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ABSTRACT
Human experience exists within space; it is the studio for the stories of our lives.
Bounded by time, location and personal experience we assign our own meanings and
feelings to them, and they become personal, symbolic places: some are unique to us,
imagined places where we act out stories or dreams; most are part of the natural world.
Most spaces, though, are built or controlled by others; these constructed environments
can become places where we may, or may not, like to be.
This research examined spaces and places of children’s lives through the material
worlds of their neighborhoods and schools, focusing on the visible environment outside
of the school building. The intersection of school and community, it is a material
embodiment of, and evidence toward, how a community's resources are apportioned to
important aspects of children’s developmental years. These visible representations speak
of that society's values and goals for the children for whom they (we) are responsible.
This examination used multiple research tools, primarily using visual approaches
such as current photographs, archival images and data, descriptive census materials and
maps. Historical documents, (many of which are now digitized), as well as other
academic literature, local journalistic efforts and school district publications added
important materials for analysis.
Findings lead to deeper understanding of ways that visible, material worlds of
schools and neighborhoods -- past and present – can reflect, and direct the experiences of
childhood today, and often mirror those of children past. These visual and narrative
approaches contributed to understanding the importance of material evidence in revealing
inequity and class differences in ways that children, then, must "do school".
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PREFACE
Adult agendas direct how school “happens” to children. The counting -- dollars,
average test scores, numbers of bus drivers -- contributes to thousands of decisions
affecting millions of children. Counting also drives policy research and political
decision-making, leading to pronouncements about school “effectiveness”, by slicing and
dicing a huge variety of data points into uncounted rows and columns and slideshow
presentations. How do “Deciders” reconcile this the balance-sheet-approach; how is
“what is it worth now” an adequate demonstration of achievement of stated goals -- equal
opportunity and appropriate education -- for all children? This tunneled focus seemed, to
me, to be insufficient when considering children’s futures.
Other ways of looking can allow attention to longer-term effects by casting a
wider net, for example by exploring children’s material environments, past and present.
The visible world presented material evidence of school as place1, in one Arizona town2,
via visual data, archived images, local histories and present events. My own memories of
childhood -- my likes, trepidations and joys -- provided a lens. And, importantly, an
assumption was made: that readers, too, have memories and emotions of school as place,
to be brought into the evaluation of the material environments and observations I am
presenting. This is a story of ways the material world around us can reflect, and affect, a
wide range of experiences of children in Tempe, AZ.
1

Space” is where human activity is experienced; spaces take on a character of individual and personal
experiences or “stories”, and they become “places” of individual meanings and relevance.
2
Tempe, AZ is a medium-sized city in the Southwestern US. Settled in mid 1800s, originally of Hohokam
Indian heritage, current Tempe is a hodgepodge of historic neighborhoods, of mercantile and agricultural
and racial histories. Built in late 19th and early 20th centuries, it is bordered by the Salt River in the north.
Post-WWII, Tempe’s boundaries expanded southward toward irrigated farmland of the same time origins.
Today, newer neighborhoods were built again to the south, during a period of rapid expansion in the
southwestern US after 1985. The current state of these neighborhoods reflects population changes that
occurred along economic and social lines since then.
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INTRODUCTION
What is this place?

Figure 1: Marconistraat, where my Father was born and raised (Schiedam, NL) was, to me, a Space until I
went to visit, which wasn’t until my late 40s. It became a Place when I took the picture on the right,
through the peephole of his apartment: 25 years after his birth, I was born in the same room, by the same
midwife who delivered him. Photos taken by the author.

Most people, in the US and around the world, share experiences of being schooled.
My aim is to draw on that broadly-shared experience, tying the past to the present, and
portraying a view of some of the ways that schooling may differ depending on where it
was experienced, and by whom.
Winston Churchill noted: “We shape our buildings, and afterwards our buildings
shape us”, (Churchill, 1943). We construct our own meanings in those material spaces
and they become our places; our own actions and experiences within that world play an
interactive role in shaping not only our actions, but also our responses or feelings about

1

them. Each of our lived-experiences is different, strongly determined by other realities
such as social class, race, gender and geography; our lived-in spaces become canvases on
which we paint out our life stories3.
The schoolyards and neighborhoods of our own histories likely influenced who
we would become, and do so for today's children. Figure 2 was a place of profound
meaning to me: the grass fields from my middle school in 1960s Pequannock, NJ4. I
spent hours playing baseball and making friends. I lived the stories of that time and
space -- laughing, crying, winning a kickball game or nursing a skinned-knee -- that made
it become MY Place, a place that is part of me still, today. I developed physical and
leadership skills in athletics; these helped me build a level of personal confidence and
pride that carried me through the hard times of high school, helped me adapt to college,
and provided an entrée to making new friends anywhere I moved as an adult.
The outdoor material environments that stimulated me may not have rendered the
same feelings in others. School environments themselves can contribute to a variety of
place-making experiences. Some are open, barren of grass or trees, a student rarely out
of the view of adults. Some children seek nooks and crannies to shield them from the
notice of a bully; some sit in quiet conversation or even boredom, waiting for the recess
time to end. Moreover, some teachers use the material space afforded as a means of
punishment: a child neglecting a permission slip or a lost homework becomes the object
of humiliation, “sitting on the wall” segregated, as an example to others.
3

Many of the comments in this introduction were from memos I wrote early in this project, before I had
done much background reading. I found the literature a rich source of support and inspiration of these very
ideas. The literature review section credits the many scholars who have researched and provided evidence
for these social theories, and will be discussed more thoroughly there.
4
NOTE: All recent photographs of schools and neighborhoods in Tempe, AZ were taken by, and are the
property of, the author, unless otherwise noted.

2

Figure 2: Rear athletic fields, Pequannock Valley Middle School, NJ.I spent many hours, before, during
and after school, as well as weekends and summers, on these fields and playgrounds. Photo Credit: From
Facebook©: You know you’re from Pequannock when...

This is a story about where kids and families are being schooled, making their
own places, in Tempe, Arizona. Between 2007 and 2011, I traveled through Tempe by
bike (see Tempe map and route taken in Figure 3) and I took pictures of school buildings,
playgrounds and neighborhoods from a child's-eye view: inside-out and outside-in.
In conceiving this project I thought about my relationships with schools: as a
student, parent, volunteer, voter, tax payer and advocate; I started thinking about the
nature of schools as tangible spaces with many stakeholders. The familiar material
environments are embedded with a range of meanings, and which might differ when
considering the myriad of ways that school integrates into human lives.

3

Figure 3: Tempe and route I followed (in red) to photograph the schools. The industrial areas
stand out from the largely residential. Note that the area becomes greener as you cross over US
60 heading south. From Google Maps©, 2013.

4

Figure 4: Arrival view of school as seen by child or visitor to the school. Above, Holdeman Elementary
School (about to be replaced), showed signs of long-term neglect and disrepair. Below is a similar street
view for the arrival area at Mariposa Elementary School (2007).

My own management training of the 1980s taught that a business was not
supposed to be a faceless “thing” but a collection of stakeholders, with sometimes
conflicting interests, each to be acknowledged and negotiated. The broad ranges of
stakeholders involved with schooling are also participants, with a variety of interests.
Much has been written on this, and is discussed in the review of the existing literature.
Workspaces for some, political spaces for others, schools are also neighborhood and
social spaces, creative places, and learning spaces. They can be safe havens, or places
associated with shame or pain. School may be the only place a child eats a nutritional
5

meal in a day. They are spaces where children go to work and play for the majority of
their waking hours after age five; as each child’s lived experiences differ, individual
meanings and stories are constructed within those contexts and school becomes a child’s
Place.
As an adult and parent, I noticed that my children’s environments and experiences
differed depending on where and with whom they went to school. School buildings and
grounds were central to many of my own childhood stories, and they are embedded into
social fabrics of communities. They present essential and tangible representations of
policy decisions, intersecting with the range of a child’s worlds, and families with
varying income-constraints, home surroundings and cultural differences. Schools are the
material reflections of a community’s values. I found that, when I stopped to look
reflectively at the material evidence of school, there were clues about what I could, or
should, know about how decisions about school affect more than just children’s test
scores.
In addition to photographs, other visuals such as Google Earth© images, local
census information, city planning maps and historical images are used in this project to
demonstrate material effects of decisions -- past and present, throughout Tempe’s history
and in light of today's realities -- vis-à-vis a visual and geographic canvas (see Figure 4 &
Figure 5).5

5

Some images may be difficult to read due to size limitations of document placement and layout and will
be described more fully in later chapters.

6

Figure 5: Data maps: foreclosures, redevelopment and Hispanic distribution 2000-09. Residential
Foreclosures 2009 (Tempe 2030); CDBG Target Area 2010 (Tempe 2030); Hispanic population
distribution 2000 (Hispanic distribution from http://
www.mag.maricopa.gov/pdf/cms.resource/Hispanic_tr_pct0014932.pdf).
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Research Focus and Approach
This project attempts to understand aspects of schooling in Tempe by examining
visual worlds, both past and present, experienced by children who go to school there. A
goal was to discover ways that a variety of data collection, analysis and presentation
approaches might affect what readers take away from this work. Could using a mix of
research approaches, across interdisciplinary boundaries, lead to findings or conclusions
that differed from more traditional hypothesis testing, descriptive-data statistical analysis,
or ethnographic-approaches to research?
Current photographs and historical images were examined to investigate material
similarities and differences of four schools in two adjoining districts within Tempe city
limits. Understanding the histories of the districts, considered alongside current images
and data, shed light on differences children might experience in those districts and
schools today.
The research then drilled down, focusing more closely on the rebuilding of two of
those schools. Material environments, at macro and micro levels, were examined for
ways they might afford differing impacts on children's futures. As such, I expanded the
boundaries just outside Tempe (~2 miles west), to include all students attending those
two schools6, again using photographs and other sources and forms of data, including
analysis of newspapers, newsletters and websites.

6

Because of declining school enrollments in Tempe, there has been a push over the past several years to
entice out-of-district enrollments. Though this project did not account for these students, an interesting
Marketing Memo for the rebuilt Scales Elementary School (approximately 1 mile south of Holdeman)
discusses this strategy http://www.nspra.org/files/docs/Tempe_Elementary_School_District.pdf, and was
the justification of NSPRA’s Gold Medallion Award in 2009 http://www.nspra.org/scales-technologyacademy-marketing-campaign.
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I also briefly examined how various mapping approaches can be used as
informative visual representations. Improvements in Geographic Information Systems
(GIS) have led to an ever-increasing range of maps that provide dizzying numbers of
layers of data: crime rates, race and class distributions, housing services and debt levels,
degrees of car ownership and parent education. As material representations, data maps
can add elements of understanding about families and communities where children spend
much of their lives.
This project only touches the surface of the possibilities for using descriptive data
in new ways, by noticing the often unnoticed of the counting-world. Map-presentations
summarize real events, people and outcomes; they provide close-ups of neighborhoods
their material images represent. School officials, for example, use them to provide
information and support for establishing catchment boundaries, building new facilities or
even closing schools. Data can be visualized now in ways that reveal undercurrents of
implication that class or ethnicity may enter into decision equations (for example, see
Figure 6). Such decisions, when made on a class or racial basis, have real impact on
families and children’s qualities of life. These decisions about school may affect
children's long-term possibilities of success in ways at least as deep as academic areas
that receive almost all the focus of our decision makers.
Photographs and re-photography of playground spaces, schools and
neighborhoods in this project were taken at various times, often with a focus on capturing
those images from the “child’s-eye” view. I looked for ways that built environments,
outside the windows of school, reflected demographic and social differences within
Tempe’s boundaries.
9

Visual representations act as primary data elements; much was borrowed from
disciplines like educational psychology, history, educational policy and geography.
Interdisciplinary research can add critical information, and help offset some limitations
(methodological biases) of strictly statistical designs; patterns of decision making were
exposed. Archived historical images and a variety of different types of maps were
examined for alternative visual representations of demographic and other characteristics
of these schools and communities. The intention was to capture as full an understanding
as possible, through visual means7.
Their effects changed little in the 150+ years of Anglo settlement in the area.
Rich areas of investigation remain, and perhaps impact future policy setting by
identifying meaningful relationships in local material culture and connected patterns of
evidence about the place of school and community. The review of the literature that
follows provides glimpses into the rich interdisciplinary work that supported this project
and its conclusions.

7

Formatting limitations may result in images that become difficult to view fully or clearly. I have tried
wherever possible to include links to maps or images. .
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Figure 6: A comparison of segregated classrooms, Connecticut and Georgia, 1940-41 Top: Connecticut
1-room Schoolhouse. From:http://blogs.voanews.com/tedlandphairsamerica/page/4/); Bottom: One-teacher
school, Veazy, Georgia. From: www.authentichistory.com).
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LITERATURE REVIEW
I started this project with two main assumptions: that space and place matter in
shaping individual actions and outcomes by where they happen; and, that most citizens of
developed and underdeveloped nations share experiences of being schooled.

Figure 7: Primary School attendance (2002) by continent and country The territory sizes are a function of
overall attendance relative to country population. A map based on relative Land Area is shown at lower
left. From www.Worldmapper.org (SASI Group & Newman, 2006).

This research focused on connecting these two ideas to tell a story: words and
images, combined, develop a shared narrative about school.
This interdisciplinary review focused on ways of defining school as place
(Armitage, 2005; Burke & Grosvenor, 2003; Holloway & Valentine, 2000; Margolis,
2001; Nespor, 1997; Prosser, 2007), and identifying research approaches suited to
investigating the ways that place might be meaningful to children. Visual approaches in
data collection, analysis and reporting can contribute something different to the
12

understanding of roles that material culture might plays in schools and in children’s lives
at school; I also looked for ideas on presenting these findings in appropriate and
potentially empowering ways (Knigge & Cope, 2006, p. 2029; Ragin & Becker, 1992, p.
87; Tufte, 2001). How could visual research approaches contribute to understanding
ways that schools and neighborhoods integrate into child and community life?

Figure 8: Security Cameras were installed throughout Kyrene School
District in 2010-11

As I read about ways that place is meaningful to us, and that space is used to
enforce or affirm social expectations, I began to better understand the nature of schools as
structures which enable practices of power (Burke & Grosvenor, 2003, 2008; Costello,
2001; Dreeben, 1967; Fischman, 2001; Kohl, 2009; Margolis & Fram, 2007).

