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Purpose 
      The purpose of this study was to examine teachers’ understanding of the characteristics of Traumatic 
Brain Injury (TBI) and the associated teaching strategies used in the classroom. The information gleaned 
from the survey provided a basis for identifying support and professional development needs of teachers 
charged with implementing the academic and behavioral plans of students with traumatic brain injury. 
     Traumatic brain injury is defined in the Individuals with Disabilities Education Act (IDEA) 2004 Sec. 
300.8(c)(12) as, 

 …an acquired injury to the brain caused by an external physical force, resulting in total or partial 
functional disability or psychosocial impairment, or both, that adversely affects a child’s 
educational performance. Impairments may result in one or more areas, such as cognition; 
language; memory; attention; reasoning; abstract thinking; judgment; problem solving; sensory, 
perceptual, and motor abilities; psychosocial behavior; physical functions; information processing; 
and speech. Traumatic brain injury does not apply to brain injuries that are congenital or 
degenerative, or to brain injuries induced by birth trauma (IDEA, 2004). 

Background and Literature Review 
     More than one million children in the United States are identified each year with TBI (Council for 
Exceptional Children, 2010). TBI is the most common cause of death and disability of U.S. children, and 
between nine percent and 38% percent of students with TBI are referred to special education (Keyser-
Marcus, Briel, Sherron-Targett, Yasuda, Johnson, & Wehman, 2002). According to the Council for 
Exceptional Children (2010), “…the most common cause of TBI is car accidents…” while “…other 
causes include sports accidents, falls, and physical abuse” (p.1). A greater number of concussions are 
being reported among school athletes, leading to proposed legislation that would standardize public 
school policies for responding to and treating concussions among school athletes (Samuels, 2010). 
Teachers in both general and special education may find students with TBI in their classrooms. 
Unclassified or non-identified TBI can lead to school failure, dropping out, conflict between parents and 
the school, and the student’s becoming demoralized (Hibbard, Gordon, Martin, Raskin, & Brown, 2001). 
Keyser-Marcus, et al. (2002) asserted that providing a seamless, multi-disciplinary process for 
identification and appropriate placement, as well as ensuring that teachers have the training in effective 
strategies to address the specific needs of students with TBI, was critical. 
Identification and assessment. Salvia, Ysseldyke, and Bolt (2010) stated traumatic brain injury is 
diagnosed by a neurologist. They further asserted that,  

the need of a student with brain injury for special education will be based first on a determination 
that the student’s school performance falls outside the normal range and various attempts to 
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remedy the education problems have failed. Next, a school psychologist will likely administer a 
standardized achievement battery to verify that the student’s achievement has been adversely 
affected (p. 369).  

     According to Madigan, Hall, and Glang (1997), schools should use a multidisciplinary team 
assessment approach including educators, guidance counselors, rehabilitation and medical professionals, 
and family members to develop the individual education plan for students with TBI. To develop a student 
learning profile and instructional intervention guide identifying the student’s learning strengths, sources 
of information should include neuropsychological assessments, prior school records, academic testing, 
observational data from teachers and family members, and self-reports from the student, if appropriate 
(Keyser-Marcus et al., 2002).  
     When assessing children with TBI, Hibbard et al. (2001) noted that assessment should focus on 
specific cognitive deficits and strengths, as well as traditional academic concerns. Keyser-Marcus et al. 
(2002) reported that changes in language fluency and comprehension were common in students with TBI, 
and Hibbard et al. (2001) reported that teachers may see any or all of the following immediate or long-
term types of changes in a student who experiences a traumatic brain injury  

• physical changes include tiredness, lack of interest, headaches, awkward movements, slowed 
reactions, heightened sensitivity to light and noise; 

• cognitive changes include forgetfulness, sudden failure in learning new material, word-finding 
difficulties, problems with organizing materials, inattention, and easy distractibility; 

• emotional changes include moodiness, liability, depression, anxiety; and 
• behavioral changes include irritability, aggressiveness, inability to deal with unexpected events, and 

frustration over minor incidents (p. 2).  
School personnel training. According to Tyler (1997), general and special education teacher training 
programs do not discuss effective teaching methods that would address the needs of students with TBI. 
Mealings and Douglas (2010) explained that factors critical in transitions include providing education 
about TBI in general to school personnel, as well as providing information about the individual profile of 
the TBI student. In addition, these authors noted such critical categories as advance planning for all 
transition points such as hospital to school, from one grade level to the next, from primary to secondary, 
and providing a continuum of service across professions to enhance collaboration. They also suggested 
establishing an individual learning profile and learning plan for the student and providing opportunities 
for modified curriculum or alternative learning options. Finally, identification and development of 
adaptive strategies and accommodations and conducting ongoing comprehensive reviews of needs were 
addressed.  
     Training for teachers of students with TBI should include strategies to assess and address the areas that 
have the greatest impact within the classroom, such as reduced attention and concentration. Students with 
TBI may be unable to maintain attention for lengthy periods or listen to a teacher while taking notes 
(Hibbard et al., 2001; Keyser-Marcus et.al, 2002). According to Hibbard et al. (2001), other important 
training areas include: 1.) information processing speed because the student may process visual and 
auditory information slower than other students, 2.) memory because students may have difficulty 
learning, storing, and retrieving new information, 3.) prioritizing, thinking abstractly, and organizing, and 
4.) planning and language, since they may not be able to find the right words to express themselves. 
Several authors agreed that training should address behavioral changes resulting from TBI such as low 
frustration tolerance, impulsivity, low energy and lack of motivation, and emotional changes such as 
anxiety, depression and reduced confidence (Hibbard  et al., 2001; Keyser-Marcus  et al., 2002; Mealings 
& Douglas, 2010).  
     IDEA (2004) requires school districts to conduct functional assessments of children who exhibit 
challenging behaviors in the school setting, as children with TBI often demonstrate. According to 
Dykeman (2009), the functional behavior assessment is a process that determines the reason a behavior 
occurs. Dykeman found in these cases that IDEA mandates the development of a positive behavioral 
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intervention plan to complement the functional assessment of behavior addressing specific challenging 
behaviors. 
     Dykeman (2009) supported the premise that although IDEA 2004 does not require Response to 
Intervention (RtI) for children with TBI, the RtI framework, a model that includes a sequential tiered level 
of instruction which is scientifically and empirically-based, can be beneficial in addressing academic and 
behavioral concerns of these students. In this model, the student’s responses are consistently evaluated, 
and a problem-solving team analyzes the student’s responses to determine appropriate instructional 
interventions. Glang, Todis, Thomas, Hood, Bedell, and Cockrell (2008) noted that approximately 21% of 
students returning to school with TBI received services typically provided in Tier 3 focusing on specific 
individual interventions, while 40% received services typically provided in Tier 2.  
Research Study Design 
     A non-experimental basic research design using a cross-sectional survey method was selected for this 
study. This section of this study includes the following components: design and instrument development, 
data collection, questions, and sample characteristics and data analysis.  
Design and Instrument Development 
     The survey instrument was developed based upon a review of the literature covering characteristics, 
terms associated with TBI, training, intervention strategies, and assistance from administrators and other 
stakeholders. Part I had sample characteristics and demographic information. Part II had Likert-type items 
requiring responses to items on a continuum from strongly disagree to strongly agree. Part III had three 
open-ended questions in order to identify emerging trends. A panel of experts, including university 
professors and educational professionals from the field, provided face validity for the instrument. 
     Survey items (N=33) were scored on a five-point Likert scale where higher ratings indicated a greater 
degree of understanding regarding addressing the needs of students with TBI. Internal consistency 
reliability was determined using Cronbach’s coefficient alpha. The items were clustered according to the 
following topics: cause, familiarity, preparation, intervention, effects, and support. The total survey 
yielded a coefficient alpha of .90, indicating excellent internal reliability. The individual cluster 
reliabilities were determined as follows: cause (.63), familiarity (.63), preparation (.67), intervention (.68), 
effects (.63), and support (.56). There were only four or five items related to each cluster, which may 
account for their low internal reliability.  
     A basic assumption underlying this study included the premise that respondents were actively involved 
with identification and interventions for students with TBI. The limitation of the study was commensurate 
with survey research methods. In this cross-sectional survey, data were collected at one point in time and 
reflected the experiences and biases of the respondents whose input was strictly voluntary. 
Data Collection, Questions, and Sample Characteristics 
     The survey instrument was distributed through electronic mail to teachers in a master’s program in 
Educational Leadership in the state of Texas. A complex research question for this study addressed mean 
differences as follows: 

Are there mean differences with respect to the independent variables: gender, age range, ethnicity, 
special education and general education, grade level, and years of experience with respect to the 
dependent item clusters: cause, familiarity, preparation, intervention, effects, and support? 

     Descriptive analysis of respondent characteristics showed that 80% of the respondents were White 
females whose ages ranged between 36 and 65 years old.  Twenty-one percent were employed in special 
education. The majority of the respondents reported up to eight years of experience.   
Data Analysis and Findings 
     The quantitative data analysis was conducted using a t-test for comparison of groups of two, and 
analysis of variance (ANOVA) was used when there were more than three or more groups involved. Only 
the significant findings were discussed in depth. With respect to the total survey, only age range appeared 
to be significant, t(193) = 2.40, p=0.01. Respondents aged 21-35 (M=107.4) tended to have lower total 
survey responses than respondents aged 35-65 (M=113.6), suggesting that perhaps younger respondents 
had less familiarity with TBI issues. In terms of the total survey responses, ethnicity, area of employment, 
and years of experience had minimal impact.  
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Inferential Test of Cluster Differences 
     There were no significant differences with respect to the cause cluster. Participants appeared to agree 
on such items as the most common cause of TBI, for example, “TBI does not apply to brain injuries that 
are congenital or degenerative, or to injuries induced by birth trauma”.  
     There appeared to be no differences in the responses of the participants with regard to the familiarity 
cluster. For example, there appeared to be agreement on items such as, “Traumatic brain injury is 
diagnosed by a physician, who is usually a neurologist”, or “The needs of a student with TBI or special 
education will be based first on a determination that the student’s school performance falls outside the 
normal range, and various attempts to remedy the education problems have failed”.  
     In terms of the preparation cluster, a significant difference was found when examining the areas of 
employment t(193)= 3.54, P=0.001. General education respondents (M=15.1) tended to score lower on 
the Preparation cluster than special education respondents (M=17.6). This is interpreted to mean general 
education respondents do not feel as prepared to work with TBI students as special education teachers. 
There was a high level of agreement among respondents when examining items such as, “Impulsivity is 
commonly affected by TBI”, and “Social skills/interactions are commonly affected by TBI” on the 
intervention cluster.  
     There was a high level of agreement on the effects cluster across such items as “Cognitive functioning 
is commonly affected by TBI”, and “Communicating effectively is commonly affected by TBI”. There 
were mean differences among respondents on the effects cluster with respect to age range, t(193)=2.48, 
p=0.01. Respondents aged 21-35 (M=12.6) tended to score lower on the effects cluster than respondents 
aged 35-65 (M=13.6). These findings may be explained as younger respondents may have had less 
experience and training than their older counterparts.  
     There was a high level of agreement across the four items of the support cluster. For example, “If a 
student suffered the injury at an early age, the educational effects of TBI may not show up until middle or 
high school where higher level thinking skills and more complex tasks are expected”.   
Qualitative Results 
     Responses to the three open-ended statements provided rich information to supplement the quantitative 
findings. This data was analyzed through a data reduction method as recommended by Creswell (2007). 
Two or more of the researchers analyzed the data to establish reliability in the process and to agree on 
emerging trends or categories. A restatement of the survey item forms the framework for reporting the 
qualitative analysis. Question one (Training within the last year relative to TBI), Question II 
(Recommendations for teachers of students with TBI), and Question III (Major concerns of teachers 
concerning TBI) follow. 
     Training within the last year relative to TBI. Of the total 294 respondents, 123 (41%) answered this 
item. Of these 123 respondents, 105 (85%) reported that they had no formal training relative to Traumatic 
Brain Injury (TBI). Thirteen percent of the respondents commented that they had little experience with 
TBI. Several reported they had special education, crisis intervention, and training on diverse learners’ 
needs. One individual noted a recent staff development on athletic injuries of high school athletes. Several 
respondents reported they were familiar with TBI characteristic from family members, friends, or 
acquaintances.  
     Recommendations for teachers of students with TBI. Of the total 294 respondents, 102 (53%) 
replied to this item. The majority of these respondents (31%) noted that they had no knowledge about 
Traumatic Brain Injury. Fifteen percent noted that patience and understanding were needed because all 
cases were different. Many noted symptoms could be subtle and differ while practice and repetition were 
always needed. Eleven percent noted that working with parents was important because some parents may 
have lower academic standards for their child. These respondents felt communication was a key factor for 
making parents comfortable with a TBI student’s individual education plan. Another 11% of the 
respondents noted that teacher training was needed concerning specifics for TBI student needs.  
     Major concerns of teachers concerning TBI. One hundred twenty-six (42%) of the respondents 
voiced concerns regarding students with Traumatic Brain Injury. Of the total 294 respondents, 43% noted 
they lacked knowledge about characteristics of TBI, particularly about seizures. Many of these 
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respondents expressed a desire for training about TBI issues. Some of these respondents reported that they 
had never heard of TBI. Fourteen percent of the teacher respondents noted that they lacked teaching 
strategies that were effective with TBI students, particularly strategies for working with impulsivity. 
Fourteen percent of the respondents noted no concerns. Twelve percent reported never working with a 
TBI student and stated they were unfamiliar with them.  
Summary, Conclusions, and Recommendations  
     Of the 294 respondents, 193 (66%) completed the total survey. White females between 36-65 years of 
age formed the majority of the respondents. Only about 20% of the respondents indicated a special 
education background. In general, the responses on the survey tended to be at the higher Likert scale 
range agreeing with and showing knowledge of items on the survey.   
     Age range made a significant difference when examining preparation scores. General education 
teachers were significantly less confident with their preparation and knowledge of individuals with TBI. 
When looking at the effects cluster, age was significant. Younger respondents, ages 21-35, tended to have 
less agreement with items concerning the effects of TBI, such as “Cognitive functioning or 
communication is affected in students with TBI.” These results may be explained as younger teachers 
may have not had experience with TBI students. In general, the younger respondents rated all of the items 
lower than the more experienced teachers; therefore, these researchers concluded that a background in 
special education and having experience with TBI students in the classroom made a significant impact on 
teachers with respect to the cause cluster, effects cluster, and familiarity cluster in this study.  
     Of the respondents that made recommendations for teachers of students with TBI, over 30% noted 
they had no knowledge about characteristics of TBI, particularly seizures, and they lacked strategies for 
the classroom. Based on this study’s findings, these researchers would recommend teacher training that 
would include TBI characteristics and strategies, to include knowledge of what to do about seizures for 
“all” teachers, but particularly for new teachers.  Teachers who teach students with TBI might benefit 
from a mentor who has both training and experience with TBI students and knowledge and strategies to 
provide assistance to them in the classroom.  
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Abstract   
     Students attending a private school were evaluated to determine their ability to communicate.  Based 
on the results of the evaluation, students were provided with hand held communication devices and taught 
to use them to express their needs and ideas.  Their communication skills were reevaluated to determine if 
the electronic communication devices enhanced their overall language test scores and their ability to 
express their communication needs. 
Keywords   
     Go Talk, a hand-held electronic communication device, Peabody Picture Vocabulary Test, children, 
special needs, analytic hierarchy process, Guiasu method.  Yen method, Demptster Shafer, set-valued 
statistical method, precedence relation method. 
 Introduction 
     Students attending a private Catholic school in Omaha, Nebraska, which serves students with special 
needs were evaluated to determine their ability to communicate.  Based on the results of the evaluation, 
students were provided with hand held communication devices and taught to use these to express their 
needs and ideas. Their communication skills were reevaluated to determine if the electronic 
communication devices enhanced their overall language test scores and their ability to express their 
communication needs. 
     Kaye [3] states that “computer technology and devices of this sort have a tremendous potential to 
broaden the lives and increase the independence of people with disabilities.”  The students who were 
chosen for this study did not have the access or capability to use computer technology or electronic 
devices due to their handicapping conditions.  The students in this study were boys and girls ranging from 
11 to 17 years of age with disabilities such as motor problems like cerebral palsy, autism, Down 
syndrome and severe learning disabilities and attention deficit hyperactivity disorder. 
Procedures 
     The course was conducted from March through May 2010 with 20 sessions, 1 hour each, twice 
weekly.  During the session, a speech and language therapist and a classroom teacher provided lessons 
and assistance to the participants. The speech and language therapist assessed all students with the 
Peabody Picture Vocabulary Test [7]. and their ability to use the Go Talk, a hand-held electronic 
communication device to assess their ability to express emotions such as happiness, anger, and sadness 
[1,9].  In addition, their needs and wants were assessed to determine if they could communicate their 
needs for food, and to use the restroom.  The last area that was explored was their desire to socialize, via 
recreation, dances, and basketball.  Table 1 describes the model. 
     Based on the results of the assessment, individual educational programs were planned with goals set to 
improve each student’s communication skills.  Go Talk communication device was programmed 
individually for each student based on their needs. 
     Students were instructed as to how to use the communication device, and the therapist and teacher 
encouraged students to use them.  Specific lessons included modeling of how the device could enhance 
the  ability of the user to have his or her needs met. 

7



     The goal of this paper is to use techniques fuzzy mathematics to develop metrics for measuring 
communication skills of the students, (11). The goal was to document the growth of language skills of 
students over several years.  The authors conducted surveys of 5 staff members (experts) of the school to 
identify their perceptions of the importance of the factors making up the overarching goal G, 
communication skills.  The three factors making up the over arching goal namely, GH1 Emotions, G2 
Needs/Wants, and G3 Socialization, were ranked by the staff as to their importance.  Each of the factors 
has its own subfactors: For G1, G11 Happiness, G12 Anger, G13 Sadness; for G2, G21 Food and G22 
Bathroom; for G3, G31 Recreation, G32 Dance, and G33 Basketball.  These factors were also ranked by 
the staff.  
     We use the Analytic Hierarchy Process (AHP) [7], the Guiasu method [2], the Yen method [10], a 
Demptster-Shafer method [4], the Set-valued Statistical Method [5], and the Precedence Relation Method 
[5] to construct linear equations involving the factors as independent variables and the over arching goal 
as the dependent variable.  These methods also allow us to construct linear equations involving the 
subfactors as independent variable and the factors as dependent variables. 
     This paper serves only as a preliminary report.  A full report will be provided once more test scores are 
obtained and coded so that they can be substituted into the linear equations to determine a number 
representing the communication skills of the student. 

1.  Results 
Table 2 indicates the pretest scores and the ability of each student to communicate via Go Talk.  
The table also indicates the post test results after instruction had occurred for 20 sessions.  The 
students had fewer skills before Go Talk than after they had it.  The statistical analysis agrees 
with this conclusion.   
 

2.  The Equations 
AHP 
Each expert Ej assigned a number wij to each factor, Gi, I = 1,2,3;j = 1,…,5, 
the overarching goal.  The row average, w

as to its importance with respect to 
i, of each row of the matrix W – [wij] is determined to 

form a 3 X 3-matrix R whose ij-th element is wi/wj. The columns of R are then normalized in 
order to form the 3 X 3-matrix N whose ij-th is wi/∑3

i=1 wi

  

, I = 1, 2, 3.  This row vector yields the 
weights for the factors for the linear equation of the overarching goal in terms of the factors. 

 E1 E2 E3 E4 E5 Row Avg 
G1 3 3 3 3 3 3 
G2 4 4 4 4 4 4 
G3 2 2 2 2 2 2 

 
Guiasu Method 
When the columns of the matrix W are normalized, we can consider that each column of the 
resulting matrix N to be a probability (credibility) distribution for each expert.  These probability 
(credibility) distributions are probabilistic with the focal elements being singleton sets consisting 
of a factor.  The row averages provide the Guiasu weights, one for each factor. 
 

Cols. 
Normalized 

 
E1 

 
E2 

 
E3 

 
E4 

 
E5 

 
Row 
Avg 

 
Row Product 

G1 3
9
  3

9
  3

9
  3

9
  3

9
  3

9
  3

9
 5 

G2 4
9
  4

9
  4

9
  4

9
  4

9
  4

9
  3

9
 5 

G3 2
9
  2

9
  2

9
  2

9
  2

9
  2

9
  2

9
 5 
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  G = 1
3
G1 + 4

9
G2+2

9
G3 

 
Yen Method 
      In the matrix W, we divide each element of the column by the column’s maximal entry.  We thus 
obtain the following matrix from which we derive a linear equation for G by finding the row averages. 

 E1 E2 E3 E4 E5 Row 
Avg 

G1 3
4
  3

4
  3

4
  3

4
  3

4
  3

4
  

G2 1 1 1 1 1 1 
G3 2

4
  2

4
  2

4
  2

4
  2

4
  2

4
  

                                         G = 1
3
G1 + 4

9
G2 + 2

9
G3 

Dempster-Shafer Method 
     In the matrix N defined in the Guiasu method, we take the product of the entries of each row.  
Normalizing the resulting column yields the coefficients for the factors for the linear equation 
determining G. 

                                        G = .19G1 + .79G2 + .02G3 
Set-Valued Statistical Method 
     We next use the set-valued statistical method for determining the coefficients of the linear 

equation expressing G in terms of G1m G2, and G3.  A description of the method can be found in [5]. 
 E1 E2 E3 E4 E5 ROW 

SUM 
G1 2 2 2 2 2 10 
G2 3 3 3 3 3 15 
G3 1 1 1 1 1 5 

 
     We next determine m(Gi), the average frequency of Gi, I = 1,2,3.  Normalizing these averages yields 
the coefficients for the linear equation.  A description of the method can be found in [5]. 

M(G1) = 1
15

(10) = 2
3
, m(G2) = 1

15
(15) = 1, m,(G3) = 1

15
(5) = 1

3
 

G = 1
3
G1 + 1

2
G2 + 1

6
G3. 

Precedence Ration Method 
     We now use techniques from [5] to determine the coefficients for the linear equation.  For each expert 
Ek, let Gi denote the value of the ik-th entry of the matrix N defined in the Guiasu method.  Then for each 
k, we define a preference relation pk on {G1, G2, G3} as follows:     

Pk (Gi, Gj

Where k = 1, …., and I, j = 1, 2, 3.  Let r𝑘
𝑖𝑗

 = 

) = �   
(Gi − Gj +  .5 ⋀1 if 𝐺i ≥ 𝐺𝑗

1 −  [(G𝑗 − 𝐺𝑖 + .5)⋀ if 𝐺𝑖 < 𝐺𝑗
� 

Pk(Gi, Gj) and Rk =[ 𝑘
𝑖𝑗

], k = 1, …, 5.  Then we have that Rk 
represents  Pk, k = 1, …., 5.  In this application Rk = Rh
     G1    G2     G3 

, k, h = 1, …, 5.  We have that  

                                                        G1       1
2
       7

18
      11

18
 

                                               Rk

                                                        G3      7
18

       5
18

      1
2
 

  = G2      11
18

        1
2
      13

18
 

For k = 1, …., 5. Let 

                                               a𝑘
𝑖𝑗

 = �   1  if 𝑟 𝑘
𝑖𝑗

 >  .5,
 0 𝑜𝑡ℎ𝑒𝑟𝑤𝑖𝑠𝑒

� 

For k = 1, …., 5. Let 
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r

Let R = [r

ij =  � 
1
5
  � R ∑

𝑘
𝑖𝑗

 if i ≠ 𝑗,
𝑜 𝑜𝑡ℎ𝑒𝑟𝑤𝑖𝑠𝑒

5
𝑘=1  

ij
                                                                          G1    G2     G3 

]. Then 

                                                                  G1      0       0       1 
                                                    R =        G2      1       0       1 
                                                                  G3      0       0       0 
Let 

c 𝑡
𝑖𝑗

 = �   1  if 𝑟ij  ≥ 𝑡, .5,
 0 𝑜𝑡ℎ𝑒𝑟𝑤𝑖𝑠𝑒

� 

for t ∈[0.1]. Let R(t) = c 𝑡
𝑖𝑗

. Then R(t) = 

                                     G1   G2 
r∀𝑡 ∈ [0, 1].   We see that we delete 𝐺3.  We then obtain. 

                                                              R(1)

                                                                        G2     1       0 
 = G1     0       0 

Thus we delete G1.  This yields the following precedence order: 
                                                                        G2   G1   G3 

                                                                                                             

Hence 
 2    3     1 

                                                        G = 1
3
 G1 +   1

2
  G2 +  1

6
 G3   

Belief functions, Yen’s Method 
 
     In this section, we apply Yen’s method [10] to arrive at the degree of belief of certain subsets of tests 
selected by the experts.  Yen’s method involves various measures of subsethood and extends Dempster-
Shafer theory by defining a measure of subsethood I (A,B), the degree to which the fuzzy subset A is 
included in the fuzzy subset B. 
     Fuzzy models permit us to estimate how much explanation our theories have captured based on an 
analysis of the expert opinions.  There are a number of methods for doing this.  We demonstrate some of 
them using our same five experts.  Dempster-Shafer’s belief function by defininf a measure of inclusion 
I(A,B), the degree to which the fuzzy subset A is included in the fuzzy subset B by using the following 
formula:  
                                                   

                                                      𝐵𝑒𝑙(𝐵) = � 𝐼(𝐴,𝐵)𝑚(𝐴),
𝐴∈𝐹𝑃(𝑋)

 

 
where m: FP(X) → [0.1] is such that ∑ 𝑚(𝐴) = 1 and where 𝐹𝑃(𝑋)𝐴∈𝐹𝑃(𝑋)  denotes the set of all fuzzy 
subsets of X. 
     Let X be a nonempty set and A and B be fuzzy subsets of X.  Let t ∈ [0,1]𝑎𝑛𝑑 AP

t =  {x ∈ 𝑋⎡A (𝑥) ≥ 𝑡}. 
Then At

     We being with a consideration of an approach by John Yen.  Yen’s method addresses the issue of 
managing imprecise and vague information in evidential reasoning by combining the Dempster-Shafer 
theory with fuzzy set theory.  Several researchers have extended the Dempster-Shafer theory to deal with 
vague information, but their extensions did not preserve an important principle that the belief and the 
plausibility measures are lower and upper probabilities.  Yen’s method preserves this principle.  
Nevertheless, we use various measures of subsethood to determine different belief functions.  We do this 
to compare the results of the beliefs with Yen’s method.  Five of the eight methods give close to the same 
result.   

 is called a level set or a t-cut of A. Define 𝐴: X → [0,1] by 
∀𝑥 ∈ 𝑋,𝐴(𝑥) =  1 − 𝐴 (𝑥).  𝑇ℎ𝑒𝑛 𝐴 𝑖𝑠 𝑘𝑛𝑜𝑤𝑛 𝑎𝑠 𝑡ℎ𝑒 𝒔𝒕𝒂𝒏𝒅𝒂𝒓𝒅 𝒄𝒐𝒎𝒑𝒍𝒆𝒎𝒆𝒏𝒕 𝑜𝑓 𝐴. 
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     Yen’s method is developed under the assumption that the fuzzy focal elements are normal.  If the 
fuzzy focal elements are not normal, he normalizes them as follows: Let A be a fuzzy focal element that is 
not normal.  Define �̂� : X → [0,1] by ∀x ∈ X, �̂� (x) = 1/kA(x), where k = max[A(x)lx ∈ X].  Then define 
the basic probability assignment 𝑚�  on �̂� by 𝑚�(�̂�) = km (A).   
Define the focal elements as follows: 

Ai ({G1}) = 3
9
, Ai({G2}) = 49,, Ai

We normalize these focal elements as in [14] to obtain 
({G3}) = 29,, I = 1, …, 5. 

�̂�Ri({G1}) = 34, �̂�Ri({G2}) = 1, �̂�Ri

     In {10}, the following formulas are derived for computing the belief function and the plausibility 
function for a fuzzy subsets B,  where the sums are taken over the fuzzy focal elements A,  and where Im 
(A) = {t

({G3}) = 2�4, , I = 1, …, 5. 

0, t1,…, tn

Thus for the normalized fuzzy focal elements, �̂�RI,  

}: 
𝐵𝑒𝑙(𝐵) = �𝑚, (𝐴)

𝐴

�[𝑡
𝑡𝑖

𝑖 − 𝑡𝑖 − 1] 𝑥 inf
𝑥∈𝐴𝑡𝑖

𝐵(𝑥), 

𝑃𝑙𝑠 (𝐵) = �𝑚, (𝐴)
𝑎𝐴

�[𝑡
𝑡𝑖

𝑖 − 𝑡𝑖 − 1] 𝑥 sup
𝑥∈𝐴𝑡𝑖

𝐵(𝑥), 

Bel(1{𝐺1}) = 1
5
 (3
4
 + 3

4
 + 3

4
 + 3

4
 + 3

4
 ) = 3

4
 , 

I – 1, …, 5. we have 

Bel(1{𝐺2}) = 1
5
 (1 + 1 + 1 + 1 +1) = 1,  

Bel(1{𝐺3}) = 1
5
 (1
2
 + 1

2
 +1
2
  + 1

2
 + 1

2
 ) = 3

4
. 

We note that Pl(1{𝐺1}) = Bel(1{𝐺1}), i = 1, 2, 3. 
3.  Statistical Analysis 

Null Hypothesis: The distribution of the post-test is the same as the distribution of the 
pretest scores. 
Alternative Hypothesis: The distribution of the post-test is not the same as the distribution of the 
pretest scores. 
n = 7, df = 6 
Mean pair-wise difference = 4.0 
Standard deviation of pair-wise difference = 4.04145 
Test statistic: t = 2.6286 
p-value: .0397 
Conclusion:  Reject the null hypothesis at the .05 level and conclude that the post-test scores and 
the pretest scores are significantly different. 
 

4.  Conclusions 
Training these students to use the Go Talk was a challenge.  Instructors and therapists must not 
only be proficient on the use and programming of the Go Talk, but had to be   aware of the 
physical, emotional and cognitive limitations of these students. 
     At the beginning of the class, some students emotional problems affected their attitude 
towards performance.  Their physical and mental limitations also came into play, and sessions 
often had to be rescheduled. 
     Overall, as students improved in their ability to use the Go Talk, and had a better 
understanding of the benefit of it, became more self directed, and had a greater desire to use it to 
communicate their wants and needs. 

