 I UT JI0M
j0uuRd NOK “91e[SISI[ JIoUURD NOA JAJI[2Q [,  1BY) UONOU I 01 UMOP SIWOI IT YUl [, ] 35NE2q 218D WY} JO JWOS mouy [,
C TSPy ., 'woy 103 193dsar SS9 9Aey | U
ay yuim podder pood e aAey s1ayoe “YI0Mm op aw yew 01 Juln s)ey 1Yoed)
3y} JO 1S0W 0§ "*Ju3IpNIs Y1 193dsa . d0UBpUINE II3Y) Inoqe £ 935 J,Uop [ J] ‘woyl Joj10adsarjo  sdiysuoney
[IM OYM pUE UOTEINP IN[RA JBY) SIOYIBI]  SIIBD OYM I3yoeal & J0J SUmj0oo] a1,A3U], 10[ B 9NI] SARY | ‘J9A3IBYM IO YIOM Al Op Ioyoea],
purj 01 A1 | ‘S19Yoeal Iy | USYM,, *Aou91S1SU0d 10J FUN{oo] 91,43y ], 9w yew 01 Suln S eyl 1PY5eal € 39S | JI,, uapnig
sIolensunupy pielie]:=) § siuapnig urewio(q
(panunuod) ¢ J[qt

>
)

Full Tt Provided by ERIC.

r



, OUI 9AA1[2q
01 uro3 10u 21,491 ,*J0150D ®© 3q 01 Jurod
$,9H, ‘Ioyloiq Aw [[om Kes nok J1 puy
“dn owo0o 9s[2 Sumylou uo yuryl L3y
[Ie sy} pue sund pue sjun[q ‘saduno
Au0j, Kes Aay1 ‘g1 y3noxy Gy Kes s39]
pasSe Loq Jor[q & Aes Apoqawos uaym

.31 uo erpawt a3 ind 3, uop

1snl £y asned, JUIJOIA [INIS Are sqIngns

“way) Sunexedas Aq Ajduuts isnl Suny3y g " INOQe ALIOM 01 JeYf) JARY 1,UOp
3} JO SWIOS PABIAI[[E Sey Jey] ‘Juoly nok ‘sqIngns 9yl ut ‘mouy nox ‘o
ay 1e Jjo paddoip are sjuapnis 1oy10 3y nok axel euuo3 s, Apoqawios 1ayloym ‘10u
*SI 10 ,$19YoBa1 Ay 21aym jjo paddorp 1o 10ys 193 eUuOZ NoA J1Inoqe uiuom
are siuapnis (AlUourun) 9yl JOJ SaSNQ YL,  [0OYDs 01 W0 eNO3 (A0 JouUUl) 9A,N0 X

,10adsas
unax K91 ued moy os “Apoqou
91| §,319Y1 ‘Wdy}l J0J 0§ **"Iwoy

. ’S[ooyos 1. 10adsa1 ureaj 01 3uio08 31,491 ‘[re Jo 151§

A19-19uUT 31 Op NOA SB S[00YIS puy °‘Op Ol SIuBM 3Ys IoAdjeym Sutop

ueqinqns ut s)ySyy Auew se isnl 123 Joyrow 111 yum ‘rref ur Juraq 1oyiey

nox ‘uondaosiad erpowr I SLIO[ B UMY [,  JIOY Yitm dn Mo 219y J9A0 SPDY| SWIOG,,

. SSury) aeadsap

., SUTLLINIaI 10U 318 OYM SPTY I0W JARY op a1doad uay], ‘uoneradsap sow0d
M MO[ ST AWIOU0D? Y uaym - AWouodd  uay 1 *ssapramod 199) Kay1 paysuraroduur , JO[0D OU SBY 2DUIOIA NUIy)
Y1 ynm 03 01 SWAIS el JISAOWINY S[99] QUOAWIOS UAYM ‘puy ‘SSury) ] Isnesaq SI Y JO[OD JeyM Ia)ew J usaop SSe[D
1nq 91e1 1o doip 1ou ‘arer 1no-dorp InQ,, Jeradsap op 01 91doad sa310] A119A04,, 11 1BY) MOU UONEMIIS B JB SUDIOO[ 1B NO X ,, [oey
SI10lenSUNUpY pheling:=) | sjudpmg urewo(J