13

Space and Place
Danny Dorling, a professor and geographer, suggested that the question "does
place matter”, has been sufficiently answered. In his article Anecdote is the Singular for
Data (Dorling, 2001) he told a personal story about his observations of, and interactions
within, a particular place. He explained the importance of developing an understanding
of place when investigating social phenomena:
Why did I begin to learn that place mattered at age twelve? Because it
was then that I began to notice that came into the subway from where and
by which exit they left (in effect, where they lived and where they went to
school). What happened to my neighbours six years later appeared, to me,
to depend acutely on children's comings and goings in the subway earlier.
You did not need to read for a geography degree to learn that
children's options in life are largely controlled and constrained by the
places in which they grow up, the local expectations, resources, schools,
job opportunities, child-care expectations, and housing opportunities. If
you saw how the political posters coloured each quarter red, yellow, or
blue with sometimes near uniformity in a street - you did not need to know
there was a neighbourhood effect to voting and campaigning - neater even
than the social geography. If you worked in education, the police, in
health, or most obviously as an estate agent - you knew that place mattered.
If you got a kicking at age twelve because you came in from the wrong
entrance of a subway, you learnt quickly that place matters (Dorling,
2001).
Adults, through curriculum choices, spatial designs and policy decisions, control
much of children’s schooling by deciding where and how school happens (Burke &
Grosvenor, 2003). Dreeben (1967) noted that “...what children learn derives as much
from the nature of their experiences in the school setting as from what they are taught...”
14

(p. 23). Adults allocate funds, approve designs and purposefully construct those built
environments, with intended and unintended consequences for the users (Armitage, 2005).
These outcomes are the results of decision-making actions that typically outlast their
intended users, and they continue to reflect those decisions, for better or worse, long into
the future. In the US and elsewhere, for example, many schools built at or before the
beginning of the 20th century are still in use today (Lawn & Grosvenor, 2001). Post-war
growth, as a result of the social and economic effects of baby booms of the 1940s and
1950s, led to the construction of a significant number of elementary schools during the
1960s and into the 1970s that can be seen throughout the US, in large cities and towns
and in rural communities (Fram & Margolis, 2011).
Schools may often be seen as a collection of classrooms where learning happens.
Yet, built-environments, the material effects used in the education of students, reflect a
range of non-academic influences, as well as cultural beliefs and societal attitudes. These
influences are embedded in the structure and operations of schooling, where, as Dreeben
(1967) noted: “pupils learn to accept social norms, or principles of conduct, and to act
according to them” (p. 26).
What stakeholders’ value is affected by the nature of their needs and
responsibilities. Considering my own experiences, parents, for example, might visualize
specific classrooms: they are the spaces where their own children go every morning, and
parents place a great deal of trust in what happens within those spaces every day.
Politicians are more likely to consider school as the physical plants and costs of
operations to achieve some stated outcomes, e.g. cost-to-benefit calculations, on
spreadsheets and graphs, on behalf of their taxpaying constituents and considering their
15

own political futures; often, children are not part of the decision-making equation.
Teachers, on the other hand, may view classrooms as spaces over which they have
control; they can feel frustrated when that control is threatened or diminished (Nespor,
1997, p. 123).
Children, themselves, are likely to have mixed feelings about the spaces in which
the majority of time growing up is spent; classrooms, after all, are spaces where what
happens is mostly out of children's control (Armitage, 2005; Burke & Grosvenor, 2003;
Margolis, 2001, 2004; Nespor, 1997; Prosser, 2007). Nevertheless, when it is time for
recess, children may be let outdoors and somewhat freed from the minute-by-minute
management of an adult. The outdoor space of the school playground is a “non-teaching
space” (Prosser, 2007, p. 16); kids prefer spaces for play and imagination, and outside
space lends itself readily to that. It can represent freedom for children who otherwise are,
in the words of one young student, "stuck in a stupid windowless room" (Nespor, 1997, p.
120).
Schoolyard spaces, though, are only less obviously controlled by adults; they can
also be considered "contested spaces," where adults have made decisions about layout or
use which limit children’s opportunities to control that space (Prosser, 2007, p. 19). Over
time, children have become “marginalized vis-a-vis adult life”(Nespor, 1997, p. 117),
with little opportunity for participation in decisions made by parents or by schools that
affect their lives (Burke & Grosvenor, 2003).
(Holloway & Valentine, 2000) explored ways that conceptions of childhood are
actively constructed in time and place. They reviewed a range of studies that investigated
how place matters to children, and found that place acts to perpetuate societal beliefs
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about childhood, and it has an impact on children’s identity-formation. They explained:
“our ideas about childhood and our ideas about different spaces/places inform one
another” (Holloway & Valentine, 2000, p. 18). For example, adults often control play
spaces by designing them relying solely on adult beliefs about children’s competence or
needs, e.g. through decisions to eliminate swings or hanging-bars to improve children's
safety (p. 12). Ideas about ensuring “appropriate” socialization of children’s behaviors
often result in spaces of control and surveillance (see Figure 8)8, or places for punishment
(Kohl, 2009; Margolis & Fram, 2007, p. 195; O'Donoghue, 2007). And, adults have
purposely constructed “land and soundscapes,” meant to discourage children’s use or
access, in order to protect adults- only spaces from being appropriated by children (Lees,
1999 in Holloway & Valentine, 2000, p. 13).
While schoolyard activities are often similar from one school to another and over
time (Armitage, 2005, p. 536), the exact nature, and even the name, of the game may
reflect the physical characteristics of the space available to carry out the activity
(Armitage, 2005; Burke & Grosvenor, 2003; Fischman, 2001; O'Donoghue, 2007;
Prosser, 2007). I came to see the allocation of outdoor space at school as the result of a
subtraction process: school land minus school building(s) equals schoolyard.
Without the input of children in material decisions about schools, places children
thought important might be eliminated. Marc Armitage (2005), for example, compared
archival photographs of a school in the UK with current-day images and conducted
interviews and observations, tracing the history of one schoolyard game over time.
Children called the game "Blocky", a chase game that relied on a physically-defined
8

Security cameras, at ~$1 million, went to every Kyrene district school in 2010-11; they are a material
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“base” or "block": a long, black pipe that ran the full height of a wall at one end of the
school building (which they referred to as “Long Black Pipe,”), and which was visible
from a large area of playground space. Interviews with an adult who had attended the
school back in the 1930s revealed that the game “Blocky” had been played, in the same
way, when he was a student. Staff, however, had been unaware of its existence, and this
part of the playground was eliminated when a portable classroom building was placed in
the space. Without access to the black pipe, children no longer played the game, and
only the older students at the school still remembered it (Armitage, 2005, pp. 551-552).
Adult conceptions of gender-appropriate uses of space, e.g. administrator or
parent-beliefs, also have an impact on children’s access to and use of space. Donal
O’Donoghue (2007) provided a framework, using photo-elicitation, for ways children’s
images and stories can be used to develop an understanding of how place contributes to
social regulation of developing masculinities, and how social norms can be reproduced
by way of spatial designs. Through arts-based research methods, he asked children at an
all-boys elementary school in Ireland to take photographs and record their feelings about
the spaces and places outside the classroom. Children explained that the layout of
playground space gave implicit approval for certain activities, e g. active play was
“acceptable” for boys, while engaging in quiet talk stigmatized others. These students,
through images and personal descriptions, expressed their thoughts and feelings about the
effects of space and place on their own learning and on their developing identities
(O'Donoghue, 2007, p. 68).

statement of control to both visitors and students.
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O’Donoghue’s work showed how school space played an active role in boys’
developing masculinities, where spatial designs themselves communicated in subtle ways
to children about what would be expected of them in adulthood. Theories about
placemaking are also considered in research on the effects of school/neighborhood
differences that influence students’ opportunities for success.
Social Reproduction and the Hidden Curriculum of Place
Spatial designs can play an active role in communicating social expectations. In a
two-year study as a participant and observer, Jan Nespor (1997) investigated how
neighborhood type (in this case, historically white and historically black neighborhoods
in Roanoke, VA), and the degree to which children can control their own personal
mobility and play, affected children’s identity-development (Nespor, 1997, pp. 101-102).
He found that it was important to try to understand children’s lived-in space from local
perspectives of spatial relationships or in terms of current and historical community
practices. His work helped him to understand that "ways of acting and positioning" were
not static, but were affected by social and spatial histories and environments (p. 93).
Investigating the role of place in schooling required him to move beyond a "specific
perspective of schooling" and, instead, to "situate school in kids lives" (p. 95).
Nespor showed that children do not just live in isolated neighborhoods in cities.
Children's mobility, whether through purposeful individual or family attempts to break
racial or cultural boundaries, or through efforts of schools and community programs, or
because of a child’s natural curiosity, brought them into contact with community life
outside their own neighborhoods and gave them views of how the "other half lives
(Nespor, 1997, p. 95).
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Like many communities, Tempe is stratified by economic levels and racial
distributions9; there are areas with more industry and commerce and multi-family
housing, while others are more residential with middle class single-family homes and
nearby retail and service-related business that reflect the needs of particular aspects of
those communities. Still other school catchment areas include private “gated”
communities with million dollar “horse properties”. Availability and access, within local
communities, to high quality goods and services has a direct effect on individual
outcomes, e.g. the degree of maternal access to prenatal care has a direct relationship to
infant mortality rates (HHS, 2008, p. 6). There is a human tendency, once referred to as
“keeping up with the Jones’s” (and clearly exploited by advertisers), of comparing ones’
personal material environments with that of others; we can’t help noticing that some
neighbors have more, and some have less, than others. Neighborhood variations are often
visually obvious. Personal and social standing are materially visible, and easily
comparable. Nespor and others have shown that children are not blind to such
differences either (Armitage, 2005; Burke & Grosvenor, 2003; Fischman, 2001;
O'Donoghue, 2007; Prosser, 2007).
Effects of those visible differences, however, may be less than obvious. The book
The Hidden Curriculum in Higher Education (Margolis, 2001) explores subtle ways that
schools send messages, to students, to create expectations for their futures. Costello, for
example, investigated how physical environments differed between two university
departments as expressed through their buildings (Costello, 2001). Costello compared
visual impressions and images of a professional law school with one preparing social
9

This will be discussed in detail in the following chapters.
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workers. She described mismatched tables and the overall drab physical environment of
the School of Social Welfare (SSW), juxtaposed with opulent furnishings and fine art in
the Law School (LS).
In interviews, students explained how they experienced the effects of these
decisions, visually and emotionally, every time they walked into their building. Costello
concluded that each school perpetuated social stratification non-verbally, through
decisions made about furnishings, artwork and uses of space Costello (2001, p. 46). She
demonstrated that nonverbal messages, expressed through built environments, played a
powerful role in shaping student’s futures. For example, the walls in the SSW displayed
mass-produced posters and children’s artwork, while the hallways in the LS featured
important endowment donors and noted alumni in gilt-frames. The visual-spatial codes
embedded in administrative decisions had socialized in students a sense of their worth to
society at large, as well as set expectations for students’ futures (Costello, 2001, pp. 5455). These “hidden” curricula of informal or unwritten rules, manifested through place,
communicated to students their respective expectations for success in their chosen
professions (Costello, 2001).
Each of the studies of roles of space and place in developing social meaning
depicted, in some way, the physical nature of the spaces themselves for the reader. Some
did so verbally with descriptive word-pictures; others used photographs or drawings.
Common to each, though, were processes adopted by researchers to capture and code the
material elements of those spaces. In addition to developing an understanding about the
nature of space and place in creating human meaning, I also sought to develop visual
methods to research the material culture of schools and neighborhoods.
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The Nature of Visual Representation
Educational practice itself involves visual, as well as a written and verbal/auditory
approaches and skills. Reading, for example, is often taught by having children match
pictures of objects and actions to text; arithmetic is explained through diagrams and
manipulatives; and history is portrayed on maps, in photographs or on film. Children
learn early to sit quietly, and paying attention may be measured by how well a child
watches the teacher (Erickson, 1986, p. 139), and not the world outside the window.
While pursuing a better understanding of the full nature of schooling,
consideration should also be given to what is seen, whether it is initially noticed or not.
Using images as illustrations to support assertions made by the researcher, and
investigating visual aspects of school life as data, can provide access to new insights and
expose areas of the hidden curriculum (Fischman, 2001; Margolis, 2000, 2001, 2004;
Margolis & Rowe, 2004; Prosser, 2007).
The proverb "seeing is believing" can be traced back to the year 1609 (Manser,
2007); anyone possessing the sense of sight will form impressions and make judgments
based on what is seen. Photographs are used every day in newspapers and television, as
if to provide verification that the words just read or heard are true. As many have noted,
images are created intentionally by their makers, and photographers set the boundaries of
an investigation, define the purpose of an image at that moment, and choose the scope of
elements to capture within the frame of the photograph. When an image itself is offered
as proof for a story told, as Berger and Mohr pointed out, "these appearances may tell us
very little, but they are unquestionable"(Berger & Mohr, 1982, p. 87), and (Becker, 2002)
noted that “we all trust, to some degree, the evidence we see in a photographic image,”
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(Becker, 2002, p. 4). Images are often used in research in much the same way, depicting
human actions through illustration of traits, classification of objects or counting of
instances (Becker, 1986); as referenced in Becker, 1998 (Becker, 1998b, pp. 5-6).
In a special issue of Visual Studies: The Visible Curriculum (2007), Eric Margolis
wrote: “Visual images are polysemic, they mean different things to different viewers and
remain incomplete and inchoate until seen,” (Margolis, 2007a, p. 10). Most images are
of someone, something or somewhere, but their meanings are constructed through the
lens of what the viewer knows and by how well the intentions of the maker are
communicated (Margolis, 2008, p. 3). Barthes (1981), discussing how he took notice of a
particular photograph out of the many he might be exposed to, noted: "It is culturally...
that I participate in the figures, the faces, the gestures, the settings, the actions.” He
described those qualities of images that are given passing attention as possessing:
studium...[which is the] application to a thing, taste for someone, a kind of
general, enthusiastic commitment... but without special acuity…It is by
studium that I am interested in so many photographs, whether I receive
them as political testimony or enjoy them as good historical scenes
(Barthes, 1981, p. 26).
Barthes went on to note that other images grab us: "The second element will
break or [punctuate] the studium...[which] rises from the scene, shoots out of it like an
arrow, and pierces me...[it] will disturb the studium.” He called this “punctum”, the
emotional hook that leads a viewer to new insights and understandings. He explained
that these photographs are “...punctuated, sometimes even speckled, with these sensitive
points; ... A photograph's punctum is that accident which pricks me (but also bruises me,
is poignant to me)” (Barthes, 1981, pp. 26-27).
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(Berger & Mohr, 1982) explored the special power of photographs to
communicate something about the nature of the material world, and as they explained:
Photographs do not translate from appearances. They quote from them. It
is because photography has no language of its own, because it quotes
rather than translates, that it is said that the camera cannot lie. It cannot lie
because it prints directly.... The camera does not lie even when it is used
to quote a lie. And so, this makes the lie appear more truthful. (Berger &
Mohr, 1982, p. 96)
Photographs have an affect because humans can respond emotionally to what is
seen, and because it is often difficult to question their truthfulness. Howard Becker
(2002) illustrated how users can be confused or misled by inadequate background
information.
In Visual Evidence: A Seventh Man (Becker, 2002), he told a story about an
enthusiastic review, written by a noted art critic, for an exhibition of photographs; the
images provided an emotionally-compelling depiction of deep economic decline in a
small California town. The reviewer later realized, however, that the images had been
misleading: in framing selected buildings, the photographers had implied decline; in fact,
the town was being revitalized. The critic later exposed the photographers in a follow-up
essay and expressed frustration at having been led, emotionally, to an erroneous
conclusion (Becker, 2002, p. 3; Morris, 2007).
When the researcher provides adequate explanation into how a photograph came
into existence, users can decide how much to trust the representations being asserted
(Harper, 1998, p. 20). “The caption is critical in contextualizing the social fact that the
viewer is to read in the image…”(Margolis, 2007b). Becker (1998c) noted that Harper's
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sociological study of tramps10, produced after many months of living and traveling with
them, included photographs along with descriptions of tramp culture; their explicit
context was integral to the understanding of the reader, not just as illustrations of the
conclusions. Becker explained, “The images themselves, sequenced, repetitive,
variations on a set of themes, provide their own context, teach viewers what they need to
know in order to arrive, by their own reasoning, at some conclusions about what they are
looking at” (Becker, 1998c, p. 11).
Context can be provided by captions, or by groupings of images or their
placement in a larger story (Becker, 1995, 2007; Berger & Mohr, 1982, p. 284).
Fischman (2001) showed how a photograph, when context is thoughtfully considered in
the analysis, can be far more than the parts of the image itself, allowing the photograph to
serve as evidence rather than mere illustration. He used an historical photograph — an
elementary-school class picture — as the basis for a series of interview questions with a
former student, now an adult (Fischman, 2001).
Fischman walked readers through his analysis of the visual evidence and an
investigation of the underlying material context, a process often referred to as photoelicitation (Collier & Collier, 1986). By asking the participant to recall what had
happened in that place and time, the reader learns that the "books" on the wall were a
painted backdrop; even then, the importance of that detail may not be immediately
obvious to the reader/viewer. Fischman suggested that the image, from an Argentinean
classroom, could mean something different to a North American viewer than it did to the
former student in the photograph. To a reader familiar with that context, however, the
10