 
 
 
 

11



 References 
Go Talk 20+ - Low Tech Communication Devices I Dyna Vox Mayer-Johnson 2010. 
S. Guiasu, Reaching a verdict by weighting evidence, In Paul P. Wang, ed. Advance 
in Fuzzy Theory and Technology, Volume II,  pp. 167 – 180. Durham: Bookwrights Press, 1994. 
S. Kaye, Computer and internet use among people with disabilities, Disabilities Statistic Report 13, 

Washington, D.C., National Institute on Disability and Reha. Research, http://dsc.ucsf.edu/pdf/report 
13.pdf., 2000. 

G. Klir and B. Yuan, Fuzzy Sets and Fuzzy Logic: Theory and Applications. Upper Saddle Creek River, 
New Jersey: prentice Hall, Inc., 1995. 

 H. X. Li and V. C. Yen, Fuzzy Sets and Fuzzy-Decision Making, CRC Press, 1995. 
J. N Mordeson, L. E. Houtz, K. K. Rossi, J.M. Voss, L. R. Burton, Assessment instruments as predictors 

of success for children with hearing impairment in the mainstream classroom: A fuzzy mathematics 
approach, New Mathematics and Natural Computation 4 (2008) 23 – 39. 

  Peabody Picture Vocabulary Test III, Lloyd and Lecta Dunn Pearson Corporation. 
  T. L. Saaty and L. G. Vargas, Models, Methods, and Concepts and Applications of the Analytic 

Hierarchy Process, Kluwer’s International Series in Operations Research and Management Science, 
Klu wer Academic Publishers, 2001. 

  J. Thompson, J. Bakken, B. Falk, and G. Peterson-Karlan, Using technology to improve the literacy 
skills of students with disabilities, North Central Regional Education Laboratory, Learning Joint 
Associates 2005. 

  J. Yen, Generalizing the Dempster-Shafter Theory to Fuzzy Sets, In Zhenyuan Wang and George J. Klir: 
Fuzzy measure Theory, pp. 257 – 283, New York: Plenum Press, 1992. 

  L. A. Zadeh, Fuzzy Sets, Information and Control 8 (1965) 338 – 353. 
 
Table 1 
 
 

 
 
 

12

http://dsc.ucsf.edu/pdf/report%2013.pdf�
http://dsc.ucsf.edu/pdf/report%2013.pdf�


Table 2 
Post-test results of students ability to use Go Talk to express needs: 
STUDEN
T 
 

TEST
S 

EMOTIONS NEEDS/WANT
S 

SOCIALIZATION 

 PPVT 
 

Happines
s 

Ange
r 

Sadnes
s 

Foo
d 

Bathroo
m 

Recreatio
n 

Dance
s 

Basketbal
l 

B 
 

20 √ √ √ √ √   √ 

C 
 

48 √ √ √ √ √ √ √ √ 

D 
 

20 √ √ √ √ √ √ √ √ 

F 
 

49 √ √ √ √ √ √ √ √ 

G 
 

20    √ √   √ 

H 
 

20 √ √ √ √ √ √ √ √ 

I 
 

20 √ √ √ √ √  √ √ 
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     When Anaheim’s Disneyland opened its doors in July of 1955, it was touted as “a key symbol of 
contemporary American culture, celebrated and attacked as the ultimate embodiment of the consumer 
society” (Marling, 1997, p. 9). It has been nearly 56 years since the grand opening of the Disneyland 
Resort in Anaheim, California, and its presence and the indelible impressions it has left upon visitors 
continue to be felt by the locals of the city as well as by globe trekkers. The magic of Disneyland 
continues to grow as well: along with the actual park itself, visitors can now enter yet another 
dreamscape, Disney’s California Adventure, where numerous hotels, a “downtown” center, and other 
entertainment venues funnel people toward a conspicuous consumption of Americanism and Americana. 
Although Walt Disney may have placed Anaheim on the map as a tourist hotspot, it seems as though the 
Disneyland entity is making its presence better known than the city that contains it.  
     We thus hope to explore the phenomenon of Disneyland as itself a city, in ways that are not 
exclusively arrested by semiotic or aesthetic readings of the theme park—as in Jean Baudrillard’s 
metaphorical treatment of Disneyland as an embryonic motif of Americanism, or the Los Angeles 
school’s rendering of Disneyland through relatively exotic concepts such as the dreamscape and 
heteropolis. For many years, scholarly address of the Disneyland phenomenon has traditionally extracted 
signification from open-ended and consequentially intense semiotic analyses as well (see Jencks, 1996; 
Jencks, 1993; Sorkin, 1992; Marling, 1991; Gottdiener, 1982; King, 1981; Mechling and Mechling, 1981; 
Marin, 1977). We thus will not add too much more to the semiotic “trap,” but express gratitude for the 
sometimes hagiographic, sometimes critical, but unequivocally rich literature that enhances our ability to 
understand the many narratives of the park. By establishing Disneyland as a city, we can return to 
observations that asses the material consequences of the park upon the people and the city’s human 
condition.  
     The rendering of Disneyland as a “city” in itself is not novel: Gottdiener noted in 1982 that Disneyland 
is at the very least, a “city environment that…presents people with a unique urban experience” 
(Gottdiener, 1982, p. 139). Even  Disney’s own Jeff Katzenberg noted as recently as 1992 that we should 
conceptualize the “self-policing” Disneyland as a “medium-sized city with a crime rate of zero” (Sorkin, 
1992, p. 13). Disneyland is also a global city as well, one that may be viscerally larger than the local 
confines of Anaheim that encircle it, one that plays an embryonic role for worldwide expansionism of its 
happiness motif. Indeed, there are already four other Disneyland entities outside of Anaheim, California: a 
Disney theme park exists in Orlando, Florida, and on the global stage there are Disneylands in Hong 
Kong, China; Tokyo, Japan; and Paris, France, all functioning as a network. Architectural theorist Michael 
Sorkin (1992) points to how Disneyland’s happy culture has a global reach through channels such as the 
“multinational corridor” and the “monadic consumer” (1992). While the “monadic consumer” points to 
the lone shopper, the new “multinational corridor” expresses that we, as a global market, are part and 
parcel to a globalized culture of theme park recreational consumption. Such a status will be rendered even 
more so in the coming decades as online technology continues to enhance global marketing and the 
generation of what Sorkin described as “universal equivalence” (1992, p. 8). Online technology and its 
ability to foster the global marketing of Disney Americana will continue to intensify because a key 
attribute of cyberspace—as an antecedent that prepares consumers with information before their travels to 
their happy lands—is its capacity to expose worlds that are all equidistant from one another, free of 
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geological and meteorological obstacles such as oceans, mountain ranges, deserts, and storms.   
     We hope to make visible in this manuscript how park designers’ marketing of a Disneyland ethos of 
joy has detracted us from how Disneyland as a city—rendered in this paper as a central business district 
(CBD) as well—affects the human condition within it. Flooded by respectable and itinerant journalists, 
writers, intellectuals, and critics’ awe and disdain of the parks’ simulacra and ersatz worlds, thinkers have 
overlooked the bona fide urban dynamics that exist within the resort. For purposes of discussion 
Anaheim’s Disneyland will be the reference for us to specifically discuss how domestic and international 
visitors relate to one another as they navigate through the park. That is, what form of communalism 
results from a park entity that purports to give happiness to all its visitors in ways that visually satiates 
their eye culture, temporally releasing them from the present, and architecturally overwhelming them with 
fantastic infrastructure? What kind of collective social bond has emerged in such a context where identity 
politics, gender, and class differences are ostensibly relegated to non-importance, to be subsumed under a 
surfeit of visitors’ joy?  
     Addressing these questions require the employment of concepts from Lyn Lofland’s 1973 seminal 
work A World of Strangers. Lofland argues that urbanites of the industrial world minimize the notion of 
perceiving strangers, an inevitable byproduct of the urban experience, by using locations and public 
spaces of interactions to code them. This process she called spatial ordering. For Lofland, “in the modern 
city, appearances are chaotic, space ordered” while in the preindustrial city, “space was chaotic, 
appearances…ordered” (1973, p. 82). More importantly, “in the preindustrial city, a man was what he 
wore. In the modern city, a man is where he stands,” creating a culture where city dwellers can link “who” 
to “where” (1973, pp. 82-83). Spatial ordering is muted under preindustrial conditions since 
infrastructural configurations are inexact, thus requiring the strangers’ appearances (the costuming of the 
street juggler, the disheveled beggar, the knight on horseback, or the priest) to instead provide for the 
observer more cues about their lot in life, a process she designated as appearational ordering.  
     Before we embark on our analytical discussion of the human condition of Disneyland, in hopes of 
determining whether strangers would no longer be strangers at the happiest place on earth, this manuscript 
first begins by framing in condensed form: 1) the configurational and economistic features of the park 
upon surrounding Anaheim through its tourism, infrastructural, and arterial dynamics, so that we can see 
how Lofland’s notion of the stranger is activated as people travel toward Disneyland itself. Following this 
discussion, we will “arrive” at Anaheim’s Disneyland so as to 2) make visible the configurational and 
thematic fiefs within the park that vary not only across the present but across the temporal dimension 
through hetero-architecture (for example, Tomorrowland and Frontierland). In this section, we employ 
concepts from architectural theorists Michael Sorkin (1992) and Charles Jencks (1993; 1996), yet keep 
our semiotic renderings to a minimum so that readers are not left in an atmospheric realm of 
deconstruction to the nth

     It is important to emphasize to readers that Lofland’s treatment of strangers in the urban context—be it 
preindustrial or industrial—has never been one that renders them as impossible to “know.” Here lies the 
ironic elegance in her work: she clearly notes in her work that people can derive rich cues about others 
they do not know, ultimately minimizing the strangessness of the stranger, essentially rendering them less 
as one. Yet as any good sociologist would do, she clearly remains within her analytical parameters, 
constraining and framing her discussion about how people minimize their anxieties in relation to strangers 
without requiring an interpersonal context to be a necessary condition. Were she to extrapolate to motives 
driving interpersonal dynamics that minimize strangeness Lofland risks entering the purview of 
psychological assessment. She is more concerned about configurational orderings that allow individuals 
to code a great deal of other strangers’ contexts in ways that promote the privatization or semi-
privatization of public spaces.  

  degree. Only after accomplishing these two tasks can 3) in-depth discussions 
follow as to whether visitors’ status as “strangers” are minimized within the city of Disneyland 
(specifically the embryonic park that opened in Anaheim in 1955, and not including the California 
Adventures addition promulgated in 2001).  

Configurational Rendering from Without 
     A deeper appreciation of the Disneyland Resort can be had if one understands the configurational 

15



dynamics of both its visitor appeal and expansionism. This comprehension of both dynamics can be 
compared to the city that it resides in and its “sibling rival,” the Walt Disney World Resort in Orlando, 
Florida. According to the latest statistics conducted by the City of Anaheim (2009), the land profile of the 
city is approximately 55 square miles with a population approaching 350,000 inhabitants. The City of 
Orlando, according to the latest U.S. Census Bureau statistics occupies approximately 93 square miles of 
land with an estimated population of 220,000 people. While these statistics alone do not present an 
argument that the Disneyland Resort is becoming its own city in a way that bursts out of its Anaheim 
geographical womb, one must look at its visitor intake to truly understand why it is a compelling force for 
generating touristic migration in the West. According to the Themed Entertainment 
Association/Economics Research Associates’ (TEA/ERA) 2007 Attraction Attendance Report, the Magic 
Kingdom in Orlando welcomed 17,060,000 visitors in 2007 while Anaheim’s Disneyland Resort alone 
reported 14,870,000 visitors (2008, pg. 7). 
     So what can these statistics tell us about the appeal Disneyland Resort holds? Comparing the annual 
visitation rates of both Disneyland Resort and Disney World show that despite Anaheim having a smaller 
urban area than Orlando, the appeal of Disneyland Resort is still able to pull in a competitive mass of 
tourists into the smaller city confines. Based on this observation, Anaheim can be argued to be as 
lucrative a tourist hotspot, perhaps because of its historic roots as being the progenitor of the Disney 
theme park itself. This distinction has been beneficial for the park domestically and internationally. It is at 
this point that one can begin to deconstruct Disneyland from its resort status so that readers might 
appreciate its latent status as a global city, one that spatially collects strangers from the world stage. 
     Insofar as configurational dynamics are concerned, Disneyland Resort can best be read by Homer 
Hoyt’s sector model (1939), a theory that argues urban territorial growth moves beyond the CBD by 
following transportation arteries (major rail lines, highways, and/or shorelines). The sector model’s 
applicability is in how Disneyland Resort, as a CBD, influenced regional growth in that it accommodated 
variations in land use near the city center that  “tended to persist as the city expanded” (Dear, 2000, p. 
18). In August 1953, the Stanford Research Institute (SRI) helped Walt Disney find suitable land acreage 
to lay out his plan of building the now thriving Disneyland Resort; the SRI then recommended clearing 
140 acres of orange groves in the town of Anaheim (Findlay, 1992). Concluding that the town had 
sublime weather for outdoor entertainment, Disney found the land plot particularly enticing because it 
was “right beside the projected route of the Santa Ana Freeway [now the 5 Freeway] from Los Angeles...a 
major transportation corridor capable of bringing customers to its doorstep” (1992, p. 58). This prompted 
developers to consume “miles of the countryside” (Sorkin, 1992, p. 10) and complete a freeway that 
“would accelerate residential growth in Anaheim and surrounding towns, placing Disneyland in the 
middle [italics added] of a rapidly expanding population of potential employees and customers” (Findlay, 
1992, p. 58). Karal Ann Marling noted in “Disneyland 1955: Just Take the Santa Ana Freeway to the 
American Dream” that as far back as 1957, when the park reached 10 million visitors, 40 percent of them 
were found to have emanated from elsewhere outside California, “often driving long distances to reach 
their destination” (Marling, 1991, p. 174). The pattern continued for decades and continues today: getting 
to Disneyland often entails “tooling across the vast Southern California…suburban utopia of universal 
accessibility” that the automobile guarantees (Sorkin, 1992, p. 9). Indeed, Hoyt presciently noted that 
“distinctive sectors” grew out from the CBD, “often organized along major highways” (2000, p. 18).  
     Hoyt’s foresight continues to be realized in that Disneyland’s continued expansion included the 
propagation of Downtown Disney, “a 350,000 square feet urban entertainment destination” adjacent to yet 
another iteration of more Disneyland simulacra, California Adventures, but one that would “link the hotel 
and theme park districts” (McGowan, 1999, p. 66). Per the prescience of Hoyt, Downtown Disney would 
employ for this new consumer playground simulacra “traditional California waterfronts: the 
Palisades...the Catalina Casino, Venice Boardwalk, Coronado Island, and the Balboa Pavilion” 
(McGowan, 1999, p. 78). While this concept was dramatically toned down, Disney’s “forays into urban 
entertainment were premised on the economics and crowd control strategy of Disneyland” (McGowan, 
1999, p. 90) and fulfilled the City of Anaheim’s efforts to render an Anaheim Resort District in its midst, 
one where “tourism services in the region were recognized as a major part of the local economy” 
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(McGowan, 1999, p. 66). Such territorial growth exhibited Hoyt’s view that certain variants of the city 
would follow CBD expansion. 
     Hoyt’s sector theory essentially demonstrates how Disneyland became entwined with several features 
that make it a city, arguably more so than Anaheim itself which Sorkin referred to as Disneyland’s 
“undisciplined periphery” (1992, p. 10). First, Walt Disney’s idea of placing the theme park next to a 
developing highway showed a bold, yet brilliant move, as it would bring in not only potential visitors but 
the lifeblood of the park: the employees. The resultant scenario resonated with Lofland’s observation of 
how industrial era urban living includes dispersed villages where notions of strangers are maintained by 
the automobile, and in the case of Disneyland, linked only by the fact that these groups arrive at a 
common destination. For Lofland, the automobile “allows its passengers to move through the public 
sectors of the city encased in a cocoon of private space...without ever encountering for more than a few 
brief seconds the world of strangers” (1973, p. 136). In recent statistics reported by the City of Anaheim 
(2009), the top private employer in the city was the Disneyland Resort with 20,000 people working in its 
confines. More important is the fact that the Santa Ana Freeway (Interstate 5) is able to bring in the goods 
created not only for the main park, but the several independent chain stores that developed in Downtown 
Disney. Indeed, for Sorkin, “Disneyland was not simply designed for arrival by car, but was—like Los 
Angeles—begot by the car” (1992, p. 8). The territorial expansion of Disneyland thus approximates 
Hoyt’s view that growth beyond the CBD, that is, its hotels, additional theme parks, and urbanized shops, 
represents a “tangle of…commerce” (Sorkin, 1992, p. 8).  
     The configurational strategizing by Disney to ultimately create a surfeit of happiness through a sort of 
wizardry of territorialism has yielded big profits around the world. Laudan Nooshin (2004) expressed that 
Disney’s theme parks are “one of the most lucrative arms of the company and revenue from the parks has 
in the past been used to subsidize other sections of the Disney Empire,” with the parks serving as 
ritualized places of “consumption and pilgrimage...a tourist mecca of the late twentieth century” (239). 
The TEA/ERA’s Attraction Attendance Report of 2007 identifies that of the top five attractions in the 
world, four were owned by the Disney Corporation: Walt Disney World Resort (Orlando, Florida), 
Disneyland Resort (Anaheim, California), Tokyo Disneyland, and Disneyland Paris. Andrew Lainsbury’s 
Once Upon an American Dream (2000) described how Disney’s arrival in Europe was a “defining 
moment in the theme park industry”; much like the opening of the original Disneyland in Anaheim, the 
conception of the European iteration in 1992 signaled “the dawn of a new age for European leisure parks” 
(176). Disneyland’s growth, along with the packaging of films, television shows, merchandise, satellite 
channels, concerts, and other paraphernalia, are seen across the globe as well. Aviad Raz (1999) studied 
not the economic trends of the Disney franchise, but the socialization patterns created by the brand in 
Japan, noting that Tokyo Disneyland “has no essence—it is an image processor; not an agent of 
Americanization but a simulated ‘America’ showcased by and for the Japanese” (200). Essentially, the 
“global appeal” of these parks was their embodiment of the hyperreal American Dream, a key emphasis 
made by Jean Baudrillard (1988) and Umberto Eco (1986).  
Configurational Influences from Within 
     During the 1980s a group of urban scholars and thinkers came together to refute the centralizing view 
of cities developed by the Chicago School. In the process they articulated ideas of a dispersed, peripheral, 
and heterogeneous urban form that would soon be touted as the Los Angeles School. Some of the more 
important contributions by the Los Angeles School are the notions of dreamscapes and the various 
cultures of the heteropolis. Michael Sorkin, architectural theorist and editor of Variations on a Theme 
Park, noted how these fictitious landscapes dot Los Angeles. Not surprisingly, his inspiration for the book 
was the Disneyland Resort in Anaheim, California. In another work entitled “See You in Disneyland,” 
Sorkin (1992) describes the feeling of traversing through the dizzying array of scenes at the park: 

Disneyland is in a perpetual shadow, propelling its visitors to an unvisitable past or future, or to 
some (inconvenient) geography. The whole system is validated, though, by the fact that one has 
literally traveled, that one has, after all, chosen to go to Disneyland in lieu of any of the actual 
geographies represented. One has gone nowhere in spite of the equivalent ease of going 
somewhere. One has preferred the simulation to the reality. For millions of visitors, Disneyland is 
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just like the world, only better. (1992, p. 8) 
     Sorkin’s article vividly renders Disneyland as simultaneously as an escape valve from the 
overcrowding of Los Angeles, yet simultaneously a model of it (1992, p. 9), arranged with fiefdoms and 
their narrativized fantasies, seamlessly melding into one another in a voyage-centric manner, with its 
“totemic” castle embodying the park’s “strong center” (1992, p. 6). Configured for efficient movement 
through its network of pedestrian walkways and elaborate transportation systems in the likes of “trains, 
monorails, and aerial gondolas” and the iconic and “charismatic monorail,” (1992, pp. 7-9) happiness is 
articulated not only thematically but in terms of efficiency during the adventurous travel. Marling alluded 
to this sentiment in that the transport of visitors inside the park is not unlike the pioneering feeling one 
gets on the freeways of Los Angeles (1991). This was not a new observation. Even as far back as 1971, 
Reyner Banham noted in Los Angeles: The Architecture of Four Ecologies how: 

…Disneyland offers illicit pleasures of mobility. Ensconced in a sea of giant parking-lots in a city 
devoted to the automobile, it provides transportation that does not exist outside—steam trains, 
monorails, people-movers…not to mention pure transport fantasies such as simulated space-trips 
and submarine rides. (2009, p. 110) 

Indeed, if one desired a most approximate rendition of reality through a simulacrum, Autopia provides for 
the visitors a nice introduction to traffic jams and rear-ending episodes, sans the road rage component. 
And herein lies the brilliance of Sorkin and Banham’s observations, one that can allude to a Disney 
human condition: the irony that Disney aims to be an auto free zone where it represents a “solution to the 
dissipation of the public realm engendered by cars,” is instead replaced by the act of “well-behaved 
fellow citizens” waiting in line, analogous to a failed socialist state that feeds to the queuing hungry that 
small morsel of bread, quickly consumed, and metaphorically akin to one’s brief immersion in the rides, 
also quickly consumed. Indeed, “most of a typical Disney day is thus spent in the very traffic jam one has 
putatively escaped, simply without the benefit of a car” (Sorkin, 1992, p. 9). Marling enhances this view, 
noting that the suburban culture of mobility (and its discontents in the guise of traffic gridlock) is 
transplanted into the park itself (1991, p. 175). 
     If one were to experience Anaheim Disneyland’s human condition further, Lyn Lofland must be 
patiently brought into the discussion to interrogate what happens to the notion of strangers in our midst. 
As multitudes enter the park and pass a placard noting “…you leave today and enter the world of 
yesterday, tomorrow and fantasy,” is harmonious communalism birthed as they begin their walk down the 
dreamscape of Main Street—a street architectural theorist Charles Jencks observed as one replete with 
“diminished replicas…three quarters” the original (1993, p. 45)? Designed to invoke a sense of well-
being that “most adults experience when they return to their hometowns,” visitors entering Main Street 
will enter Disney’s romantic reinterpretation of Marceline, Missouri, his childhood home rendered into 
what he himself described as “our small hometown and its friendly way of life…an important part of our 
nation’s heritage…[and] what Main Street should have been like” (Marling, 1991, pp. 194–195). 
     The traveler then arrives at that dramatic totemic center that is the Sleeping Beauty Castle, with 
radiating walkways that reach out to the different dreamscapes of the park. Although the walk may appear 
serpentine to create an effect of distance, as if one were trekking across time and “lands,” a cartographical 
analysis will show the perfect deliberateness of the pedestrian walkway layout, one that takes visitors 
through “all time modalities except the present” (King, 1981, p. 131). Indeed, the walkways all function 
as spokes from the iconic Sleeping Beauty Castle, radiating to the periphery of the parks, but not an 
uneventful periphery. Instead, one walking toward any section of a dreamscape’s periphery will see that it 
is punctuated with at least one hyper-sensory ride, what we term as a “crescendo ride.” Alternatively, the 
“ends” of each dreamscape contain large and thematic architecture encasing the rides, what art critic 
Waldemar Januszczak might describe as land sculptures: Tomorrowland—intent on “the conquest of 
space…the profitable frontier of the future”—climaxes with Space Mountain; Adventureland—a fief 
conjuring up “the Third World and untamed nature to serve as the frontiers…of today”—concludes with 
the Indiana Jones Adventure ride replete with motifs from Cambodia’s Angkor Wat; close to the edge of 
Frontierland and its articulation of how “the West was made safe for homesteaders” is the Big Thunder 
Mountain Railroad ride, while New Orleans Square crescendos with perennial favorites, the famous 
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Haunted Mansion and Pirates of the Caribbean rides (Marling, 1991, pp. 200-201). Fantasyland 
crescendos concludes with the iconic It’s a Small World ride, with the dramatic Matterhorn simulacrum as 
its penultimate experience. Marling’s rendering of Fantasyland is perhaps most eloquent, “its flirtations 
with the dark and irrational only serve to affirm the ideological clarity with which the progress of the 
American adventure, from cowboy to astronaut, is described in nuances of architectures, cuisine, and gift 
shop souvenirs” (1991, p. 201).  
     In this regard, Sorkin’s readings seeps into notions of what Jencks (1996, 1993) describes as the 
cultures of the heteropolis, with Disneyland being able to a generate at the populist level, hetero-
architecture that serve as material repositories of the different material and symbolic cultures of its 
dreamscapes (can visitors ever forget the pirate “accent” that welcomes riders as they embark on the boats 
for the Pirates of the Caribbean, or the various languages sung from It’s a Small World dolls in their 
respective cultural garb?). Deriving from Los Angeles and its hetero-architecture to unpack his view of 
the heteropolis as the embodiment of a global city, Sorkin’s observation has great utility for reading 
Disneyland as one since its diacritica contains “a variety of economic sectors, multiplying lifestyles, and a 
diversifying population heading toward full minoritization…a place where heterogeneity of culture and 
even of flora and fauna—are enjoyed” (1996, p. 47). In his more seminal 1993 work, Heteropolis: Los 
Angeles, the Riots and the Strange Beauty of Hetero-Architecture, Jencks further added that cultures of a 
heteropolis contain “identity areas” where “no border crossings” exist and where in these tiny ‘nations’ 
many different populations mix together” (1993, p. 7). 
     So what do Sorkin and Jenck’s views have to do with the dreamscape and the cultures of the 
heteropolis, respectively? As members of the Los Angeles School, their ideas emphasize how the city is a 
diverse and dispersed landscape of textures, colors, and shapes in regard to both landscape and people. 
Indeed, southern Californian urban aesthetics are saturated with multicultural proclamations and motifs; 
the city’s thirst for making culturally and abstractly designed buildings has become our urban signature 
that proclaims the diversity of culture, features, and fantastic simulacra not only across the present, but 
across the continuum of time. It is the spanning of the continuum of time that characterizes the 
dreamscapes within the confines of Disneyland city itself. Sorkin’s view suggests that Disneyland’s 
structures gives its sojourners a sense of completeness because of its ability to saturate our senses with 
every kind of simulacrum possible that one finds in the hopes and dreams of a city, utopianized in one 
resort area. It would be Disneyland that brought these elements densely together in a theme park setting, 
thus giving adherents of the Los Angeles School an alternative context to employ their extrapolations of 
urban forms derived  from their musings and readings of dispersed urban diacritica.  
The Disney Human Condition 
     Having rendered Disneyland its own city throughout this manuscript, it is appropriate to communicate 
how human dynamics within Disney city has actually manifested. In spite of the eloquent deconstruction 
of Disneyland’s symbolism, aesthetics, spatial configuration and its accompanying tropes by a variety of 
distinguished scholars, a major blind spot exists in ascertaining Disneyland’s influence upon human 
interaction and the human condition. If Disneyland is a city, would its incessant sloganeering of its 
happiness motif in all aspects of the park succeed in hedging it against a world of strangers emerging? 
After all, Disneyland is an unabashed utopia. Disney himself noted how he wanted to create a theme park 
that replaced the “dirty, phony places, run by tough-looking people” that added to the:  

…salaciousness, and morbidity associated with the amusement parks’ standard “thrill rides,” 
barkers, concession stands, games of chance played for prizes, and sex and freak shows, with 
safety, wholesomeness, patriotic and educational values. (King, 1981, p. 119) 

     Would such a utopia inspire all visitors to befriend one another in a perfect world of thrill and theme 
rides, nested within its dreamscapes? Before outlining the methodology employed, we must first attend to 
how the stranger can be defined: Lofland defined the stranger as someone who an actor does not know, 
someone “whom we are not acquainted, whom we have never met, even though we may possess a 
biographic information about the person” (Lofland, 1973, p. 17). She continues: a stranger is “any person 
who is personally unknown to the actor of reference” (1973, p. 18). A non-stranger is one where social 
bonds occupy a temporal dimension that is of longer duration than any one moment, requiring the 
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individuals involved to “share our personal worlds” (1973, p. 17). In sociology, such bonds exist in the 
guise of primary and secondary groups. Lofland divides non-strangers into three types: those we know 
casually, those whom we are familiar with, and those whom we are intimate with (1973, p. 17). 
Furthermore, Lofland’s categories has insured her observations from those attempting to extract a further 
discernment, for example, whether an individual “knowing” a celebrity would mean that the notion of 
stranger is also nullified, a proposition to which Lofland denies: “while a celebrity is personally known to 
many persons, the majority of these are not personally known” to him/her (1973, p. 18).  
Methodology 
     Our ethological examination of Disneyland visitors, although beneficial in that no visitor ever knew of 
our intentions and could thus remain “natural” in their setting, was rendered less valid in that we could 
not inquire about personal interpretations of their experiences. Unable to query or interview any visitors, 
our examination and the construction of sociological contexts were done cautiously, with as few 
assumptions as possible about their particular demographic, cultural, and linguistic diacritica. As such, the 
following section is titled “Field Readings” to imply that although we acquired rich qualitative data, the 
data should be seen in the context that we are, at this juncture, engaged in only an exploratory 
examination of Disneyland’s human condition.  
     People watching took place between 11:00 am and 8:00 pm on a busy Disneyland Resort visit in late 
September 2010. For 2010, the period between September 17 and October 31 was designated as 
“Halloween Time,” meaning that the parks, that is, Disneyland and California Adventures, were operating 
on more specialized hours. The reason for our deliberate delay in starting and ending our observations 
early is because were one to arrive at the park early, one will inevitably secure a position at the front of 
most rides’ queues. Under normal circumstances, this situation would be a coveted one. However, it is not 
conducive for an ethological observation of group dynamics since it would mean that the people’s 
behaviors would be occurring behind us. Emplacement at the front of the queue would require us to stare 
back down the line, an eccentric positioning at Disneyland since all visitors are incessantly fixated on a 
forward gaze toward the ride boarding area, even if it is not visible from their place in line due to the 
lines’ often labyrinthine nature as well as the crowds blocking the view. The labyrinthine flow is 
deliberately employed by Disneyland since lines “broken up into a series of smaller ones by a maze of 
parallel railings” gives the “illusion of several short, fast-moving lines instead of a single long one” 
(King, 1981, p. 123). However, by starting our day at 11:00 am, the crescendo rides already had long lines 
in place, so we would by default be in an advantageous position to look up and across the lines when it 
began to adopt a maze geometry, thus allowing people watching from the rear to be an inconspicuous 
activity.  
     We deliberately did not use the Fastpass system at Disneyland, a reservation system that is only 
available on certain popular rides, allowing visitors to come back at a designated time to get into a much 
shorter line. Our goal was to embark on the park’s most iconic rides and to wait in a standard line for the 
specific goal of people watching. Unseasoned visitors did not harness the Fastpass option since many 
believed it was a ticket that had to be purchased. Fastpasses are free, however, and one only needs to look 
for a ticket dispenser underneath a marquee with “Fastpass” written on it. However, at some Fastpass 
dispensers there were also lines, but nothing to the extent of the actual queue for the rides themselves. Our 
wait times varied between 45 minutes to 60 minutes. Thus, the iconic rides from which we derived most 
of our qualitative diacritica were the crescendo rides referred to in earlier paragraphs. These were, 
beginning at the Southeast end of the park and progressing clockwise: 1) Indiana Adventures in 
Adventureland; 2) Pirates of the Caribbean; 3) the Haunted Mansion in New Orleans Square; 4) Splash 
Mountain in Critter Country; 5) Big Thunder Mountain in Frontierland; 6) It’s a Small World; 7) the 
Matterhorn Bobsleds in Fantasyland; and finally, 8) Space Mountain in Tomorrowland, the ride with the 
longest wait. Supplementing our waiting in lines were people observations of visitors at restaurants, 
walkways to all the various “lands,” and their interactions with roaming Disney characters. With Main 
Street as the hub, people observation took place at seating areas from Main Street to New Orleans Square 
(a walkway which also funneled people through from Adventureland); from Main Street to Frontierland; 
from Main Street to Fantasyland; and from Main Street to Tomorrowland. From these environs, we hoped 