(panunuod) ¢ 3q1

)

Full Tt Provided by ERIC.

r



34

"SINUNUO) J[qe],

., “9OUBYD pPuoIas e 198 1,uop nok ‘uodeam
e Suisn ‘uodeom e JO uOISSISSO,,

. 'SP 2AYy uo Surpuad uorsndxa

ue U92q Sey 313} J0 pa[[2dxa 9A M

*a19y [edrouud 9 u2aq A, 9ours pafjadxa
A, oM 'uodeom & Yim pry B ydneo am Ji,,

. JOOY2s Japoue 0) papuadsns aq ued
Aoy 1ySyy asty e 1 Jf SABP 2A1) JO 2211
Y9 §,)] "papuadsns 21,n0A pue dwoy
03 noA uay ‘Suny8y 1ySneo a1noA g,

. JOpISU0D3I
$,19] B U9A9 10U §,219Y], ‘uors[ndxa s 31
s3nup Suryas 1ySneo a1,n04 J1 10 ‘[o0Yos
ut uodeam e yum 1ySned are nok J,,

. SABD U9) 10§ papuadsns 3q [[I4 Yi0q

nok “joeq uosiad sty yorews 03 St pjo 1.3k
UJQIXIS B SB ‘Uonoeal [eNIUl MO pue 908
3y U1 1Y 31,n0K JT ‘SPIOM JYI0 Ul ‘0,

. uodeom e SuiALres 10j [0oyds 19y10
awos jo 1no Ind uaaq A[qeqoad sey pry
18] MOUY NOK ‘uappns ® JO [[& PPy M3u
© 198 noA usyMm I91SoWas Y} JO I[ppru
3yl U1 ‘0§ JOOYDS 01 [OOYOS WIOI] IAOW
isnl Aoy, “spry 959y Jo pu s198 9uo

ou ey} Surmouy Ino SI JeaJ MO Jo ued,

4, Ua) Wy Joj ared o §utoS s,oym
{A19100S UT INO WY MOIY) PUE 1Y JO
10 Wiy }ory o) Suro8 are nox ' [00Yos
ST 01Ul YOB(Q WO 01 PIMOI[. 3q 10 INO
PaYOIY 3q J9300] sy ur ung e Yim 1ySned
ST OYyMm pIy B p[noy§ “mouy 3,uop |

- giadueyd | pinop  “uondaoxa ou ST 213y ],

*Korjod a1 01 suorideoxa ou are a1y,

. ouo8 a1kay],

"3UOP 31,491 pUB IOYOBI) B UINBAIY]
A3y, -aroy punore Juoj ise[ 3,U0p
Aay], "sieamp are oym SpIy 9AeY IM,

,, W3y} 10§ 9[nI pue 10 03
1sn3,ued oK 'SIAI[ J19Y} $1991J2 31 MOY
pUB 3SBD [ENPIAIPUT YOBI 93§ 01 9ARY NO L,

o JEY1 NI JJmIs
pue ‘sanifenb poo8 may 18 Joo[ 1,uop L9y
Inq ‘3ury 153q 341 3q ([ Way SuneuruIrd

1] 1993 1snf Koy1 pue peq Surylowos
Yitm paajoaur 198 Aew K3y ‘Jyrus poos
Surop are 91doad uoym 91| Sowmowos
MOH SIOJenSIURWPE 9y} YIm 2213esip |,

. 'Popuadsns fe a1,nof -Sunprowos Surop
ar1am A9y 1] JOO[ oym punore Surpuels
99s noA oym ardoad jo [njpuey e qeis

pue 2wod 1snf s19ysea) " 'way puadsns
isn( ‘punore Suipuels sem 19A20ym ‘snl
Aoy ‘moux no X au0AI9A9 puadsng,,

4, QOUSIIIP 2 S,Jeym
ueow | ‘uorsuadsns [ooyos ur Sumiag 1ae]
SY99M M3J B WIAY] 23S NOA ‘mou] nok
‘pue papuadsns 193 [im oym 9jdoad jo

10] B U93S 9A ] asnedaq ‘([nJasn 10u) ON,,

uorsindxg
Juorsuadsng

SIOIRNSIUTWPY

sI9yoRa],

sjuapg

UORUIAINU]