In Good Company, by Douglas Harper (1981). Chicago: University of Chicago Press.
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painted-on books were an indication that this was special- education classroom; a
'mainstream' classroom in Argentina would have displayed actual books on the wall
(Fischman, 2001).
The photograph-as-artifact was given contextual form through the personal, and
painful, story told by the participant; it was not simply an illustration provided for the
reader. The material image enriched the meaning of the story in a way that words alone
could not. Fischman described the work of the visual researcher in this way: “...[there
are] questions that need to be addressed...What constitutes the context of a photograph?
Through which “contextual” processes do people learn to read and interpret images?
What types of interactions occur between the image and its context” (Fischman, 2001, p.
32)?
Like other forms of data, investigating visual culture requires a set of tools and
practices to help uncover meaning. Jon Prosser (2007) surveyed a range of approaches
for exploring visual culture of schools, through multiple theoretical lenses and crossdisciplinary methods, to arrive at various levels of understanding of school cultures. By
using images to study built environments and the ways they affect children’s actions at
school, Prosser showed that schools are interactive and changing systems of subcultures
which contain "the trace and markings of the past, present and probably the future hidden
curriculum" (Prosser, 2007, pp. 14, as adapted from Schutz, 1964).
Images can be created by the researcher, or may be found-images, whether from
historical archives or provided by others. Historical documents and archived photographs
can be used with re-photography to show changes to environments over time. And, like
other qualitative approaches, images can be classified, coded, and evaluated for
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meaningful categories and to provide warrant for assertions made, or used in conjunction
with other forms of evidence from public records, interviews or observations (Becker,
2007; Collier & Collier, 1986; Erickson, 1986; Margolis, 1994b; 2000, pp. 17-19;
O'Donoghue, 2007; Prosser, 2007).
Maps can be used to communicate geo-political, geo-economic or geo-social data
visually. Historically been the domain of trained technicians, they carry a degree of
“authenticity” in user communities. Yet, like other forms of visual representation, they
are subject to similar biases such as what is in, and what is out, of the map frame (Kwan,
2002) or what are the underlying assumptions and contexts associated with the map
(Crampton, 2001; Harley, 1989; Krygier & Wood, 2009)?
Mapping as Visual Representation
Maps are a special kind of visual tool. Like photographs, maps are socially
constructed (Harley, 1989), (usually) two-dimensional geographic representations of
human actions in place and time. Similarly, without adequate details, maps can be
enigmatic, or intentionally misleading (Collins, 2009; Crampton, 2001; Dorling, 2007;
Dorling, Barford, & Newman, 2006; Harley, 1989; Krygier & Wood, 2009). Maps and
photographs can include a great level of detail about the spaces within the frame, and
unless viewers are provided some means for interpretation, they are left to choose what to
notice (Becker, 2002; Berger & Mohr, 1982, p. 90; Margolis, 2008).
As Berger & Mohr suggested, there is an implied degree of truth given to images
in photographs that maps do not possess: "[U]nlike the story teller or painter or actor, the
photographer only makes, in one any photograph, a single constitutive choice: the choice
of the instant to be photographed. The photograph, compared to other means of
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communication, is weak in intentionality [my emphasis]” (Berger & Mohr, 1982, p. 90).
Maps, then, are not photographs. Image constructions, by a photographer, involve
making choices of framing and time and these decisions are directly reflected in the
image: anything represented within the frame gets equal time (Berger & Mohr, 1982, pp.
92-94). Even here, the time spent highlighting a particular element in a photograph
requires identifying which element of many, for what effect, and then to determine proper
techniques of exposure and light. Berger & Mohr noted:
What makes photography a strange invention — with unforeseeable
consequences — is that its primary materials are light and time ... The
photograph offers irrefutable evidence that [the subjects of the image]
existed. Yet it tells us nothing of the significance of their existence.
A photograph arrests the flow of time in which the event
photographed once existed. All photographs are of the past, yet in them
an instant of the past is arrested so that, unlike a lived past, it can never
lead to the present. Every photograph presents us with two messages: a
message concerning the event photographed and another concerning a
shock of discontinuity....
No invented story, no explanation offered will be quite as present
as the banal appearances preserved in this photograph. These appearances
may tell us very little, but they are unquestionable....
[Y]et unlike the story teller or painter or actor, the photographer
only makes, in one any photograph, a single constitutive choice: the
choice of the instant to be photographed. The photograph, compared to
other means of communication, is weak in intentionality... . A dramatic
photograph may be as ambiguous as an undramatic one (Berger & Mohr,
1982, pp. 83-90).
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Maps as we have considered them throughout history were much like drawings,
generally constructed translations of space onto a coordinate system of points on a grid.
While maps can have value in representing the world visually, they represent only the
degree of detail that the maker intends to show (Armitage, 2005; Crampton & Krygier,
2006; Harley, 1989; Kwan, 2002, 2007). This is a key difference between map and
photograph: a map is more obviously strong in intentionality. Maps are not true
reproductions, but constructions where the shapes and forms are supplied by the maker;
the details included or excluded are completely at the maker's discretion and rather than
picturing the real, they depict it.
Maps are also valuable for this reason: they allow users to visualize selected
elements in the physical world, and they can represent those elements simply (Collins,
2009). Denis Wood, in his book Everything Sings (Wood, 2013), shows how a collection
of such maps can capture a range of “nested rhythms” that convey an essence of a place,
as a set of processes and histories, as a neighborhood and community (Wood, 2013, p.
23). A viewer can feel a part of that community by connecting what THEY know, to
what is represented in the map – map, therefore as story:
… the map of the traffic signs, there are just traffic signs. There's no
streets or anything. On the map of the streets, there are just streets. On
the map of the trees, there are just trees. And what you do as you go
through these maps is you begin to build up-- even though it's never said-you begin to build up the kind of structural knowledge that you take away
as the residents of that neighborhood (podcast transcript of interview of
Denis Wood).11
11

Ira Glass. This American Life: Mapping (Sept. 4, 1998). Chicago Public Media.

http://www.thisamericanlife.org/radio-archives/episode/110/transcript.
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The maker of maps can choose to represent multiple phenomena, categories or
community patterns (Collier & Collier, 1986, p. 33; Harley, 1989), by using selected
spatial data elements within a larger frame than might be provided in a photograph. This
data can be shown in tabular form or on a variety of charts, but by adding geographic
information, users can relate what they see on the map to places or situations with they
are familiar (Petchenik, 1977).

Figure 9: From Denis Wood (2013), Everything Sings: Maps for a Narrative Atlas . The image on the left
maps the relative number of local newsletter mentions, by street, in Boylan Heights neighborhood, a part of
the city of Raleigh, NC. On the right, for the same streets, the location and relative numbers of Halloween
jack-o’-lanterns (Wood, 2013, pp. 88-91).

(Wood, 2013) shares aspects of the nature of Boylan Heights, NC as a living and
changing community, through a range of hand-drawn maps, historical information and
photographs. In Figure 9, the images show the relations of two different, but linked,
activities in Boylan Heights: addresses mentioned in the local newsletter over time, and
locations and sizes of carved-pumpkin jack-o’-lanterns on one Halloween.
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He explained:
I rode through the neighborhood on my bicycle—it was 1982—and took
pictures of all the jack-o’-lanterns. On the map, there’s a jack-o’-lantern
at every address where there was one or more pumpkins on the porch, and
most of those porches were at addresses that were frequently mentioned in
the newsletter (Wood, 2013, p. 90).
(Collins, 2009, 2011) used a GIS to connect current works of art to a specific
place: the Telluride Watershed. His work engaged users to create pieces of art (e.g.
drawings, writings, archival and current photographs), which connected personal
experiences of place, to place. These user-created pieces were uploaded and geo-tagged
in a GIS database of the area, connecting their art to the material space the piece
represented in some way. This participant approach, connecting community and history
to non-quantitative representations of place, allowed people to share the rhythms of that
place (Collins, 2009; Wood, 2013).
When mapmakers provide adequate context12, users can also find maps helpful in
decision-making (Dorling, 2007). They can quickly compare multiple factors in time and
space, reflect on questions raised and perhaps form preliminary conclusions. In addition,
by choosing multiple means to investigate and report, biases inherent in any one method
are then addressed, and the resulting conclusions are strengthened (Behrens & Smith,
1996; Caracelli, 1993; Greene & Caracelli, 1997; Greene, Caracelli, & Graham, 1989; M.
L. Smith, 1997, 2006).
In the past, maps often depicted area-based geopolitical boundaries, such as road
maps, or special-purpose maps designating political party affiliation, e.g. "blue/red" states
12

This is a critical element, and is a topic of concern among many geographers and mapmakers today.
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in the U.S. (Gastner & Newman, 2004). Now, improvements in processing capability
allow formats to represent a range of social phenomena in new ways13 (Dorling, 2007).
Photographs and maps can complement and support other descriptive and analytical
processes in research.
Consider how Google Maps© allows a user to toggle between a street-map view
and a satellite-image map view to assist them in finding a target location. In this case,
map and photograph are combined; in some cities, a user can specify a geographic point
and "see" a ground- level picture and manipulate it in a 360° view.
Together, maps and photographs can jointly represent sociopolitical phenomena
in powerful ways, for example, using map shading to highlight areas of poverty (Rampell,
2009), alongside photographs of foreclosed homes . They can be used to depict rates of
social change by using time-series maps and re-photography of the same neighborhood in
20-year intervals, or, as seen in the aftermath of Hurricane Katrina, the devastation of
New Orleans was explained using physical relief maps representing flood plains and
levees alongside aerial photographs of the flooded city14.
Geographic Information Systems (GIS) are a growing and increasingly important
way to understand local actions and outcomes. Margolis (1990) and Tufte (2001)
described the way that a London physician, John Snow, used geographic information to
solve the London cholera epidemic of 1854. By obtaining and mapping locations of each
cholera death, Snow noticed they clustered around one water pump-well. He then
interviewed residents to verify household water source. He combined a visualization of
Additional discussion of this issue will follow.
13
An example can be found from Dorling’s work on Worldmapper at the start of this section.
14
Videos and images on the History Channel web site at http://www.history.com/topics/hurricane-katrina.
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incidents on a map with a range of additional data gathered through on-the-scene
interviews, a mixed approach to data collection and analysis led to ending the epidemic,
and provided important evidence toward preventing future outbreaks (Margolis, 1990;
Tufte, 2001, pp. 24-37).
Tufte (1997) described necessary steps for creating evidence through an analysis
of this kind of data display, and these are similar to those required for any good research:
1. Place the data in an appropriate context. Snow used both graphical
representations of numbers of deaths and placement of community wells
to show that deaths were clustered relative to other wells.
2. Make comparisons to other data (in this case qualitative). Snow
conducted interviews at locations near the well with people who were not
stricken. Two locations stood out: a brewery (with its own well, and
where it turned out many workers drank some quantities of beer, but not
water from the public pump-well) and a workhouse, which he found had
its own well too.
3. Consider alternative explanations and disconfirming evidence. A few
cases located in different neighborhoods turned out to have consumed
water from the pump-well after being collected by passing servants.
4. Assess the sources and consequences of possible errors and report the
details. Snow provided supplemental details in the text to “assure readers
about the care and integrity of the statistical detective work that produced
the data graphics” (Tufte, 1997, pp. 28-34).
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Demographers and social geographers are now using mapping tools for
geographic data analysis and display. Wachter (2005) introduced a special issue of the
Journal of the Proceedings of National Academy of Sciences by noting that recent
demographic changes have led to inequities created by population mobility and
increasing diversity (Wachter, 2005). The demands these factors have placed on legal,
political and economic decision-making bodies have created a need for new geographic
analysis tools. The availability of faster, more powerful computers for mapping
algorithms and statistical analyses (Gastner & Newman, 2004), commercially available
GIS systems like ARCGIS©, and user-friendly mapping tools such as Google Earth©,
allow more fine-grained analyses; more geo-visualization tools are available for use by
those less technically savvy than in the recent past.
These tools are easily accessible and allow both global and local analyses of
social phenomena that consider time, space, human movement and/or social change
Dorling (2007). At the same time, they may move mapping out of the domain of the
“expert, by allowing anyone with a computer and a question to investigate, and
communicate, impacts of decisions made on social interactions under study (Crampton,
2009). Consideration must be given, though, to the nature of map construction; this ease
of accessibility and use opens up questions about truth-claims and power-relations
embedded in the mapping technology itself, as well as in assertions made by the maps
(Dodge, Perkins, & Kitchin, 2009; Dorling, 2007; Harley, 1989; Krygier & Wood, 2009;
Kwan, 2002, 2007).
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“Crowd sourced” web data can be analyzed to consider effects of social
phenomena that reflect time, space, human movement and social action (Dorling, 2007).
Mapping now can move be moved out of the domain of the “expert”, for example, by
allowing public investigation and discussion of policy-decision effects on the
communities they effect15.
The literature referenced above revealed rich and varied interdisciplinaryapproaches to investigating the built environments of schools and their communities. As
a preliminary survey, it provided a starting point for me to develop my initial research
questions, and bounded the study at the outset. Qualitative approaches, particularly the
interpretivist and inductive methods of grounded theory, suggest that the analysis of the
data collected may lead to a need to consider other views (Charmaz & Mitchell, 2001;
Erickson, 1986; Glaser, 1978; Glaser & Strauss, 1967; Knigge & Cope, 2006).
Throughout this research, additional literature supported developed assertions.
Eventually, degrees of understanding developed into a deeper story from clues provided
by the material aspects of children's worlds and the community’s histories outside the
school building. This story provides insight into ways that children's “views” of school
might differ.