20



to illuminate some general attributes of the human dynamics at the park. 
Field Readings of the Waiting Line 
     During our line observations, visitors were of three discernable configurational types: the nuclear 
family (parent/s and child/children); friendship cliques; and romantic partners. Senior citizens often did 
not wait in line, but waited for their loved ones at seating areas at the rides’ exits. When parents or a 
single parent accompanied a child or children, many appeared to be between seven to ten years in age. 
Some were very tactile with their parents, remaining physically close to them, especially on the darkened 
line corridors of the Haunted Mansion, Pirates of the Caribbean, and the Indiana Jones rides. Younger 
children are sometimes held aloft or sitting atop the shoulders of the father. Given that many of the iconic 
rides were of relatively high speed, with the exception of It’s A Small World and Pirates of the Caribbean, 
we did not see the nuclear family very frequently for the likely reason that a young child may not have 
met the minimum required height of between 46 to 52 inches for certain rides. We did not recognize 
extended families in our eight waiting in line experiences for the aforementioned selected rides. This is 
not to say that extended families were nonexistent at the park. Indeed, one could see many extended 
families, that is, grandparents, parents (and perhaps uncles and aunts), and grandchildren (perhaps nieces 
and nephews), that were mobile throughout the park. Disneyland is, after all, very much oriented toward 
families. That said, it appears that most large family units fragment into smaller nuclear formats when 
they decided upon their rides, with grandparents appearing to graciously bow out, opting to wait instead 
for their generational scions to be exposed to the happy stimuli.  
     Friendship cliques of three or more opposite sex members exhibited group diacritica that embodied 
high school to college energies, articulated in the form of garrulous and sometimes loud conversations 
frequently sprinkled with slang, some obscene language, and use of hyperboles. The larger the friendship 
clique, the more garrulous and disorderly they were, but also more fragmented in orientation as the 
narrowed lines required conversations to flow in linear, more narrow corridors, thus prohibiting a circular 
formation of groups that would be more conducive for collective conversation (as in a group surrounding 
a fireplace). Many were checking their mobile devices and taking photographs among friends, while 
others were engaged in conversational theatrics and humor histrionics that inspired laughter up and down 
their section of the line. This group appeared to be most inward focused, often oblivious to other social 
dynamics around them. Individuals in the friendship cliques were least likely to people watch other 
visitors, preferring instead to observe intra-group dynamics based on their cliques’ production of humor, 
theatrics, and bravado. Friendship cliques were the most energetic of the groups examined, an energy that 
was needed to reinforce their self-absorbed narcissism. Dyadic friendships, when those existed as 
independent units that were not part of friendship cliques, tended to converse about music, other friends, 
and work related issues; here those observed ranged from late high school to college years. 
     Romantic partners were the most subdued and exhibited the longest duration of tactile consistency. We 
were only able to observe heterosexual couples exhibit their adorations. In this group, embraces were 
frequent and long. The ages of members within this group had the greatest range. We were able to see 
couples ranging from the high-school level to that of couples in their mid-forties and beyond. Romantic 
partners were quieter the younger they were, with each partner preferring to whisper comments and hold 
conversations at a level that promoted greater intimacy, requiring more closeness for the conversations to 
be intelligible. High school couples tended to engage in more whispering talk. Mature partners were 
engaged in more audible conversations that tended to exhibit wit and humor that was tinged with a 
healthy dose of cynicism and sarcasm. Almost across all age groups, when humor was successful in 
generating a favorable response such as laughter, physical contact was used to supplement the originator 
of the humor in ways that affirmed one’s special status in the other’s life, for example, a slight slap to the 
buttocks or shoulder, sometimes followed by the stroking of the significant other’s hair. There were also 
partners that appeared to have just begun dating. With this group, which did not exist in large numbers, 
the tactile element was missing, although eye contacts and conversations appeared to suffice for them at 
this stage of their courtship. Romantic partners appeared most amorous when lines entered dark corridors, 
as in the wait for Pirates of the Caribbean and the Haunted Mansion. 
     With all three groups present in our gaze up the line, or across the lines if the line had become 
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serpentine, our observations noted an interesting phenomenon: rarely did any one group have a proactive 
member that would converse with another member/s of the other group. That is, with much infrequency 
would one see a parent of a 10 year old talk to a group of teens in a manner that inspires friendship or a 
reduction of socialized boundaries. We did not see youths from friendship cliques find any interest in 
conversing with one or both members of romanticized partners, nor did we find romanticized partners 
proactively engaging in conversations with parent/s of children. There appears to be two reasons for this. 
     The first reason is that all the groups are narcissistic to a certain degree. The most narcissistic group 
was the friendship clique, where intra-group energies were most explicit in nurturing, lambasting, and/or 
validating the articulations and presence of individual members in the primary group. Nuclear families 
were the next most self-absorbed group since their child/children, full of needs, often demanded full 
attention from them. In one case during a wait for the Matterhorn Bobsleds, a child saw a costumed 
Mickey Mouse character walk by and almost rushed out of the line to meet it, forcing the parents to adopt 
evasive measures to reel her back in. Disappointed in being restrained, the child broke down in tears, thus 
forcing a parent to spend a great deal of emotional labor explaining to her that they would be able to see 
Mickey again. In another case, a young child started to cry uncontrollably when the Haunted Mansion 
elevator descended toward the ride boarding area, a process that seasoned Disneyland visitors know 
climaxes with a blackout in the elevator, to be followed by simulated thunder and lighting, the sudden 
appearance of the skeleton in the roof above the crowd, and the diabolical laughter voiceover before the 
elevator doors open. With some chagrin, the father of the young boy took him and exited the ride, making 
no eye contact with the crowd.  
     Romantic partners were also self-absorbed in that most of their communicative labor appeared to 
gravitate toward making tactile connections with each other in ways that prevented the energies of 
unfamiliar parents from cramping their style. That said, the more mature the couple, the greater tendency 
for a diplomatic gesture of friendship to be exhibited to others, and if certain circumstances in the line 
called for it, a quick quip to accent the situation. One example was of a female partner in line for the It’s A 
Small World ride, noting to her partner about the animated Simpson’s episode where Bart and Lisa had 
consumed the waters of an analogous ride, waters which launched the characters on a hallucinogenic trip. 
Her partner replied at a volume that was deliberately meant to be heard by others: “…Yeah, I was 
thinking about how great our ride would be before a Greatful Dead concert,” to which both broke out in 
laughter. The young people that were within hearing range of the couple also giggled. These exceptions 
aside, we observed from lines during the eight iconic rides few interactions between members of these 
groups that promoted a casual knowing, familiarity, and intimacy, diacritica that Lofland noted would 
minimize the notion of the stranger from the actor/s point of reference.  
     The second reason is cultural, in that intergroup communication to reduce strangeness had to transcend 
linguistic and phenotypical dimensions. Cultural garb also played a role in stylizing the “other” in ways 
that may have activated communicative barriers. Visitors were customarily waiting in line with other 
visitors from entirely different geographical wombs. In our waiting sessions for the eight rides, the 
languages of Japanese, German, Italian, Arabic, French, Mandarin, Shanghainese (dialect of Chinese), 
Cantonese (dialect of Chinese), Spanish (Castilian in accent), and the more common “Spanglish,” a 
hybrid of Castilian Spanish and a Los Angeles Spanish that infuses many English words, were heard at 
different times throughout the day. One of your authors who is of Chinese descent was able to make some 
linguistic discernment regarding the Chinese dialects. South Asian languages were also heard, but we 
were unknowledgeable enough to discern its regional dialects, although in these instances, cultural attire 
provided rough sociologies of context based on appearational ordering. This was especially true of South 
Asian women who donned their salwar-kameez combinations. The appearational ordering and 
phenotypical appearances of Far Eastern and South Asians frequently acted as a communicative barrier 
that prevented intergroup communication, although visual glances of acknowledgement by visitors were 
disseminated. Some of the glances appeared pejorative in that it “scanned” the person from the head to toe 
with no smiles given to the observed after the scan. Other glances appeared charitable as they included 
smiles and the acknowledgment of children from the “other” culture. Islamic women and their hajibs were 
also appearationally marked, although we only witnessed those that walked by the lines with their 
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families. None were actually within visual range of the specific lines we had queued in. 
Discussion 
     The aforementioned observations of those fixated on the boarding of the crescendo rides suggest that 
visitors themselves indirectly accepted detachment with one another, in spite of the jovial and happy 
mood that permeated the park. What is certain is that although the happiness motif sloganeered by 
Disneyland may have affective qualities upon visitors hungering for a utopian experience, such an effect 
did not generate, overall, a collective inter-group communalism that broke down social boundaries. Yet to 
conclude that Lofland’s strangers are thus still everywhere in the “city” of Disneyland overlooks some 
complex nuances that can only emanate from a carefully planned utopia. To identify these nuances 
requires a refutation of Lofland’s view that modern urban worlds cue strangers to sort one another out on 
the basis of their emanation from place and location, hence a reliance on spatial ordering. Spatial ordering 
is the process by which an urban dweller “reads” a person and minimizes the person’s stranger status by 
trying to find out what part of the city the other emanates from, given that modern urban worlds employ a 
functionalized or specialized conception of space (for example, rich neighborhoods, working class 
neighborhoods, ethnic enclaves, manufacturing center, inner city, etc.). At Disneyland, visitors instead 
relied greatly on appearational ordering, which for Lofland was a preindustrial social coping mechanism, 
to minimize strangeness. That is, how one sounded, dressed, and phenotypically looked like was the 
factor that reduced some of the strangeness in the Disneyland city. However, they employed two unique 
types of appearational ordering.  
     Visitors at Disneyland waiting in lines acquire appearational cues about others that were both 
horizontal and vertical. Hitherto this distinction was not considered by Lofland, but which will be used to 
set forth our contribution to revising Lofland’s ideas. Horizontal appearational cues are those that allow 
visitors to contextually read one another, thus minimizing strangeness to some degree, but in ways that do 
not promote friendships or familiarity. These cues are set off primarily by cultural markers that meld some 
or all the components of attire, language, and phenotype. Families, friendship cliques, and romantic 
partners from all over the world exhibit these cues that are readily observable by those waiting in line. 
Between visitors this was the primary dynamic that sustained a poverty of communalizing. However, our 
observation of the child running toward Mickey Mouse as if it were a friend created a reflective opening 
for us to note how appearational cues that minimized the stranger status stem from the visitors’ euphoric 
familiarity with costumed Disney characters, especially those who work out of their respective 
dreamscapes. In this regard, the appearational ordering is vertical in that the minimization of strangeness 
between character and visitor—albeit short-lived—includes deference to the glamorously and ornately 
attired characters themselves. We witnessed how young girls in wonderful fairy tale dresses coyly 
approached Belle, the princess in Beauty and the Beast, to have their pictures taken with her. Additionally, 
workers at the Pirates of the Caribbean are dressed familiarly as pirates, and workers at the Haunted 
Mansion are costumed in turn of the century American attire to invoke a temporal and familiar context 
that sets the mansion in a plantation-like era.  
     The phantasmagoric vertical appearational cues inhibit opportunities for visitors to reduce strangeness 
between themselves to a great degree, steering their attention toward the costumed characters. When the 
characters are ensconced in their respective fiefs (as in Tigger “living” in Critter Country at the Many 
Adventures of Winnie the Pooh locale), appearational ordering and spatial ordering do fuse to minimize 
strangeness, but again only between visitors and the phantasmagoric characters that “live” in the utopian 
city of Disneyland. Visitors “know” Tigger, Eyeore, Mickey Mouse, Minnie Mouse, and much of the 
entire fantasized Disney ilk. Many visitors wait to have their photographs taken with their favorite 
characters at their “homes,” an example being those waiting for Tigger and Winnie the Pooh to appear 
from The Many Adventures of Winnie the Pooh locale. We observed many couples breaking into 
individuals to be photographed with their favorite character. Others gathered around a roaming Mickey 
and/or Minnie Mouse. Both young and old embrace these character with deep affection, feeling no 
“strangeness” with the characters. 
     Yet visitors, awed by the thematic aesthetics of Disneyland, forget that costumed workers play an 
important role in social control, and if visitors were to misbehave, the characters have the authority to 
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correct the situation. Additionally, many operate the rides, adjust restraining systems for unfamiliar 
passengers and/or children, direct passengers aboard, direct them toward certain channels when the 
waiting line divides into numbered aisles, etc. These workers, along with those at the park’s 
“underworld,” ensure that “crowd control is subtle and courteous” with “deviant behavior…almost 
unthinkable in this utopian model. Nothing is permitted to intrude upon the illusion…creating at least the 
illusion of cooperative Gemeinschaft” (Mechling and Mechling, 1981, p. 175-176).  
     Thus, appearational ordering processes in Disneyland fork into two trajectories: the first occurs 
between the visitors themselves, and is influenced by the aesthetics of multicultural and demographic 
diacritica, primarily language, cultural attire, generational differences, and phenotype, not unlike the 
sometimes tense multicultural energies found in global cities. During our entire day’s visit to the park, the 
visitors examined appeared to never be able to personally know one another beyond the comfort zone 
offered by their own group formations. The second trajectory of appearational ordering involves the 
minimization of strangeness by embracing a superficial relationship with iconic costumed Disney 
characters and workers, one not validated by Lofland because a one-sided knowing of the other without 
reciprocity means a personal knowing is not possible (Lofland, 1973, pp. 17-18). It is this personal 
knowing that will need to take place for setting into motion the ending of strangeness in Lofland’s 
formulations. In the context of Disneyland, in spite of the nuanced dynamics of two interrelated forms of 
appearational ordering, strangeness reduction remains minimally visible at best for horizontal 
relationships with fellow visitors, and superficially one-sided for vertical ones formed with costumed 
characters. 
     Spatial ordering at Disneyland fails to reduce notions of the stranger simply because most visitors 
cannot live in the various fiefs within Disneyland. With visitors emanating from domestic and 
international destinations only to remain temporarily at Disneyland, “the modern city dweller’s penchant 
for linking ‘who’ and ‘where’ may become a less reliable means of reducing strangeness (Lofland, 1973, 
p. 83). The lack of reliability is reproduced for the next day when the park closes in the evening and mass 
evacuations of its citizens occur. Yet given that these mass evacuations are not based on crises, there is no 
need for Disney citizens to form collective bonds for any expedient matter. Without the ability to establish 
a rootedness that groups can customarily extract from a long term stay in other urban areas, ones that 
require cooperation and communication, Disney citizens are but mobile happy wanderers that cannot 
formulate nor introduce any culture of their own because they are essentially refugees of an urban 
dystopia that have found fleeting refuge in an urban utopia. They are made to defer to only the cultures of 
a heteropolistic Disneyland as well as to the social control and surveillance of their migration. Lofland’s 
observation that industrial urban dwellers minimize their exposure to strangers by privatizing their public 
spaces through a variety of enclave formulations, creating home territories, creating dispersed and 
concentrated urban villages, as well as the creating mobile living quarters that can be harnessed by 
“traveling packs” (1973, p. 118) simply does not occur in Disneyland because, from the perspective of the 
Disney polity, these are diacritica of counter-culture. 
     Another crucial missing nexus for promoting communalism in Disneyland can be found in Ray 
Oldenburg’s (1999) insistence on a community’s need for “third places.” Third places are informal public 
sites—bars, hair salons, or coffeehouses—that allow citizens to engage in talk and “let loose.” Discussed 
in The Great Good Place, third places are sites of public life that counter notions of the city as being 
alienating places where Lofland notes we are forced to cope with strangers on a daily basis. Third places 
are where community is “most alive and people are most themselves,” where the mood of the place is 
“upbeat” and “cheerful,” and where the art of conversation constitutes its main activity and is a “lively 
game” (1999, pp. 20–29). For Oldenburg, the third place is the place where that “lone stranger…is most 
apt to become a regular” (1999, p. 35). Although Oldenburg identifies cafes, book stores, and hair salons 
as constitutive of such areas, it is the bars of a neighborhood, serving as social lubricants to remove 
interpersonal inhibitions, that has no equivalent simulacrum at Disneyland. Bars tend to engage in the 
“leveling” of the patrons so that “honest expression triumphs over sophistication” (1999, p. 125). 
Although the prevalence of other third place units such as cafes and bookstores exist at Disneyland, they 
are beholden to carefully scripted and enforced cultures that sustain Disney dreamscapes. Conversation is 
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one dimensionally geared toward conspicuous consumption of Disney material culture. The fact that 
Oldenburg was able to tie the degree of democracy in a society to the prevalence of third places is a 
wonderful stroke of insight: third places cannot exist in totalitarian places where cafes, bars, and 
bookstores are conceivably breeding grounds of dissent and insurrection.  

If Americans generally find it difficult to appreciate the political value of third places, it is partly 
because of the great freedom of association that Americans enjoy. In totalitarian societies, the 
leadership is keenly aware of the political potential of informal gathering places and actively 
discourages them. (Oldenburg, 1999, p. 66) 

     There are also infrastructural factors that reinforce a world of strangers in Disneyland. These are the 
aesthetically overwhelming dreamscape buildings that art critic Waldemar Januszczak might describe as 
“land art,” explored in his three-part documentary series Sculpture Diaries (2008). Unlike the many 
semiotic approaches to Disneyland, Januszczak’s approach explores the signified properties of land art at 
the deeply metaphysical level. In his visit to land artist Nancy Holt’s Sun Tunnel display in the deserts of 
Utah, he comments: 

One of the things I really like about land art is that it’s always about these big subjects: the cosmos, 
the summer solstice, the sun, the stars…big ideas. It’s so much more than art, which is about cheap 
ideas: you know, it’s about movies, it’s about celebrities, it’s about what’s on TV, it’s about what it’s 
like to go shopping: interesting relevant ideas, but cheap ideas, small ideas. It’s impossible to make 
land art about celebrities and TV, and going shopping. If you make land art, you have to make art. 
(Januszczak, 2008) 

Inspired as he glances across the endless panorama of the Great Basin desert where Holt’s Sun Tunnel is 
located, Januszczak continues: “So of course it’s no coincidence that most of the really good land artists 
are Americans. To make land art, you need all this” [his arms gesture and embrace the wide desert 
panorama as the camera pans across the landscape] (Januszczak, 2008). Whether our revered critic 
actually has such favorable sentiments toward an ersatz Disneyland can be hotly debated, but what is 
certain is that large land sculptures, according to Dick and Rimmer (1998), have the effect of 
“architectural imperialism,” one that overwhelms the senses in ways that change our relationships and 
conceptions of public space itself, and one that the authors note is a trend emerging out of small towns. 
This is not a small feat by any account since Americans—especially those of the middle class—continue 
to view their public spaces with “uncertainty,” always seeking a means to “control their environment by 
insulating themselves” (Dick and Rimmer, 1998, p. 2317). Disneyland offers such security in a clever and 
superbly functioning fusion of, perhaps, groups that seek a hermetically sealed existence with the need to 
not acknowledge this ethos because they are able to languish in the shadows of land art, one that pulls 
them into the metaphysical, away from the world of “cheap...small ideas,” that is, away from a reality 
where public spaces consists of a continuing deterioration of personal securities (Januszczak, 2008; Dick 
and Rimmer, 1998). The simulated Matterhorn mountain, Space Mountain, the reopened submarine ride 
renamed the Finding Nemo Submarine Voyage, Splash Mountain, and the architectural forms of 
Tomorrowland, specifically its walls and partitions, and Monstro the Whale’s gaping mouth that swallows 
the canal boats entering it—are some examples that function as land art engaged in architectural 
imperialism. 
Conclusion 
     One of the most important lessons about the human condition in the utopia of Disneyland is that it 
must stem from carefully calculated means of social control. What can this tell us about urban life in 
communities that sloganeer some sort of idealized living? It suggests that a utopia has a sort of myopia 
that must include wonderful architecture, an ethos of denial as in for example, the expression “this can’t 
possibly be happening in our community,” as well as a sort of capitulation to highly scripted ways of 
living and behaving, such as cigarette smoking regulations that require smokers to be a certain distance 
from a public entrance, or outright bans on smoking in certain cities. Only with such groupthink can 
themes such as an unequivocal “happiness” be profitable.  
     Where sloganeering of diversity exists, it exists in a manner that views diversity from the reference 
point of a polity that can profit from the diversity. Whereas diversity during the Civil Rights era included 
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articulations of empowerment and self-determination from a variety of identity groups, in the perfect 
utopian world of Disneyland diversity has been rendered an ersatz aesthetic of garishly costumed rodents 
and fairy tale characters that are visions of what can be imagined and what is imagined to be. This has 
parallels in the undisciplined periphery of America as well. In many urban communities across the 
country, our understanding of ethnicity, race, and diversity/multiculturalism has been co-opted by a 
market that has rendered the aforementioned diacritica an aesthetic, sans the ethos of minoritization 
empowerment that was exemplified by the diversified identity politics of the Civil Rights era (Modan 
2008). Depoliticized, diversity has been rendered as a sort of commodity, sloganeered to enhance, say, a 
university’s profile, a neighborhood’s cosmopolitanism (as in it ability to provide a “stimulating cultural 
experience”) and the environment of the workplace. Diversity has thus lost its connection to social justice 
where it could be harnessed to challenge oppression as well as for acquiring equal rights in access toward 
social capital. As Modan incisively noted, diversity issues “gained prominence in education and business 
circles because it was originally linked to legal protections for historically discriminated groups 
in…domains of social life” (2008, 195). Because of this depoliticized turn, seeing multiculturalism as a 
structural asymmetry in the human condition is ignored as well, and superficial relativisms are used to 
hide the utter failure of integrationist dynamics in the American experience. Thus, the creation of utopia 
may not require only ethnocentrically altruistic intentions, but, dare I say to the hagiographers of 
Disneyland, a totalitarian vision of a hyper-controlled society in denial.  
     Disneyland is thus a haunting world that fulfills a human frailty that intermittently desires to surrender 
their freewill to some form of social control. In such a state of surrender, Disneyland city has ironically 
provided for its citizens a fantastic periphery filled with an inordinate amount of surrealism not unlike the 
surreal and “undisciplined periphery” that Disney envisioned his park as escaping from. In the important 
documentary by Gregory Greene, The End of Suburbia: Oil Depletion and the Collapse of the American 
Dream (2004), American author and social critic James Howard Kunstler noted how “the marketing of 
contemporary suburbia has become so abstract…and sentimental…that the housing developments are 
always named after things they destroy: if it’s called Quail Run, it means all the quails have been 
exterminated; if it’s Oak Ridge, it means there are no oaks left.” Peter Calthorpe, architect and urban 
planner shared similar sentiments, noting that suburbs were, in fact, elements of “specific” American 
dreams that were “packaged and sold.” Disneyland is a bona fide embodiment of such an ethos. 
     For all its acumen in creating global hubs for fast-food happiness, albeit one where its “city” 
articulation is based on tremendous powers of social control, the Disney vision still nevertheless 
embodies the drive of Americanism. It has been 56 years since the corporate juggernaut mastered the art 
of selling joy, creating a frenzy of fans both young and old. The paraphernalia have become coveted 
collectibles, the parks can sell its “magic,” and many of its films have been sloganeered as classics. Such 
glorifications have catapulted Walt Disney’s dream into a corporate buzz saw which claimed not only a 
city, but the world’s imagination. Although Disneyland cities and the urban worlds it tried to escape from 
by anthropomorphically caricaturizing a rodent and its ilk of cute and playful characters, having released 
them to run rampant at Disney cities across the globe, the utopia and its urban surroundings still share a 
very common human condition: lived experiences with strangers. 
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     We hypothesized significant sex differences in self-reported knowledge and use of the Texas Sex 
Offender Registry and, the participants’ attitudes about having sex offenders as a new neighbor would 
vary with the nature of sex offenses. As an anchor for relative comparisons, we also predicted that 
attitudes toward paroled sex offenders would differ when compared to a hypothetical new neighbor 
described as not listed in the Registry. 135 university freshmen and sophomores (65 men, 70 women) 
were surveyed about knowledge of the Texas Sex Offender Registry, prior and future use of it. To assess 
attitudes, participants were randomly assigned to 9 hypothetical scenario conditions. The new neighbor 
was described as one of 8 types of registered felony sex offenders, or a non-sex offender. Women 
reported significantly more past and future intended Registry use, although no sex difference for knowing 
about the Registry was found. (MANOVA, p>.01). A 2 (sex) x 9 ( new neighbor) MANCOVA (p > .01) 
showed significant main effects for sex differences and new neighbor conditions for three dependent 
measures; problem posed, distress caused and future offense likelihood. There were no significant 
interactions and past Registry use was non-significant covariant (p < .05) for dependent measures. 
Women reported greater overall distress (p > .002) and viewed sex offenders as more likely to repeat (p > 
.001). All sex offender categories were evaluated more negatively than a non-sex offender moving into 
the neighborhood.  
Introduction 
     In attempting to minimize the likelihood of sexual offenders reoffending after a criminal conviction, a 
range of policies were implemented in the 1990s to increase public knowledge for the whereabouts of 
paroled felony sex offenders. Sexual offender registration policies that allowed registries to become 
public, such as the Wetterling Act and Megan’s Law, were reinforced in 2006 with the passage of the 
Adam Walsh Act. The Adam Walsh Act further strengthened sex offender registry requirements by 
including more jurisdictions and creating a tier system to classify registered sex offenders and require 
specified minimum lengths for registration (Center for Sex Offender Management [CSOM], 1999). These 
policies continue to be popular. Levenson, Brannon, Fortney, & Baker, (2007) found 95 percent of 
respondents agreed that the name and photograph of registered sex offenders should be available to the 
public. However, apparent overwhelming public approval of sex offender registries is not due to 
compelling empirical evidence supporting registries as an effective tool for sex crimes prevention 
(Prescott & Rockoff, 2008).  
     An understanding about knowledge, use and attitudes related to sex offender registries is lacking and 
the limited research has provided disparate findings (Caputo & Brodsky, 2004; Welchans, 2005). 
Previous research has been conducted about attitudes toward treatment for sex offenders, incarceration 
and parole policies, or labeling the offender as psychopathic. Reagrding the latter, Guy and Edenss (2003) 
labeling manipulations produced sex differences in the effects of psychopathy expert testimony in a Texas 
hypothetical mock jury setting. Acknowledging that the study had some methodological shortcomings 
Guy and Edenss (2006) performed a systematic replication. They predicted sex differences in the impact 
of expert testimony when a psychopathy evaluation was presented, compared to clinical opinion or 
actuarial scale conditions.Participants were instructed about the Texas statute (Tex. Health & Safety Code 
§ 841.001 [2002]). Using non-technical language, definitions were provided for a sexually violent  
offense, repeat sexually violent offender, behavioral abnormality, and predatory act in Texas (Tex. Health 
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& Safety Code § 841.002 and § 841.003 [2002]). The sex differences findings for mock trials for the 
various types of sexually violent predators were mixed. In their replication, significant sex differences 
were apparent only in the psychopathy-label condition. In that condition, women were more likely to 
favor civil commitment than men. No sex differences were reported for the two other conditions. 
     To date, no investigators have examined sex differences about knowledge and use of sex offender 
registries or how they might be related to sex differences in attitudes about kinds of paroled, registered 
sex offenders moving into neighborhoods. All of the previous studies that we surveyed had a serious 
methodological flaw, failing to incorporate a neutral condition, a non-offender contrasted with various 
offender categories. The non-offender condition is needed as a relative comparison for attitude 
measurements and may be helpful when drawing conclusions about apparent differences in attitudes 
toward various paroled sex offenders. 
     We measured knowledge and use of the State of Texas Sex Offender Registry and attitudes towards a 
hypothetical new neighbor. The Registry was established Pursuant to Texas Code of Criminal Procedure 
Art. 62.005, the Texas Department of Public Safety (DPS). It is the official internet public access to the 
sex offender registration database. The website is 
https://records.txdps.state.tx.us/DPS_WEB/SorNew/index.aspx.  
     The hypothetical new neighbor was labeled as a paroled felony sex offender or, as a non- offender.  
There were 8 sex offender conditions: (1) Aggravated kidnapping, (2) Indecency with a child, (3) 
Educator-student relationship, (4) Aggravated sexual assault, (5) Sexual performance by a child, (6) 
Sexual assault, (7) Possession or promotion child pornography, and (8) Prohibited sexual conduct 
(Incest). 
     Because women are more likely to be victimized by sexual predators, we hypothesized significant sex 
differences in reported knowledge, past and future use of the State of Texas Sex Offender Registry. 
Regarding the new neighbor, we measured how much the new neighbor would be a problem, how much 
distress would be caused, and what was the likelihood the new neighbor would commit a sex offense in 
the future, further predicting that attitudes would vary with the nature of the sexual offense. We 
hypothesized that attitudes toward paroled sex offenders moving into the neighborhood would differ 
compared to a non-sex offender, one described as not listed in sex registry. We also hypothesized that 
participants’ self-reported past use of the Registry would be a significant co-variant of attitudes toward 
hypothetical paroled sex offenders moving into a neighborhood.  
Method 
Participants 
     Approval from the Institutional Review Board (IRB200758358.) was obtained prior to conducting the 
study. 135 undergraduates at Texas State University signed consent forms. The sample was 
predominately White,-non-Hispanic (66 percent), followed by Hispanic (23 percent), African-American 
(5 percent), Asian (4 percent), Native American (2 percent) and 4 percent (Other, or preferred not to 
respond). There were 65 female and 70 male participants.  Their ages ranged from 18-34 yr, M = 20.74, 
SD =2.68. Female and male ages were comparable, M= 20.69 and 20.79, SD = 2.24 and 3.05, 
respectively. Participants were randomly assigned to 1 of 9 conditions portraying a new person moving 
into the neighborhood, 15 per condition. 
Materials and Procedure 
     Participants all read the same opening paragraph and responded to 3 personal information items about 
the Texas State Sex Offenders Registry. On a rating scale, (1,unlikely - 7, likely), participants responded 
to whether they (1) knew about the online Registry prior to taking this survey, (2) had used the sex 
offender database prior to taking this survey and (3) would be accessing the sex offender registry 
sometime in the future. 
     Registry items were followed by hypothetical scenarios about a family named Smith. The Smiths have 
lived in the same neighborhood for ten years. When a new neighbor moves into their neighborhood, they 
always check whether the person’s name appears in the Texas Sex Offender Registration Program. 
Recently, their neighbor’s home went up for sale. Soon thereafter the Smiths had a new neighbor, K.M. 
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Woods. Woods’ identity as one of 8 paroled offenders or a non-offender was described in the concluding 
sentence of the scenario. 
     Participants read a definition for their assigned hypothetical new neighbor condition. The definitions 
were derived from state felony sex offense penal code for each offense examined (1) Aggravated 
kidnapping, (2) Indecency with a child, (3) Educator-student relationship, (4) Aggravated sexual assault, 
(5) Sexual performance by a child, (6) Sexual assault, (7) Possession or promotion child pornography, 
and (8) Prohibited sexual conduct (Incest).These were compared to the neutral scenario where the new 
neighbor was (9) not listed on the Texas Sexual Offenders Registry. 
     Aggravated kidnapping was defined as intentionally or knowingly abducting another person with 
intent to violate or abuse sexually. Indecency with a child was defined as exposing oneself to the child 
with intent to arouse or gratify any person. An improper relationship between an educator and student was 
defined as a school employee who commits an offense if he/she engages in sexual contact, sexual 
intercourse, or deviate sexual intercourse with a person enrolled at the school where the employee works 
who is not the employee’s spouse. Aggravated sexual assault was defined as to knowingly cause another 
person to engage in an unwanted sexual act by force or threat and causing serious bodily injury. 
Commissioned sexual performance by a child was defined as a person, knowing the character and content 
of the performance he/she employs, authorizes, or induces a child under 18 to engage in a sexual 
performance. Sexual assault was defined as intentionally or knowingly causing the penetration by any 
means without that person’s consent. Possession or promotion of child pornography was defined as 
possessing visual material depicting an underage child engaging in sexual conduct and/or possessing 6 of 
the same visual depictions of a child engaging in sexual conduct. Prohibited sexual conduct was defined 
as knowingly engaging in sexual intercourse or deviate sexual intercourse with (their) sister or brother by 
blood or adoption. The non-offender was described as not being listed in Registry. 
     Three outcome measures were included following the hypothetical scenarios and definitions. 
Participants responded (1unlikely -7 likely) about whether they believed that the Smiths thought their new 
neighbor would; (1) be a problem, (2) whether the Smiths would suffer emotional distress from the 
presence of their new neighbor and (3) whether the new neighbor would commit a future sexual offense.. 
Participants were debriefed after completing the survey. 
Results 
     There were overall sex differences about the Registry using MANOVA (F (3/131) = 5.24, p > .001) 
Tests of between-subjects effects showed that women and men had similar knowledge of the Registry’s 
existence; for men, X = 5.71, SD = 1.71 and for women, X = 5.79, SD = 2.01. There were no significant 
sex differences for Registry knowledge (F(1) =.058, p = .809).  
     However, women were more likely to self-report having used the Registry in the past; for men, X 2.0 , 
SD = 2.07 and women, X = 3.11, SD = 2.62 .Significant sex differences for self-reported previous use 
were found (F(1) = 7.54, p = .007).  Women also reported greater future intent to use the Registry, for 
men X = 3.53, SD = 1.87, for women, X = 4.76, SD = 1.86. There were significant sex differences for 
self-reported intent to use the Registry in the future (F(1) = 14.742, p > .001). Cross- correlations between 
knowledge about, past use of, and future intent to use the Registry were significant beyond p > .001.  
Pearson r statistics showed Registry knowledge was correlated with prior use, r = .37 and future use, r = 
.29. Past and future use scores showed the strongest correlation, r - .54. Past use had strongest correlations 
for the other two variables.  
     A 2 (sex) x 9 (new neighbor descriptor) MANCOVA was performed to test hypotheses about sex 
differences between the 9 conditions for attitudes about the Smith’s new neighbor being a problem, 
producing distress or committing a sex offense in the future. Registry use was used as a co-variant 
because it was most strongly correlated with the other Registry variables. MANCOVA (p > .001).  Table 
5 shows significant between-treatment main effects of participants’ sex for the three measures, problem, 
distress and future offense; No significant sex x condition interactions (p < .01) were observed for any of 
the three dependent  measures.      
     Past Registry use was non-significant covariant for any of the outcome measure, problem, distress, or 
future offense (p = .49, p = 60, p = .19, respectively). Women reported much greater overall distress (p > 
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.002) and viewed sex offenders as more likely to repeat (p > .001). With the exception of incest, all other 
sex offender categories were evaluated significantly more negatively than a non-sex offender moving into 
the neighborhood (p > .001). 
     Table 2 shows male and female differences about how much of a problem the new neighbor would 
pose for the Smith family across all 9 conditions. Table 3 shows sex differences about how much distress 
the new neighbor might cause.  Table 4 shows how likely participants felt the Smith’s new neighbor 
would commit a sex offense in the future. Comparing these data showed that sex differences toward the 
new sex offender neighbor varied considerably, depending upon the outcome measurements of problem, 
distress and probable future sexual offense. 
     With alpha set at .05, Box’s M Test showed observed covariance matrices of the dependent variables 
were equal across groups (Box’ M = 121.6). Levine’s Test of Equality of Error Variance with alpha set at 
.01 showed that dependent variables had error variances that were equal across conditions; problem, 
F(17,117) = 1.75), p = .064, distress F(17/117) = 1.06, p = .40 and Future Offense F(17/117) = .697), p = 
.80. MANOVA revealed significant main effects of the manipulation shown by Pillai’s trace, F (1,116) = 
9.97, p = .001, partial η2 