Aruitoxt provided by Eic:



.m_m_..acg JqeL

bS

. Tlom Anaxd suo8 sey jey) rej o
*** S1013913P [BISW Y] JARY M SIOB JUI[OIA
A[snouas ay) Jo uonuaaaxd ayl 10J [[oM,,

»Jusuraduepus Jo soepd e 01 Surods jou
‘wreaj 01 3oe[d  ut Juruod 21,L9Y1 18y {995
01 SpIY Juem noX “Suryl e yons sI jooyos
a1 J1 mouyuop | ‘A19150s Ino ut aoe[d

e 9Ary A[qeqoud (Anagpes ouonospd)
s3uryl IS0yl JO [[& mouy nNOK [[9M,,

Jutod sty e

eyl Suifes 10U wy,] ‘J0U IO dUBRNUI AIIAD
1€ SIO1D1IP [B19W Pasu noA a1y jutod
3Y) PAYOEBII 9A,9M JIYIOYM MOUY LUop [,

. Sumyorem

Joyiouq S1q ‘Mouy NOX “JUSWIUOIIAUD
Te101 93 uo sey 1 1oedwt oy s,

"SPUas 11 28eSSIW Y S Uiyl | *"Ieq
31 1SO[ 9A,9M ‘U ySnoxy spry [re ssed
PUR SIOOP JUOIJ INO UO $1033239p [e1ow ind
01 pey am 1ey Jutod 9y 01 JWeD J9AI 11 ][,

, QOUR[[I9AINS 3ARY O} 1N13q

9q PNOM 11 219YM “Bare 3soy) SuLIojuOw
JJRIS 9ABY 01 A1} 9\ “9OUR[[IOAINS

PI3U IM I9YM SBIIR IOUI A8 Y} [32)

.'U0 03 181) 9ARY

01 ysnd [[1m s19yoe3] Y1 I0SSI UE JO oW
Surwooaq suodeam Iy} 995 01 LLIS IM
Jung 194 yum S100p Ino Yy3noayl dwod
noK 18 $I010919p [B12UWI IARY 1,UOP M,

. TI90 InOA ut SeIdued
aAeY 0] 9ARY oK uaym *-uosud e ay|
) --a8essawr aAne3au A[[eal e Spuas

10Uyl  °U1eqd wogy 1yauaq [[im sjuspms
Y1 Jo 98e1ud01ad [[ews e A[uo 18y YuIy)

[ PUy "SONSSI 3sayl JO Aue $IsSaIppe
(Ana3pe3 owonda[a) yey Uiyl 1,uop [,

. puelsIapun ,uop A3y} ‘romsue
3,uop A3 **321JJ0 a1 ur Apoqawios
Joj soinutul U3} INOqe e} pjnom

w IS9P
Ayunoas ayy Aq 3 u - ysap Aunodas
2yl Aq Y3 20UI[OIA T0W SIAY,

. ut yrem isnfl ues adoad sy 1nq ‘serowred
108 Aay], ‘uado y[us st J00p 2y ‘10
N[em nok JI {219y I9A0 YSU SI00p 359Y ],

ader 1ey1 198 |

ued, ‘unyse aq [[,A3Y1 WY} JO SUIOS °00)
‘erowred o Jo oy ut WS Sy 1Ay
{8urkes w1 ] 1eym mouy no< ‘adeloapia
ST Op BUUOS aIe SeIawed ayl [[V,,

., J0op 2y ySnoxy
j[em uedo nox “I1aneul Jou op A1UmMods
InQ ‘si00p 21 ySnonp jrem Adyl,

. wayl dois 01 Surod

9M *JUSWIUOIIAUD PAIONIUOWI € ‘UOIBINPd 11 ‘Mou uolng [[ed ayi ysnd | 31 “uoddns 1ure 1010919 [esow 1Y) puy OIS 195 ued Suuonuopy
palonuoui e apraoid 01 ARy I, s ey ssang [ og ‘uonnq [[eo e dAey I, Aoyl ur un3 e Suuq o1 Juem Apoqawos Jj,, JII0N9g
SI01RnSIUTWPY SIaYoRI, SIUopMIG UORUIAIINUL
(Panunuod) ¢ J[qeL,