15

e.g. Facebook, OpenStreetMap, Twitter, Yelp, Vimeo.
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METHODS
Social practices reflect interrelated structural elements of society. Similarly,
schooling and parenting do function independently (Tobin, Wu, & Davidson, 1989).
Both are influenced by culture and social environments, embodied in socially constructed
categories such as race, class or gender (Anderson, 1989). These in turn influence
individual actions and drive differentials in power (Nespor, 1997; Rock, 2001).
I initially developed the idea for this research project in fall, 2007, while
investigating the potential of visual approaches in educational research. I wondered if,
and how, in this particular city of Tempe, AZ, schoolyards and the visible community
might differ as one travels from the northern part of the city to the southern part, a
distance of approximately nine miles. I rode my bicycle, following a north to south route
along a central corridor, and photographed nine local schoolyards and neighborhoods
within this 25 square mile community (see Figure 3).
This route reflects also the geo-demographic development of Tempe. Historic
neighborhoods in the North, built in late 19th and early 20th centuries, were followed by a
construction boom in the post WWII 1950-60s (Solliday, 2001). During that time, many
new schools were built to accommodate the “baby-boom” that occurred during that postwar period. As one travels further south, newer neighborhoods were again built after
1985, during a period of rapid expansion in the southwestern US. The current state of
these neighborhoods reflects population changes that occurred along economic and social
lines since the mid-1980s (see Figure 10).
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Figure 10: Annexation –Tempe into the 21 century, and corresponding population growth. Both figures
from Tempe General Plan 2030.
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I started to develop questions about the nature of schools as places of meaning for
children, and I wondered what a closer look at the visible, material aspects of those
places might reveal (Fischman, 2001; Margolis, 1994a, 2001, 2007b; Margolis & Fram,
2007). As Erickson, 1986 and others have shown, these initial experiences helped me
frame the questions that followed (Erickson, 1986; Graue & Walsh, 1998; M. L. Smith,
1997, 2006). In order to investigate ways that the outdoor, material world of school
reflects the worlds that children experience it, here and now, I focused down to the local
context of their schools and neighborhoods. The goal was to identify patterns of
meanings and connections to the larger social structures, past and present, in which they
exist (Erickson, 1986; Margolis, 1994a, 2000, 2007b; Margolis & Fram, 2007; Nespor,
1997; M. L. Smith, 1997).
Rationale for the Research Approach. My guiding research assumptions were
that each person’s reality exists within the contexts of their histories, goals, family and
social interactions, and is reflected in the material worlds of individual experiences;
Bronfenbrenner (1995) called this PPCT, for Person, Process, Context and Time
(Bronfenbrenner, 1995, p. 621). As a researcher, I wanted to illuminate and interpret the
localized patterns of meanings that emerged from thoughtful observation and analysis of
local histories and interactions (Behrens & Smith, 1996; Erickson, 1986; Margolis,
1994a; Nespor, 1997), through examination of past and present material worlds outside
the classroom. As Behrens & Smith explained, qualitative research is a process of
discovering human meanings which "are sensitive to a variety of contexts in which (they)
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occur...” (Behrens & Smith, 1996, p. 978). Rather than pursuing social understanding
through research practices of hypothesis testing and deductive reasoning, investigation of
these local relationships relied on iterative and inductive processes that were sensitive to
the contexts that existed there, at that place and time (Charmaz & Mitchell, 2001;
Erickson, 1986; Glaser & Strauss, 1967; Graue & Walsh, 1998).
At the same time, however, I wanted to involve other ways of understanding these
contexts, for example, analysis of descriptive statistics, such as census data, local surveys
and school report cards, which are often used by cities and government agencies when
making political decisions affecting children’s schooling. Rather than rely on the usual
presentation of these descriptive data via graphs and tables, I looked for other visual
means of representation, such as photographs, charts and maps. As noted earlier, the
mixing of methods of investigation and representation allows the strengths of one
approach to offset the weaknesses (or biases) of other approaches, and vice versa (Becker,
1998a, 2007; Behrens & Smith, 1996; Crampton & Krygier, 2006; Erickson, 1986;
Greene et al., 1989; Margolis, 2000; Prosser, 2007; M. L. Smith, 1997, 2006).
Setting and Sample Chosen. In any research, it is important to set the
boundaries for investigation. What happens inside of school is different in many ways
from what happens on the outside, by intentional design and by the nature of children’s
needs and interests (Armitage, 2001; Burke, 2005; Burke & Grosvenor, 2003, 2008;
Nespor, 1997; O'Donoghue, 2007). “Who a child is different on the school bus from in
reading group and different still at the kitchen table” (Graue & Walsh, 1998, p. 80).

The schoolyard is one of the few places where community intersects visibly with
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schooling. The outside material environment of school is a place where we may see
schooling happen. As a researcher, I was another community member on the outside of
school, looking in. I chose to focus on the visible, without direct access to children. I
could not see children’s agency in action, or directly observe acts of resistance or
resilience (Margolis, 2000, p. 17).
Every day there are children, in Tempe and elsewhere, experiencing school from
the inside looking out and from outside looking in, and the school grounds establish
material and temporal evidence of those experiences. As Margolis and Fram (2007)
explained:
Schools as material spaces are read not just by analysts, but by everyone,
as symbols and forms of discourse that convey distinct messages. Schools
are role expectations made concrete. Sturken and Cartwright [2001: 246]
asserted that, ‘Form ... embodies the politics and ideology of a culture as
much as if not more than content (Margolis & Fram, 2007, p. 95).
My analysis focused on identification of evidence: did these places, constructed
by adults and experienced by children, reflect institutional power structures or class
differences (Dodge, Kitchin, & Perkins, 2009)? I looked for clues provided in the ways
spaces were created and furnished, regarding the nature and effects of social
reproduction; in this way, I achieved some understanding of how the material experiences
of schooling differed by place or population (Margolis, 2000; Nespor, 1997).
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This study focused on local patterns of material school culture in Tempe, AZ,
across two school districts, Tempe Elementary School District #3 (TESD) and Kyrene
Elementary School District #28 (Kyrene). Both districts have a long history, dating to the
1880s, but the nature of the neighborhoods and the families of the students served, both
by district and by catchment, varies substantially.
Both districts serve students residing within the City of Tempe's boundaries, as
well as students from surrounding communities (see Figure 11). Tempe itself is
landlocked, and further growth can only come from expanding existing properties or the
addition of higher-density units. Holdeman School, for example, has fewer than 50% of
its students from within the City of Tempe; the rest are bussed, from an area two miles
west (separated from Tempe by Interstate 10), known now as Cotton Center in South
Phoenix.

Figure 11: Tempe, in central Arizona, at SW of Four Corners region, Southwest U.S. It also shares a
border with Mexico. Note: small white sliver in left center of Tempe, with I-10 on the west, is the Yaqui
Indian and Hispanic community of Guadalupe. From GP 2030, p 253.
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Both districts also serve students from an adjacent Yaqui Indian and Hispanic
community of Guadalupe, AZ (between Tempe and Phoenix)16. Kyrene includes
students from the cities of Tempe, Chandler and Phoenix; the district has continued to
expand its boundaries as those cities have grown further south, and west. For the
purposes of bounding this study, I have focused on students and communities within
Tempe’s borders.
In deciding which schools to investigate for this project, I chose two schools from
each district, as ones that represented most or all of the categories initially identified in
the pilot study. It is important to note that, as a qualitative study, I did not attempt to
generalize observations or findings to a larger population; the goal in selecting these
schools was to include areas common to each of the schools. A larger sample would
unlikely have produced material evidence beyond what was investigated here, and could
instead would have reduced the quality of the analysis (Charmaz & Mitchell, 2001, p.
168).

16

In Guadalupe, Frank Elementary School (TESD) was required, under 1977 Desegregation Order, to
integrate. Although segregation is effectively in existence throughout the district today by virtue of US
Supreme Court dismantling of school desegregation statutes within 20 years of its creation in 1954 (through
Brown vs. Board of Education), the town’s children remain split among five separate schools, though
Guadalupe covers only one square mile.
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Figure 12: Map of TESD and Kyrene Boundaries for 2010 school year TESD (top): Holdeman catchment
is filled-in pink, Broadmor, to the west, is purple. Kyrene (bottom): Waggoner is outlined blue; Mariposa
is green (the topmost outline for each includes children bussed from Guadalupe)
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The four schools in this study were chosen as follows (for District Maps, see
Figure 12):
Tempe Elementary School District (TESD):
Holdeman School - in a neighborhood originally built in the mid-1950s, it
is in Northwest Tempe, situated on a busy street with high-density traffic
of cars, trucks and busses, and a mixture of residential, commercial and
light industrial properties in the surrounding vicinity. At the time of the
pilot project, this was an older facility (originally built 1961); Holdeman
was rebuilt from the ground up in 2007-8.
Broadmor School – in a largely residential area, also built in the 1950s, of
mixed density at approximately the center of the district. Broadmor (built
in 1955), is ~1.7 miles east of Holdeman. Adjacent to ASU, and
surrounded by quiet streets, and a middle school directly across the street
(which was repurposed in 2012 due to lack of enrollment). In the pilot,
Broadmor, too, was and older structure, fully rebuilt in 2008-9.
Kyrene Elementary School District (Kyrene):
Waggoner School - located in a fully residential area of generally larger,
single-family homes and large lots in a quiet neighborhood. The
neighborhood and school date to the late 1960’s and newer; the
elementary school is directly adjacent to a Kyrene District Middle School.
Kyrene de la Mariposa School - was built more recently in a planned
development: a fully residential planned community of moderately large,
single-family homes and medium-sized lots in a quiet neighborhood, with
parks and walkways. The area and school were built in the late 1980s, and
the school is directly adjacent to a large green space.
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The initial focus of this project was on the children within the boundaries of the
City of Tempe proper, however it became clear that my findings would be incomplete
without considering the remaining children attending the Holdeman School17. Those
students are from low income and almost solely Black and Hispanic households,
contributing to the school’s Title I status. Discussion about the intersections of
communities and larger macro-environments (Bronfenbrenner, 1979a; Nespor, 1997)
needs to take into account differences such as those faced by children and families not
directly adjacent to the school neighborhood. Degrees to which racial histories of the
past affect those communities and schools today needed to be included.
Approach: Data Collection and Analysis
I have generally followed a grounded theory-like approach to data collection and
analysis (Knigge & Cope, 2006), though, in utilizing a number of qualitative techniques,
I did not explicitly develop a sociological “theory”. Rather, my goal was to examine how
visual approaches can serve as a primary means for investigating material cultures of
these four schools. What types and levels of understanding can be provided, through
examination of the material world, with tools such as photography, archival images and
descriptive-data mapping?

17

As noted on the district maps, there are students from other areas bussed to Waggoner and Mariposa as
well. The same issues: of access by parents of lower income, and racial/cultural mix, apply, and should be
considered by the reader when the Okemah area is discussed later in the research. The numbers of students
bussed in Kyrene’s case are much smaller percentage of total population at those schools, and do not have
as great an affect on the school environment overall, as occurs at Holdeman.
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I also note that I, as the researcher, played an integral part in the research
(Behrens & Smith, 1996). In her qualitative methods course syllabus, M. L. Smith
(2008)explained:
(researchers must) reflect on their purposes and audiences and their self
definitions. This is particularly important in qualitative research because
‘the researcher is the instrument.’ Everything we know, and are and
discover enters into the writing up of the results of our research (p. 3).
The context of my personal experiences as an adult, a current and former student,
and as a parent cannot help but affect the findings of this research. I have a particular
passion for learning, but have had mixed feelings about school. I have seen and
experienced joys when learning new things, and felt pressures placed on children to
conform to socially acceptable beliefs, behaviors and ideas. I have found inconsistencies,
between stated institutional missions and goals, and actual practices, regarding the
meanings of learning, critical thinking, self-esteem or fairness.
As a parent I watched my own children blossom with good teaching, and be
wounded by misguided practice. As a child in school, I felt both excited and
misunderstood as a learner. As a citizen, I have witnessed inequality in education, and
understand the varieties of additional pressures that low income or unemployment, or
color or country of origin, can play. As a child with immigrant parents, I have seen
frustration and hurt when, despite doing extremely well in an educational institution in
the US, discrimination was meted out, strictly due to their having “an accent”. My
memories and experiences are part of the lens through which I see the world. They have
affected what I looked for, what I noticed and, therefore, I can only expect they have
affected my conclusions as well.
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Bias and error are part of each research method; analysis can then be strengthened
when multiple approaches to understanding the phenomena are used (M. L. Smith, 2006,
p. 458). In Qualitative Methods in Research on Teaching, (Erickson, 1986)
recommended researching the particulars of everyday school life, to shed light on the
invisible, “to make the familiar strange and interesting again”. He suggested looking, and
looking again, to notice those things that might otherwise go unnoticed. O’Donoghue
(2007) suggested that, by using multiple approaches to understanding social life:
...to increase the variety of questions that we can ask about the educational
situations we study...we can expect new ways of seeing things, new
settings for their display, and new problems to tackle ... put another way,
our capacity to wonder is stimulated by the possibilities the new forms of
representation suggest (O'Donoghue, 2007, p. 63).
Data Collection and Analysis. Codes developed during image review were
based on my impressions and field notes. Examples of categories used in coding were:
•

Images of school spaces — school grounds: built and outdoor environments.
Categories included: Structures (condition, construction, windows/ doors,
color, whose-benefit); Grounds (who-benefits, corners/hidden, cultivated, dirt,
parking, equipment, seating, shade); Views (inside/out, outside/in, 360°,
aesthetics +|-).

•

Images of community — child/family spaces, that intersect with schools and
communities through built and natural environments. Categories included:
Alleys; Commercial; Residence (single, multi); Industrial; Landscape
(cultivated, wild); Traffic (slow, fast); School Access.

The photographs were then managed in an Apple Mac environment. The
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qualitative codes for school and neighborhood visible cultures became tags in Aperture
(v3.0)©, an image manager for Mac©. Aperture© allows each photograph to be associated
with multiple categories (tags), and tags can then be used to create "Smart Albums",
allowing the viewer to see similarities and differences in the photographs (see examples
in Figure 13.
Maps, school district planning reports and news articles were saved in a
searchable electronic notebook, along with additional memos and field notes. Similar to
coding of text, the image management tools allowed analyses to be done at varying levels
of granularity to facilitate the identification of themes within the data. Images were
evaluated as taken, without choosing specific focus areas initially. Those displayed in
this research were largely un-manipulated other than reducing blurriness where possible.
No other adjustments or additions were made to what was seen through the lens.
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Figure 13: Examples of coding tools and approach Aperture Library View for image coding; Aperture
Smart Album search by tagged categories; panorama images of Broadmor view from school front entrance,
on contact sheet for coding; contact sheets manually coded for tagging in Aperture.

Data was also collected from a range of additional sources. For example:
•

Historical images of Tempe: to build a rich picture of Tempe's historical context,
they aided in understanding how Tempe has evolved. The Tempe History
Museum, Tempe Public Library and Arizona State University Libraries, as well as
a wide variety of Internet resources, have publicly accessible archives of historical
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photographs of Tempe neighborhoods, in hard copy on site and through remote
access of digitized archives. These, among other sources, provided historical
insight to administrative decisions that reflected social differences at structural
levels.
•

Cartographic representations of demographic data: a range of school and census
data, including map-views of census data representing neighborhoods where
families, schools and other stakeholders that make up the school-populations in
this study.
There are many different ways of presenting data to stakeholders such as policy

makers, funding agencies or taxpayers. Commonly, numeric data is presented to
stakeholders visually using charts, graphs and/or tables. More recently, mapped data has
expanded rapidly and profusely. The City of Tempe regularly develops long-range
planning documents. The General Plan 2030 and 2040 (most currently, the GP2040:
Planning for Tempe’s Sustainable Future)18, were readily accessible for public use.
These public documents contained many image-based representations of political,
historical, commercial and census data, with color-coded maps representing wide ranges
and types of data. Maps are often used in school district presentations: they visually
communicate economics and demographics over place and time, increasing user
understanding.