Discussion 

 = .224, observed power = .999.)  With alpha set at .01, univariate tests showed 
that men and women did not significantly about how much of a problem was posed by the new neighbor. 
However, women were significantly more distressed and women were significantly more likely to 
perceive the new sex offender neighbor committing a future sexual offense. Table 5 compares these three 
outcome measures. No significant interaction effect between sex and conditions was obtained. The post-
hoc LSD paired-comparisons (p> .01) showed that future sexual offense was the only the outcome 
measure showing unambiguous, significant sex differences, with women showing significantly higher 
mean scores across all sex offender categories. Post-hoc comparisons also showed that all categories of 
sex offenders significantly differed from the non-offender condition.  Responses toward the new neighbor 
on parole for incest were most similar to responses for the non-sex offender.  

     Although a majority of participants reported knowing about the Registry less than 1/5 were primarily 
women reported using it. We found no support for our hypothesis that prior use of Registry would be 
related to sex differences in attitudes about paroled felony sex offenders moving into the neighborhood. 
Women did report significantly more past and future intended Registry use. Results showed significant 
main effects in overall attitude differences. No significant interactions were shown. Although males and 
females were similar in responses about the neighbor posing a problem, women reported much greater 
distress and generally viewed sex offenders as more likely to repeat. All described types of sex offenders 
were evaluated more negatively than a non-sex offender moving into the neighborhood. Sex differences 
in attitudes about the new neighbor varied across offense types as well as the nature of the questions.  
     Incest was viewed as the least negative felony sexual offense for all three outcome measures.  Incest 
scores were always closer to non-offender scores regardless of whether the issue presented was likelihood 
of a problem, distress, or future offense.  A reason may be the crime of incest, by definition, only occurs 
between relatives.  Because the sexual offense is all in the family, such parolees are likely perceived as 
less of a threat to others. This appears to be a salient qualitative difference mediating attitudes toward 
incest compared to other sexual offenses. 
     There were several methodological limitations to the study requiring cautious data interpretation. 
Generality is limited; our sample was comprised of all young, adult undergraduate university students 
enrolled in freshman and sophomore psychology courses at a state university in Texas. The hypothetical 
scenario methodology may not generalize to more straightforward approaches or qualitative interviews 
about sex offender moving into the neighborhood. The order of the outcome measures was not rotated, so 
a prior question may have partially influenced responses to subsequent ones. Further replications could 
manipulate variables of the new neighbor, e.g., sex, physical attractiveness.  Features of the residences 
and characteristics of the family, e.g., single, couple, children, ages, could be examined. Photographs 
depicting the family residents and new neighbor may improve the hypothetical context by making the 
scenarios appear more authentic. 
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     The type of sex offense and the kind of questions asked greatly determined sex differences in attitudes 
about paroled felony sex offenders moving into a hypothetical neighborhood. Our results were similar to 
those of mock jury trials with Texas college students (Guy and Edens, 2006), as the reported finding for 
sex differences were determined by the wording or the types of questions posed to participants. These 
may be reasons for the disparate findings reported from prior surveys (Caputo & Brodsky, 2004; 
Welchans, 2005), suggesting the need for a standardized Registry attitude survey. Another general 
problem for research in this area is that various states define sex offenses differently, making generalized 
conclusions problematic. Further, felony convictions may not provide a complete sample of sexual 
offenses and their patterns (Craissati & Beech, 2004). In our study, no matter what type of sex offender 
was described, women always appeared more convinced they would commit a sex crime in the future. A 
promising line of inquiry would be research elucidating the relation between the reasons for using sex 
offender registries and attitudes about sex offenders repeating their crimes.  
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Table 1 
Correlations for Knowledge, Past Use and Future Use of the Texas Sex Offenders Registry among 
College Students (n = 135) 
Registry 1 2 3 
1.Knowledge --- .37 .29* * 
2. Past Use.       --- .54* 
3. Future Use            --- 

* p < .001 
 
Table 2 
Sex Differences in Paroled Felony Sex Offender and Non-offender Conditions Showing Participants’ 
Responses to the New Neighbor Posing a Problem 
______________________________________________________________________________ 
     M      SD 
    ___________________  ____________________ 
Neighbor Condition  Men  Women  Men  Women 
Aggravated Kidnapping    6.0   6.2    0.00   0.92 
Child Indecency     5.38   6.0    1.51   0.58 
Educator-Student Relation   4.56   5.67    1.24   1.03 
Aggravated Sexual Assault   4.78   5.33    1.56   1.03  
Child Sexual Performance   5.57   6.0    1.27   2.07 
Sexual Assault     4.89   5.5    0.78   1.05 
Child Pornography   6.6   5.7    0.55   1.26 
Incest     3.29   4.62    1.38   1.85 
Non-Offender    2.83   2.22    1.48   0.83 
Problem Total    4.81   5.21    1.56   1.73 
 
Table 3 
Sex Differences in Paroled Felony Sex Offender and Non-offender Conditions Showing Participants’ 
Responses to the New Neighbor Causing Distress 
______________________________________________________________________________ 
     M      SD 
    ___________________  ____________________ 
Neighbor Condition  Men  Women  Men  Women 
Aggravated kidnapping    3.0   4.9    1.41   0.99 
Child Indecency     4.5   4.86    2.0   0.9 
Educator-Student Relation   3.11   3.83    1.83   1.47  
Aggravated Sexual Assault   4.33   4.67    1.32   0.82 
Child Sexual Performance   4.0   5.62    1.83   1.06 
Sexual Assault     3.89   5.17    1.45   1.47 
Child Pornography   4.6   4.6    0.89   1.43 
Incest     2.71   3.0    1.25   1.31 
Non-Offender    1.5   1.89    0.84   0.93 
Distress Total    3.57   4.24    1.7   1.6 
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Table 4  
Sex Differences between Paroled Felony Sex offender and Non-offender Conditions Showing 
Participants’ Responses to the New Neighbor Committing a Future Sexual Offense 
______________________________________________________________________________ 
     M      SD 
    ___________________  ____________________ 
Neighbor Condition  Men  Women  Men  Women 
Aggravated Kidnapping   3.8   5.1    1.1   0.95 
Child Indecency     4.5   6.0    1.6   0.82 
Educator-Student Relation  4.0   4.33    1.22   1.37 
Aggravated Sexual Assault 2.78   4.83    1.39   1.17  
Child Sexual Performance  3.86   4.75    0.9   1.04 
Sexual Assault     4.78   5.5    1.2   1.05 
Child Pornography  4.6   4.8    1.52   1.81 
Incest    3.86   5.75    1.21   0.89 
Non-Offender   2.17   2.89    1.47   1.05 
Future Offense Total  3.83   4.84    1.46   1.43 
 
Table 5 
Univariate tests of outcome measures for sex differences in attitudes about hypothetical new neighbor 
moving into a family’s neighborhood 
______________________________________________________________________________ 
     F  p  η2  

   ___________________________________________ 
Power 

 
Problem    3.23  .078  .027  .43 
Distress    9.48  .002  .083  .894 
Future Offense   25.57  .001  .181  .999 
 
Portions of this manuscript were presented as a paper at the National Technology and Social Science 
Conference, Las Vegas, Nevada, April, 2011. Correspondence concerning this article should be addressed 
to Harvey J. Ginsburg, Ph.D. Department of Psychology, Texas State University – San Marcos, San 
Marcos, TX 78666.                                                                                                                                                                           
 Contact: hg01@txstate.edu 
 
Keywords: Sex differences, sex offenders, sex offender registry 
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     Pre-service teachers and teacher training programs need to be addressing various levels of violence 
now confronting teachers on a daily basis.  Reported crime data indicate that the number of student deaths 
at school has been declining over the past decade.  While student deaths have been decreasing, other less 
violent crimes have been increasing (National School Safety and Security, 2010).  These crimes include 
non-lethal drive by shootings, stabbings, aggravated assaults, fights and high profile plots similar to those 
perpetrated at Columbine and more recently, Virginia Tech.  This type of non-lethal data is often not 
reported by the national media.  During the past decade, there have been 451 non lethal incidents 
involving shootings in our schools. Add to these totals 1101 fights, stabbings, and other forms of violence 
including failed large scale school violence similar to what took place at Columbine High School 
(National School Safety and Security, 2010).  These crimes impact schools in a similar manner to student 
deaths.  
     In addition, a new type of computer crime is evolving relating to  K – 12 students.  This crime is called 
cyberstalking or cyber harassment.  These two crimes are just starting to be statistically recorded by 
police and school administrations. How are teacher training programs evolving to handle these types of 
events?  The development of a classroom management curriculum must be able to deal with the ongoing 
changing forms of violence now confronting schools in our country.  This curriculum must be flexible to 
deal with new types of cyber violence as well as being able to deal with verbal abuse, bullying, and 
various acts of continuing violence occurring in our schools on a daily basis (Alvarez and Sennett, 2007). 
McCaleb, Andersen, and Hueston (2008), created a school violence curriculum using data collected from 
a number of pre-service education students to determine their needs in dealing with violence, existing 
school policies and classroom management practices.  During the past four years, approximately 550 pre-
service teachers and 350 in-service teachers in the Panhandle of Texas have been surveyed (pre and post) 
to determine their needs as well as assess their skills for classroom management and reactions to violent 
situations (see appendix A for the survey). A curriculum to address these issues was first created in 2007 
and has been modified three times to reflect changes in need and changes in types of school violence. 
Each one will be further discussed in this article. 
The Curriculum 
First Curriculum 
     The first curriculum was designed to provide pre-service teachers with practical classroom 
management applications in each of the following areas:  the reality of violence in schools across the 
country, verbal abuse and harassment, and dealing with an active shooter in the school.  The first 
curriculum began by dealing with a prevailing attitude among the pre-service teachers that school 
violence will not happen to them.  Participants were introduced to a website used to illustrate the 
frequency of violence in schools across the United States, to point out the geographic locations of cities 
and school districts where these crimes have been reported, to demonstrate the conditions of these events, 
and to point out the ages of the offenders (National School Safety and Security Services, 2010). 
     Next, the curriculum dealt with verbal abuse and harassment.  Students were taught the use of verbal 
judo focusing on how to diffuse a verbally abusive situation (Bowman, 2001). Students were given a six 
step process on how to apply verbal judo to a variety of harassment/abuse situations.  The pre-service 
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teachers then participated in problem solving groups. Each group was responsible for reading a scenario 
and devising ways to resolve the situation using the techniques just learned. Once the students had 
completed this assignment, they role played the scenario and their solutions in front of their peers for 
insight and suggestions.   
     After the verbal judo section, the next training area dealt with an active shooter in a school or 
classroom.  This section began with the students researching various policies in their school districts.  The 
students then discussed their school policies, and were asked to respond to this question:  “How would 
you deal with an active shooter in your school or in your classroom?”  The students felt they were not 
adequately trained to handle this type of situation.  A video titled When Seconds Count was then shown to 
the pre-service students.  This is a video created by the office of the Attorney General of Texas following 
the Virginia Tech shooting (Attorney General of Texas, 2010).  The video portrays a large high school in 
the Dallas/Fort Worth area where four individuals armed with various automatic weapons enters a school 
and randomly begin shooting students, faculty and staff.  The video shows various actions by teachers in 
securing their classrooms. These actions include the responses of the school liaison officer when 
confronted with this situation and the multijurisdictional police response in engaging and securing the 
suspects in this shooting incident.  The discussion following the viewing of this video was very intense.  
The pre-service students wanted to know how to secure the classroom and students, what the lockdown 
policies were for their schools, what the response of the police would be to a shooting in their school, and 
how to deal with the aftermath of a school shooting.  The length of this initial training was 6 hours over 
two days of class (Hueston, Andersen, McCaleb, 2009).  Pre-service participants in the program were 
given a post-program survey that mirrored the pre-program survey. Results of this survey as well as 
comments made by students were used to help make changes in this curriculum for the next group of pre-
service teachers.  
Second Curriculum 
     All of those areas covered in the first curriculum continued in the second curriculum with some 
additional topics added including how to deal with noncustodial parents attempting to take their children 
from school property and how to deal with guns or other weapons in either the classroom or in a student 
locker. These new topics were the results of numerous discussions with a number of pre-service teachers 
and some in-service teachers from several local school districts. The new program examined existing 
school policies developed on these topics as well as input from local attorneys (Personal interview with 
James Farrin, Randall County District Attorney, December 3, 2008).  Both sources provided the 
curriculum creators with enough information to develop training scenarios for the pre-service teachers 
based upon school policy and the laws in the area.      
     This training involved a practical application using a number of backpacks and a number of safe guns 
(plastic guns used by law enforcement for training events).  In this new scenario, the pre-service teachers 
were divided into class groups and told to report to different locations in the training area.  Once the 
students arrived, they were told to pick a “teacher” who began teaching a topic to their peers.  During this 
time, one of the trainers called two students from each group. One student from each group was asked to 
report there was a gun in a backpack in the room. The other volunteer student was given a back pack 
containing a safe gun and instructed to react to whatever the “teacher” did to resolve the situation. Each 
group was observed to note how the “teacher” and “students” reacted to the situation.  After all of the 
groups had dealt with this training scenario, a debriefing was held on their actions.  The pre-service 
teachers were then given the opportunity to handle the safe guns to see what a replica of a semi-automatic 
weapon looked like.  They were also given a list of actions they need to take when confronted with a gun 
in their classroom or in a student locker. (See appendix B for this procedure). 
     Research by McCaleb, Andersen and Hueston (2008) indicates that schools lack detailed plans for 
handling the report of a weapon in the classroom or locker areas. This revised curriculum addressed 
critical actions by teachers for this scenario. These included: separating the backpack from the suspected 
student; getting the students out of the area; following school policy; getting law enforcement involved; 
and documenting the incident. 
Third Curriculum  
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     All of the topics covered in the prior two curriculums continued and these new topics were added:  
recognizing and handling different types of handguns (revolvers and semi-automatic), a practical active 
shooter scenario, and cyberstalking.  During some of the follow up sessions with the pre-service teachers, 
they indicated they did not know what different types of handguns looked like.  The local university 
police chief agreed to bring a number of confiscated handguns to this training session and the pre-service 
teachers were given the opportunity to see and handle a variety of handguns.  This training was 
supervised by police personnel.  First, the guns were properly cleared by the police supervisors, then the 
students were given the opportunity to look at the various weapons, pick them up, and handle them.  
Many of the pre-service teachers had no idea these guns had different shapes and weights nor did they 
know each gun held a different amount of ammunition. The students appreciated the opportunity to see 
and handle each of these various weapons.   
     Another new topic in this curriculum was the introduction of a practical active shooter exercise.  This 
new topic was introduced after the students had viewed the video on the active shooter and have had the 
demonstration by the university police chief on how the local police will respond to an active shooter in 
this school.  This new training began by moving the students into an abandoned building on campus 
containing classrooms.  The students were placed in a classroom setting and asked to select a teacher who 
then began to teach a topic.  The students were told to expect something while they are teaching but not 
told what it would be.  As the students listened to their peer teacher, the police chief began firing blanks at 
the end of a long hallway.  The trainers then evaluated how the teacher and his/her students reacted to the 
sounds of gunfire.  These results were observed: the teacher closed and locked the classroom door, moved 
the students into a protected part of the classroom and simulated calling 911.   
     An intense debriefing followed this section.  The students stated they did not know what gunfire 
sounded like inside a large building and directly outside of their classroom.  The reactions of the peer 
teacher and students demonstrated they had learned how to secure their classroom and their students.   
     Other new topics covered in this curriculum were cyberstalking and cyberbullying.  These topics were 
introduced after the verbal abuse training section in this curriculum. First, the pre-service teachers were 
asked to define cyberstalking or cyberbullying. After a discussion on their definitions, a media clip was 
shown detailing the cyberstalking that led to the death of Megan Meir.  The clip included an interview 
with Meir’s parents describing what lead to her death, the investigation of the police and the subsequent 
identification and arrest of a suspect.  The trainers then followed up with the outcome of the first trial, 
then the appeal where the suspect was found not guilty of this crime (Auerbach, 2009).   
     Willard (2006) defined various forms of cyberbullying including flaming, harassment, “dissing”,  
impersonation, outing, trickery, exclusion, and cyberstalking.  After these definitions were explained, 
details on the various types of tools used to commit these incidents (Internet, email, instant messaging, 
and various social networking sites) and other aspects of these types of crimes were discussed.  The extent 
of cyberstalking or cyberbullying indicates that over 75% of our K-12 students experience these forms of 
bullying in the United States today (Wolpert, 2008).  This section concluded by giving the students 
prevention tips they can give their students and parents regarding cyber crimes.  The length of this 
iteration of the training was 8 hours over a two day period of time.  All students were given a post survey 
to complete after this training.  
Fourth Curriculum  
     All of the topics in the prior curriculums are covered in this session. However, these new topics were 
added:  how to deal with confrontational parents and terrorism in schools.  The new topic on how to deal 
with confrontational parents was inlcuded following the verbal abuse section.  This section was developed 
following discussions with local in-servcie teachers on the increased numbers of confrontational calls 
from parents they were experiencing during the year.  In this section, pre-service teachers were taught 
how to deal with confrontational parents through developing active listening skills as well as some 
suggestions to consider prior to responding to an angry parent. After pre-service teachers were given 
some ideas to increase their listening skills, they were asked to apply these skills through some scenario 
based role-playing situations.  
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     The other new topic involved the introduction of terrorism in schools.  Participants were shown how 
terrorism has been used over the past twenty years in attacking schools and students in countries outside 
of the United States.  They were given numerous examples of terrorist attacks that have occurred on 
schools and students in European and Middle Eastern countries since 1978.  Two international incidents 
were used to illustrate how terrorist target schools. These were the incidents in Beslan, Russia and 
Bovendsmilde, Holland.  Both of these incidents were discussed showing how the two countries reacted 
to a takeover of a school by terrorists.  Participants were given an overview on what happened in these 
locations, the results of these incidents, and what lessons have been  learned by the police and 
governments involved.  The students were then were given possibilities and probabilities of terrorist 
attacks in our country.  This new area is being introduced due to the continued terrorist threat still facing 
our country.   
     Participants were urged to ask their administrations to provide them with policies and procedures on 
how to deal with active shooter(s) incidents as a preparation step for this section.  The final part of this 
training involved the development of a practical table top exercise using police administrators and school 
administrators working through their teachers in handling an active shooting incident (Dorn, 2005). 
Measuring the Effectiveness of This Curriculum 
     Since 2007, all elementary and middle school pre-service students have been given a survey 
questionnaire preceding the training of the topics in this curriculum.  About 550 participants have taken 
the pre-survey. A large percentage (70%) of these felt they knew a lot about school violence and yet 91% 
reported they had no training on school violence at all. About 45% of participants felt they could not 
protect themselves or their students in the event of violence in their classroom and 79% were worried 
about the possibility of violence in their classroom sometime in the future. Additionally, 81% of 
participants responded not knowing how to report school violence concerns or the existence of a weapon 
on campus. 
     These results indicated some of the training topics needed in developing this evolving curriculum.  
These results highlight the need for practical applications and skills for our future teachers to have 
effective conflict resolution and problem solving skills in classroom management. This mirrors earlier 
research in this area that found similar indications (Kandakai and King, 2002, Alvarez, 2007).  
     Following the training sessions, a post program survey was given to all 550 of the participants. 
Participants indicated much higher percentages for each of the post program survey questions. Of course, 
all respondents indicated they have now had school violence training. About 99% acknowledge they had a 
lot of ideas on how to protect themselves and their students in the event of a violent episode on campus or 
in their classroom. This is quite a jump from the 45% who noted this before. About 79% of respondents 
indicated they were worried about the possibility of school violence in their school or classroom and 94% 
now felt they could properly report school violence or the existence of weapons in school if needed. 
     These pre and post survey results have remained consistent and appear to indicate  some measure of 
success that this classroom management training curriculum has had over the past four years.  For 
example, pre-service teachers who have taken part in this training now indicate they have a raised 
awareness of the possibility of school violence. One of the goals of this training is to help pre-service 
teachers understand that violence can happen anywhere, even in a small town. Additionally, post-survey 
results indicate that participants now have strategies in place to use in case of a violent situation on their 
campus. They report that they feel much better prepared to handle such an incident.   
Summary and Conclusions 
     Research continues to illustrate a variety of approaches to school violence training.  This evolving 
curricula dealing with behavior modification, creating safer school climates, and providing teachers with 
practical skills on dealing with the various levels of violence in our classrooms appears to be successful.  
The on-going development of a pre-service teacher and an in-service teacher curriculum discussed in this 
article and the results of the post survey data appear to indicate a degree of success for these future 
teachers and their peers.  As types of classroom violence change, there is a need to continually update and 
modify any type of training program to include these new types of events. This curriculum has evolved 
over time and will continue to evolve as classroom management issues and circumstances change. Using 
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pre and post test survey results, the effectiveness of an evolving curriculum focused on providing students 
with practical skills in handling various levels of classroom violence appears to be successful. The data 
suggests that pre-service teachers are now better prepared to deal with a variety of levels of violence in 
their classrooms.  These results suggest that additional research continues to be needed regarding school 
violence and the preparation of pre-service teachers training programs in the future. 
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Appendix A 
School Violence Survey Sample Questions 

 
Please rate each of the following statements based on your personal knowledge and experience. 
 
1. I know a lot about violence in schools. 
 
__ Strongly Agree __Agree __Disagree __Strongly Disagree 
 
2. I have had training on school violence. 
 
__ Strongly Agree __Agree __Disagree __Strongly Disagree 
 
3. I think training about school violence is important for teachers. 
 
__ Strongly Agree __Agree __Disagree __Strongly Disagree 
 
4. I am aware that my school has a plan in effect for dealing with school violence. 
 
__ Strongly Agree __Agree __Disagree __Strongly Disagree 
 
5. I have ideas about how I could protect myself and my students in the event of violence in my 
current or future classroom. 
 