SO

kl

E

Aruitoxt provided by Eic:



. 9AN091J9 A19A 21,91 110]
Sunyred oY) pue sem[rey a2yl ureor oym
d1doad A1undas awm-[[ny 921Y) 9ARY I\,

«-3urp[ing 3ys Jo sured uarozyp

01 paugisse J,uare K3yl Aym purisIopun
juop | ‘1oy1agos 219y Surpuels

WYl JO 9 [[e puy [[,nOX ‘Aep & smoy
UJAIS 019 ‘SIONUOWI ITB 1Y) AIIYM
a1y sprend A1LINO3S 1Y) IABY IM ,

:oh:o:

pue ¢¢ st Aed x191) asNEBOAQ SNOpUSWIIN
SI IoAOWI) Q) 319y ABIS O) SNUNUOD
11,4941 os y3noua pred 123 01 aAey a1doad
3SaY) puy T palIy 3q 01 PISU Jey) SI9YOL9)
uey) 1ay10 9jdoad paau nok yury |
-a1doad A1moas Jo 10]  paau nok Yuiyl |,

. Jrus yonw 001 U0 IpI[s WAy}
19] A3y 1nq “92139p © 01 YIOM SIOP Yd1ym
SIONIOM [RI00S 1] alour 31,43yl Inoy

. ysnoxyl o3 way) 19] sprens

Aundas pue sprend L1Lmoas Iy Jo AWOS
01 poo3 yoo[ Aoy ssang | ‘mouy nok ‘axi|
1Ko ‘s[a13 9yl Jo swos ‘aN1] Inq ‘ON,,

. S8ury o Joy spdoad
Sumasd axny aq m A3y, “Kioges jo syutod
Jofew 9y} uo AeNnUIdUOI Juop Ly,

. ut yrem isnf nox “,urmjou Jo ,urod
noA 219ym nok yse juop (A1moas) Ly g
“ut Yeam i1snf ued nok ‘1noy yunoj puy,,

. adeys Jo no Aoy y, -onad1aud jou a1y
‘snjd puy "jjnus jo pury ey [e Sunes
aq Ay, ‘op (A1noas) Loy (e s, eyl

., pauren usAa juare Layj,
‘uo Su108 s jeym e Juryooy isnf are 1eyl
sAng deayo asay) 198 Aoy ‘3urop ar oy

LIYSty e st Aqperoadsy Aeme ue /¢ 1n0qe Iew A3Y1 9A31[aq Op | pue 1eYM mou Juop Aay], 198 ueo nok sprenn)
14311 219y swod [ Aoy "unt [[£dYL, SIJUaq 9A19991 Jou op (A1Indas) Aoy,  sprend A1unoos 1sadeayd ay1 108 3A9M, fiundag
S10jensiuTIpy SIOYORd], siuapmg UOTIUIAINU]
(panunuod) ¢ JjqeL

_LJ

\l

E

Aruitoxt provided by Eic:

¢



66

. SIS SARISUIZ JO pury 191230 3[doad JO 101 & Furdaoy ISNEIIQq ‘J[ISINOA I1je
dn wea[s nok se Juoj se ‘youny Suump sroymAue A[resiseq of pinoys nok yuiyl |,
. 'SINUTW GZ ATUO ST JNOY Youn[ 1n0™ papmoId 00l S,

. "SI9YOBI) OM) AJUO §,2I94) MOU ISNBIIY
*SI19Y083] JA1J JO WNWIUT B "Iy} UT SISYIBI) § ISEI] 18 2ARY PInoys Koy,

.- 100p Y3 18 19xeads v IYI[ UIY) puB **MOYS O} S,(J] ALY 01 PIJU IM YuIyi |,

11 -:«
Jwo 31doad pue uado sfempe s1100p Jorq Y], **'SIOOP [OOYIS Y} JOO[ ueaw |,

,"319Y] UMOp ApOqawIos JABE] "IOMUOW B JARY JO""SIYSI[ IO,

. o3yo 1,uop Kay) ajdoad
WS §,3194 ], 0& 23y 01 pasoddns Koy ‘yaress uodeam B 9ARY IM UIYM,,

,aroymAue
Apoqou--131nb isnf s3] *a19ymAue spreng oN ¥90[9,0 £ 91| 18 ul j[em 91doa ],