18

City of Tempe General Plan (GP2030 and GP2040) provided background information. Cities in the US
produce planning documents per federal law, known as a General Plan:”the policy of acceptable land uses
in each jurisdiction…[which] adopts and updates…to guide the growth and land development of their
community, for both the current period and the long term....establishing goals, purposes, zoning and
activities allowed on each land parcel to provide compatibility and continuity to the entire region as well as
each individual neighborhood.” http://en.wikipedia.org/wiki/General_plan downloaded 02/04/2013.
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Ground-level views of schooling exposed patterns and relations that lead to a
deeper understanding of what was, and is, happening here in Tempe, AZ. Literature
reviewed provided further explanations or insights. Data for part of the Tempe School
District catchment, physically located in Phoenix (Okemah), was included, which added
additional layers of understanding of what was uncovered throughout the research.
Bounded by local context, I tied findings to common experiences of school and
place. Synthesis created a cohesive narrative; this local, and shared, understanding
seemed deeper than what typically is achieved by examining text and numbers alone.
The next chapter explores these findings.
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FOUR SCHOOLS IN TEMPE, AZ

Figure 14: Ten Russian politicians depicted in matryoshka doll form --Vladimir Putin, Boris Yeltsin,
Mikhail Gorbachev, Leonid Brezhnev, Nikita Khrushchev, Joseph Stalin, Vladimir Lenin, Nicholas II,
Catherine the Great and Peter the Great (Zorn, 2008)

At its most elementary level, this is a comparison of four schoolyards. However,
these schoolyards do not exist in a vacuum. They are embedded in a web of
interconnected layers, as Matrioshka dolls (see Figure 14); they are places within places.
Bronfenbrenner developed a theory for this interconnectedness, which he referred to as
“ecological development” (Bronfenbrenner, 1979a, 1979b, 1995). His theories have been
explored by many, in theoretical and applied settings19. Bronfenbrenner explored how a
child exists within an expanding and interrelated network outside herself: e.g. her home,
her family, her school. Actors in those networks also exist in, and interact with, a larger
schema: their workplace(s), communities, and beyond, to the state and to our global
interrelationships (Bronfenbrenner, 1979b, 1995; Paquette & Ryan, 2001; Tudge, Gray,
19

Bronfenbrenner’s work led to top governmental leaders’ support of Head Start. This program,
established at a federal level, is co-funded by local agencies, and administered and made available in
communities throughout the US. It has had impact in both the near term and showed potential for
improved future outcomes for children starting out, economically and socially, behind their peers.
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& Hogan, 1997). Each has a history, and a future, none of which exist independently of
the other (Nespor, 1997; Schein, 1997). As Oberti noted:
...from this perspective, it is clear that local history — referring as it does
to how the city came to be populated, its social and economic
development, how it has been run politically and policy-wise — affects
the structuring of social practices and representations of social mix today
(Oberti, 2007, p. 25).
Richard Schein (1997) explained the nature and importance of the local
environment as places embedded with social meanings. He described landscape as a
cultural artifact steeped in the accumulated human history of that place, and commented
on the layering that makes up the accumulated cultural landscape:
‘[the] human landscape is our un-witting autobiography... [reflecting] our
tastes, our values, our aspirations, and even our fears....’ [and] suggests
that the cultural landscape presents us with a series of sedimentary layers
of social accretion, each cultural stratum reflecting particular ideological
origins, intentions, and context... (Lewis, 1979, as discussed by Schein,
1997, p. 661)
I tried once, early in the project, to visualize as many layers as I could that are
embedded within schooling processes (see Figure 15). While certainly not inclusive of all
the many stakeholders that touch school, each “bubble” represents layers of actors. Each
actor (often with feet in more than one organization) operates within his or her individual,
personal material landscape; each is infused with their own, as well as collective,
histories. Actions taken -- often in the form of decisions made and executed long ago —
are brought to bear on the rest of the layers, through the chain and down to “end-user”
experiences of school children.
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Figure 15: All the decision-making layers I could think of (in one sitting) that affect what happens in the
classroom. Each bubble represents a set of decision-makers (inputs) who create what is actually
delivered/experienced by a particular child (outputs). Each layer also represents $$ siphoned off out of the
pot, again impacting what is left to fall out the bottom for the actual children the taxes are supposed to be
funding. Product of the author, (2008).

Memories are embedded in the material (Barthes, 1977, pp. 33-37; Fischman,
2001; Karady, 2010; Margolis & Fram, 2007), drawn on interacting contexts that can be
made visible. Data and images, current and historical, can expose invisible filters
through which the present passes, and perhaps connect to some parts of the experience of
schooling here in Tempe, AZ today (Becker, 2002; Burke & Grosvenor, 2007; Margolis
& Fram, 2007; Schein, 1997).
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Early History of Tempe, AZ -- Historical Context as Data
The material cultures reflected in the landscapes of Tempe, AZ in the early 21st
century (see Figure 11), then, can best be understood by knowing something about its
past. Tempe, itself, is embedded in the larger history of Arizona and the United States
during the 1800’s20. Arizona is a new state in terms of United States history, only
achieving Statehood in 1912. It of course has the “colorful”, and highly contested,
history (in both fact and fiction), of "the Wild West": a narrative of cowboys and Indians
and outlaws and tough settlers, the immigrants of 1800's Americas. It is also firmly
rooted in wars fought between various countries, which established national boundaries
that, in many ways, are still being contested today. The following subsections briefly
touch on major events in Tempe’s history that have had effects, direct and indirect, on the
districts and schools this project focused on.
The land around the Salt River (Rio Salado), which has become modern Tempe,
was actually first settled by the native Hohokam people AD 600 to 1450 (Howard,
2003).21 For over a thousand years, the Hohokam thrived in the desert by creating what
is considered the largest network of canals in North America (Howard, 2003) at that time
(see Figure 16). They left many traces of their social and commercial activities
throughout the Salt River Valley, in artifacts, remains of the canal system and ~500
petroglyphs at Hayden Butte alone (Tempe History Museum, 2014).

20

Much of this history is documented on the Tempe History Museum web site and in the Tempe General
Plan (GP 2030 and 2040).
21
Information about Tempe Butte and Native history can be found on an interesting video on the THM site
at http://www.slideshare.net/tempegov/a-mountainhayden-butte-pride.
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Figure 16: Hohokam prehistoric irrigation canals on the Salt River drawn by Dr. Omar Turney (1929)
"Photocopies of maps accompanying a report on prehistoric irrigation by Dr. Omar Turney published by
State Historian, Phoenix, Arizona 1929". THM Inventory Number: 2006.9.1488.

After European exploration and conquest began in earnest, this southwestern area
of North America was claimed by Spain in the mid 1500's; by the 1800s, it was part of
the Republic of Mexico. As discussed by Luckingham (1994) and others, Mexican
settlements in the area that is now Southern Arizona date to about 1752 (Bolin, Grineski,
& Collins, 2005; Dean & Reynolds, 2004, 2006; J. Smith, 2013; Tempe History Museum,
2000). The northern portion of the territory, including the Salt River, was acquired by the
U S. government in a treaty with Mexico after the Mexican- American War in 1848
(Dean & Reynolds, 2006; Luckingham, 1994) but, except for travel-through and mining
or military camps, it remained largely uninhabited by Anglos for some time.
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The southern territory near Tucson, more heavily settled by Mexico for several
generations, became part of the Arizona Territory in 1853, at which time Mexican
residents within the territory became American citizens (Dean & Reynolds, 2006, p. 9;
Luckingham, 1994; Tempe History Museum, 2000)22. In the later 1860s, Mexican
settlers came from Sonora and from the Arizona territory near Yuma, Wickenburg,
Florence and elsewhere. Mexican-American settlers were first to take advantage of the
old Hohokam canals in 1870 for farms they started along the Rio Salado. The United
States Homestead Act of 1862, (and the Civil War in the established states), also had
encouraged migration to newly established Western territories, and Anglo settlers began
arriving:
[T]his settlement was little more than a cluster of tents and
shacks….[I]nhabited by a very diverse group…mostly of Hispanic men
who were born in Arizona or California when the region was still a part of
Mexico; [and] former Confederate soldiers, European immigrants, and
farmers from Missouri… [They established] the Hardy Irrigating Canal
Company, a cooperative venture established for the purpose of digging a
network of irrigation canals (Solliday, 2001, p. 7).
After one project, the Kirkland-McKinney canal, was completed, William H.
Kirkland donated 80 acres to the Mexican American’s who, had contributed much labor
to its completion. Several Hispanic ranches were started, spreading east toward the
settlement of Mesa, AZ: San Pablo, the Sotelo Ranch and West Tempe (Tempe History
Museum, 2000).

22

The Treaty of Guadalupe Hidalgo for Yavapai County (which split off Phoenix/Maricopa County in
1871) and north, and the Gadsden Purchase for Pima County (Tucson) and south.
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Charles T. Hayden came up from Tucson in 1876 and established a successful
ferry business for travel across the Salt River at the Salt River Valley. At the base of a
geologic uplift (butte) at the river, Tempe was named in 1879. Hayden built a store,
flourmill and warehouse, as a footprint for a growing mercantile area, and became very
influential in the region (J. Smith, 2013; Solliday, 2001, p. 7; Tempe Housing Authority,
2009).

Figure 17: Looking down Mill Ave at from ~8th St. (ca. 1890) THM #OS230

As a thriving trade center on the south side of the Salt River, and the canal
network was extended primarily through the efforts of Mexican labor (Lukinbeal, Arreola,
& Lucio, 2010), and small farms (Mexican and Anglo) were established which produced
grains, dates and citrus fruits, all centered around the Salt River and the ferry. Hispanic
residents comprised greater than 50% of the population in the area between 1870 and
1900 (Dean & Reynolds, 2006; J. Smith, 2013; Tempe History Museum, 2000). In the
early 1880s, other settlers arrived to start farming about five miles to the south; a few
years later cotton was introduced, which became an important crop in Arizona’s
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agricultural history (Benedict, Benedict, & James, 1996; J. Smith, 2013; Solliday, 2001).
The increasing population also provided a foundation for the Tempe Elementary School
District #3 (TESD), the third school district established in Arizona (Benedict et al., 1996).
Early History of Tempe Schools. As settlers continued to arrive and more
services were required, so did the need to provide education for their children, both
Anglo and Hispanic. Benedict et al. (1996), in their compilation of stories, Memories of
Old Settlers for the 125th Anniversary of Tempe (Benedict et al., 1996), documented
recollections of many early events affecting the city in a collection of oral and written
local histories. They explained that A. F. Safford, the first territorial governor (appointed
by Abraham Lincoln in 1869), acknowledged this problem: “Next to the Indian and
outlaw problems, Safford considered the need for a system of free public schools to be
most important.” He soon persuaded the territorial legislature to establish a system of
free public schools for all people” (Benedict et al., 1996).
TESD was established in 1874, with the first school "in an adobe saloon on Mill
Avenue...[desks were] boards across kegs...and no books were available. Shortly
thereafter, Hayden donated land for the construction of a one-room adobe school, in a
building 20 X 40 feet with six windows. The 8th St. School opened in 1875 with a
beginning enrollment of 3 Anglo and 11 Hispanic children (Benedict et al., 1996; J.
Smith, 2013; Solliday, 2001).
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One issue requiring immediate attention was the need for schoolteachers. In
pursuit of a solution, Hayden demonstrated that the needs of one’s own family can be
powerful motivators to action on a larger scale:
With his own children reaching school age, Charles Hayden became
increasingly alarmed about the shortage of teachers and the absence of
institutions to train them. During the fall of 1884 he sat down with his
young business manager, John S. Armstrong, and worked out a strategy to
create a territorial normal school—a school for training teachers—and
locate it in Tempe. With Hayden's help Armstrong would enter the
political arena and seek a seat in the Territorial Assembly. Once elected
he would devote his entire energies to bringing a teacher-training school to
Tempe (Benedict et al., 1996).
Originally designated Tempe Normal School, it was opened in 1886 as the sole teachers’
college in the region (see Figure 21).
History of Ethnic and Racial Relations in Tempe
Stories of Tempe’s early history are widely repeated in many local publications,
government reports and archives. Consistent through all public press releases, real estate
promotions and city planning documents is a version of the area’s history that included
the growth of ranches, farms and commercial areas; current names of streets or
neighborhoods are tied to stories and local histories to their fore-fathers and mothers.
Reasons for annexation of additional lands; consolidation of initial school districts; and
Tempe’s role in various wars, economic and political events from its early settlement
through today are told, and airs of national and local pride are evident in timelines and
historical summaries (anything from Tempe city government documents cited tell this
part of the story).
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Less openly discussed are the community’s early (and often, arguably,
continuing) attitudes toward Black and Hispanic residents; its native dwellers were
referred to in a very quiet (but always a defensive) tone. Other sources revealed that an
attitude of discrimination and segregation greatly affected the children and schools in the
area. They reflected common attitudes and laws across the United States at that time, and
which nonetheless carried implications on ways that Tempe developed over time and into
the present.
An informal “content analysis” of various renderings of Tempe city history and
historical images revealed as much by what was left out as what was included. What was
highlighted of the Hispanic history in the area (when mentioned at all) differed
considerably by document and date. The GP 2030 Timeline (introduced as: a selfdescribed “touchstone for our hopes, dreams and aspirations as we move into the
future...”), only mentions the original San Pablo community founding date, without
further discussion of that community’s history. It included the following notes of the
Hispanic presence during Tempe’s founding:
•

1870 -- The U S. Census reports that the Arizona Territory has a population of
9,658. The Salt River Valley had a population of 240, which included 115
Hispanics.

•

1872 -- William H. Kirkland donates 80 acres of land near Tempe Butte to
Hispanic laborers who helped construct the Kirkland-McKinney ditch
[italics added]. The laborers purchased lots to raise money for a church.
They named their settlement San Pablo.
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A review of archives and historical literature documents far more about the
Hispanic community’s experiences at that time. The San Pablo community’s experiences
can be seen as an early example of how Hispanics would be treated in Arizona into the
21st century.

Figure 18: Southwest from Tempe Butte (“A-Mountain”) down on San Pablo barrio Old Main (ASU)
center right. Eighth St. and a tree-lined canal at base. Rio Salado is just out of view of the frame to the
north. From: THM # 2004.19.28. Colorized for clarity.

San Pablo Barrio. Originally living alongside Anglos, Hispanics were accepted
as a substantial presence and influence in the area until after 1900. In addition to small
farms, many other workers provided much of the early labor to Hayden's enterprises,
contributing heavily to the growth of the area through canal and railroad construction,
farm labor and homebuilding (Burt, 2001; Dean & Reynolds, 2006; J. Smith, 2013;
Solliday, 2001; Tempe History Museum, 2000).
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Phoenix and Tempe actively recruited settlers from the east, to expand the Anglo
population through farming and mercantilism. A resident, Czar J. Dyer (who would later
briefly be the Mayor of Phoenix) had been a cartographer in Michigan. He was
contracted by the Tempe Land and Improvement Company in the mid-1880s to create
birds-eye maps of Phoenix and Tempe, to be used as a recruiting tool to lure settlers to
the area (Mark, 2012).23

Figure 19: Dyer Map - Tempe Butte 1888: business district, Salt River and Normal School
The original map has a larger border and flowing descriptions of the town and its draws to those
contemplating a “better” life (although, like many of the experiences of migrants settling in areas of the
West, the realities were not always in line with the glowing promises…). Image reproduction courtesy of
Jared Smith, Tempe History Museum (2014).