__ Strongly Agree __Agree __Disagree __Strongly Disagree 
 
6. I am worried about the possibility of school violence in my current or future classroom. 
 
__ Strongly Agree __Agree __Disagree __Strongly Disagree 
 
7. I have discussed the possibility of school violence and how to react to it with my principal or 
peers. 
 
__ Strongly Agree __Agree __Disagree __Strongly Disagree 
 
8. I am aware that there is violence in schools but do not think it will ever affect me.  
 
__ Strongly Agree __Agree __Disagree __Strongly Disagree 
 
9. I know how to properly report school violence or the existence of weapons in school if needed. 
 
__ Strongly Agree __Agree __Disagree __Strongly Disagree 
 
10.  What sources have you used to learn about school violence? 
 
11.  BRIEFLY describe any school violence training you have had (what topics were covered, how 
delivered, etc.). 
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Appendix B 
Dealing With a Suspected Weapon in a Backpack 

 
Key points to remember when dealing with any backpack suspected of containing a weapon: 
 

• Get the students away from the backpack/weapon 
• Separate the weapon and secure it immediately 
• Take care of the students 
• Get police involved a.s.a.p. 
• Document the incident 
• Deal with the emotional fall out of students and yourself 
• Follow up with rumor control, etc. 
• Follow up dealing with parents 
• School policy appears to be lacking-be prepared! 
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     The mentor teacher has a crucial role in the development of the future social studies teacher (intern or 
student teacher).  Actively involving mentor teachers in the teacher education program and providing 
appropriate training to mentor teachers can enhance the ability of mentor teachers as they work with 
future teachers. 
     According to Morehead, Lyman, and Foyle (2009, pp. 21-34), the mentor teacher performs three 
critical functions as he or she works with a future teacher.  The effective mentor teacher is able to model 
appropriate instructional practices and to explain the rationale for instructional decisions to the future 
teacher.  The mentor teacher helps the future teacher to plan effective lessons and provides assistance in 
sequencing the future teacher’s clinical experience so that the best use is made of available time.  As one 
of the supervisors of the future teacher, the mentor teacher provides important feedback to the future 
teacher and helps the future teacher evaluate his or her own teaching practices.  
     Improving the effectiveness of the mentor teacher involves a cycle of five processes. These processes 
require restructuring teacher education programs from traditional programs whose effectiveness has been 
questioned.  (Levine, 2006, p. 9)  As the diagram indicates, these processes are:  articulating curriculum 
goals, creating the setting, generating feedback, promoting reflective practice, and welcoming new 
mentors.  

(See Diagram) 
Articulating Curriculum Goals 
     The mentoring process depends on a well-articulated teacher education curriculum that prepares the 
future teacher for success in his or her clinical experiences.  Ideally, the curriculum development process 
would involve the university faculty in analysis and discussion of issues such as national and state 
standards, subject matter requirements, sequencing, and assessment.   
     Teachers and administrators from P-12 schools should be active participants in the process of 
identifying curricular goals. Since community colleges also provide course work for many future 
teachers, their faculty should also be actively involved.   (Mann & Lyman, 2007, pp.  80-82) 
     One of the most challenging tasks of the curriculum articulation process is to determine how much of 
the teacher education curriculum can ‘move’ to the clinical setting of the P-12 school.  Considerable trust 
and mutual respect must be built between university faculty and public school personnel so that future 
teachers get an appropriate mix of theoretical understanding and opportunities for practice in the 
appropriate setting. 
     Performance assessment provides one of the most useful ways to determine the growth of the future 
social studies teacher. Authentic performance tasks with clear assessments help the mentor teacher to rate 
the future social studies teacher’s performance in the classroom accurately and fairly.   
Creating the Setting 
     Professional development schools (PDS) have much to offer the future teacher, the mentor teacher, the 
university faculty member, and P-12 students.  To create this setting requires such difficult and time-
consuming tasks, such as building trust among participants, sharing governance of the teacher education 
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program, and developing ways to communicate on a regular basis.  (Morehead, Lyman, & Foyle, 2009, 
pp. 12-15) 
     For the future social studies teacher, the PDS setting provides the opportunity to interact with teachers 
and administrators who have shared in the planning and development of their teacher education program.  
Training has helped the mentor teachers develop the skills to become effective mentor teachers. As an 
active partner with the university, the PDS enhances the clinical experiences of the future teacher.   
     For mentor teachers, the PDS setting provides an opportunity to share their skills and expertise with 
the future social studies teacher in their own classrooms.  Mentor teachers benefit from the opportunity to 
plan with future social studies teachers and to articulate the reasons for teaching decisions made by the 
mentor.  Mentors can also serve as presenters for future social studies teachers, providing up-to-date 
information and relevant examples of current practice. 
     For university faculty, the PDS setting provides opportunities to keep up to date with current research 
and practice in the field.  Faculty members can use examples from PDS settings in their teaching and 
conduct research in PDS classrooms. The PDS setting also allows the university faculty member to model 
teaching for social studies interns with actual students and to return to the school setting for a period of 
time. The P-12 students also benefit from being in a PDS setting. The students have more opportunities 
for help when future teachers are in the classroom. Positive effects on student achievement and attitude 
have been reported as benefits of PDS settings. 
Promoting Professional Growth 
     Future social studies teachers grow as professionals when they receive appropriate supervision and 
guidance from their university supervisors and from mentor teachers. Both university supervisors and 
mentor teachers need to have opportunities to develop the skills necessary to work with future social 
studies teachers. These skills include: building trust in the supervision process, communicating 
effectively, collecting data, and providing effective feedback to the future social studies teacher.  
(Morehead, Lyman, & Foyle, 2009, pp. 67-83) 
     When conferencing with a future social studies teacher about his or her teaching, university 
supervisors and mentor teachers need to utilize effective conferencing strategies.  For example, a 
supervisor can use effective questioning strategies to help the student teacher think about the reasons for 
his or her teaching decisions.  The effective supervisor also encourages the future social studies teacher to 
think about effective teaching strategies and possible solutions to problems or challenges as part of the 
conferencing process.  (Lyman & Foyle, 1989) 
     Clarifying questions help facilitate the supervisor’s understanding of the reasons for decisions made by 
future social studies teachers and help to actively involve the future social studies teacher in the 
conferencing process. The supervisor’s appropriate use of clarifying questions demonstrates the 
supervisor’s interest in the future social studies teacher, the supervisor’s support for the future social 
studies teacher, and the supervisor’s commitment to accuracy in the supervision process. 

Some examples of clarifying questions: 
Was this a typical day in the classroom? (important for the university supervisor who 
may not be familiar with the class as a mentor teacher would be) 
How do you think the lesson went today?   
What might you do differently if you were to teach the lesson again? 
How did you know the students were ready for this lesson? 
What changes did you have to make in your lesson plan as you were teaching? 
What do you plan to do with the students during the next instructional period? 
What did you learn about yourself as a social studies teacher from teaching this 
lesson? 

     Supervisory conferences with future social studies teachers are an important aspect of the future social 
studies teachers’ professional growth and development.  When future social studies teachers are 
encouraged to become active participants in the process by trained university supervisors and mentors, the 
value of the time spent in observing and conferencing is enhanced. 
Encouraging Reflective Practice 
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     Future social studies teachers need to demonstrate the ability and commitment to reflect about their 
teaching, their professional behavior, and their attitudes to grow and develop as professionals.  Teachers 
who are reflective practitioners are able to reflect and learn from the experiences that occur during their 
clinical experiences.  They assume responsibility for their teaching and seek to improve their practice.  
Collaboration with other professionals is an essential part of reflective practice.  (Larrivee, 2009, pp. 10-
19) 
     Written reflection is one strategy for helping future social studies teachers develop the habit of 
reflective practice.  After a lesson, for example, the intern may be asked to reflect on questions such as the 
following ones.   (Emporia State University, 2010) 

What went well during the lesson? 
How did you know that the students achieved the objectives of your lesson?  
What attitudes or behaviors did you notice from the students while you were teaching 
this lesson?  
What changes might you consider if you were to teach this lesson again? 
What would you do if you had the opportunity to plan and teach a follow-up lesson to 
the same group of students? 

     A written journal may also be helpful to the future social studies teacher. During the clinical 
experiences, the intern makes a daily entry describing his or her experiences, feelings, insights, or other 
relevant information.  The journal can be helpful to the university supervisor in assessing the growth of 
the intern and in responding to questions or concerns. 
     One of the most valuable tools for reflective practice is for the future social studies teacher to record 
his or her teaching for analysis. Since many interns are reluctant to view themselves on video, university 
faculty can model the benefits of this strategy by including video examples of appropriate teaching 
behaviors in methods classes. Video examples, which include university faculty members and interns 
modeling strategies, can be an especially appropriate way to encourage future teachers to try their own 
videotaping.  
Welcoming New Mentors 
     As they become social studies teachers in their own classrooms, graduates of the teacher education 
program have invaluable insights to share about their experiences.  Teacher education programs should 
use tools such as follow-up surveys of graduates, surveys of employers, and focus groups to get 
systematic feedback about the program’s strengths and weaknesses. 
     It is especially exciting to welcome new mentor teachers who are graduates of the teacher education 
program. Their insights and experiences, familiarity with the program, and rapport with faculty members 
make these prospective mentors especially valuable for future social studies teachers to work with in the 
profession.  As new mentors join those already working with future social studies teachers, the cycle 
described in this paper continues as the new mentors’ ideas on curriculum, program design, strategies for 
promoting growth, and ways to encourage reflective practice are used to enhance and improve the quality 
of the program. 
Summary 
     To prepare the social studies teachers of the future, one of the most important factors is the mentor 
teacher who works with them in their clinical experiences. Mentor teachers can more effectively function 
in this important role when the curriculum of the teacher education program, including assessment 
procedures, is clearly articulated.  Creating professional development school settings have many benefits 
for mentors and for future social studies teachers.   
     In order to be effective mentors, teachers need specific training to promote the professional growth of 
the future social studies teachers with whom they work. Modeling reflective practice and encouraging 
future social studies teachers to become reflective practitioners is one of the most important roles of the 
mentor teacher.  New mentors provide new ideas and experiences which continue to make the education 
of future social studies teachers relevant and stimulating. 
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Abstract:  
     Prepared lectures delivered by native English speaking professors may move too quickly for non-
native English-speaking students to comprehend the content. Reading material used to supplement 
classroom lectures can become very cumbersome as students struggle to read quickly yet comprehend the 
reading. A two-pronged approach of changes in content delivery by the professor and the use of reading 
strategies commonly used in K-12 classrooms may assist non-native English speaking students in 
improving the comprehension of lectures and reading materials. 
     International students contribute nearly $18 billion to the United States economy and the number of 
students enrolling in U.S. higher education continues to increase each year, although the rate of increase 
has slowed down over the last few years (Fischer, 2009; Open Doors 2010). The trend prior to the 2001-
2002 academic year was for international undergraduate students to outnumber international graduate 
students. Between 2002 and 2008, the growth in international graduate student enrollment outpaced that 
of undergraduate students (Fisher, 2009). However, the trend has reversed to the previous larger 
undergraduate student enrollment. This reversal may impact graduate programs which have relied on 
foreign enrollment but, it also impacts the courses offered for the undergraduate students where class size 
is normally much larger than found in graduate level courses (Kwon, 2009). 
     There may be a number of contributing factors to the increase in international student enrollment in 
U.S. higher education; however, one contributing factor could be the decreased cost of an American 
education due to the decrease in the value of the dollar. This relative decrease in cost results in a United 
States education becoming within the reach of middle income families for students at the undergraduate 
level. This is particularly true for undergraduate students from China where families have been saving for 
higher education since their child’s birth and, thus, have the greatest number of students enrolled in U.S. 
schools compared to other countries.  
     The influx of international students sets a different tone in the traditional university classroom where 
professors may speak quickly, stray off-topic, interact with students, and sporadically write notes on the 
board. Students who are non-native speakers of English will demonstrate behaviors that indicate 
understanding even though they are not following the class lecture or the class discussion that is likely to 
be carried on by a few English-proficient students (Huang, 2004). International students may appear to be 
listening and comprehending the lecture but, listening is a very complex task that requires students to 
access prior knowledge to make sense of the spoken word. Academic listening requires the ability to 
distinguish between relevant and non-relevant information (Huang, 2005). Since lectures may include 
long stretches of unimportant information as professors digress or give examples, distinguishing between 
relevant information and information that is not relevant may be particularly difficult for international 
students. The instructional style of United States professors can be challenging for Chinese students who 
are more familiar with the pragmatic approach used in Chinese classrooms. Chinese students are taught to 
respect and obey authorities and not to question the professor (Huang, 2005). 
     Even though students have studied English formally and appear proficient in conversation, they may 
still have difficulty listening to an academic lecture due to the differences in reading and speaking English 
common to native speakers (Ferris & Tagg, 1996). Non-native speakers are likely to pay more attention to 
what is said sentence by sentence rather than extracting meaning from the overall lecture. In addition to 
the difficulty international students may experience listening to academic lectures; Kwon (2009) found 
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differences between undergraduate and graduate classes. The level of the students influenced the 
willingness of professors to encourage international student participation in class discussions. Professors 
of graduate students, where classes are likely to be smaller than undergraduate classes, were more willing 
to encourage international student participation in class discussions.  
Lecture Strategies 
     Huang (2004) found that well-planned lectures rather than free-flowing lectures are easier for non-
native speakers of English to follow. A well-planned lecture, with a clearly established focus for the 
students, is less likely to include digressions and non-relevant information so the understanding by 
international students would be facilitated more readily. Here, it may also be helpful for the professor to 
discuss the relevance of the support materials with the students. This step is important when providing 
supplemental materials to Chinese students as Huang (2005) found that Chinese students are more 
familiar with a lecture style that closely follows the textbook and may become confused when professors 
stray off-topic.  
     PowerPoint lectures in chemistry classes, when provided to the students prior to class, assist students 
in staying more on-topic by providing structure and organization (Cook & Cook, 2006). However, 
Bartsch and Cobern (2003) found that PowerPoint lectures may have the opposite effect of being more 
confusing if the presentations contained non-relevant information or pictures.  PowerPoint lectures may 
be more free-flowing by nature because the need to stop and write important points on the board is 
eliminated. Professors using PowerPoint lectures, especially with international students, should be 
cognizant of this effect. 
Presentation of Text 
     The presentation of text has an impact on the recall of facts. Text that is presented one sentence at a 
time places more demand on the learner to remember content from each sentence than text that is 
presented in its entirety allowing the learner to comprehend the whole (McCrudden, Schraw, & Hartley, 
2004). Non-native English speaking students read one sentence at a time much the same way they listen 
to one sentence at a time during the class lectures. This can result in limited comprehension of the content 
by the students. The difficulty in comprehension is exacerbated when professors stray from the textbook 
to include stories, supplemental information, and anecdotes of which the students are unlikely to have 
prior knowledge thus resulting in the lecture becoming more incomprehensible.  
     To enhance understanding of content presented in class during lecture as well as that of reading 
assignments, a few strategies commonly used in K-12 classrooms can be helpful. Concept definition 
mapping, paired reading, and jigsaw reading are a few of the common strategies used to improve reading 
comprehension in English language learners (ELL) as well as native English speaking students (Chang, 
Sung, & Chen, 2002; Enguidados & Ruiz, 2008; Li & Nes, 2001; Nes, 2003).  
Jigsaw Reading 
     Jigsaw reading involves small groups of students each reading a different portion of the text and 
explaining their portion to the other students in the group. In this manner, the time required to read the 
entire text of a selection is usually reduced and the students tend to have increased understanding of the 
material as a result of explaining it to their peers (Wedman, Kuhlman, & Guenther, 1996). International 
students may struggle to comprehend one sentence at a time but, when the reading selection is shortened 
by the jigsaw method and native English speaking students are grouped with international students, 
comprehension of the reading material may be increased. Listening to the native English speaking 
students summarize a section of the article helps the non-native English speaking student interpret 
vocabulary encountered in the reading. Here, it is important to realize that the groups should not be 
homogeneous with all international students grouped together. There may be problems with 
heterogeneous groups such as U.S. students relegating international students to more novice roles thus not 
treating them as equal partners (Parks & Raymond, 2004). The concept of ‘saving face’ may cause 
Chinese students to stick together and therefore not participate in the class because they do not want to 
take up others’ time by working to understand or to formulate questions. If non-native speakers have not 
developed good listening skills first, attempting to speak may be frustrating to the student and force them 
back to their native language sentence structure or even vocabulary from the first language (Fang, 2011). 
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This can be detrimental to both the development of the second language listening and speaking skills. To 
avoid this problem, it is important for the professor to set the expectation that all students will be treated 
equally.   
     McCrudden, Schraw, and Hartley (2004) in their study of the influence of text presentation, found that 
it is much easier to comprehend text which one is able to read in its entirety rather than struggling with 
one sentence at a time. In the case of the jigsaw strategy, the interaction with peers who understand and 
can explain the text may facilitate comprehension if the aforementioned cautions are incorporated. 
Paired Reading  
     A variation of paired reading is another strategy that can assist international students in 
comprehending text. Paired reading normally involves the use of short (no longer than two pages) 
selections where students are instructed to sit with a partner and begin reading. As they came across 
words or concepts that are difficult, the students ask their partner what s/he thought or understood, then, 
once this started, the idea is to take turns reading to each other; however, reading to each other is not 
absolutely necessary (Routman, 1991). Paired reading is normally used in elementary and middle school 
education but can be used to increase comprehension and reading fluency at any academic level. It is 
similar to reading directions for assembling a new household item with a partner. As the two adults work 
through the directions, each will confirm with the other various points throughout the directions. 
Concept Definition Mapping  
     Another strategy that can be integrated into classes is the concept definition map. This is a variation of 
the concept map many teachers use in elementary and middle school (Vanides, Yin, & Tomita, 2005). 
Students are given vocabulary and/or concepts and asked to map out the words connecting the various 
words or concepts together in a way that makes sense to them personally. In a concept definition map, 
students include a definition near the word or concept. The definition should be written in student-friendly 
language, not copied directly from the text. Figure 1 shows a simple concept definition map with Taxes as 
the central concept and a few types of taxes linked to the central concept. Students develop the definitions 
based on discussion in small groups. An extension of this lesson includes student groups sharing their 
concept definition maps with the class. As each group shares their map, the teacher develops a common 
map built from the contributions of each group. In this manner, the map can be used to ensure students’ 
final understanding is not based on incorrect definitions. (See Appendix A for an example of a Concept 
Definition Map). 
     Concept definition mapping can be particularly challenging to international students, especially 
Chinese students, as they are not familiar with the concept of “give and take” in the classroom but rather 
are familiar with listening to the professor (Ferris & Tagg, 1996). Concept definition mapping requires 
interaction between students and between groups of students and the professor.  
     English language learners often feel they must know all the words to understand the reading. It 
is important to teach the students that it is possible to learn strategies to connect concepts 
(Auerbach & Paxton, 1997). While using concept definition mapping, students are instructed to 
close the textbooks as the instructor combines the maps developed by the different groups. This 
may cause discomfort for Chinese students in particular as they are more comfortable with 
lectures that closely follow the textbook. Huang (2005) found that 71.8% of Chinese students in 
one study reported that American professors’ failure to follow the textbooks affected their 
comprehension. Concept definition mapping is a strategy to assist students in comprehension but 
does not follow the text step by step. This strategy takes practice.  
     Use of various colors of chart markers and encouraging students to draw pictures or diagrams when 
they cannot explain the concept in English can provide an incentive for students to be creative much the 
same as elementary teachers will provide colors and shapes to students when working with concept 
mapping. Drawing pictures helps students to access background knowledge which has been shown to 
increase the comprehension of new vocabulary of that topic (Pulido, 2007). As the whole class concept 
map is developed, the pictures can be put into words by the professor so the students will be able to relate 
their prior knowledge to the new concept.  
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Additional Suggestions 
     When planning a class session that will involve reading and discussion of a selection during class, 
providing the reading selection to the non-native English speaking students before the class session is 
helpful. This allows the students to take the necessary time to read through the material and be prepared 
for class rather than attempting to read as quickly as their U.S. counterparts during the class period. The 
author has found that an article or short reading selection that normally takes 10-15 minutes for a native 
English speaking student to read may take up to 40 minutes for non-native English speaking students. 
When adequate time in class is provided for those students who are struggling slowly through the reading, 
other students will become frustrated waiting for their classmates to complete the reading. Allowing the 
non-native English speaking students the time outside class avoids frustration for all students. 
     The Final Word is one strategy that lends itself particularly well to providing students with the reading 
selection in advance. For this strategy, students are placed in groups of 4-5 students, keeping in mind that 
groups should be heterogeneous just as with the jigsaw reading strategy. All students read the entire 
selection and identify 2-3 points that they find particularly interesting. Once all have completed reading, 
one student will read a point that s/he found interesting. Then, moving around the group, each student 
comments on that point with the first student ending up the discussion on that point with their own 
comments, thus the name of the strategy: The Final Word. The process continues until each student has 
had the opportunity to have the final word on a thought. It is not uncommon for students to identify the 
same thought in a selection which is the reason for each student to select 2-3 points. Selecting more than 
one point lessens the likelihood that an individual student will be left without anything to say. When the 
reading selection is provided before class, international students have the time to read carefully and 
identify points whereas if provided during the class session, non-native English speakers may have 
difficulty keeping up with the other members of their group. This strategy is effective in encouraging 
interaction between U.S. and international students and is also a good way to lead into a healthy class 
discussion. In addition, this strategy provides non-native speakers an opportunity to listen to native 
speakers discuss the meaning of the written word while being able to refer back to the actual words in 
print. 
Conclusion 
     The strategies discussed in this paper have all been used by the author with varying degrees of success. 
The lecture strategies and reading comprehension strategies of jigsaw reading, paired reading, concept 
definition mapping have all been shown to be effective with native and non-native English speaking 
students. Each strategy has the common element of encouraging dialogue between the non-native English 
speaking students and the native English speaking students. In this way, non-native speakers are exposed 
to new perspectives on written language which will help them in constructing new meanings for words 
that may otherwise be incomprehensible due to cultural differences. The additional strategy The Final 
Word exposes both the native and non-native English speaking students in the class to new perspectives if 
the professor has taken care to group students heterogeneously. Qi (2001) found that when non-native 
English speakers were paired with native English speakers and presented with culturally loaded words, 
the subjects collaboratively negotiated meaning for the word resulting in increased comprehension of the 
material by the non-native English speakers.  
     Teaching content in English to non-native speakers can be challenging but provides an opportunity for 
professional growth that can be carried throughout other teaching assignments. A student of Chinese 
origin approached the author after a class where concept definition mapping was used and said: “I like the 
way you teach because now even my Chinese books have more meaning.” When asked for an example, 
the student indicated that now he draws pictures of the ideas and connects them together to make sense. 
Clearly, this student had integrated the strategy of concept definition mapping into his own repertoire of 
learning strategies. 
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    Professional development has been called staff development, in-service training, and human resources 
development; according to Ubben, Hughes, and Norris (2007, p. 185) it was considered something “done 
to” teachers in a relatively short time period to enable more effective teaching behavior in classrooms.  
Darling-Hammond, Chun Wei, Andree, Richardson, and Orphanos (2009a) noted that 40 states have now 
adopted the National Staff Development Council’s (NSDC) Standards for Staff Development emphasizing 
the national and state importance now being placed upon professional development for teachers. 
     The purpose of this manuscript is to discuss the findings of survey research to identify educators’ 
perceptions of their professional development experiences, particularly as they relate to student learning, 
professional development models, and recommendations for improvement. 

Literature Review 
     This literature review used the following topics as the framework for presentation: background, status, 
and models. 
Background 
     Jazzar and Algozzine (2007) explained that doctors, lawyers, and engineers attend continuing 
education courses for professional development at universities that offer summer school, evening, 
weekend courses, and online courses for educators. These authors recommended that school districts and 
higher education institutions maximize efforts for collaborative professional development. Jazzar and 
Algozzine suggested the professional development must be standards-based and aligned with the needs of 
the school in terms of student achievement. 
     Copland and Knapp (2006) suggested that professional development was a key factor for change when 
involving a focused set of professional development activities that involved teaming and collaboration 
with cross-grade groupings and vertical teams. These authors found teacher input, monitoring, and 
follow-up essential. 
     Chang (2003) noted that successful 21st

     Darling-Hammond, Chung Wei, Andree, Richardson, and Orphanos (2009a) noted that teachers learn 
from experts, mentors, and peers about improving their professional classroom performance. These 
authors noted that “improving professional learning for educators is a crucial step in transforming schools 
and improving academic achievement” (p. 3). 

 century professional development for teachers’ strong 
commitment to quality, content, time, growth, prioritization, and long-term continuation must be made. 
This author stressed the importance of selecting training that is useful, meaningful, and relevant to 
professional development participants. 

     Ubben, Hughes, and Norris (2007) explained that three current paradigm shifts have affected the 
design and delivery of professional development. First, results-driven education requires measurement of 

52



any professional development program by the effectiveness of the instructional behavior of teachers who 
impact student learning. Second, systems-thinking impacts professional development by encouraging a 
broader view of any change in curriculum, instruction, or assessment upon all aspects of the organization. 
Finally, constructivism has shifted emphasis on passive learning to active teacher involvement in learning 
activities (Ubben, Hughes, & Norris, 2007). 
Status 
     Darling-Hammond, Chung Wei, Andree, Richardson, and Orphanos (2009b), representing the National 
Staff Development Council, reported current findings concerning the status of professional development 
in the nations’ schools. These authors reported that most teachers participated in short-term workshops 
including no longer than 16 contact hours over the past year. Darling-Hammond et al. stated their survey 
data indicated that only 17% of the teachers participated in collaborative efforts suggesting mentoring, 
coaching, and peer observations were popular. These researchers stated that the teacher respondents found 
content-related learning most helpful and that “teachers reported they had not had even one day of 
professional development supporting special education or limited English proficient students in the past 
three years” (p. 6). Darling-Hammond et al. found that the teachers in their study requested training in the 
content areas they teach, classroom management, teaching students with special needs, and technology 
use in the classroom. 
Models 
     Ubben, Hughes, and Norris (2007) have identified and discussed five models of professional 
development saying that professional development must become multifaceted in delivery. 
     Individually guided professional development. This model assumes that teachers know their own 
developmental needs and are motivated to direct their own learning experiences (Ubben, Hughes, & 
Norris, 2007(). 
     Observation and assessment. This model is peer related and provides opportunities for teachers to 
provide positive feedback to each other that may not have always been available from the principal. This 
model included peer coaching, team building, collaboration, and clinical supervision (Ubben, Hughes, & 
Norris, 2007). 
     Involvement in development/improvement process. This model related directly to school 
improvements, particularly to solve problems related to effectiveness. This model assumes that teachers 
can best identify learning problems and that teachers are action researchers, independent learners, and 
problem solvers related to curriculum and instruction issues (Ubben, Hughes, & Norris, 2007).  
     Training model. This model is the most commonly used and most cost effective model according to 
Ubben et al. (2007). Ubben et al. expressed concerns about the transfer of teacher learning to instructional 
behavior in the classroom. These authors emphasized the importance of reinforcement of initial training 
through follow-up procedures such as mentoring or peer coaching (Ubben et al., 2007). 
Purpose 
     The purpose of this study was twofold: to identify teachers’ perceptions of professional development 
activities in public schools; and to identify teachers’ perceptions of their own professional development 
activities and their own training experiences. 

The Study 
     The following topics form the framework for this study: design, instrument and limitations; data 
collection, questions, and sample characteristics; data analyses and findings; summary, conclusions, and 
recommendations. 
Design, Instrument, and Limitations 
     A non-experimental design was selected using a cross-sectional survey method. The survey instrument 
was developed based upon the literature review covering the models, standards, and content of 
professional development. Part one related to demographic information. Part two addressed 30 items of 
interest in the form of five Likert-type responses on a continuum from strongly disagree to strongly agree.  
Part three contained three open-ended questions to encourage a greater range of responses. A panel of 
experts, including university professors and educational professionals from the field, provided face 
validity for the instrument. 
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     The 30 survey items were scored on a 5-point Likert scale with a total possible range of 30-150, where 
higher scores indicated stronger agreement with the survey item. Internal consistency reliability was 
determined using Chronbach’s coefficient alpha. Although total survey scores approximated a normal 
distribution, individual items tended to display a negative skew clustering around the higher range for 
most items. Total instrument reliability yielded a .94 Chronbach’s alpha. 
     Survey items were grouped into the following scales for inferential analysis of group differences. 
Three scales emerged as follows: professional development models scale with internal reliability of .80; 
professional development standards scale with internal reliability of .79; and professional development 
content scale with internal reliability of .74. 
     A basic assumption underlying this study included the premise that teacher participants were familiar 
with and actively participated in professional development activities. The limitations of this study were 
associated with survey methodology and included the experiences and biases of participants as well as 
responding at one point in time, the voluntary nature of survey responses and completion, and 
generalizability outside Texas.  
Data Collection, Questions, and Sample Characteristics 
     The survey instrument was distributed through electronic mail to educators enrolled in an online 
master’s program in Educational Leadership in Texas. A major research question for this study addressed 
mean differences as follows: 
Are there mean differences among each of the three scales’ models, standards, and content with respect 
to the grouping variables of gender, age, years of experience, and job title? 
     A total of 260 surveys were returned of which 168 (64.62%) contained analyzable data. The majority 
of the respondents were female (84.5%). The age ranges of the respondents were fairly evenly distributed 
with 35.1% ranging between 21-35 years; 33.3% ranging between 36-45 years; and 31.6% ranging over 
45 years. Over one-fourth (27.4%) of the respondents reported over 15 years teaching experience while 
26.2% reported four to eight years teaching experience. Another 21.4% reported between 9 and 12 years 
experience. The majority of the respondents were teachers (76.8%). Sixteen percent reported “other” in 
the job category suggesting such job titles as “leadership” or “administrator” designations. 
Data Analysis and Findings 
     Mean differences on the total survey scores as well as the three different scales were tested with a one-
way pure between analysis of variance or t-tests for independent samples, as appropriate. None of the 
independent variables of gender, age range, years of experience, and job title produced significant mean 
differences with the dependent variables across total responses and the three strands of models, standards, 
or content. These findings suggest that the participants’ responses were not statistically different. When 
examining the popularity of current professional development models, 86.90% responded to the training 
model while another 73.81% responded to the observation and assessment model. The inquiry/action 
research model (27.97%), mentoring (31.55%), and university coursework (32.74%) appeared to be the 
least popular models. The most popular content appeared to be school safety (69.65%) and technology 
(68.45%) while the least popular content appeared to be the RtI process (50%) and classroom and 
behavior management. 