,9AOUI UIAD J,ued An3F 1ey) 1] pue ‘prend A1nods

sayjynos ues .
sImeyo Sumolyl .
S1y3y pooy »
s1ySy reorsAyd «

A12qqoI »

suodeom «

Suuaua s1a3uens .
aderpnesse enxas »

BLIDIOJED)

saoedg pasoluowiuny

uew po 1eak (L e pey xoﬁ Y %a:w A1noes rengal pey am J1 aqAeN,, ynesse/s1ydy reorsAyd » /pauopueqy
s1ySy pateanow A[eioel «
s1eany) reorsAyd .
3uiqqers »
gunooys .
. 91911 100 3q pnoys 9y ‘Tedouud ay ] -9iqnon suodeam .
3q 01 3ut08 sAem[e s,a19y3 (10] Suryred) uorsiaradns 10U S219Y1 AI9YM [[9M,, sIy8y [earsAyd » 1077 Sunjred
. Kem sures Y1 umop Suto8 way Jo a1y} JO OM)
91| Jo peasut Aemjrey Jray) ut uo Sutog st leym mouy ppnoys (Kumoas) Aayf L],
. W3y ardoad Surdjay a1,noL asnesaq ‘Sunysdy sjdoad 2y se wawysiund sures JNESSE »
a1 133 pnom nok os “Jurdjay axnok 131y e punowns nok Ji 18yl (MU B ARY], s1ySy Sues .
parnd ung « ’
« PAPMOIS 00) are sAem[rey ayi--wajqoxd auo Jaquinu Ino sJey ], Suny3y .
"PApMOID are sAem{[ey Y Jey) puersiapun ued nok 1ey ajdoad Auew os s,a19y [, Suysnd » Kem[eH
SUONUIAINU] PASIZIng JUSAT] JUDOIA uoneso|

SUOTIUSAIAIU]




AR S A g 1]

MAY @9 ‘97 10:54AM U t~ M SCHO

Sats ViV MMWale e i

4]

ERIG

MAY-@S-1997 1@:23

U.S. Department of Education
Office of Eduestiond Ressarch and improvement (CERI)
Eclucational Resaurces information Center (ERIC)

@/ REPRODUCTION RELEASE

(Speciiic Documert)

uD03113Y
. DOCUMENT IDENTIFICATION:
T Uvgord) 710020 ourd 1 v - s amdl Tl itanss 0 bout Urslenca
in unsole hiain Sthod

authorts): ory s Aioc, Weathes B Mesed, Wit amT obore Brebbog Boctzer

Pyblication Date:

1496

Corporate Seource:

nmmumammmmu dntfied document, piosse CHECK ONE of the following e eptiens and sign at
the botnm O the suge.

The cample stcker shown bolow wil b9 The sampie aticker shown below will ba
sBued o al Lovel 1 GoCuMenis offixad ® &3 Level 2 documenis
X @ PERMISSION TO REPRODUCE AND PERMIESION TO REPRODUGE AND
' DISSEMINATE ;:IS MATERIAL - O?NIME ™D BAPER '
A \ TERIAL IN OTUER THAN
| WAS BEEN GRANTED 8 COPY HAS BEEN GRANTED BY
Check here \@ _— Check haro
¥or Lovel 1 Relaase: < Por Level 2 Release:
mm(‘ G'Mh e mwsrmh
. [ 4 o
cthar GRIC archivel mecis | TO THE EQUCATIONAL RESOURCES TO THE EDUCATIONAL RESOURCES | oher ERIC srchivel media
(€.9.. slectronis of ogtcal) INFORMATION CENTER (ERIC) INFORMATION CENTER (ERIC) (0.3 slocyonic or opsixal).
and paps? COPY. A Al In pape? XIPY.
Level 1 Loveli 2
Doasnent wii be processed & indicated provicod Nproductan quallly commis. 1§ parmimsion
nmummmmammﬂnmmuudq.
mmwgmnmmmmmmmmmu and Sissamine®
abave Mmmmmadwmwwmm

i ticarmd .
EﬁmwwnmmMMmew Eccaption © Mgy B AA-PrOR
© asticly Wermasion needs of ecueator

(over)
TOTAL P.B82