23

Available for purchase from the Tempe History Museum, http://www.tempe.gov/index.aspx?page=943
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The text goes on to explain the wonders of the Tempe Canal irrigation: "it is just
such a country that a farmer in a severe climate would picture to himself as 'An Ideal
Home' one such as he would desire to possess, upon which to live in comfort,
contentment and plenty"(Mark, 2012). The full map included descriptions along the left,
right and bottom map boundaries, extolling the virtues of its climate and its environment:
No blizzards! No snows! no fogs!
No dampness, No heavy winds,
A pure, dry, healthy atmosphere.
...The soil is one of the richest to be found in the United States. Near the
River -- (Salt River, unhappy name) -- is in places a dark alluvial mold…
(from the Dyer Map of Tempe, ~1888).
Eric Margolis described ways that photographic editing or frame selections affect
the interpretation of the viewer (Margolis, 2000, 2004, 2007b). As Becker (2007) noted:
“Since any representation always and necessarily leaves out elements of reality, the
interesting and researchable questions are these: Which of the possible elements are
included? Who finds that selection reasonable and acceptable?...” (Becker, 2007, p. 21).
The directive here is that the researcher is responsible to the reader for providing context
that shows, directly or indirectly, whether what HAS been left out, is important to
understanding that context, such that the representation’s meaning is clear.
This map, for example, of the Salt River Valley is a beautiful representation,
using a mapping style of the settlement similar to what an aerial view provides the viewer
today. On closer inspection, however, there is a significant flaw with what the
mapmakers left off the image: there are no visual representations or text descriptions of
the Mexican farms or barrios, including San Pablo at the base of Tempe Butte. The maps
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were designed as marketing pieces; the omissions on this map could be understood as a
technique to play up the Anglo presence in the territory. This glaring omission, however,
came at the expense of the workers who contributed much to the area’s improvements
(Whitehead, 2006); it might also seem to predict the future treatment of non-Anglos in
the area in through Tempe’s history .
The Anglo presence was increasing, and farms were recruiting new labor from
outside the Arizona territory. Between 1910-1930, one-tenth of the population of Mexico
came to the United States, and many of those settled in the Salt River Valley:
An accelerated migration of families from Mexico into the Phoenix area in
the 1910s occurred when the cotton industry boomed in Phoenix and
throughout central and southern Arizona. During World War I, the
Arizona Cotton Growers Association and railroad interests began
recruiting workers from Mexico. This, coupled with the exodus of
hundreds of thousands of Mexican nationals from Mexico during the
revolution, increased the number of Mexicans migrating to Phoenix and
the Valley. In fact, between 1900 and 1920, over 47,000 Hispanics settled
in Arizona. Most of the members of the Mexican American community
during the 1920s belonged to the working class, with a small number
attaining middle class status. It was also during the period of the 1910s
through the 1930s that racial lines were drawn more clearly in Phoenix
through real estate decisions, redlining, and race-restrictive housing
covenants (Dean & Reynolds, 2006, p. 28).
Tempe Normal School and Segregation.
As more Mexican immigrants arrived they were forcibly segregated into separate
neighborhoods and schools. Tensions arose between the Anglo and Hispanic segments of
Tempe over segregationist policies that affected access to improved standards of living
(Bolin et al., 2005; Luckingham, 1994; Tempe History Museum, 2000).
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Figure 20: Photo postcard – Eighth St. School 1st and 2nd grade class picture Date pre1914. THM Inv.#1999.28.18

In 1912, Arizona became the 48th State in the United States. And it continued to
grow, leading to the need for a second elementary school, and in 1912, the 10th St.
School, was opened as a segregated school in Tempe (Benedict et al., 1996; J. Smith,
2013; Solliday, 2001):
Originally a school for all children in the town in the early 1900’s, the
Eighth Street School for grades K-8 soon became a space of racial
segregation and disproportionate disadvantages for those who attended.
With the building of the new Tenth Street School…the white students
began to attend school in the new facility while the children of Mexican
American or ‘of Spanish descent’ were only permitted attendance at the
older Eighth Street School (Cheng, 2011a).
It appears there may have been additional motive for the segregation (see Figure
20), as the Normal School also continued to expand:
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Old timers recall that from 1914-1926, only children of Mexican
parentage attended the old 8th Street Grammar School. The Tempe
Teachers College wished to use the 8th Street School building as a training
school for the use of Spanish-American children (Benedict et al., 1996)24.

Figure 21: Group Portrait, Tempe Normal School 1890 Board of Education, Faculty
and Students on the Porch at the Normal School (ca. 1890) THM Inventory Number:
1999.14.621

The Normal Training School was where new enrollments were assigned if they
did not possess appropriate qualifications for full Normal School training. The School
Catalog of 1913-14 lists the purpose and approach of the Training School as:
24

Renamed in 1958 to Arizona State University (ASU Stardust Center & ASU School of Geographical
Sciences & Urban Planning), it continues to be an important part of Tempe into the 21st century.
Expanding beyond its original charter as a teachers college, it is classified a Research I Institution, with a
range of graduate and undergraduate programs and research institutes. Today, three campuses serve more
than 70,000 students. ASU is a large source of employment and an economic resource engine for Tempe; it
has changed its mission, however, to focus more heavily on business and technology training and research.
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THE TRAINING SCHOOL
The Training School is organized under special laws, but is conducted as a
regular public school of eight grades. The large number of teachers makes
it possible to keep classes small and give special attention to the needs of
individual children.
The professional work of the Training School has two sides—the
theoretical and the practical. The courses in general and special methods
make up the theoretical side. The practical work consists of observation
of model teaching and practice teaching in the Training School when the
theoretical work is applied, thus bringing about the close relationship that
should exist between the two sides of the work (Tempe Normal School,
1913-1914).

Figure 22: Normal Training School, Elementary School art class circa 1897 THM Inventory Number:
1999.14.331

My review of this catalog revealed that there seemed to be little, if any specified
policy at the Arizona Normal School (or at the Territorial Department of Education) as to
whether students of color were considered for admission to at that time. Other states, for
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example, often spelled out acceptance requirements, and legislators were each assigned
two “candidates” to recommend. These students had different tuition rates (higher), and
teacher salaries for teachers of color within that state were lower.
What was revealing, however, was a listing of students in attendance (see Figure
23) at that time. In this digitization of the Normal School Catalog of 1913-14, the page
on the left (end of the alphabet of Normal School students) seems completely dominated
by Anglo names, and lists the town from which they came. The names on the page to its
right, of Training School students, seem more ethnic, and list no place of origin.

Figure 23: Normal School School Enrollment 1913-1914.

Different variations and emphases of the founding stories rise up through a variety
of sources. Another event mentioned in the Timeline, for example, is the origin of a
significant historical landmark in the community, the Tempe Beach Park:
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•

1923 The swimming pool at Tempe Beach Park opens.

What they did not describe in the GP 2030 was the following, which can nonetheless be
found elsewhere on the THM web site:
…when the new Tenth Street School opened in 1912, Hispanic children
were not admitted. Nor were Hispanic families allowed to swim in the
Tempe Beach Swimming Pool when it opened in 1923. The old town of
San Pablo became `the barrio’, a segregated community (Tempe History
Museum, 2000).
The Hispanic community responded with indignation to these efforts designed to
prevent their community from flourishing: “Tempe's Hispanic residents resisted
discrimination, however. They joined mutualistas, like the Alianza Hispano-Americana,
which provided life insurance, burials and a political voice. Residents also joined the La
Liga Protectora Latina (Latin Protection League)” (Tempe History Museum, 2000).
There was also pushback on the reduced educational quality experienced through
the segregationist policies of the district: “Some residents were more direct. In 1923,
Adolfo ‘Babe’ Romo challenged school segregation in Arizona District Court, unwilling
to accept for his children an education delivered by teachers who were not fully
accredited (J. Smith, 2013). A judge ruled that the 10th Street School must admit
Hispanic children:
The judge found that "the defendants [had) failed in their duty to the
plaintiff in not providing teachers of as high a standard of ability and
qualifications to teach the children of plaintiff in the said Eighth Street
School....Because the judge ordered the school district to admit the Romo
children to the Tenth Street School, the case had the actual effect of
limited integration, although it did not set legal precedent for
desegregation. Employing certified teachers, the school board continued
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to segregate Mexican children at the Eighth Street School until the 1950s
(Muñoz, 2001).25
During World War II, many Mexican-Americans from Tempe served in the armed
forces. After the war, returning veterans demanded changes in the segregated community
they lived in. They achieved some success in 1946, when Hispanic families were
allowed to swim at the Tempe Beach pool (Tempe History Museum, 2000).
In addition to the segregation of Hispanics, Tempe had a history of racism in its
treatment of Black residents. Increased agriculture required more manual labor; the area
became known as production of the 5 C’s: cotton, citrus, cattle, climate and copper. By
the early 1900s, more cotton fields (many in Kyrene District #28), led many African
Americans from Oklahoma to Arizona to work the fields (Dean & Reynolds, 2006).
Prohibited from living in Tempe they settled just to the West, in a community
they named Okemah (J. Smith, 2013). The Legislature specified that Black children were
to be fully segregated in school. Students from Okemah were bussed eight miles further
west, to 27th Ave., to a school for Black children only (Burt, 2001; J. Smith, 2013)26.
Even though there was a school in their own neighborhood, segregation forced bussing
children 16 miles a day to attend their own school until 1938.

25

Many resources documented this case, as it was instrumental in applying the doctrine of “separate but
equal” to Hispanic children. See also (Cheng, 2011a, 2011b; Goddard, 2005; Muñoz, 2001).
26
Because a high percentage of students are bussed from the Okemah community, African American
experiences of the Salt River Valley will be explored more fully in the next chapter (see page 102, on Race
and Place).
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Figure 24: Tempe and Kyrene Districts as of approximately 1952. Tempe municipal boundaries are in
orange showing only important buildings; the remainder is sparsely populated. These boundaries
expanded significantly by 1960 (See Figure 10). The maps are largely aligned here North to South,
with approximately 1 mile (Sothern to Guadalupe Rd.) not displayed.
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Economic boom and growth.
Cotton prices crashed during the Great Depression of the 1920s, temporarily
causing serious negative economic effects for Tempe and the surrounding area. During
WWII, however, a flight school at Williams Field, east in Mesa, AZ, became a training
center, providing jobs and new economic stimulus to the area. Cotton was again in
demand, as was citrus: the Kyrene area again became successful through agricultural
production. Tempe benefited by becoming a regional shipper (Solliday, 2001, p. 11),
resulting in more and more jobs, and in-migration.
Between 1945 and 1965, Tempe’s population increased from 5,000 to almost
46,000 residents; over 100 planned subdivisions included thousands of new homes,
largely in the area just north of the Salt River, but also in Tempe and Mesa. Solliday
(2001) noted: “The manner in which Tempe would evolve from a rural support base for
an agricultural hinterland into a metropolitan place of regional influence was rooted in
the period” (Solliday, 2001). An active preservation effort was started in the late 1980s,
to manage remaining properties that are an intimate part of Tempe’s past: “Tempe
Preservation recognizes the postwar era as a formative period significant in shaping our
modem Tempe” (Nucci, 2005).
Significance of growth took form in a number of ways. In 1952, for example, the
practice of bussing Black children ended in Roosevelt District, due to overcrowding.
Black students were then accommodated at all three Tempe schools in existence at that
time (Solliday, 2001). Not all outcomes and consequences from economic prosperity,
however, were positive for many affected by them.
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The growth and development of north Tempe centered on two major economic
engines: continuous growth of commercial and industrial activities, and the growth and
development of Arizona State University. Increasing population, a result of the postWWII “baby boom”27 created a voracious need for new schools and new teachers, and
was a period of rapid growth for ASU.
This led to another, little mentioned, set of events in Tempe’s contentious
relations between its Anglo and Hispanic citizens: the physical expansion of the ASU
campus:
After the war, enrollment at Arizona State College increased quickly. To
build new dormitories, the college started buying all of the land north of
University Drive in the mid-1950s. This area had been the largest and
oldest of the Tempe barrios. Many displaced families moved to other
areas in Tempe, the Salt River Valley and beyond. In 1971, the Escalante
Center was constructed to provide social and recreational services for the
predominantly Hispanic community.
Though most of the barrios are now gone, an organization called
Los Amigos de Tempe works to preserve a sense of community among
former residents. Many people have moved to different cities or states,
but they occasionally come together for a reunion. (Tempe History
Museum, 2000).

27

According to Wikipedia, “The term "baby boom" most often refers to the dramatic post-World War II
baby boom (1946-1964). There are an estimated 78.3 million Americans who were born during this
demographic boom in births. The term is a general demographic one and is also applicable to other similar
population expansions” ("Baby Boom," 29 July 2011).
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Again, this is not the whole story. An article about the San Pablo community,
History all that remains of Tempe's lost San Pablo neighborhood (Tribune, 2011),
reported that the “buying” of land by ASU was actually a process of condemnation and
public taking of the land by the State. As the article explained: “The end was a traumatic
experience for some displaced by eminent domain, especially the elderly” (Sakai, 2011).

Figure 25: San Pablo Barrio from Tempe Butte (“A-Mountain”) (ca. 1950)
From: http://tempethoughts.com/wp-content/uploads/2014/03/2235x300.jpg).
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Today, Tempe History Museum presents exhibits that document continuing racial
discrimination here (see Figure 26), with lingering effects on the schools in District 3.

Figure 26: THM devoted a portion of an exhibit to the displacement of San Pablo in 2010. Pictures
and text were photographed through the glass and arranged as a montage. Used with permission THM.
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As described below, this history of Tempe has clearly had an impact on the
Tempe of today. The prior discussions focused on the northern part of the city’s history,
partly because that was where many of the original founding activities took place, and it
grew at a much faster rate than the adjoining Kyrene District #28. As it relates to the
school districts, this early history reflects the population distribution of the area at that
time. The development of the more southern acres followed a distinctly different path.
But the socioeconomic differences between the histories of the two districts has an
importance that exceeds the pure counting of heads at various points on the timeline of
their early histories. Because much of the prior story has been centered on North Tempe
and District #3, the focused discussion on the districts, that follows, starts with District 28.
The Districts and Schools
Kyrene District #28. Whereas TESD #3 had historically commercial and
industrial roots, and was heavily tied to the history of ASU, Kyrene #28 was established
in the farming communities south of Tempe, prior to the area’s annexation to Tempe. At
the time, there were no roads this far south, so travel to the north into Tempe was difficult
(Rich & Pullins, 2005). Distances to the schools in TESD #3 to the north were too great
for local children to travel to school, so in 1888, nine families in the area requested
approval for the establishment of a separate district. Kyrene #28 started in a tiny, one
room building with 17 students, and in support of the school, the first formal, named road
was also built to improve access to the school (Matt Rich & Pullins, 2005).
This rural setting, with students’ families as farmers, was in contrast to the diverse
group of merchants and entrepreneurs, farmers, and service workers in Tempe #3. This is
reflected today in the nature of differences between districts.
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Farming in Kyrene was still given priority well into the 20th century:
When the school first started, the school years were shorter to allow
students to work on the farms. Daily school schedules were altered as
well, because students had chores to do on the farms and dairies. During
the winter, school began and ended a half an hour later. These schedules
were still in effect in the school district until the 1970s (Hartmann, 2005).
Moreover, recognition was made, early on, about the importance of the outdoors:
…in 1923, Kyrene residents had just built the new Kyrene School. It
consisted of four concrete cottages and totaled $25,000. There was a large
playground, and at first, there wasn’t any grass. Beth Collier Dipple
remembers that there was a picnic on the last day of school, and then the
students would plant grass. The schoolyard was flooded and everyone
would go down by the canal and dig up the Bermuda grass, bring it back
and plant it (Rich & Pullins, 2005).