Qualitative Results 
     Responses to the four open-ended questions provided substantial insights into respondents’ 
perceptions of professional development. Creswell’s (2007) data reduction method was utilized and then 
reviewed by two of the researchers to establish inter-rater reliability of the analysis. The three qualitative 
questions formed the framework for discussion of the qualitative results. 
1.  What were participants’ perceptions of professional development effectiveness during the past year? 
     One hundred fifty eight (60%) of the total 260 teachers responded to this question. Of those 
responding, 68 (43%) perceived that professional development was effective for student learning with 
several qualifiers added. Twenty-one respondents (13%) felt professional development could be effective 
if the teachers followed through and utilized the training to modify their instruction to help students learn. 
Twelve percent noted that professional development provided teachers insight to become a better teacher. 
One participant remarked that “teachers with below 10 years experience have more to gain than we let 
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on.” Seventeen percent agreed that professional development played a large role in student learning while 
expressing the attitude that if teachers were not kept up-to-date in areas such as interpreting student data 
or appropriate technology use, they would not be able to improve student learning. 
     Some of the respondents cited reservations concerning their perceptions of the effectiveness of 
professional development. For example, 10% of the respondents felt that their professional development 
training must be student centered to be effective, such as a focus on the curriculum or teaching strategies. 
Several commented that their district professional development focused more on procedures rather than 
on student learning. Five percent of the respondents felt teachers needed to be given time to internalize 
training and collaborate for professional development to be really effective. 
     Forty (25%) of the responses tended to be negative where teachers perceived the professional 
development was not effective for student learning. Sixteen percent of the teachers felt that professional 
development was a waste of time because the training was dull or did not pertain to them. Twelve percent 
noted that teachers did not give training a chance. If they could not use it immediately, they scrapped it 
without any follow up. This group of respondents felt if there was more teacher support for 
implementation, students could benefit. A few specific comments appear relevant. Specifically, 
“Professional development from outside the district is effective; in district professional development is 
not effective.” Another individual noted, “Too much GT training with no ESL or at-risk student training.” 
Lastly, one teacher wrote, “We need more professional development on technology.” 
2.  What were participants’ concerns relative to the effectiveness of professional development? 
     There were 260 teachers who responded to the survey with 171 (65%) responding to this item. The 
major concern expressed by the majority of respondents was lack of follow up after professional 
development training. Teacher respondents stated, “My major concern related to professional 
development is that all teachers aren’t applying what they are learning, and there is no follow up on 
what’s been taught.” Another teacher said, “Too often, there is not enough follow up with professional 
development activities. The information is given; educators are required to utilize it, but then most 
teachers end up not using it because no one is requiring that they use it.” 
     A second major concern expressed by the teachers (18%) was that the professional development topics 
provided were not relevant to their areas or needs. One respondent stated, “It should address more specific 
needs. Things that are relative to math are not necessary in English or band. Each subgroup should have 
curricula-specific professional development.” Another teacher wrote, “We must move away from one-
size-fits-all training. Some of my colleagues truly need this training, other do not. We also need to stop 
the “spray and pray” model and get to more just-in-time training.” Because topics were not relevant, 
about 5% of the respondents considered professional development a “waste of time.” Another 5% noted 
that there was no real change after professional development and this was a concern to them. 
     A third major concern expressed by 22% of the respondents was the lack of teacher input in planning 
professional development and that teachers were treated as deficient and in need of remediation. About 
7% were concerned about having to go outside their district for professional development and having to 
spend their own money to meet professional development requirements for teachers. A few commented 
on the lack of choices for professional development while one commented, “The professional 
development needs to include everyone.” 
     Several specific individual concerns included lack of resources for implementing professional 
development training, the need for more time to share and collaborate, and that the end of the school day 
was not a good time to require professional development. Several teachers expressed a concern about the 
lack of special education training and a need for training concerning how to work with both high and low 
students in the same classroom. Only 4% noted no specific concerns about their professional development 
training. 
3.  What were participants’ recommendations for improving professional development activities? 
     A total of 260 individual responded to this survey with 163 (62%) answering this item. The majority of 
respondents (20%) recommended teacher input in professional development planning. One individual 
stated: 
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While there will always be professional development that needs to occur that we, the 
teachers, are unaware of, there are also things that we “want” to know. Please let teachers 
have the opportunity to request specific professional development activities…or at least some 
of the topics we are trained over. 

Another teacher wrote, “Actually provide professional development sessions relative to teachers’ interests 
and current needs as it related to their classrooms.” About 5% requested more choices for professional 
development. 
     Sixteen percent made recommendations about the types of professional development that were 
available. Ten percent recommended less lecture and more hands-on activities. For example, “Showing 
how the training actually works instead of having a teacher simply tell us.” Another stated, “They needed 
to be TO THE POINT, then hands-on material, practice with colleagues, and go back to the classroom!” 
Other recommendations included recognition of work toward an advanced degree as professional 
development with district provision of funding incentives. Ten percent of the respondents recommended 
more time during the school day should be allocated to professional development and implementation of 
learning communities. One individual wrote, “Provide follow-up meetings either in person or via the 
internet. Provide a support locale where educators can post questions and share successes and failures.” 
Another wrote, “Give more time for collaboration with colleagues, more hands-on and small group 
involvement.” 
     A major recommendation made by 13% of the teachers was to develop and implement a professional 
development follow-up process to determine implementation, effectiveness, and the need for revisions. 
One individual suggested: 

Follow-up and re-enforcement by administrators and team leaders of PD. Administrators 
need to watch for PD practices during walk-throughs, addressing use/non-use of PD 
information with teachers. During team subject area meetings, team leaders should model 
aspects to the PD to encourage use by teachers. 

Another individual recommended, “Professional development should be accompanied by follow up. 
There should be several activities to help individuals share information and identify strengths or 
weaknesses of the program.” 
    Five percent of the teachers recommended more outside experts should be brought in to provide fresh 
ideas for professional development. A few individuals recommended that all general education teachers 
should be required to take special education law and best practices. Other individual recommendations 
included a need for more specific teaching strategies for classroom use, differentiated instruction, and 
action research projects. 

Summary, Conclusions, and Recommendations 
     One hundred sixty-eight educators enrolled in an online principal preparation program in Texas 
participated in this study. The majority of respondents were female teachers. Almost one-third (27.4%) 
reported over 15 years of teaching experience. No significant mean differences were found regarding 
survey responses. Training and observation/assessment models were most prevalent, while action 
research, mentoring, and university coursework was least prevalent. Current professional development 
topics appeared to be school safety and technology. Less than half (45%) of the participants felt 
professional development was effective for student learning. The major concern appeared to be lack of 
follow up after professional development training. Another concern noted that professional development 
content was not relevant and there was lack of teacher input in planning professional development 
activities. 
     It could be concluded that most states adhere to standards developed by the National Staff 
Development Council that emphasize professional development for teachers in order to improve student 
learning. Participants in this study tended to agree with authors such as Chang (2003) and Copeland and 
Knapp (2006) that professional development should be relevant to participants and that follow up was 
essential. Results of this study indicated that the training mode of professional development was the 
major model being used. These results were supported by research conducted by Darling-Hammond et al. 
(2009b). The Darling-Hammond et al. (2009b) research also supported study findings that little emphasis 
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was being placed on the RtI process for identifying and assisting at-risk students, such as limited English 
language learners or students with special needs. Finally, the Darling-Hammond research supported study 
findings indicating little emphasis was placed on mentoring, collaboration, and action research 
professional development models. 
     Based upon the results of this study, the researchers would recommend teacher input in professional 
development planning with follow up through collaboration among participants including hands-on 
activities implemented in classrooms. Further, recommendations include content that is aligned with 
student learning needs. A focus on the inclusion of content relative to diverse learners appears needed. 
Further research concerning different professional development models such as action research, 
collaboration, and mentoring may be beneficial. 
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Abstract 
     The research conducted at the Huntington Memorial Library in San Marino, California focused on 
historical documents found in the William G. Ritch Collection. The Ritch Collection, or RI as it is known 
by researchers, is quite extensive, covering the periods 1539 to 1885, and containing governmental 
correspondence and official papers related to Spanish exploration and rule, the American Occupation, the 
Civil War, and Indian affairs. The total number of primary documents is well over 2,100 items, each 
portraying aspects of official life in New Mexico.  
     Reviewing every document in the collection has taken five years, to select data pertinent to the areas of 
educational reform, language policy, and schooling.  
     During the Spanish, Mexican, and American occupation, the Indian populations were systematically 
ostracized with legal and military mandates from all three governments. Many of the native groups (i.e. 
Mascalero, Navajo, Arajillo Apache, and Commanche tribes) resisted any form of assimilation into all 
three cultural lifestyles. It was through armed rebellion that Native Indian groups were feared the most by 
the local New Mexican settlers of European descent. Therefore, limited amount of documentation exists 
with regard to the effect educational reform or schools had on these Native groups. The bulk of the data 
covers the Spanish and Mexican response to the American occupation. 
     The territorial government of New Mexico encouraged the acculturation of Hispanics into 
governmental service and trade by allowing all documents to be printed in Spanish and English. There are 
other factors that enticed the Hispanic elite and business groups to accept the democratic form of 
government, which were primarily economical (better trade agreements, access to positions of authority 
within the U.S. government, more equitable tax system, and the strong possibility for prosperity in the 
future).  
     For many Hispanics, the issue of language choice and policy formation had a significant impact on the 
transition period from 1850 to 1875, when official acceptance of  New Mexico as a bilingual territory 
shifted to an almost "English Only" movement in the late 1800's. Schooling became the central institution 
in transmitting "Western Thought" and values to future generations of New Mexicans. The historical 
implications for today's public school curriculum is that Americans of Hispanic descent have been 
intimately involved with the development of  American Nationalism in the Southwest.  However, their 
historical contribution remains vague to most American public school students. Merely, leaving a gap in 
the role that these heroic pioneers played in the permanent settlement of early American Western Frontier. 
Background to the William G. Ritch Collection 
     William G. Ritch was born in Ulster County, New York on May 4, 1830. His father was a contractor 
/builder where he learned the trade and made his start in life. William G. Ritch was married in 1856, to 
Miss Olive M. Babcock of Wisconsin, which produced two daughters and a son.  
     In 1857, he emigrated further West and continued the business of builder at Oshkosh, Wisconsin-until 
1860. There he was elected and re-elected Clerk of the District Court until he entered the Volunteer 
Service of the Union Army. He became adjutant of the 46th Wisconsin Infantry and did honorable service 
until mustered out at the close of the Civil War. In 1868, he was elected State Senator from his district. 
Later, William G. Ritch was chosen Presidential elector and voted for Ulysses S. Grant for President in 
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his first term. In 1869, he attained some prominence in his state as a newspaper writer, and in the 
following year as editor and proprietor established the Winnebago County Press. He took an active part in 
the politics and remained thus identified until 1872, when by reason of failing health he was forced to 
retire.  
     In 1873 he was appointed by President Grant, Secretary of New Mexico and was twice made his own 
successor. During this period he became acting Governor of New Mexico for three years. Governor Ritch 
was prominently identified with the establishment of public schools; the re-establishment of the Historical 
Society of the territory; the organization and work of the Bureau of Immigration; and member of the 
Board of Regents of Santa Fe Academy. In 1889, Governor Ritch was elected a member of the 
Constitutional Convention of New Mexico and served as chairman of the Committee on Education. 
Introduction 
     The purpose of this five year research study was to identify and select primary sources rooted in 
historical precedent, that directly influenced the development of public schools during the American 
Experience from 1846 to 1880, and to provide an overview of  The Ritch Collection on events from 1539 
to 1885. It is through the intervention of  U.S. economic and political forces that sets American 
democratic ideology up against three hundred years of Spanish and Mexican Colonial tradition. "Western 
Thought," nonetheless, finds acceptance among the Spanish New Mexican elite, who begin to rethink 
concepts of freedom, justice and equality based on the concept of individualism. 
Historical Background Prior to the American Experience 
     The Ritch Collections begins with a letter dated March 7, 1539, relating the discovery of the Kingdom 
of Cibola. In addition, two notable voyages by Father Augustus Ruiz (dated 1581) and Antonio de Espejo 
(dated 1583) are discussed (box 1, RI-1). Some other documents deal with New Mexico in which King 
Felipe III of Spain confirms in writing a Grant of Privileges to Juan de Onate for exploring and settling 
New Mexico, dated July 8, 1602 (box 2, RI-2). 
     There is early reference to the education of Indians by the Spanish priest. A letter dated January 7, 
1664, by Diego Penolosa Brisena, Lieutenant Captain, an order concerning the treatment of the Indian in 
New Mexico: 

Que los Maestros de doctrina ocupen indios en dar tejes mantas medias ni otras cosas sin 
expressa licenzia mia quien governare en mi lugar y sobre todo. (box 2, RI-5) (This is a 
direct copy from Brisena's hand written letter.) 

     A great deal of suspicion by the Spanish Military limited access to Indians in the Spanish pueblos. 
Many of the military personnel felt that by limiting the Indians' entry to Spanish pueblos, less would be 
known as to their exact military strength. It should be noted that letters found dated 1680, clearly outlined 
the large scale rebellion by various Indian tribes. 
     The first indication of an actual language policy is in the form of a decree from the King that the 
Indians be taught Spanish, dated August 16, 1717, and signed by Joseph Balatin de Azanza, Secretary of 
Government and War. 

I have received an order from His Excellency the Marques de Balero, Viceroy, Governor and 
Captain General of New Spain ... a royal decree issued by our King and Master, Charles II 
(whom God May Preserve)...that the native Indians should learn the Spanish language... and 
that schools be set up towards this end with teachers to instruct the Natives...(box 2, RI-57) 

     Many of the ideals, that Spain prepared for the masses, seldom took hold in the "New World." Spanish 
as a lengua franca was limited to use within the Pueblos and among the Espanoles. As late as 1854 (boxes 
12-13), records show that the Indian wars only escalated.  
     The dynamic "winds of change" move economic factors into the forefront of the territory's 
development. Due to the relative geographic isolation of New Mexican settlements from the rest of the 
nation, minimal cultural dissonance occurred during the transitional periods of 1845 to 1870. The threat 
of war with Mexico was avoided, unlike that of the California and Texas experience. 
The American Southwestern Experience 
     The first Territorial Constitution of New Mexico was written in English and Spanish. The photocopy 
of the original is kept in the reader's section of the Huntington Memorial Library under New Mexico--
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Laws, Session of 1847-1848. The bilingual version is photocopied back-to-back and entitled Leyes 
Decretadas Por La Asamblea General del Territorio de Nuevo Mejico, Sesion de Diciembre, 1847. The 
Constitution is signed by Antonio Sandoval, Speaker of the Legislative Council and Donaciano Vigil, 
Governor of the Territory of New Mexico. It becomes quite obvious that the cooperative nature of local 
Hispanic leaders in maintaining an "open door" policy in the transitional periods of the American 
occupation could later have served as a model of coexistence. 
     Many new rules and regulations governing trade in New Mexico were established in the decade of the 
1850's. There are numerous proclamations, licenses, and federal accounts taken out by New Mexican 
business people to ensure proper legal recording under the American governmental laws (box 9, RI). To 
ensure a smooth transition, all governmental documents were to be written in English and Spanish. 
     Initially, positive changes occurred with the American occupation, which kept all New Mexicans 
involved with the political process. One important issue was the establishment of public schools and a 
university under the new Territorial Constitution. Beginning with the "Act" to create and organize a 
university, "There is hereby instituted a university for the promotion of literature and the arts and sciences 
in this territory ... " (Leyes, p. 23). There is an element of censure with any religious political participation 
as stated in the Territorial Constitution: 

... to appoint at their will, the necessary professors and tutors (none of whom, shall during 
his continuation in office experience the function of teacher of any religious denomination, 
society, or sect). (Leyes, pp. 24 and 25) 

     The long held conflict between the territorial government and the religious orders signaled a major 
movement to clearly separate the functions of Church and State. 
     The Ritch Collection has an abundance of official letters and correspondence documenting the 
extensive political or governmental participation of local Americans of Hispanic descent. For example, of 
the elected members of the House of Representatives in 1859, 98 percent were of Hispanic descent: 

Agapito Vigil   Jose M. Chavez         Antonio Tafoya 
Matias Medina       Agustin Cisneros    Teodoro Baca 

     Miguel Ortiz        Ysidro Martin     Juan Montoya 
     Victor Garcia   Joaquin Chavez        Miguel Lovato 
     Manuel S. Salazar      Pablo Delgado      Fernando Aragon 

Vincente Trujillo  Ramon S. Rivera     Juan Torres 
Mauricio Sanchez      Candelara Garcia      Celso Medina 
(box 16, RI-957, Santa Fe, New Mexico) 

     Records indicate that Americans of Hispanic descent were quickly assimilated into other branches of 
government under the new democratic form of government: 

• Francisco Mansanares-elected U.S. Justice of the Peace on September 28,1864 at Rio 
Arriba County, New Mexico. Precinct 7. (box 22, RI-1578) 

• Juan Desidero Valdez-elected U.S. Justice of the Peace on September 29, 1864 at Valencia 
County, New Mexico. Precinct 6. (box 22, RI-1369) 

• Juan Rafael Otero--elected U.S. Justice of the Peace on September 29, 1864, Bernalillo 
County, New Mexico. Precinct 6 (box 22, RI-1369) 

• Toribo Archuleta-elected U.S. Constable on September 24, 1864 at Rio Arriba County, 
New Mexico. Precinct 4. (box 22, RI-1574) 

• Esmeregildo Sanches--elected U.S. Justice of the Peace on September 24, 1864 at Santa 
Ana County, New Mexico. Precinct 3. (box 22, RI-1573) 

• Juan Espinosa-elected Constable on September 26, 1864 at Rio Arriba County, New 
Mexico. Precinct 14. (box 22, RI-1575) 

• Antonio Mansanares--elected Constable on September 26, 1864 at Rio Arriba County, New 
Mexico. Precinct 7. (box 22, RI-1576) 

• Salvador Romero-elected Justice of the Peace on September 28, 1864 at Rio Arriba 
County, New Mexico. Precinct 14. (box 22, RI-1366) 
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• Jose Antonio Tafoya-elected Constable on September 28,1864 at Rio Arriba County, New 
Mexico. Precinct 14. (box 22, RI-1577) 

• Pablo Pino--elected Justice of the Peace on September 29, 1864 at Valencia County, New 
Mexico. Precinct 9. (box 22, RI-1368) 

• Vicente Sanches-elected Justice of the Peace on September 29,1864 at Belem County, New 
Mexico. Precinct 11. (box 22, RI-1367) 

• Juan Antonio Belasques--elected Justice of the Peace on September 30, 1864 at Rio Arriba 
County, New Mexico. Precinct 12. (box 22, RI-1372) 

• Mateo Chavez--elected Justice of the Peace on September 30, 1864 at Rio Arriba County, 
New Mexico. Precinct 2. (box 22, RI-1371) 

• Garcia--elected Justice of the Peace on September 30, 1864 at Rio Arriba County, New 
Mexico. Precinct 12. (box 22, RI-1370) 

• Manuel Gregorio Martines--elected Constable on September 30,1864 at Rio Arriba 
County, New Mexico. Precinct 1. (box 22, RI-1370) 

• Pablo Padilla--elected Justice of the Peace on October 10, 1864 at Tome County, New 
Mexico. Precinct 2. (box 22, RI-1374) 

• Florencio Borego--elected Justice of the Peace on October 18, 1864 at San Miguel County, 
New Mexico. Precinct 13. (box 22, RI-1375) 

• Pedro Archibeque--elected Justice of the Peace on October 18, 1864 at Miguel County, 
New Mexico. Precinct 14. (box 22, RI-1398) 

• Carlos Casados--elected Justice of the Peace on October 18, 1864 at San Miguel County, 
New Mexico. Precinct 1. (box 22, RI-1403) 

• Reducindo Chaves--elected Sheriff on October 18, 1864 at San Miguel County, New 
Mexico. (box 22, RI-1405)  

• Mauel Flores--elected Justice of the Peace on October 18, 1864 at San Miguel County, 
New Mexico. Precinct 10. (box 22, RI-1396) 

• Matias Gardunio--elected Constable on September IS, 1864 at San Miguel County, New 
Mexico. Precinct 15. (box 22, RI-1392) 

     In a letter to President Abraham Lincoln from the Legislative Assembly of New Mexico in Santa Fe, 
Speaker of the House, Mr. I.M. Gallegos requested the President to assist in the military campaign against 
rebellious Native groups. 

...In consequences of these depredations our people are constantly kept in terror and the 
progress and resources of our country retarded. We therefore most respectfully ask you to 
give authority to the proper officers in this territory to raise two Regiments of Volunteers to 
be employed in concert with the troops who are now here ... (Box 22, RI-1192, dated 
January 6, 1863) 

     The letter is signed by I.M. Gallegos, Speaker of the House and Francisco Salazar, Vice President of 
the Legislative Council. For approximately the next 30 years, the territorial government is supported by 
highly motivated New Mexicans in preparation for statehood. Not until the late 1860s and the early 
1880s, did major policy changes in state law and new Constitutional provisions quickly remove all 
bilingual assistance from the legislative process. It was felt by English speaking New Mexicans that 
several generations had passed among the Spanish speaking  Hispanic population so as to make English 
the lengua franca. Sufficient time had lapsed making all inhabitants aware of the need for U.S. citizenship 
and acceptance of common schools, a noble but idealistic portrayal of life in New Mexico. 
U.S. Educational Reform and Language Policy Shift 
     On February 3, 1870, the New Mexico Legislative Assembly proposed a new state Constitution. The 
issue of religious intervention in governmental affairs was again critical: 

No evangelical minister or priest of any denomination will be required to serve in the militia, 
work on roads, or serve as juror in this State. (box 24, RI-1581, pp. 71-72) 

According to Article VII, Education Section I, states: 
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     The education of the masses and the diffusion of knowledge among them being essential in order to 
preserve the rights and liberties of the people and maintain a free government; it shall be the duty of the 
Legislature of this state to provide by law for the maintenance of public schools. (box 24, RI-1581, p. 72) 
     Considered to be the strongest political statement to date on educational reform in the history of the 
state William G. Ritch led the reform movement by publishing articles in local newspapers against too 
much Jesuit control of local schools. Virtually all levels of school policy decision-making boards were 
controlled by priests. It can be surmised that the Jesuit influence is attributed to the long history of 
Spanish Catholicism in the state, which lasted well over two centuries. 
     Education, Section II of the State Constitution establishes a tax base for the continual funding of 
public schools: 
     The Legislature shall as soon as possible establish schools in all the counties in the State, and maintain 
them by an equal tax; and it shall be the duty of the Legislature to set apart not less than the twelfth part 
of the gross income of the State derived from taxation as a perpetual fund ... (box 24, RI-1581, p. 23) 
Memo Of  Expenses For A School 

Santa Fe, New Mexico - 1880 
Books      $  97.32 
Rent         250.00 
Salary            750.00  
Fuel       
Total Operating Costs $1714.95 

   82.73 

Salary 
Thurston                 600.00 
Webster, Daniel                 150.00
Total salary for 2 teachers        $750.00 

 (6-month contract) 

Rent         
July 1877                 $ 250.00 
Total cost for annual July rent   $ 250.00 

School Books 
10/18/1878         $  74.90 
1/1/1879                8.40 
Bal. Books              
Total Cost for Books    $97.32 

   14.02 

Furniture 
40 Double Desks      $185.25 
Blackboard         7.00 
Water Bucket        0.75 
Well Bucket        1.25 
Two School Registers     1.50 
Railroad Freight             37.00 
Blackboard         7.00  
One Bell         1.00 
Wagon Freight         60.00 
Blackboard              7.00 
Setting up Furniture          2.00 
Register                   1.25 
Water Bucket                   1.00 
Heating Stove (pipes)       44.50 
Setting up sum.              
Total Cost for Furniture  $364.00* 

 7.50 

*(Includes $20 donation for Stove Pipe) 
Fuel and Other 
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Rental Expenses             $135.00 
Wood               22.38 
Wood              1.40 
Painting Blackboard            10.75 
C&W Washing            3.00 
Broom, Chairs             3.65 
Broom                10.25 
Wood               3.75 
1 AA School Repairs       12.00 
2 Gro. Crayons           1.00  
Rewards                  5.05 
Broom & Roof               1.00 
1 Bill Heads             12.00 
Ink, Wood Cleaning           
Total Cost of Fuel &                $82.73 

 16.50 

Misc. Items: 
Repairs 

Setting up school rooms and yard 
Work on yard 
Hauling dirt and repairs on roof 
Window and altering school room 
Painting ($8.70 donated by Seligman) 

     Prior to this, all funding for schools was strictly left up to local communities, which meant schooling 
for the wealthy, only. Governor Ritch's contention was that all citizens should be given the opportunity to 
attend public schools free of charge. It was through a tax base that he felt more Americans could gain 
access to schooling, thus making it affordable to the poor. This issue of common schools became a major 
plus in his campaign to Americanize schools, while down-playing religious schooling as elitist. 
The American Challenge to Parochial Schools 
     In response to Governor Ritch's attack on Jesuits, several pen name type articles appeared in the 
editorial section of the Sentinel newspaper signed "A Jesuit in Disguise." 

Mr. Ritch is a voluminous writer, but not at all acquainted with the rule of perspicuity, and 
this is the only reason we have found in his article of your last issue for the immediate 
introduction of good common schools into the territory. There are many things in Mr. Ritch's 
manifesto besides his panacea to which exception might be taken. We will mention one. He 
says 'this constitution be it remembered was made not by priests, sectarians or a church.' 
(Well what follows?) To the inference that priests and members of the Catholic Church have 
not the same rights and privileges as their fellow citizens of the Protestant Denomination? 
(box 25, RI-2094, dated 1875) 

     Letters written under other pen names include: "Yo El Amigo de los Pueblos, El Asote de los 
Reveldes, Un Critico, Un Investigador, etc." (box 25, RI-2094, dated 1875). Governor Ritch's response is 
sharp: 

The Ecclesiastical discipline of the present day shows us a different way to reach the life 
eternal. Money! Money! Money! So the ministers of the alter is the qui pro quo of the 
religion of today. (box 25, RI-2094, dated 1875) 

     Additional articles written by the Governor such as "Jesuitism in New Mexico," appear in the Denver 
Tribune, The Gazette, and the Herald. Article entitled Ecclesiastic Meddling with San Miguel Schools is a 
direct translation from handwritten documents found in the William G. Ritch Collection (box 27). A real 
blow-by-blow account of bitter conflict between the Jesuits and Governor Ritch as they battle to take 
political control of school policy-formation, community resources, and schooling in general. 
The Ecclesiastic Meddling With San Miguel Schools 
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     "In the recent controversy, especially between Reverends J. Aramin and S. Persone, S.J., some 
remarks of secretary Ritch, with reference to schools in San Miguel County were called into question. 
     "Our attention has been directed to the paragraph containing the remarks above referred to, taken from 
the well known letter of  Mr. Ritch on 'Jesuitism in New Mexico,' which appeared in the Denver Tribune 
last November in answer to several letters written by the late Rev. J.M. Finoth, S.J. of the state of 
Colorado and which letters had also appeared in the same newspaper. 
     "The following copied from an original printed slip is the full text of remarks of Mr. Secretary Ritch, 
upon schools in San Miguel, including the words or sentence about the Jesuits of which Reverend Aramin 
and Persone, each seem to have measurably misapprehended: 

PUBLIC SCHOOLS OF SAN MIGUEL INFAMOUS 
     Article one of the regulations adopted by the School Commissioners of San Miguel 
county (three out of four of the Commissioners were Roman Catholics), for the government 
of the schools of that county, reads (quoting from the said Jesuit print, June 17, 1876): 'Our 
schools shall not be sectarian, but essentially American; and it shall be the duty of the 
teachers to instill into the minds of each one of their pupils a just appreciation of the dignity, 
rights and duties of the citizen of the United States.' Prefacing this quotation was the 
editorial remark: 'We quote to the eternal infamy of this plan of teaching.'  
     We may add that we have the word of respectable gentlemen that the public schools of 
San Miguel, the center of Jesuit operations, have since been entirely broken up and the 
school fund squandered and that the cause at the bottom is too much Jesuitism. The same is 
true of other counties, while, in still others, the school fund is misappropriated to the support 
of the Jesuit and other parochial schools of the Roman church. The Santa Fe County is thus 
out to the tune of $1,700. 

     “The Rev. Persone and his brother Jesuits seem disposed to shirk the truth of their relationship to the 
public schools as stated by Mr. Ritch. The Gazette is here disposed to make a closing summary on the 
main question in the following: 
     “The school board of San Miguel County for 1875-1876, arising to the appreciation of what schools 
should be adopted the resolution above quoted, and established public schools generally through the 
County. It was during this period that the Jesuits established themselves at Las Vegas. In the election 
following, and it is an open secret, they were active in state-hunt politics and at this power behind the 
throne made their influence felt, not only in the election of the succeeding school board; but likewise it 
may be pertinently added in the election of members of the Legislature which followed; and which 
legislature passed a unanimous vote, over the Governor's veto, the notorious Jesuit School Charter, 
wherein it was sought to grant authority not only to establish schools indefinitely and with which no one 
appeared to interfere; but also to hold an indefinite amount of property, all forever free from taxation. 
This Charter, however, as has been two years previous well known even by the Jesuits under advice of 
counsel was in direct violation of the Organic Act of the territory and upon the attention of Congress 
being called to the fact the Charter was wholly compelled and abrogated by a unanimous vote and the bill 
signed by the President. 