Figure 27: Woodworking Class at the Rural School, c. 1915 From:
http://www.cgc.maricopa.edu/Library/communityHistory/Chandler%20Streets/rural.html.
THM Inventory Number: 1987.1.12

Archived photographs here show children in the outdoors or on the playground
(see Figure 27-9). Again, in keeping with the times, there was no shortage of
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discrimination against Hispanic students in Kyrene #28: “from other children during the
first three years was implemented” (Matt Rich & Pullins, 2005).

Figure 28: Early photographs of Tempe schools and playgrounds Top: Robin Hood Play at Rural School,
ca. 1921, THM #1987.1.2939; right: Rural School ca. 1900 THM #1987.1.121; Tempe Grammar School
ca. 1900, THM #1987.1.312.

Rural School. Several of the photographs selected make note of Rural School,
which was built in 1897. This school was located in a rural area just south of the
business districts of northern Tempe, between Tempe #3 and Kyrene #28, and was
initially designated in it’s own district #32.
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Rural School students were primarily Mexican children of farm and ranch
laborers, as well as students from Guadalupe (Vega, 2009, p. 125). Rural School was
also part of the Training School program of the Tempe Normal School. In1953 it was
consolidated into TESC #3 as a middle school, with 30-50 students per room, and 11
adults for 180 students (Kedzierski & McCormick, 2005)

Figure 29: Rural School students and teachers (ca. 1920) THM #1999.14.333
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This discussion now turns to the schools themselves, with a closer look at their
material worlds. Types/amounts of playground shade, housing or alley conditions, views
from the playground or access to green space show effects of long-term social
stratification and reproduction. Consumers of those spaces cannot help but internalize
these differences through repeated visual exposure (Burke & Grosvenor, 2003; Costello,
2001; Holloway & Valentine, 2000; Margolis, 2000, 2001, 2004; Margolis & Rowe,
2004; Nespor, 1997).
Each school is presented through a series of photographs: a street view, as you
would see from the outside looking in; a neighborhood view, as you might experience
walking up to the school; and a playground view28.
As discussed in the Methods section, I coded all the photographs in terms of their
material fields of view: trees, fences, windows, blacktop and the like. I made field notes
as I photographed the physical world: if I were a child in the playground, or a parent
walking the child to school, what might I notice? Would it invoke any particular feelings,
positive or otherwise? I also made mental comparisons: what was similar to my own
experiences and memories? How did one school seem to differ, or share similar
characteristics from another? What clues might the neighborhood offer about the
children who attended here, or how local communities regarded these children?

28

My process for each school: at the playground, from outside the school grounds, I photographed in a slow
rotation, more or less a panorama of the view from the playground and of the playground: then the
surrounding neighborhood, and views from around the entire school grounds, including parking lots and
alley ways. I did not stage any images, trying to keep the frame at child or adult height while walking in
the vicinity, or driving to school. Time of day was similar for each: after school hours. This was
purposeful, in an attempt to exclude children from the frame, and focus solely on the material environment.
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The structure of this section is intended to allow the reader to consider the images
for each school in their own right. Then they are compared between schools to discover
similarities and differences; what strikes each reader may differ, for instance, in light of
individual experiences or feelings about school.
TESD #3. Two Tempe District schools, built during the postwar period, are part
of this project29. Near the western border of Tempe is Holdeman Elementary School
(Holdeman), which opened in 1961. The school is surrounded by aging commercial and
light industrial buildings, as well as several high-density apartment complexes.
The major street visible south of the school is E. Broadway Rd., with five traffic
lanes and many stoplights. A similarly busy street along the western border of the school
property is Priest Road. Other than the visible neighborhood to the east, the rest of the
boundaries of those two streets are light and medium industry, including a large
commercial dairy plant to the south.
Continuing east on E. Broadway Rd. approximately 1.5 miles is S. College Ave.
and Broadmor Elementary School (Broadmor), built in 1956. Just north is the ASU
campus; this neighborhood has single and multifamily housing across a broad price range,
and virtually no industrial or commercial activity. College Ave., a major
bicycle/pedestrian route for ASU students, borders the school to the West. All
surrounding streets maintain a speed limit of 25mph. Directly across the street was
McKemy Middle School. The property, at that time awaiting plans for re-purposing, was
closed in 2012.

29

Map and satellite-map images are retrieved from Google Earth© or Google Maps© unless otherwise
noted. Each includes the location and year in the image caption. All were retrieved 2010-2011.65
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Kyrene #28. This district was still small in the 1950’s, with 250 students in four
concrete cottages. The area remained focused on agriculture right up to the last part of
the 1980’s and early 1990’s, when there was another boom in real estate in the Southwest.
Most remaining old family farms were sold, parcel by parcel, heading further and further
South, to make way for more upper-middle class residential subdivisions. Major
expansions in the area to the South and West during the 1980‘s and into the end of the
1990‘s led to the continuing expansion of district boundaries, and the construction of
many new schools.
Waggoner Elementary School (Waggoner) opened in 1980, not far from the
original Kyrene School. Its boundaries encompass several smaller subdivisions; there are
also many large lots and horse properties, which clearly reflect the district’s agricultural
past, as well as its economic security today.
Heading south on Rural Road approximately 1.5 miles, Kyrene de la Mariposa
Elementary School (Mariposa) opened in 1987, again on former agricultural property.
There are some remaining pockets of old family farms/horse properties; the rest of the
area around the school is a master-planned community, with walking paths and open
space for recreation.
Most schools in Tempe are within residential neighborhoods, not co-located with
high-traffic areas. Broadmor, Waggoner and Mariposa are contained within local
neighborhoods. This stands in sharp contrast to Holdeman, which is surrounded by
commerce and industry and 5 lanes of roadway to the west, full of cars, trucks and
busses .
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Figure 30: Satellite view, map and image as one Clockwise, top left: Holdeman, high density and
industrial visible, also major street. Broadmor, pools and trees visible. Waggoner, very low density, horse
properties imply high incomes. Mariposa, large open green space, planned newer neighborhood, most
houses with pools. (Google Earth©, 2011)

The following images of the schools themselves were selected to show similar
vantage points for each school, in the frames of inside-looking-out or outside-looking-in.
Each school is in their relative geographic location: Holdeman in North East, Broadmor
in North Central, Waggoner in South Central, and Mariposa in South East. Refer to
Figure 3, in the Introduction section, for the map of Tempe and the schools’ locations
along the route taken by bicycle through Tempe: from the mercantile-based northwest,
heading east toward ASU, then south toward Kyrene and its agricultural origins.

84

Holdeman Elementary School (TESD)
Northeast Tempe, 85281

Figure 31: Holdeman – constructed 1961 (2007) Top (Clockwise): Main Entry and school bus pickup area;
School pride via banner at front entrance; Multi-family housing and street view (east); street view from East
side and parent pickup area; Street view from Priest Rd. approaching Main Entry, school bus pickup in
distance.
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Figure 32: The old school was being rebuilt (Oct. ’07) where playing fields had been. Construction took
over the majority of the play area while school was in session; ca. 2007. Note that the playground
bordered a dirt alley, and was co-located with teacher parking and the construction zone. Of note also
are the stands of large trees surrounding the older playing fields. These would later be destroyed; only a
small handful remained in 2010.
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Broadmor Elementary School (TESD)
North Central Tempe, 85282

Figure 33: Broadmor School, built 1955 (2007) Top: Classrooms along Aepli, with palm trees providing a
natural fence before fences were de rigueur; Teachers parking lot. Main Entry facing Aepli. Student bike
corral near Aepli and College Ave; view looking north on College Ave, across the street from the school and
playground. The integrations between school and neighborhood are striking
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Figure 34: Integration of school and play areas with the neighborhood Top: view from street from east
looking west toward College Ave. Fields extended the entire block between east and west boundaries.
Middle: “Excelling” designation awarded by the state; Holdeman was the only school in this project to be
labeled Non-Achieving in 2007. Note roses trellised to the wall. Bottom: Landscaped corner of residence
bordering the school, looking across the playgrounds toward the blue shade structure from the picture
above. The old trees, as well as the roses, above, were saved during demolition.
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Waggoner Elementary School (Kyrene)
South Central Tempe, 85284

Figure 35: C.I. Waggoner Elementary School opened in 1968 Second school built in Kyrene from smaller
growth in the 1950’s. Top: Main Entrance with “Excelling School” banner. Homes directly across the
street, many valued ~$500,000 on average in the neighborhood (Zillow.com). View of Waggoner Park,
which integrated with the school grounds without fences (2007). School bike corral; drive up view from
Carver Rd.
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Figure 36: Two separate playground areas, indistinct from the neighborhood park. There were also two
baseball fields, with clay infields and watered and trimmed outfields, to the north of the play area. Because
Waggoner shares a block with Kyrene Middle School, the facilities are often shared between schools,
including a full 400 m. running track, also on the premises. (2007)
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Kyrene de la Mariposa Elementary School (Kyrene)
South West Tempe, 85282

Figure 37: Mariposa was built in 1988 as population swelled south to Kyrene area (2007) Top: Entrance
on east side of Knox. Parent drop off and front entry; tile work adds significant color. View of open space
across from school to south. View of open space and park from school play areas to west. Trees and grass
are seen in abundance. Bike corral has more bikes, perhaps indicating that parents feel comfortable with
the safety of the neighborhood.
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Figure 38: Playground equipment and view of the fields behind. Because Mariposa is surrounded by large
areas of neighborhood open space, tennis courts, ball fields and walking paths, the school seemed very
open and integrated with the community (2007). The green also reflects the Kyrene history of planting
grass at the first school; the fences were open allowing community and school to interface readily.
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Schools At Their Intersections With Communities: Similarities and Differences
The decision process when choosing images reflected the coding approach
described in the Methods section. The coding and reviewing of categories produced
interesting observations; discussions that follow reflect these examinations of the groups
of photographs for each school.
Neighborhoods around schools makes material statements to passersby, neighbors
and students and their families. One material environment may create a sense of unease:
drivers may lock doors, or avoid talking to a person sharing the sidewalk. Elsewhere, a
child’s lemonade stand may convince a complete stranger to stop for a 25¢ paper-cup full.

Figure 39: pedaling through Waggoner neighborhood of trees and large houses The “horse” bench is on
the corner of a large horse corral and stable. The school is at the far end of the street.

As I pedaled my bicycle toward Waggoner (Figure 39), I saw large houses,
meticulous landscaping and lots of colorful flowers, a private park and a community
stable, all on quiet streets and horse paths. The small community park at the school has
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no fencing; it is difficult to distinguish the boundaries of where neighborhood ends and
school begins.
At Broadmor, most of the homes here are 1950’s-style bungalows with larger
yards, and there are many additions and modernizations. The neighborhood is very well
kept and reflects a strong sense of community pride. The overwhelming color seemed to
be green: manicured lawns, trees in abundance and a range of shrubs, both native and not.
Even the alleys were well maintained and neat.

Figure 40: View directly across the street to the east of the Broadmor playground Since the tree was part
of the alley and street easement, it appears the city spent the money for this “repair”.

Holdeman’s neighborhood (Figure 41), on Priest north of Broadway, is at an
intersection of two high-traffic commercial arteries; one city bus stop is just outside the
parking lot, and the intersection is a major transfer area. One day after the school was
rebuilt, I took follow-up photos. At one corner, trash and discarded clothing and liquor
bottles littered the fence (see top image). All the fences forbid any entry to school
94

grounds except through the school building. While I took pictures, some boys playing
basketball left by climbing a tall, locked fence (Figure 42).

Figure 41: Views of surrounding neighborhood from Holdeman School Top: NW corner at Priest and the
alley directly bordering the playground and scattered trash. High-density housing, directly across (south)
from Holdeman front entrance. Motel 6 and city bus stop across Priest Rd. from Holdeman front entrance at
SW corner. Fencing across alley to north, visible from school playground.
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Figure 42: Holdeman locked access to play area and the view around the entire playground perimeter (the
alley bordering the north side of the school is visible in the distance). When evaluating the category
“Fences”, Holdeman led the rest of the schools in amount of fencing that locked off the school from the
neighborhood.

Mariposa is the youngest school of the four, located at the most southern end of
Tempe city limits. It has medium to large houses, on generally smaller sized lots than at
Waggoner. As a planned community, most houses looked very similar (stucco and tile
roofs), but the master-plan included walkways and a number of parks and open space,
both large and small, scattered throughout. There was a local dog park and bicycle paths
winding throughout the neighborhood, with the school essentially at its center.
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Figure 43: Clean, well manicured homes and a sense of community pride around Mariposa

Like Waggoner, there is open access between the school and the neighborhood,
via several walk-through openings in the fencing at the play fields and the street (Figure
44). Community tennis courts and soccer fields were visible from the school grounds.
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Figure 44: Openings to public space create a strong school/community interface at Mariposa

Color was one category that particularly stood out. As one went further south
(and therefore to newer campuses), the amount and vibrancy of color increased.
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Figure 45: Examples of color and shade at around the schools (2007) Clockwise: Mariposa school
entryway with tile and flowers. Butterfly plaque, also at Mariposa entry. Holdeman playground prior to
demolition. Waggoner playground/park was unfenced at that time. Mariposa playground and adjoining
park. Broadmor playground soccer fields, visible from College Ave.

However, the newness of the campus was not the only determiner of the aesthetics
of the campus. As noted earlier, schools may differ in aesthetics because of greater
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amounts of parental resources, whether of time or money. The most colorful of the
campuses in 2007, Mariposa, was due in part to the hands-on work of parent groups in
fundraising for gifts. In Figure 45, this attention to color is demonstrated in the donation
of a “Butterfly Garden”, dedicated to a former principal for “her caring, devotion and
commitment in her seven years of service”. And a large sidewalk-painted map of the US
states used color to set the states off from each other visually (Figure 46).

Figure 46: Painted form of the United States added color to play area at Mariposa

The most noticeable color, overall, was green: in grass or trees on school grounds,
in the surrounding neighborhoods or in the schoolyard. Again, this seemed to increase
the farther south one traveled. The Kyrene schools seemed to consciously include areas
of outdoor space that allowed children to run, or to have quiet conversations out of the
hot sun in Tempe.
As noted earlier, Kyrene parents had focused on the need for grass early on.
Parents then, and now, wanted to have specific green space for children’s outdoor play.
The material world clearly acted, in these images, as indicators of decisions made that
100

seemed to connect to the needs of children: to be able to interact with nature and to move
like a kid at some times during the day.

Figure 47: Like Waggoner, Mariposa offers a large field area and shade trees and I noticed there was very
little actual paved play space at this school.