 “To return to the main question: 
     The school board elect, which succeeded the board of 1875-1876, abandoned the work so well begun 
by their predecessors; and authorized in their stead a few schools under Monastic and sectarian teachers 
and control to be paid out of the public school fund of the County. As a consequence the people in some 
instances and even teachers as the case of Rev. J. Aramin, utterly rejected these schools, which a number 
of others disheartened and indisposed to compete with Jesuitical Mania abandoned (with how little credit 
to themselves we will now not discuss) all efforts to continue the liberal public schools previously so well 
begun. As a consequence those friends of nonsectarian public schools who were disposed to be active 
found themselves so far in the minority that they too suspended their efforts and the subject of just and 
equitable public schools for the time lay dormant.  
     "Peculating officials, of doubtful responsibility, took advantage of the dead-lock and the consequence 
was a school fund variously misappropriated, squandered and withheld; with little if any school putting 
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them into legitimate uses. The difference between liberal public education in San Miguel County in 1875-
1876, and the influences and difficulties following in 1877-78, is thus general and briefly shown when 
these immediate facts together with the historical obstructions and outspoken position of the untiring and 
unscrupulous opponents of public schools the world over, as well as in New Mexico are compared, it will 
be found that not only the remarks of Mr. Ritch, but likewise the remarks of our contemporary the Herald 
have a strong case with a stout backing of intelligent public sentiment in declaring that the bottom 
problem with public schools in San Miguel County since 1876 has been 'too much Jesuitism." (box 25, RI 
2094) 
     The control of educational policy decision-making was relinquished by the religious sect when 
legislation required that any member of a state or local board must be a "head of household." This was a 
clever, but effective way to severely limit the religious influence in American public schools. The reform 
movement eventually expanded into all 13 counties in the state. Educational reports sent to Washington, 
D.C. and addressed to the Commissioner of Education, Honorable John Eaton in 1874 and 1875 outline 
Governor Ritch's educational reform for New Mexico. 
The Establishment of Common Schools in New Mexico 
     The Peabody Fund made a donation of $2,000,000 to promote education in the South without 
restriction to race or condition. It was through the efforts of liberal philanthropist, George Peabody, that 
in 1866 Governor Ritch aggressively petitioned the federal government to consider New Mexico as a 
viable candidate for funding. The Governor provides a detailed list of school officers in his 1874 report: 
     The presidents of the school boards and chief executive officers of the respective counties are as 
follows: 

County        County Seat          
Bernalillo    Albuquerque        Mariano Otero 

Chief School Officers 

Colfax     Cimarron         Andres C. de Baca 
Dona Ana    Mesilla              E.F. Mezeck 
Grant          Silver City         G. Ortiz y Alarid 
Lincoln         Lincoln              Pablo Melendres 
Mora          Mora               Lorenzo Lopez 
Rio Arriba        Plaza Alcalde        John A. Ketcham 
Santa Ana        Pena Blanca        Matias Contreras 
Santa Fe         Santa Fe              L.G. Murphy 
San Miquel        Las Vegas         Aniceto Valdez 
Socorro        Socorro              Dolores Romero 
Taos         Fernandez de Taos      Manuel A. Otero 
Valencia        Tome              Juan Garcia 
(Ritch, 1874, p. 14) 

The highlights of his assessment of education in New Mexico are: 
     The Act of 1873-1874 provides for annual reports from the Supervisors and Directors of 
public schools to the Territorial Superintendent; and from the Superintendent to the 
Governor ... reports contain number of schools; number of pupils taught; the number of 
teachers, male and female with salary; the number of pupils in each precinct with average 
attendance; and the branches taught...The Superintendent of public schools ... would give a 
salary of $300 per year for the performance of his duties ... (Ritch, 1874, pp. 3-4) 

     Structurally, the system was finally set in place with ample support from the state government keeping 
track of valuable data on the progress of education in the local level. In terms of educational progress, he 
reports: 

...that there has been a substantial progress in the cause of popular education...a reduction of 
teacher to pupil ratio ... one teacher to thirty-seven pupils...there are forty schools in which 
the English language is taught...For the year 1874, the total attendance by students was 
6,578, number of teachers 221 of which 61 were bilingual and 88 were Spanish speaking 
only. (Ritch, 1874, p. 5) 
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     Local control of the school was evident in counties where Spanish was the language of greater use. 
Twelve out of thirteen counties saw a need to utilize the students' primary language for instruction, while 
pushing the need to learn English. "Teacher wages ranged from $13.75 per month to a high of $44.28 per 
month, during an average of five to seven months per year of instruction" (Ritch, 1874, p. 5). 
     In the following year of 1875, Governor  Ritch reports that women are the best teachers and that 
common schools are essential to self-government. In one respect, the Governor was quite progressive and 
highly motivated, but in another sense he wanted to move too quickly, causing concern among both 
religious groups and the Hispanic community. There was a comment in his report that smacked of 
divisiveness: 

...the demand for labor in this direction is limited to and what demand there is, is mainly 
confined to the 'Americans,' so called, in contradistinction to the 'Mexicans.' (Ritch, 1874, p. 1) 

     A sour note since the state Constitution had been in place for only five years with many Americans of 
Hispanic or Mexican descent working at all levels of first the U.S. Territorial Government, and later the 
state. There was never any data to suggest that there was either a formal or informal type of rebellion by 
any group(s) of persons of Hispanic or Mexican descent against the U.S. Territorial Government or the 
state of New Mexico. On the contrary, persons of Hispanic descent welcomed the opportunity to 
participate in the development of  New Mexico. If Governor Ritch had simply stated the need to coexist 
with all Americans, he probably could have accomplished much more in the area of educational reform, 
and separation of Church and State. 
Summary 
     Perhaps the most impressive statistic is the number of bilingual schools and Spanish-only schools that 
flourished throughout the state of New Mexico. It appears that local control of schools did not always 
match the progressive ideas of common schools, as articulated by Governor Ritch. Centuries of Spanish 
dominance in the region contributed greatly to the cultural diversity before, during, and after the 
American Experience. Historically, if we were to look into the past, present, and future of American 
public schools, language and cultural diversity have always been at the cornerstone of education in New 
Mexico. The schools, the government, and the communities have all survived any attempt to erode a 
cohesive American character, based on cultural diversity. 
     There is a deeply rooted history of parochial schools in the American educational legacy that needs to 
be studied in more detail. The impact of over two centuries of Jesuit influence on the concept of schooling 
in the Southwest deserves more attention as it relates to the development of educational practice 
throughout the Nation.  
     When Americans of Hispanic descent controlled the House of Representatives and the courts, 
"Western Thought" permeated the process. Ethnicity was not perceived as a pernicious factor in 
becoming an American. To see that Americans of Hispanic descent in 1863 sought the help of President 
Abraham Lincoln through formal correspondence, on an issue of national security, reminded me of the 
potential in knowing that American history, when properly portrayed in textbooks or by teachers, can 
motivate public school students to take pride in their country's development by seeing their ancestors as 
American leaders and not passive observers of history. A positive image can be projected by schools in 
their curriculum as they incorporate into the mainstream of American History the cultural diversity of the 
nation. The case in point of New Mexico is one example of how teachers and students throughout the 
Nation can enhance their perception about the American Hispanic legacy as having a profound attachment 
to the American National Character. 
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     “Analysis of student achievement data over the last four decades has repeatedly confirmed what we all 
know: Without the right people standing in front of the classroom, school reform is a futile exercise. 
Everything else—educational standards, testing, class size, greater accountability—is background, 
intended to support the crucial interactions between teachers and their students.”1 
     Research indicates that the quality of teachers is a key variable to explaining differences in student 
achievement.  For example, a study in North Carolina compared achievement gains of students with the 
most qualified teachers with achievement gains of students with the least qualified teachers, and found 
that the differences were greater than the influences of race and parent education combined.2 

     “In high poverty schools, unacceptably high percentages of teachers are still not highly qualified by 
No Child Left Behind standards (5.1 percent in elementary schools and 16.1 percent in middle and high 
schools).  In certain subjects and geographic locations, the percentage is significantly higher.  For 
example, in New York City, there are large numbers of out-of–certification teachers in Bilingual 
Education (26 percent), Career and Technical Education (25 percent), Special Education 
middle/secondary (19 percent), the Sciences (18 percent), the Arts (13 percent), and English as a Second 
Language (12 percent).  Many high-need districts also have percentages of teachers out of certification 
that exceed the statewide average.”

  In New 
York State, the Board of Regents reported on the unacceptable percentages of teachers serving high 
poverty schools who are not highly qualified by No Child Left Behind standards, citing the following 
data: 
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     The Board of Regents further cited the significant effects such inequalities had on student graduation 
rates, as follows: 

  

     “Statewide, while 73.6 percent of the student cohort who entered high school in 2004 graduated in four 
years, the data show that far fewer black and Hispanic students, English Language Learners, and students 
with disabilities are graduating from high school. For example, only 58.5 percent of black students and 
56.6 percent of Hispanic students graduated.  The success rates are even lower for black and Hispanic 
males - fewer than half of the 2004 cohort (47 percent of black males and 46.4 percent of Hispanic males) 
received a Regents or local diploma after four years.  Likewise, only 41.5 percent of students with 
disabilities and just over one-third of English Language Learners (35.7 percent) in the 2004 cohort 
graduated after four years.”
     Teacher quality and effectiveness are of paramount concern in public education today.  However, the 
nation still lacks a uniform set of standards and assessments that can be used to assess teacher quality.  
Most states currently assess teacher quality based upon such criteria as teacher attainment of college 
degrees and professional certification in the respective area(s) of instruction.  To receive such 
certification, teachers must demonstrate qualifications and proficiency through state-determined standards 
of evaluation, which rely on tests measuring basic academic skills, subject matter, and pedagogical 
knowledge.  
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     The traditional measures of teacher quality focus on completion of a teacher preparation program, 
achievement of undergraduate and graduate degrees, passing state-mandated exams, classroom 
observations of teachers, and factors such as attendance, punctuality, professionalism, and ethical 
conduct.  On the basis of these criteria, the probationary teacher is then granted or denied tenure.  In New 
York State, teacher candidates must pass three statewide tests – the Liberal Arts and Sciences Test, a 
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Content Specialty Test, and an Assessment of Teaching Skills.  As a measure of preparation program 
quality, New York State requires that 80 percent of graduates pass the tests. 
     A key problem is that these measures for evaluating teachers focus on teacher knowledge before they 
enter the teaching profession and are often poor predictors of subsequent teacher effectiveness or capacity 
to teach.  In a paper for the Center for American Progress, Edward Crowe writes:  
     “The teacher tests now in use have many problems. One of these problems is that they don’t indicate 
how well teachers will do in the classroom. The National Research Council reported in 2001 that teacher 
licensure tests ‘are not constructed to predict the degree of teaching success a beginning teacher will 
demonstrate.’…Another weakness of the tests is that they don’t directly measure what teachers do in the 
classroom. Many teacher tests essentially measure knowledge and skills at levels more appropriate to 
what eighth graders are expected to know and be able to do.”
     Crowe advocates that new performance assessments are needed for teacher effectiveness, and these 
should focus on things that matter: 
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     “…whether or not K-12 students are learning, how well teachers have developed the classroom 
teaching skills to be effective with their students, a graduate’s commitment to teaching as a professional 
career, feedback from graduates and employers, and high-quality tests of teacher knowledge and skills 
that are tied to classroom teaching performance and K-12 student learning.”
     Crowe also suggests that states adopt more rigorous accountability policies for teacher education 
programs by tying K-12 student learning outcomes to preparation program graduates: 
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     “Every state’s teacher preparation program accountability system should include a teacher 
effectiveness measure that reports the extent to which program graduates help their K-12 students to 
learn.”
     In his testimony before the U.S. Senate in April 2010, Thomas Kane, Professor of Education and 
Economics at Harvard’s Graduate School of Education, likewise notes the lack of an effective teacher 
evaluation system: 
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     “Almost everywhere, teacher evaluations are meaningless and perfunctory. From the moment they are 
assigned their first classroom, teachers receive almost no feedback on their performance. The failure to 
meaningfully differentiate among teachers and their teaching practices has enormous costs: teacher 
performance plateaus after just two or three years on the job; principals grant tenure to virtually any 
teacher willing to remain after just two or three years; many of the best and brightest teachers abandon the 
classroom for other occupations and industries with better opportunities for growth. Meanwhile, we all 
lose: student learning is stunted; effective teachers are saddled with ineffective colleagues; the profession 
loses status; and the nation continues to slowly bleed economic productivity and competitiveness.”
     Kane recommends that effective teaching should be limited to two categories of measures: 

8 

• Direct evidence of student growth on an objective measure of student achievement, whether on a 
state’s end-of-year or end-of-grade assessment or some other externally scored measure of 
student work, such as “value added” measures; and  

• Other non-test-based measures (such as classroom observations, student feedback, assessments of 
teacher content knowledge or pedagogical content knowledge) which have been shown to identify 
those teachers with exemplary student achievement growth. 

As part of these measures, students provide feedback on specific aspects of a teacher’s practice, such as 
the quality of teacher comments on their work, the pace of classroom lectures, and a teacher’s ability to 
provide multiple explanations for any given topic.
     In New York City, the president of the teacher’s union, Michael Mulgrew, also admitted that “the 
current teacher evaluation system doesn’t work for teachers – it’s too subjective, lacks specific criteria, 
and is too dependent on the whims and prejudices of principals.”
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     To address the issue of teacher effectiveness in New York, the State Education Department has 
embarked on an ambitious reform agenda in teacher education to improve teacher quality.  These reforms, 
part of New York State’s successful application for federal Race to the Top funds, established a new 
teacher evaluation system that makes student achievement data a substantial component of how educators 
are assessed and supported.

10 
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     Under the regulations, each teacher and principal will receive an annual professional performance 
review (APPR) resulting in a single composite effectiveness score and a rating of "highly effective," 
"effective," "developing," or "ineffective." The composite score will be determined as follows: 

• 20% - student growth on state assessments or a comparable measure of student growth (increases 
to 25% upon implementation of a value-added growth model); 

• 20% - locally-selected measures of student achievment that are determined to be rigorous and 
comparable across classrooms (decreases to 15% upon implementation of a value-added growth 
model); and 

• 60% - other measures of teacher/principal effectiveness.  At least 40 of the 60 points to measure 
teacher effectiveness were assigned to multiple classroom observations. 

     In subjects in which there is no state testing, it would be up to local districts, with state approval, to 
determine how to judge their teachers against goals established for student performance.  The new 
performance evaluation system for teachers and principals would be implemented as follows: 

• 2011-2012 School Year – New performance evaluation system takes effect for classroom teachers 
of common branch subjects, ELA or math in grades 4 through 8 along with their respective 
building principals. 

• 2012-2013 School Year – New performance evaluation system goes into effect for all teachers 
and building principals. 

• 2012-2013 School Year and Thereafter – Implementation of teacher and principal improvement 
plans, as appropriate; implementation of a Regents-approved value-added growth model to be 
used for the teacher and principal performance evaluation system. 

     Additionally, the regulations permit local districts to substitute state test scores for the local-test 
portion of the evaluation, so that state scores could count for 40 percent of a teacher’s rating.  In 
supporting this measure, New York State Department Commissioner David Steiner said that local 
districts should have the option of basing 40 percent of a teacher’s evaluation on test scores.  However, 
Regents Roger Tilles, who voted against the new reguations, said that giving districts the choice of using 
state tests as their local assessment portion was a false choice because many school districts could not 
afford to develop a local test, an expensive process that requires considerable expertise.
     Under the evaluation system, teachers are eligible for tenure in the third year.  To qualify, a teacher 
must be rated “effective” in three categories: instructional practices, including observations by the 
principal; contribution to the school community; and student achievement.  Tenure decisions can be 
delayed until a teacher has demonstrated effective practice for consecutive years in all three categories.  
Those teachers rated "developing" and "ineffective" would receive additional support through a 
customized improvement plan.  Teachers with a pattern of ineffective teaching or performance – defined 
as two consecutive "ineffective" ratings – could be charged with incompetence and considered for 
termination through an expedited hearing.  A pattern of ineffective teaching would constitute very 
significant evidence of incompetence and could provide the basis for removal.   

12 

     The evaluations would play a significant role in a wide array of employment decisions, including 
professional development, tenure determinations, selection for leadership opportunities, supplemental 
compensation based on a career ladder, and termination. The goal is to construct an evaluation system that 
can be customized to the professional development needs of every teacher.   
     It is interesting to note that the designation of teachers would move from “highly qualified” (as 
provided for in the No Child Left Behind Act) to “highly effective,” based upon student learning 
evidence.  Kane asserts that a teacher’s effectiveness has only a weak link with paper qualifications and 
that a “highly qualified teacher is little more likely to produce exemplary gains in student achievement 
than others.”13  Jonah Rockoff and Cecilia Speroni have similarly noted that “outside of experience, 
qualifications that determine a teacher’s certification and salary bear little relation to outcomes.”
     The focus to transform teacher preparation through an emphasis on clinical practice and student 
achievement data serves as a fundamental shift in teacher education programs.  “The proposed evaluation 
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system will help ensure that we have an effective teacher in every classroom and an effective leader in 
every school” notes David Steiner, New York State Commissioner of Education.
     In addition to evaluating teachers by examining student achievement gains, there is an increasing 
interest to measuring teacher effectiveness based upon value-added methods. As noted above, the New 
York State Education Department plans to phase in a value-added model following approval by the Board 
of Regents.  The system measures how much teachers add to student achievement, based upon changes in 
test scores from year to year and how students perform compared to others in their grade.   

15 

     For example, a student whose fourth-grade scores were higher than 50 percent of their peers statewide 
is predicted to score higher than 50 percent of fifth graders the following year.  If the student takes the 
state test at the end of the fifth grade and scores higher than 60 percent of fifth graders, the achievement 
gain (10 percent) represents the value that the fifth-grade teacher added. 
     Performance assessments that measure teacher effectiveness based upon value-added methododologies 
have been criticized by several education researchers as too unstable and vulnerable to many sources of 
error to be used as a major part of teacher evaluation. For example, in an article entitled “Value-Added 
Modeling of Teacher Effectiveness,” the authors write: 
     “We find that judgments of teacher effectiveness for a given teacher can vary substantially across 
statistical models, classes taught, and years. Furthermore, student characteristics can impact teacher 
rankings, sometimes dramatically, even when such characteristics have been previously controlled 
statistically in the value-added model. A teacher who teaches less advantaged students in a given course 
or year typically receives lower effectiveness ratings than the same teacher teaching more advantaged 
students in a different course or year. Models that fail to take student demographics into account further 
disadvantage teachers serving large numbers of low-income, limited English proficient, or lower-tracked 
students. We examine a number of potential reasons for these findings, and we conclude that caution 
should be exercised in using student achievement gains and value-added methods to assess teachers’ 
effectiveness, especially when the stakes are high.”
     Education researchers cite additional limitations of using value-added data to determine teacher 
effectiveness, as follows: 
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• If teacher evaluation is based in large part upon student gains on tests, teachers will focus on 
“teaching to the test” at the expense of other kinds of learning.  

• Teachers’ ratings are affected by differences in the students who are assigned to them.  Some 
teachers will have a disproportionate number of students who may be exceptionally difficult 
to teach (students with poor attendance, who are homeless, who have severe problems at 
home, who have special education needs, or who are English language learners).  These 
factors can misestimate teacher effectiveness, create disincentives for teachers to serve the 
neediest students, and create incentives for teachers to teach those students expected to make 
the most rapid gains and avoid schools and classrooms serving struggling students. 

• Student scores are volatile, prone to error, and can bounce around for any one teacher from 
class to class, year to year, and test to test, even when these are within the same content area.  
Thus, a single year of scores can be misleading; most experts recommend at least three years 
of data to approach reliability.  

• It is impossible to fully separate the influences of students’ other teachers, as well as school 
and home conditions, making it difficult to attribute learning gains to a specific teacher.  Prior 
teachers have lasting effects on students’ later learning, and current teachers also interact to 
produce students’ knowledge and skills.   

• Many grades and subjects are not currently subject to mandatory state testing. 
• Two analysts might rank teachers differently if one took into account certain student 

characteristics, such as which students were eligible for free lunch, and the other did not. 
• Many students change classes or schools yearly, so teachers could be evaluated on the 

performance of students they have taught only briefly. 
• Some students receive tutoring as well as help from well-educated parents.  
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• There is a ceiling effect for advanced students, who can score so highly one year that state 
tests cannot measure their learning gains a year later. 

• Students may not be randomly assigned to teachers.  Some administrators may deliberately 
assign slow learners or students that are harder to teach to certain teachers, thus unfairly 
lowering their scores. 

• Most tests do not measure the social skills that are crucial to early learning. 
     Several states have begun to develop new performance-based assessments to more accurately gauge 
the classroom effectiveness of beginning teachers.  For example, in January 2011, the New York State 
Board of Regents approved the implementation of a performance-assessment system entitled “Teaching 
Standards, Elements and Performance Indicators.”17

     1. Knowledge of Students and Student Learning: Teachers acquire knowledge of each student, and 
demonstrate knowledge of student development and learning to promote achievement for all students. 

 The New York State Teaching Standards are 
structured around seven core standards, as follows: 

     2. Knowledge of Content and Instructional Planning: Teachers know the content they are 
responsible for teaching, and plan instruction that ensures growth and achievement for all students. 
     3. Instructional Practice: Teachers implement instruction that engages and challenges all students to 
meet or exceed the learning standards. 
     4. Learning Environment: Teachers work with all students to create a dynamic learning environment 
that supports achievement and growth. 
     5. Assessment for Student Learning: Teachers use multiple measures to assess and document student 
growth, evaluate instructional effectiveness, and modify instruction. 
     6. Professional Responsibilities and Collaboration: Teachers demonstrate professional 
responsibility and engage relevant stakeholders to maximize student growth, development, and learning. 
     7. Professional Growth: Teachers set informed goals and strive for continuous professional growth. 
     Each standard represents a broad area of knowledge and skills that research and best practices in the 
classroom have shown to be essential to effective teaching and to positively contribute to student learning 
and achievement. Each standard is defined by elements that describe the desired knowledge, skills, 
actions, and behaviors of teachers for that standard. The elements define “what” teachers do and the 
performance indicators describe “how” teachers accomplish the actions or behaviors.  
     For example, in Standard 3, Instructional Practice, Element III.1 states “Teachers use research-based 
practices and evidence of student learning to provide developmentally appropriate and standards-driven 
instruction that motivates and engages students in learning.”  There are three performance indicators 
under this element:  

1. Teachers align instruction to standards.  
2. Teachers implement instruction that has been proven to be effective in prior research.  
3. Students are actively and cognitively engaged through teacher facilitation of student-to-student 

interactions and student-to-teacher interactions. 
     These three performance indicators are observable and can be measured through a classroom 
evaluation instrument or through some other evaluative tool.  These indicators also represent the two 
types of indicators found in the New York State Teaching Standards – those that represent teacher actions 
or behaviors, and those that show student actions or behaviors that result from a teacher’s actions, 
behaviors, or effect on students.  Performance indicators #1 and #2 are observable and measurable 
through teacher action and behavior, whereas performance indicator #3 is directly observable through 
student action and behavior.  Some research suggests that performance indicators such as #3 are 
preferable because they describe student actions and behavior instead of teacher actions and behavior and 
are thus closer to the desired outcome, which is student achievement.   
     The New York State Teaching Standards reflect the knowledge and skills teacher need to effectively 
teach all students in every standard, including students with disabilities, English language learners 
(ELLs), gifted and talented students, and other students with special and/or different educational needs. 
     Nationally, a Common Core State Standards Initiative was launched in 2010 by a consortium of states, 
coordinated by the National Governors Association Center for Best Practices (NGA Center) and the 
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Council of Chief State School Officers (CCSSO).  This state-led initiative established a shared set of clear 
educational standards for English language arts and mathematics that are designed to “provide teachers 
and parents with a common understanding of what students are expected to learn.”  More than 40 states 
have so far adopted these standards into their licensing systems.  Additionally, the standards are 
benchmarked to international standards in an effort to ensure that students are competitive in the global 
marketplace.
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     Children of immigrants are the fastest growing segment of the child population in the United States. 
They are also one of the fastest growing segments of the total U.S. population.  Numbering 8.3 million in 
1990, the children of foreign-born immigrants have grown to 18 million and account for three quarters of 
the growth in America's child population since 1990.  The United States foreign-born population just 
surpassed 40 million in 2010.  There are 70 million persons in the U.S. who are either foreign-born 
immigrants or are the U.S. born children of immigrants.  One third of these immigrants (about 12.5 
million) are unauthorized or currently classified as undocumented immigrants.   About 80 percent of the 
undocumented immigrants and their children are Latinos—most came from Mexico.  Given that the 
children of immigrants account for one quarter of all U.S. children and have high fertility rates, this 
cohort will generate a majority of the country’s future population increase.   While general population 
characteristics are taken from the U.S. Census, this study draws statistics from a special compilation 
available online under the title “Children of Immigrants Data Tool” (2008).   This Urban Institute 
database allows queries and includes information on documented and undocumented immigrants and 
provides estimates of a variety of socio-economic indicators for the children of immigrants who are 
native-born (roughly 78 percent) and non-native (22 percent).  Even though immigration has slowed since 
2007 (with the recession and tighter border security), the number and share of immigrant youth will 
continue to grow.  By 2050 immigrant youth are likely to represent about one-third of all U.S. children. 
     The older baby-boom generation is being replaced by a younger and more ethnically diverse cohort.  
This cohort of immigrant children is four times larger (in absolute terms) than the previous peak cohort of 
children consisting of European immigrants in the early part of 20th century.  The earlier European 
immigrant children were roughly comparable as a percentage of the total child population at their peak 
back in the 1920’s. 
     How this current cohort of children fares, economically, will be a potent driver of future political and 
economic development in the United States.  Because this cohort is so diverse, generalizing about the 
future of the children of immigrants is a difficult task.  Many of these children have risen very quickly up 
the economic ladder.  On the other hand, there is a discernable trend among the ranks of second and third 
generation of immigrants who researchers assert are becoming alienated in a so-called segmented 
assimilation trap.  This leads to  pronounced downward, rather than upward mobility for many.  In a land 
of immigrants, the United States policy toward undocumented parents of immigrant children is a 
contradiction.  But the legal status of immigrant children and their parents is only one major dividing line 
that makes overall generalizations about the economic assimilation of these children difficult.  This paper 
endeavors to provide information on the educational attainment of immigrant children in an effort to 
reveal new theories and social policy choices that are critical to sustaining a prosperous middle class in 
the future. 
     Compiling data on recent foreign immigrants and their children was facilitated by the Urban Institute’s 
database query tool available on the internet.  This “Children of Immigrants” data tool utilizes U.S. 
Census data, and the American Community Survey (ACS) for a series of years in the past.  Apparently, 
the estimates are quite conservative for the latest year which is 2008, given that the most recent decennial 
census of 2010 shows a larger than expected increase in the overall Hispanic population.  The data 
describing the children of immigrants allows us to gain a proper perspective on the size of the 
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demographic fault line that could rattle the larger economy, and the devastating consequences of not 
fostering better educational outcomes for the children of immigrants.    
     Placing the numbers in a historical perspective is also insightful.  The children of immigrants comprise 
an ever increasing share of the total child population.  In absolute terms, these children are the largest 
segment of the child population (3 years of age to 17 years of age) in U.S. history.  They comprise 24 
percent of all U.S. children.    In 1960, the immigrant youth population numbered only about 4 million—
the low point of the twentieth century and they accounted for only about 6 percent of all children in the 
United States.   Figure 1 (see Appendix) shows the impact of legislation in 1965.  Immigration legislation 
was passed in 1965 that expanded immigration, facilitated the immigration of relatives and the new laws 
placed potential immigrants from Asia and Latin America on an equal footing with the traditional 
European and Canadian sources of immigrants.  This source of immigrants was combined with a wave of 
unauthorized immigration in the 1970s, mainly from Mexico and other parts of Latin America.  This so-
called fourth wave of immigration led to fundamental shifts in the composition of the American 
population that are still playing out today and have their largest impact in large states with rapid 
demographic transitions such as California, New York, Florida and Texas.  Aside from the large 
proportion of Latinos, other leading sources of immigrants, by volume, are India, the Philippines, China, 
El Salvador, Cuba, Vietnam, and Korea.  These 40 million foreign-born residents comprise 13 percent of 
a current U.S. population of more than 300 million.  This share was just a bit below the twentieth-century 
peak of 14.8 percent attained in 1910, when 13.5 million out of a total population of 92 million, were 
foreign-born.   
     Given the sheer size of this child cohort, failure to deal effectively with problems of economic 
assimilation will most definitely reinforce a disturbing trend in America.  The ratio of upward to 
downward mobility has already been slowing significantly in the US and there has been a disturbing 
increase in income inequality.  Part of the problem can be attributed to structural problems in the 
economy in light of the Great Recession of 2008 and the consequent loss of 12 million jobs that were 
eliminated in the economic downturn.  But that is only part of the story.  The narrative of rags to riches in 
achieving the American dream is a powerful inducement for recent immigrants, many of whom start in 
the lower quintile of income distribution.  Even the larger society will tolerate greater income inequality 
as long as there is a narrative of opportunity for children from the lower socio-economic groups to move 
up the economic ladder.  For immigrants aspiring to this narrative of hope, even a higher degree of 
inequality in the US may seem tolerable, as long as educational attainment is believed to provide a means 
to a better life.  Currently, a child in the U.S. American middle class is slightly more likely to experience 
downward mobility (39.5 percent) than upward mobility (36.5 percent).  According to Hertz (2008), this 
reverses the direction of the ratio of upward to downward mobility for family income quintiles in the 
period from 1970 through the 1990’s—a time that saw those in the American middle class enjoy a higher 
proportion of upward mobility compared to the proportion experiencing downward mobility (based on 
estimates from the Current Population Survey data on family characteristics from the U.S. Census 
Bureau).   
     A majority of the new immigrant stream is from Mexico, and these immigrants are concentrated in the 
Southwest in California, Texas,  and Arizona.  This study will center on some encouraging signs, drawing 
from research findings that trace differences in the educational success of immigrant children that are 
robust with respect to the usual barriers of racial and family structure characteristics that are cited in 
macro studies of assimilation outcomes for the second and third generation children of immigrants.   
     It has been argued that the future credibility of the American dream is in large part tied to the fortunes 
of the children of immigrants.  There is great variability in the background and demographic profile of 
these children.  Like the three major waves of U.S. immigrants that came before them, they face ethic 
stereotypes, discrimination, legal and other social barriers.  Yet, we examine studies that discover an 
encouraging trend of upward mobility that is tied to greater educational attainment for many second 
generation children of immigrants.  A key question of our research is why this upward trend is 
subsequently less pronounced for many third and fourth generation children of immigrants.   
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     We have established that the children of immigrants are a large enough segment of the youth cohort 
that their socialization and education is of paramount importance.  This goal is farther removed given the 
differences in the educational attainment for some parents of immigrant children.  The differences in 
human capital have huge consequences for the resources that are available to different ethnic communities 
where children of immigrants are raised.   While the immigrants are more diverse than ever before, there 
are two overlapping and distinguishing streams of immigrants.  One of these streams consists of highly 
skilled professional workers.  Generally, these are the children of immigrants who are filling positions in 
high technology fields and health services.  The other stream of immigration (roughly equivalent to the 
size of the professional stream) consists of manual laborers who seek to fill jobs in labor intensive 
industries such as agriculture, construction, warehousing, transportation, personal care and household 
service sectors of the economy.  This division, or labor market segmentation, of the immigrant streams 
displays pan-ethnic differences as well.  While it is not good to over generalize, the ethnicity of 
immigrant groups provides a second general dichotomy that research shows is important in understanding 
the adaption experiences of the children of immigrants.  Asian Americans are more often the offspring of 
parents with a high amount of human capital compared to the children of Mexican Americans whose 
immigrant parents are often manual workers, possessing low skills and less education.  Given that 80 
percent of the immigrants over the past two decades are generally classified as “Asians” or “Hispanics” 
there are many variations within these two broad categories.  For example, variations involving country of 
origin and the legal status of the immigrants are just two examples where differences within and between 
each of these immigrant streams will significantly impact access to resources for facilitating assimilation 
outcomes.   
     Structuralist theorists note substantial educational attainment differences in a comparison of Asian 
children (Chinese, India, and Korean--with native-born children of immigrants having 70 percent college 
completion rates) to the educational attainment for Mexican children (with only 24 percent college 
completion rates).  They attribute the difference in educational attainment to factors related to socio-
economic class.  The Structuralist view exposes the immigrant’s entry into a social environment which is 
segmented in terms of socio-economic hierarchies of opportunity within the host society.  The 
Structuralist focuses on how these young entrants fall victim to institutional barriers that hinder their 
educational achievement.  They make reference to measures of stratification such as income, ethnicity and 
geographic segregation which is accompanied by ethnic marginalization.   One such Structuralist theory 
supports a “generations of exclusion” hypothesis, advanced in the work of Telles and Ortiz (2008).  From 
the vantage point of the Structuralist, the plight of Latino students can be accounted for almost entirely by 
socio-economic variables which are proxies reflecting class structure and racial demarcation in the larger 
society.  These variables account for the huge differences in educational attainment in such studies.  A 
review of empirical studies typically turns up the following factors as predictors of college-going rates for 
immigrant children: 

• Parent’s education 
• Geography (urban/rural) and economic segregation 
• Work status of mother and family structure  
• Presence of siblings 
• Legal status of parents 
• Aspirations 

     Ethnic differences in the patterns for high school dropout rates mirror the college going data.  
Structuralists use the above factors to account for the high Mexican dropout rates in U.S. schools (62 
percent) when compared to the Asian dropout rates (8 percent).    A look at the Latino population 
characteristics reveals what the Stucturalist would predict.  Currently there are about 50 million Latinos in 
the U.S.  Two-thirds of whom are immigrants or the children of immigrants (2nd and 3rd generation).  In 
California, half of the K-12 students are Latinos, and even in the rest of the United States one out of every 
five students are Latinos (over two thirds of these students come from Mexico).  Two-thirds of Latino 
immigrant children live in neighborhoods with high concentrations of poverty.  One-third of the Latino 
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children of immigrants live in a poverty household.  This incidence of poverty is two times greater than 
the poverty rate for most other immigrant groups.  Many of these Mexican newcomers to school must 
master a new academic language, while simultaneously having to negotiate their first encounters with 
racial self-awareness and explorations concerning ethnic identity linked to social status.  How will these 
students perceive themselves? 
     Cultural identity provides a safe haven.  It can be a source of strength and/or a weakness.  Often 
immigrants locate in ethnic communities that are highly segregated on the basis of income and ethnicity.  
In creating a self-identity young people incorporate how others view them.  Immigrant children will move 
through fractured social spaces as they move from home to school and as they encounter the larger social 
environments defined by the dominant culture through media and general social policy.   The process of 
identity formation and racial awareness or ethnic identity is negotiated between these discordant social 
environments.  While educational and economic assimilation depend on the extent to which children find 
culturally consonant curriculum at their schools, social policy with regard to these important inputs is 
usually lacking.  With regard to theoretical perspectives on the future of the second generation, there are 
two contrasting perspectives we consider to be quite illuminating.  The two broad groups of theories are 
identified by Portes and Rivas (2011) with the terms Culturalist and Structuralist. 
     The Culturalist perspective portrays the assimilation of the second generation on the basis of their 
chances of successfully negotiating the cultural and linguistic mainstream of the dominant culture.   
Immigrant child at an early age may progress from a home life in an ethnic enclave and move to a stage 
of ethnic or racial awareness as they encounter the “outside” world.  Their exploration of the wider world 
progresses to a final stage of an achieved sense of racial or ethnic identity.  In contrast, the Structuralist 
view underscores the immigrant’s entry into a social environment defined in terms of socio-economic 
hierarchies of opportunity within the host society.  The Structuralist is much more focused on the entry of 
these young entrants into a society already stratified by existing differences in educational achievement 
by income and race that pervade the host society.  The segmented hierarchy of opportunity limits access 
to critically needed educational and work-related networks.   Even the most accomplished immigrant 
child, in terms of competence in the cultural and linguistic mainstream, will encounter barriers in 
occupational and educational markets.  For example, a child who achieves high grades at Garfield High 
School in Los Angeles (a predominantly low income, Mexican-American public high school) may fail to 
get accepted at Stanford University over a student who has good grades from a private high school in 
Beverly Hills, California.  Many undocumented Mexican immigrants settle in Barrios in the Los Angeles 
area that are ethnic communities of low socio-economic status and this initial disadvantage is a serious 
detractor to educational achievement.  The pessimistic view projects a cycle of poverty onto life in the 
Barrio.  Unemployment rates are very high and living in poverty reinforces feelings of hopelessness 
forming the fatalistic “generations of exclusion” hypothesis.   The Structuralist view is that Mexican 
immigrant destinations in the host country impede chances for upward mobility—making it nearly 
impossible.  “Generations of exclusion” is a rigid Structuralist hypothesis that is extreme and too 
simplistic.   Is the immigrant group really isolated?  Children of immigrants may find advantages in 
ethnic solidarity and traditional values of their home country. 
     However, there are exceptions to the Structuralist viewpoint as empirical data shows that immigrant 
children who are not necessarily fully assimilated into the dominant culture, in a cultural and linguistic 
sense, have successful trajectories in terms of economic and occupational success.  For example, there are 
many small business owners of Asian and Mexican descent in Los Angeles that have done quite well in 
their chosen occupations within and outside a given cultural enclave.  For each view there seems to be a 
counter example.  We shall argue in the next section of the paper that the self-identity forged through 
social mirroring is a way of accepting both perspectives without choosing one over the other.  
Assimilation outcomes probably depend on both the cultural and structural lens to varying degrees. 
     Data compiled by the Urban Institute shows quite distinct educational attainment outcomes across 
different first, second and third generation foreign immigrants and their children.  The difference in 
poverty rates from second to third generation is most pronounced for the Mexican children of immigrants.  
The study is conducted for drop-out rates across the generations among those 16 – 24 years old ever 
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enrolled in U.S. Schools.  The data shows a 35 percent dropout rate for the first generation.  This is to be 
expected as many of the first generation are migrating with older children who are known to be more 
prone to linguistic barriers at higher grade levels.  The second generation in this comprehensive study 
displays a 19 percent dropout rate, followed by an increase to a 28 percent dropout rate for the third 
generation.  The same pattern can be discerned to a lesser extent in Asian and other overall immigrant 
populations.  The theory of social mirroring provides an insight into this phenomenon.  Aspirations forged 
through self-identity comprise a category that is a robust determinant of assimilation outcomes, not only 
in dropout rates, but also in determining college-going rates of the children of immigrants. 
     There are mixed conclusions regarding acculturation and assimilation.  With regard to the pessimistic 
outlook, Huntington (2004) asserts a view that has become geographically concentrated in ethnic islands.  
This is a Culturalist perspective that is dubbed the “Hispanic challenge.”  The characterization is one of 
large numbers of Mexican newcomers who prefer not to speak English and not to adopt the traditional 
White Anglo-Protestant culture of the United States.  The Arizona state legislature passed HB 2281 and 
Arizona governor Jan Brewer signed it into law citing concerns over this alleged problem concerning the 
teaching of Chicano culture which allegedly advocates a narrow Mexican separatist viewpoint.  This 
measure bans the teaching of ethnic studies, but takes particular aim at the schools in the Tucson, 
Arizona, a school district where 80 percent of the students are Mexican Americans, and a large majority 
are second and third generation children of immigrants.  The assertion is that the Chicano studies 
programs reinforce a narrow allegiance to the local Mexican community and to the home country, teaches 
the overthrown of the United States government and ensures that students will not be inclined to be 
acculturated into the larger society.  With this picture of the cultural resistance of the Mexican American 
child cohort, the chances for advancement are judged to be slim to none.  Given that these urban ethnic 
enclaves are already pockets of high unemployment and low income, there is not much chance of 
advancement.  While the passage and enforcement of legislation in Arizona is evidence of the effect of 
this Culturalist perspective, there is little empirical evidence to justify this view.  In fact, the Chicano 
studies programs in the Tuscon school district have led to improved student achievement scores on 
standardized tests of both Math and English.  The programs have been shown to increase the college 
going rate, and the retention rates of those students who have been tracked out of the ethnic studies 
programs.  Rather than retarding academic and linguistic progress, these Mexican American students are 
actually outperforming White students of similar socio-economic status.    
     Another empirical finding that refutes the “Hispanic challenge” thesis is that most Mexican-Americans 
cease using their native language by the third generation, even when they are living in geographically 
segregated Mexican-American neighborhoods.  Even though the “Hispanic challenge” theory has little 
empirical basis, it has provided a potent political narrative with some degree of popular support.  Even 
though it may be empirically false, it provides a rationalization for the fact that larger segments of third 
and fourth generation children of Mexican immigrants have much higher dropout rates compared to other 
ethnic cohorts.  In a time of increasingly scarce public resources, this narrative provides convenient cover 
for those who wish to do nothing to improve outcomes for these economically segregated ethnic 
communities. 
     Ignoring the actual circumstances that lead to low educational attainment for the children of Mexican 
immigrants will rob the economy of the chance to make an investment with high social returns.  Because 
of the sheer size of the young Mexican children cohort (like nothing in the past), the U.S. can no longer 
rely on the sink or swim mentality of the current educational and political establishment.  Under current 
population projections, the number of persons of working age would begin falling in 2015 without the 
increase in the work force as a result of the growth in the numbers of children of immigrants of working 
age. 
     The demographic twist here is that our economic objectives necessitate aligning our social policy with 
changing demographic realities.  The overheated immigration debate needs to give way to the need for 
social cohesion that will only come forth when we value ourselves as we are—a nation of immigrants.  
The social constellation of variables that undermine academic progress for Latinos is not being addressed.  
The political misallocation of funds away from human capital investments hints of an attitude of 
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economic separation which runs contrary to egalitarian ideals and expanding opportunities for the middle 
class.  Changing the patterns of federal government spending and labor force issues could be the topic of 
future research and they are tied to the Structuralist framework.  This study has focused on factors in the 
Culturalist arena, where some immediate progress could be made, and where some encouraging results 
can be obtained without substantial economic reallocation of resources.  Better teacher preparation 
programs, addressing poverty status, pre-school programs and financial aid as called for in the Dream Act 
are actions requiring substantial economic reallocation of resources—a structural variable. 
On the other hand, the Culturalist theory and outlook is aimed at examining the importance of attitudinal 
factors and social engagement—behaviors and social connections that raise the educational aspirations of 
all students.  Holding income, parent education, and ethnicity constant, we know that some second 
generation U.S. born children of immigrants are more likely to do well because they have a transcultural  
identity.  Transcultural or bicultural identity is defined by the ability to function competently in both 
cultures.  In “Children of Immigration” Orozco (2002) observes and explores different social mirroring 
strategies that children use to forge a self-identity.  The study characterizes three strategies that are 
commonly used by children to adapt at school and in the larger society: 

1. Ethnic Flight –which results in a child abandoning his/her own ethnic group and mimicking 
the dominant group,  

2. Adversarial Identities—constructing an identity in opposition to the mainstream culture and 
institutions, 

3. Transcultural/Bicultural identities—a style of adaption that values both cultures and develops 
a set of skills for competently functioning in both words. 

     This optimistic model of cultural adaption provides a stark contrast to the “Hispanic challenge” model, 
and it reinforces similar optimistic Culturalist theories.  Along the same line of thought, Alba and Nee 
(2003) provide an interesting spin on an old concept that is named the “new melting pot.”  The “old 
melting pot” was involved in virtual Eurocentric hegemony, in large part utilized by the majority for 
putting minorities and women at a disadvantage.  Somehow, immigrants were expected to “shed their 
culture as if they were shedding an old sin.” (Alba and Nee, p. 5).  Hidden within this view was the 
assumption of superiority of Anglo-American culture.  The emphasis in the old melting pot was on 
“unlearning” one’s culture, except where it was already in line with the majority group.  The uncritical 
acceptance of the melting pot model of American life would assume the Black and Mexican-Americans 
sought no more than quiet integration with Anglo-Americans.   
     The “new melting pot,” by contrast, is really not a melting pot at all.  It is more like a kaleidoscope 
with the old melting pot as a reference point to emphasize its points of departure.  Unlike the old model of 
one way assimilation, this cultural model asserts that some level of cultural pluralism has been alive in 
America all along—the “melting pot” was always simply a myth.  Also, concepts such as “manifest 
destiny” will seem quite outmoded  as the last half century has seen places like California transition from 
82 percent Non-Hispanic White in 1960 to 32 percent Non-Hispanic White in the latest 2010 US Census.   
What is “our manifest destiny” in a country which is being shaped by the forces of globalization?   
     The “new melting pot” is a Culturalist model that carries an optimistic message.   Pluralism has always 
been part of our past and is lighting the way for our future.  This is a model that embraces the thoughts of 
Cesar Chavez “that preservation of one’s own culture does not require contempt or disrespect for other 
cultures.”  In a culturally pluralistic society, ethnicity is a source of pride.  This view builds on the glaring 
failure of the “old melting pot” to predict the rise of ethnic pride that gave expression to the civil rights 
era of the 1960’s. along with the cultural identity and gender based politics it spawned.   
     The “new melting pot” envisions how migrants adapt in a distinctly new context in which 
globalization and non-European immigration are re-shaping the American scene.  In this new globalized 
context assimilation is no longer a one way process.   Immigrants change the society in which they are 
assimilating.  Ethnic pluralism is a natural outcome of the economic advantages that are derived from 
ethnic connections, and driven by the advantages of information technology, market integration and mass 
transportation in more open societies around the world.  These technological advantages make it feasible 
to maintain significant relationships with their homeland and their relatives.  In the “new melting pot” the 
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myth of homogeneity is replaced with the reality of cultural heterogeneity as an asset in a globe where the 
welfare of each person is more intimately tied to the welfare of others who may be many miles away. 
      Despite recent events in the United States related to “Islam-a-phobia” and growing anti-immigrant 
sentiment that underlie the banning of Chicano studies in Arizona, the overall acceptance of the “new 
melting pot” finds a voice in calls for more tolerance of ethnic, gender-role and religious differences.  The 
direction taken in the 1960’s, and the hope for this “new melting pot” is that the children of immigrants 
have the right to exercise a choice to live in a different social and cultural matrix without suffering a loss 
of advantage in the overall society.  In fact, some characterizations of this theory hold that being able to 
speak more than one language and possessing knowledge of another culture can increasingly be thought 
to confer distinct benefits upon those who can function in more than just one culture.   A study of second 
generation children of immigrants by Kasinitz (2009) adopts a framework of acculturation and 
assimilation that is congruent with the “new melting pot” optimism.  It is found that the best way to 
incorporate the larger cohort of young immigrants is to provide schooling and resources that encourage 
development of the following two modes of acculturation: 

1. Instrumental culture—which displays the skills, competencies, and social behaviors that are 
required to successfully make a living and contribute to a society, and 

2. Expressive culture –which consists of mastery in the realm of values, worldviews, and 
patterning of interpersonal relations that give meaning and sustain a strong, positive sense of 
self. 

     The conclusion to be drawn by these studies is that tapping into expressive culture provides low-cost 
and effective avenues of positive change which carry over to instrumental cultural competencies as well.  
The developmental potential of expressive culture has also found expression in a Structuralist theory that 
suggests that a “second generation advantage” accrues to the children of immigrants owing to their 
exposure to larger social networks.  This perspective documents the advantages that have recently become 
available to the younger generation in the form of information, resources, and support in a more 
technically sophisticated and connected world.  Indeed, this would explain the downward slide in third 
and fourth generation educational achievement for Mexican children of immigrants.  The greater the 
attachment to the values of the host county, the less likely a young person will be to adopt the ethnic 
flight, or to embrace adversarial identities which are a source of dysfunctional outcomes.   Public policy 
should be directed to support the greater utilization of the resources that allow cultural connections.   In 
terms of social mirroring, the bicultural self-identity of the second generation children of immigrants has 
been observed to insulate immigrants from negative feeling associated with racial and social 
marginalization in the host culture.  Hopefully, public policies will support maximizing connections to 
cultural resources to aid young immigrant children in self-determined placement within a world that is 
still rife with economic and social segmentation.   

It is evident that children who tap into both expressive and instrumental culture assimilate with 
relative ease.  They maintain a disciplined attitude toward schoolwork as a result of being able to navigate 
two worlds, at the same time drawing upon and refashioning the social environments they encounter.  Bi-
culturally competent children of immigrants (in the context of globalization) possess an advantage that 
utilizes wider community networks between and among both cultures in novel ways that are refashioning 
traditional paths of immigrant assimilation and educational achievement.  
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Introduction 
     Organizational culture has been studied at various levels and in different disciplines for decades. Many 
business theorists have developed theories to support organizational culture. Schein in 1988 introduced 
the three level of culture in an organization (Schein,1997). He showed a link in between the artifacts, 
values, and assumptions.  

 
     According to Schein, the first level deals with the organizational attributes such as the company’s 
procedures, strategies. It is all the factors that employees and employers can hear, feel and understand 
around them(Schein,1997). The first level of Organization Culture is created by the leaders of an 
organization. The second level emphasizes on the values, goals and mission of an organization. This level 
can be evaluated by surveys, polls etc.  The third level emphasizes on assumptions. This level deals with 
the understanding of the employees about the core values of the organization. Edgar Schein defines 
organizational culture as “the basic tacit assumptions about how the world is and ought to be that a group 
of people share and that determines their overt behavior” (Schein, 1997). To understand the dynamics of 
Schein organizational culture it is important to have an in-depth knowledge of the interpersonal 
relationship between the members and culture. The basic underlying assumptions act as cognitive defense 
mechanism for both individuals and groups. This is difficult, anxiety provoking and time consuming, as 
the culture is deep seated and complex. The leaders should behave marginally for organization culture so 
as to learn some new ways of culture and its member. The model helps to know the culture in the 
organization at different levels. 

     Michael Potter defined strategy as creating a unique and valuable position that involves different sets 
of activities (Potter, 1996). Regardless of the definition, a strategy must be implemented and driven from 
the top management within the organization. The leaders of the organization should take a strategic 

This theory of organizational culture was further developed by a number 
of theorists such as Aviad Raz, etc.  Such theories lead to the development of relationship between 
organizational culture and strategy.  

Artifacts: Organizational Structure, Strategies 
and Operations 

Values: Missions and Goals 

Assumption: Perception of the Employees 
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initiative and drive that strategy through all levels of the organization. It is the key roles of top 
management to communicate the vision of the company to the employees of the firm. Once the company 
successfully communicates its vision to the employees, the strategy which they have planned can easily 
be implemented in the market. The participation and enthusiasm of employees at all stages in the planning 
of strategy facilitates to develop a collective vision which enhances individuals’ motivation to see success 
of planned strategy.  Compatible corporate culture with its strategy helps employees to get a clear picture 
of the company’s goals. It also helps the top level management to hire the employees according to the 
organizational culture.  
     If the leaders driving the strategy do not have a pulse on the overall culture of the organization, the 
strategic implementation will be difficult to integrate in the organization. Peter Drucker quoted that 
“Culture eats strategy for breakfast” (About Peter Drucker). Basically, what Drucker was trying to say is 
that you can have the most sound implementation plan, however if the company culture is not taken into 
consideration the company culture will win out over any strategy.  
     Successful corporations create a niche in the market based on developing a strategy that is 
complemented by the very essence of their organizational culture.  
Explanation of Proposition 
     Organizational culture is defined as “the specific collection of values and norms that are shared by 
people and groups in an organization and that control the way they interact with each other and with 
stakeholders outside the organization” (Organizational Culture, 2010). Organizational culture can further 
be defined as “a pattern of shared basic assumptions that the group learned as it solved its problems of 
external adaptation and internal integration, that has worked well enough to be considered valid and, 
therefore, to be taught to new members as the correct way you perceive, think, and feel in relation to those 
problems” (Schein, 1997).  From these definitions of organizational culture it can be seen that the 
foundation of a company is derived from the organizational culture of the company and sets the main 
basis of how the company will operate.  A company’s organizational culture is comprised of the 
company’s organizational values, which are defined as the “beliefs and ideas about what kinds of goals 
members of an organization should pursue and ideas about the appropriate kinds or standards of behavior 
organization members should use to achieve these goals” (Organizational Culture, 2010).  From 
understanding the organizational culture and values of a company, a member of the company is able to 
determine what behavior is acceptable and what work standards management expects a member to abide 
by.  
     The culture of Wal-Mart is of dedicated to customer satisfaction, careful operating practices, low-cost, 
and meetings on every Saturday morning in order to get feedback from employees.  By understanding this 
culture, if they want to make a new strategy for low prices, as they have right now, it will be very easy for 
them.  They can do by cutting their cost on operating expenses by figuring out some logistics or 
warehousing solution.  So every employee knows what are the company’s norms and behavior so that 
they can work according to it. We can say that Wal-Mart is having the culture, which has its base 
principles like pleasing customers, operating excellence.   
     A deeply ingrained culture of the organization, which is fit with the strategy, makes the employees of 
the organization to work according the rules and regulations of the organization.  This not only helps 
management to save time on the operating practices which waste some of the time of the organization by 
taking it out. 
     A culturally ingrained company promotes strong employee identification with the company’s vision, 
performance targets and strategy.  Because of this identification, employee feels good about their job and 
they take it seriously about it.  They also try to keep them up to date about the company’s goals and work 
according to it.  Moreover, they become so passionate about their work that they try to give their best shot 
whenever possible.  The management also saves some time on employee training.   
     A strategy is important to a company being successful and establishes the direction for which a 
company would like to take.  A strategic vision is defined as “the route a company intends to take in 
developing and strengthening its business and it lays out the company’s strategic course in preparing for 
the future” (Thompson, Strickland III, & Gamble, 2010).  A strategic vision is important for the fact that 

84



it informs shareholders and employees the plans of the company and the path they will be taking to 
achieve these plans.  A strategy also shows that a company has developed a plan and has intentions to 
achieve an ultimate goal.  It is also essential that the strategy of a company is unique to that particular 
company and incorporates the visions and ideas of the top management.  Further it is important that top 
management believes in and is dedicated to the strategy that they have developed and pass this strategy 
along to all members of the company.  Further strategic vision is important for a company to pursue 
because it can lead to better financial performance.  It can also lead to a company being a better performer 
in the marketplace and being a better competitor in its respective market. During the strategy 
implementation and execution phase, it is important to continuously evaluate the team’s performance.  
Whenever the strategy falls out of line with the organizational culture, immediate changes are needed. 
     Research conducted by Schneider (1999), indicates there are four core cultures, control, collaboration, 
competence, and cultivation that are created, consciously and/or unconsciously, from a leader’s own 
personal history, nature, social experiences, and perceptions.  There is a strong connection between each 
culture, strategy, and leadership style.   
Control focuses on certainty 
     A typical strategy is predictable and will focus on market share dominance or other critical functions.  
Leadership is firm, commanding, and definitive.   
Collaboration focuses on synergy and unity   
     Strategies typically focus on developing partnerships with customers with step-by-step instructions.  
Leadership qualities include being a coach, building teams and trust, and participating in the process.   
Competence focuses on distinction 
     Strategies are based on superiority and uniqueness.  Leaders are typically assertive with conceptual 
visions.   
Cultivation focuses on enrichment  
     Strategies focus on the growth and enrichment of customers.  Leaders are focused on appealing to a 
higher-level vision. 
     It is important to understand the organizational cultures when developing and implementing a business 
strategy.  The organizational culture can be strong or weak. 
Strong cultures have deep rooted core values and long standing operating procedures that drive business 
practices and the climate of its workplace.  In companies with strong cultures, senior leaders make a point 
of continually “preaching” these principles and values to organization members and reviewing business 
practices with all team members.  There is a strong expectation that employee will display behaviors that 
are in line with the adopted values and ways of doing business.  The employee in strong cultures either 
conforms to the culturally approved norms and behaviors or they leave the organization.   
     Weak cultures lack values and principles that are clearly and consistently communicated or 
implemented.  Leadership in weak cultures do not “walk the talk”.  There may be written policies 
however they are not shared with members of the organization and there is generally no commitment to 
any particular values or business philosophy.  Peer pressure to conform to organization norms is 
nonexistent in these organizations.  Weak cultures emerge when there are various independent 
subcultures.  The existence of these subcultures prohibits the development of a unified culture for the 
organization. 
     Organizational culture can make or break a strategic plan.  Companies must have the right culture in 
place to accomplish its intended strategy.  Leadership may need to make adjustments to shift the overall 
paradigm of the organization. Changes are often required due to technology developments, market trends, 
new regulations, and customer requirements.  Team members may display resistant behaviors, as a natural 
conflict arises from what was done in the past versus the new direction.  Leadership must align its team 
members with the new direction to achieve the needed results for the future of the company.   
Examples of Corporate Culture 
     There are many examples that clearly justify the proposition that Organizational Culture is important 
for business strategy. Chrysler Corporation and Enron had cultures in place that had detrimental effects on 
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their business.  Google created a culture that enhanced its business objectives and led to great success in 
implementing their business strategy. 
Chrysler Corporation 
     Chrysler Corporation was one of the leading car manufacturers in the U.S. for many decades.  They 
held this position due to the lack of overseas competition, inexpensive gasoline, and the high demand for 
larger vehicles such as vans, trucks, and sport utility vehicles.  The global car manufacturing industry 
began to change and foreign manufacturers began to gain market share.  Also, the price of gasoline began 
to rise dramatically and consumers were beginning to purchase cars with high fuel efficiency.  In August 
2007, Chrysler’s CEO, Robert Nardelli, announced that they would record a record loss of $1.6 billion 
dollars.  He stated that the root cause of this loss was that the organization had a culture that could not 
react quickly to market shift.  Many of the managers were resistant to change and were unwilling to 
incorporate the needs of the customer.  The organization structure was based on seniority instead of 
performance.  Chrysler also became too confident on their past success.  In 2008, Nardelli initiated a 
company-wide culture change program that included management training, replacement of resistant 
managers, new incentives based on performance, incorporating ideas of customers and team members, 
and hiring a new Vice Chairman from one of their foreign competitors.  Although these actions have led 
to some improvement, Chrysler is still struggling with culture change and this has continued to affect 
their overall performance. 
Enron 
     Enron was a highly publicized example of an unethical culture.  Enron’s initial objectives were to lead 
global change in the energy business.  They encouraged workers to be innovative and to take risks.  On 
the surface these are good qualities but their top executives were motivated by greed, ego, and unhealthy 
ambition.  They created a culture where unethical behavior prevailed throughout all levels of the 
organization.  They lied about their financial performance and encouraged unethical behavior to hide the 
actual condition of the corporation.  They not only practiced unethical behavior but they also practiced 
criminal behavior.  These activities eventually lead to their collapse in 2001.  Many executives were 
prosecuted and organization members’ lives were negatively affected. 
Google 
     Google is an example of a high performance and adaptive culture.  This company was founded in 1998 
and has become an industry leader in internet search engine technology.  They created a creative and 
collaborative atmosphere where team members wear multiple hats.  Managers are also workers and vice 
versa.  They have created an atmosphere where every employee is equally important to the overall 
success of the organization.  Google does not tolerate discrimination and hiring is based on ability to 
perform the work.  In fact, they recruit talent from multiple nations from around the globe.  This has been 
a key factor in their success as Google is now translated in hundreds of languages.  Google aligned their 
culture with their business objectives and Google.com was named the most frequently visited Internet site 
in 2008, with over 530 million visitors each month worldwide. 
Forces causing a Company’s Culture to Evolve 
     Like strategy and organization structure, culture of the organization also changes.  Some of the main 
reasons are new challenges in the field of marketplace, technology, and movement in internal conditions.  
Marketplace refers to the market in which organization is functioning, the structure and culture has to 
change according it.  Revolutionary technologies tend to change, so in order to cope with it, 
Organizational culture has to change.  Internal conditions movement like eroding business prospects, and 
internal shortage.  The huge change occurs because of change in the top-level management.  As top-level 
management changes he or she tries change the system and in return culture changes.   
     Other important factors are steering towards new segment in a same business, establishing into foreign 
market, inflation in economy, new employees, merger or taking over of an existing business lead to 
change in culture. 
Conclusion 
     After reviewing the key components of organizational culture and a successful strategy and the 
relationship between the two, it is clear a strong organizational culture is important to the success of a 
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strategy.  The keyword in that statement is strong.  If an organization lacks focus and direction, it will be 
difficult to implement any change or strategy.  A successful strategy must be linked to the company’s core 
values with clear and measurable objectives.  During the implementation and execution stage of the 
strategy, it is important to continuously monitor the progress and addresses issues when performance 
objectives are not met.  When the strategy falls out of synch with the organization’s corporate culture, 
failure or misdirection is inevitable.   
     It is important to include the entire organization throughout the strategy implementation process and 
communicate how the success of the strategy is beneficial to all.  This will help eliminate resistance to 
change and nurture the strong organizational culture that has been developed through the years. Company 
culture must be aligned with its overall business strategy to realize sustained success in their industry.   
     Organizations need to consider the following in promoting a culture that will facilitate optimal results 
in strategy execution: 

• Investing in training for managers and team members to communicate the core values of 
the company and how their implementation will lead to business success 

• Communicate internal and external best practices and lessons learned to all employees 
and encourage them to adapt their behaviors to align with the preferred outcomes 

• Encourage flexibility in approaches based on market trends and customer feedback 
• Incentivize and reward team members based on a balanced approach considering ethical 

standards as well as production goals 
• Continually emphasize the behaviors and norms that are acceptable and set the example 

for the type of work climate that should prevail throughout the organization 
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