The previous sets of images were chosen to connect the reader to present day
school spaces, possibly stimulating connections with past memories and feelings we carry
with us today. As the reader, I encourage you to go back and look for other similarities
and differences among these visual representations of schools and communities. What
has been described so far scratches the surface of the categories I noticed: surrounding
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streets speed limits, types and amount of fences, signs on schools and walkways, even
access to seating, or exposure to noise.
Just as the Tempe History Museum archives highlighted early racial
discrimination here, effects remain visible today. Types/amounts of playground shade,
housing or alley conditions, views from the playground, or access to green space show
effects of long---term social stratification and reproduction. We are all consumers of
those spaces and internalize these differences through repeated visual exposure.
Using Maps As Visual Data
This study focused on using visual images, from a range of sources, as a way to
investigate material similarities and differences: to see the “everyday” in a new way, and
to actually notice, and consider, the meanings and impacts of the previously unseen. As
such, the analysis can be strengthened by incorporating other sources and forms of data.
There is a range of visual data to show alternate views of being schooled. In addition to
the historical images, and the supportive text provided by newspapers and websites, maps
of various kinds can be used to provide both pictures of real places (e.g. Satellite images),
or visual representations of numeric data.
As discussed in the literature review, data maps have provided sophisticated
analyses, based on layers of data, prepared by experts (the article by J.B. Harley (1989) is
considered a seminal piece on critical questions about mapping and power). But social
networking applications, crowd-sourcing, and Public Participatory Geographic
Information Systems (PPGIS) can put data, both ready-to-use and self- created, into
visual forms that are understandable and accessible. In addition, there are user
communities, such as http://www.ppgis.net ( an international forum promoting
102

participatory use of geo-spatial information systems and technologies) or
http://www.gislounge.com/contact/ (an information portal primarily relating to the field
of GIS). These are promoting the broader accessibility and use of mapping/GIS data for
a range of social, environmental and justice causes, for example.
Books of zoning maps are publicly available in all communities. No longer
strictly bound paper volumes, they are often freely available for downloading. For this
project, zoning maps of the catchment areas were analyzed. Each school in this study
consisted of adjacent catchment areas <2 miles apart, but that distance demonstrates
visually how even neighborhoods in close proximity can differ substantially.
Zoning maps show, in a similar way as the satellite views shown in Figure 30,
stark differences in neighborhood characteristics. Larger views, available through the
Maricopa County website, provide codes to different zoning types; in Holdeman’s case,
the areas of least density are the commercial and industrial areas just South and West30.
Broadmor has a much tighter geographic boundary, and review of the zoning
maps shows primarily single family homes, with a few low density multi-family units
scattered throughout the catchment, and very little retail or office. There is no industry.
Most children are within a mile radius of the school (not counting out-of-district transfer
students, common to all Tempe schools for a variety of reasons).
30

The additional catchment area of the Okemah area to Holdeman, outside of Tempe’s city limits means
that 50% of Holdeman’s students are bussed from outside Tempe’s boundaries. Effects of bussing, low
incomes, and a spread-out district will likely have an impact on both the cohesiveness of the school
community, and the ability of parents to attend school functions. Bussing also has the effect of stretching
out students’ school days and reducing available time for other activities. It is likely that the reduced
quality of life for those children will have a broader effect on the school at large.
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Figure 48: Zoning – Holdeman (top) and Broadmor School (bottom) West from Holdeman, and South
(not shown here), is fully industrial (GID) and I-10 exchange; R2 and above are multi-family and a range of
commercial properties. There is not a grocery store for several miles. Broadmor shows largely single
family (R-1) some multi-family (R2+), and small commercial (CSS and PCC). Diagonally to NE at
Broadway is a large grocery store, another is on the SW corner at Southern. Tempe Library is also within
~1 mile.
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Approximately six miles south, Waggoner is a prime example of the agricultural
beginnings of the school district (Figure 53). Other than typical middle class retail and
services, e.g. Supermarket, drug store, dry cleaners and a variety of restaurants and the
like, zoning is strictly single family residential with larger lots, and large properties
retaining the zoning designation of AG, agriculture. This designation allows people to
have small and large farm animals, in limited quantities; this is locally referred to as
“horse property”.

Figure 49: Waggoner primary catchment, excluding small section from Guadalupe to Waggoner. Here, the
size of many residential properties is due to their retaining the AG zoning designation. This allows larger
animals (e.g. horses) on larger lots, a holdover from the Kyrene farming history. Much of the planned
communities built to the west were formerly farms, as recently as the late 1990’s.

The large lots and the codes allowing livestock inside city limits is generally
indicative of families of means; actual agricultural production for commercial purposes
(meat, poultry and other agricultural products) have, over time, been moved further south
and east/west of Tempe’s boundaries in the 21st century. This difference, evident in the
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zoning maps, is supported by visual material inspection (see Figure 39, for example):
large barns, horse corrals, modern and large houses, large, manicured lots, etc. There is
even a bridle-path winding through the neighborhood.
South and West of Waggoner is Mariposa (Figure 50). Here, on the zoning map,
you can see that the density increases. This was also farmland until the 1990’s. There is
again a section of less density, another remnant of the old farming communities (AG
designations remain here as well).

Figure 50: Mariposa primary catchment, again excluding a section of children bussed from
Guadalupe to Mariposa. AG remains here to, and the two large parks and neighborhood pathways
stand out. There are no multifamily dwellings in this section of the catchment.

Also, the layout as a planned community is obvious, as streets are winding
through the neighborhood around the school, and large and small parks are incorporated
throughout. Mariposa, too, has an additional catchment assigned to it, not adjacent to the
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school neighborhood itself; most of this area is zoned as a commercial development zone,
(and contains a number of new car dealers and big box stores). The more Northern area is
again part of the Guadalupe community, whose students are bussed to Mariposa.
Daily arrival to entryways full of color, vs. a fortress of fences and keep out signs,
must have an effect? Each reflects decisions about costs and benefits, but for whom?
Even if we don’t have our own children in school today, we can realize that we have a
role to play, in at least one of those bubbles of decision makers conceptualized in Figure 15,
earlier in this chapter. Our adult-made decisions result in outcomes such as the material
spaces in which children must act, adapt and develop. Our decisions affect, in some way,
the stories about school-places that today’s children carry into their futures, and which
undoubtedly have some effects on the adults they become.
The correlational observations just discussed: the lack of green (or other colors for
that matter) at Holdeman compared to the other schools, the types and amounts of
fencing, the differences even in the traffic volume and speeds (and, by implication, the
sounds) of surrounding streets, as well as the overall redesign decisions made that
differed markedly between Holdeman and Broadmor: these were important findings,
determined when comparing these four schools and their separate districts.
In this project, the school that stood out as an anomaly to the others (this included
other schools I observed during my pilot; these were not part of this data except
anecdotally) was the rebuilt Holdeman School. The chapter Focus on Broadmor and
Holdeman, will investigate this more fully.
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FOCUS ON BROADMOR AND HOLDEMAN
The idea is this: the neighborhood is a process, a process-place or a
process-thing, that transforms anywhere into here, and here into
everywhere, the city into the space of our lives, the citizen into the
individual, and vice versa…What neighborhoods do is make the city real.
They transform the common, ordinary stuff of the city…into the real stuff
of our lives [underline added for emphasis] (Wood, 2013, p. 22).
Denis Wood described the idea of ways that any neighborhood is reflective of,
and feeds into, the community in which it is embedded; the material “stuff of our real
lives” becomes reflective of neighborhoods as Places, often bounding the opportunities,
and options, from which neighborhoods have to choose.
When I started this project, I had only limited knowledge about the history of
Tempe, even though I had lived there for 20 years and raised two children in Kyrene and
Tempe schools. In hindsight, the histories I researched seemed strikingly prescient to
what I was familiar with, and I wanted to investigate this further.
Differences in the material worlds of the Tempe schools and neighborhood
analyses, from district to district and school to school, were striking. However,
differences can occur without notice or intent. Perhaps the differences are largely
because some schools had older physical plants? Had best practices changed over time,
and so reflected the newer schools designs? What other factors could there be that
captured the scope, and perhaps roots, of those differences?
As noted earlier, Tempe’s Holdeman Elementary School and Broadmor
Elementary School were among a handful of school built originally during the 1950s-60s;
by 2005 the district determined the physical plants were suitable only for rebuilding
rather than remodeling. The differences, captured by photographs taken before, during,
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and after showed differences, material and visual, that seemed unexplained. Perhaps the
initial differences were largely because some schools had older physical plants: have best
practices have changed over time, and are reflected in the newer schools designs?

Figure 51: Front entrance view from the street approaching the school The new Broadmor is
shown at the top, and the new Holdeman at the bottom. Both schools were rebuilt within a year
of each other (2010).
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When exploring the two schools more directly, the composition of the student
bodies stood out. While being only 1.7 miles apart, the Holdeman School was largely
students of color, while Broadmor was primarily white:

Figure 52: Enrollment summaries, 2008-09 Holdeman enrollment summary for school year 2008-09.
Data graphics from Localschooldirectory.com (source data from NCES 2008-2009).

Race and Place: Black and Hispanic History of Arizona
I noted in the section describing Tempe’s history of the early 1900s that nonAnglos (in this research, this means African American and Hispanic students and
families)31, were subjected to strong segregationist policies and treatment, resulting in
inferior education for students. The confiscation of property through practices that
included municipal eminent domain seizure of property for the rapid expansion of ASU
led to the destruction of the San Pablo barrio. Hispanic families were then further
31

It is important to add that many cultures and races struggled in US history; in the expanding West of the
1880s – 1950’s, Native Americans and Chinese Americans also faced segregation, degradation and a range
of physical and economic abuses. Discussion of the struggles of Chinese Americans in Phoenix at that time
can be found in Luckingham (1994). Native American children and their families’ struggles with schooling
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excluded from certain areas in Tempe, and students were segregated in separate buildings
in and around Tempe.
African American families were subjected to specific race-based policies (and
acts of terrorism), by Anglos, throughout the US past midway through the 20th century.
A common practice was the Sundown Town Loewen (2006). Many towns across the
country invoked rules leading to both de jure and de facto segregation, through city
covenants or threats of violence, that restricted Blacks from residing in a town. A
common practice was instituted through rules requiring them to be outside City limits
before sundown. Some towns made it very clear to those entering by posting signs:
Eyewitnesses tell of sundown signs in more than 150 communities in 31
states. Most read, ‘Nigger, Don't Let The Sun Go Down On You In ___’
Some came in series, like the old Burma-Shave signs: ‘Nigger, If You Can
Read,’ ‘You'd Better Run,’ ‘If You Can't Read,’ ‘You'd Better Run
Anyway’. Despite considerable legwork, I have not located a single photo
of such a sign. Local librarians laugh when I ask if they saved theirs or a
photo of it: ‘Why would we do that’? (Loewen, 2006)
Importantly, Tempe, AZ was one of those towns, excluding African Americans
from anything outside of working or shopping within city limits during daylight (J. Smith,
2013). The families moving to the area settled on the Rio Salado River nearby.
Okemah. The area where many of the Black families settled in the Salt River
valley was just outside the Tempe borders, was known as Okemah in the early 20th
century. Now a historic area of South Phoenix, it is located approximately two miles
from Holdeman School, and many children within the Holdeman School catchment live
in this area (the racial/ethnic makeup is now also heavily Hispanic).
at the turn of the 20th century can be found in articles by Margolis (2004) and Margolis and Rowe (2004).
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Figure 53: The location of Okemah neighborhood relative to surrounding area Holdeman catchment
includes 40th - 48th St. at Broadway Curve and I-10, west, and north to the Salt River. Note Sky
Harbor International Airport, the 10th busiest in the US, directly north of the Riverbed.

Located across a major street (Broadway Rd.) from an industrial area called
“Cotton Center” (a hint at some of the historical background of the area), the
neighborhood here consists of only several blocks of low-cost housing. The Holdeman
catchment actually includes the area from the curve (48th St. and Broadway Curve) of I10, west to the next main intersection at 40th St., and north to the Salt River (this area is
now largely industrial with limited commercial development).
These families’ neighborhood is bordered at its backyards (on the north) by 12
lanes of Interstate 10 (excluding multi-lane exit ramps): effectively 20 football fields of
asphalt and concrete overpass crossing as it winds directly south (Figure 53). As one
travels to and from school (blue line on map) are areas of light and heavy industry, a
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historic cemetery, a major resort and a Major League© baseball field used during Spring
Training by the Cactus League©.

Figure 54: “Amenities” in the area (~1.5 sq. mi.) The only restaurants are actually fast food except for the
one to the far right (a higher end resort hotel); “Groceries” are convenience stores only. From:
www.redfin.com

Other than very low cost “condos” the children and families live in (now known
as Hall Craft Villas, which I will describe in greater detail later in this chapter), there is
no adjacent neighborhood; it is surrounded by blacktop and traffic, noise and industry.
There is essentially no other way to approach the school without very long detours in
directions away from the school.
Though outside Tempe physical boundaries, much of the responsibility for the
development DOES belong to Tempe:
The story of African American pioneer settlement in Tempe begins like
those of most of the people who came to the Arizona Territory in the early
years. They came to Arizona for new opportunities, a fresh start, and even
as an escape from the places that they had lived before. Of course, a
unique aspect of pioneering westward for African Americans was to
escape the violence and extreme racism of the Jim Crow South. Arriving
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in Arizona, black pioneers realized quickly that prejudice, racism, and
segregation preceded them (J. Smith, 2013, p. 1).
J. Smith (2013) completed a short, but rich, history, The African American
Experience in Tempe, an examination of African Americans’ experiences specific to
Tempe, AZ. Starting with the Buffalo Soldiers in the 1880’s, and continuing into the 21st
century, the experiences of Black Americans in the Southwest have been a non-ending
series of challenges, disruptions and, often, unjust actions. I found though, like many
others who have attempted to research and document the experiences of this particular
group, that information is not always readily available, if available at all (J. Smith,
personal communication, April 14, 2014). Margolis (2000) noted:
Clearly the historical photograph collections currently available on line
reproduce the familiar historic amnesias, lapses and sins of omission,
while continuing to overemphasize powerful, dominant and hegemonic
structures. In this way it resembles the historiography of the first half of
the 20th century with its great men theories and inattention to workers, to
women, and to people of color. The photo archives valorize assimilation
models, a peaceful bucolic past, upward mobility, and order at the expense
of cultural diversity, domination and conflict (Margolis, 2000).
Available literature about the African American migration to the West has grown
in recent years through examination of archival collections of documents and
photographs, as well increased archiving of oral histories and family photographs.
Blacks from the East were brought out by a range of events, primarily after 1900. The
building of the Roosevelt Dam drew more than 100 Black workers from Texas for the
project in late 1905; many, however, found conditions deplorable and returned home (J.
Smith, 2013). In 1900, Bartlett and Heard purchased 6070 acres south of the Salt River
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for a ranch; in 1910 it was subdivided into 160 acre plots. Black workers were recruited
from Texas and Oklahoma and came to work the ranch as farm laborers, growing cotton
and livestock (Burt, 2001); between 1900 and 1910, the African American population in
Phoenix doubled from 150 to more than 300 residents (Luckingham, 1994).32
Of particular note was the continuing effect of violence directed toward the
African American population, in many parts of the US, in the post-reconstruction era.
Sundown rules, for example, were often accompanied by more than just threats.
Lynching of individuals, burning and destruction of property and segregation of schools
led many to consider leaving their homes (2006). Some of these events have retained a
place in American history.
In Okemah, OK33, a father was accused of stealing a cow to feed his starving
family on May 2, 1911. When the sheriff arrived to arrest him, the son grabbed a rifle;
mother and son engaged in a scuffle and the gun discharged, shooting the sheriff in the
leg; he later died from the wound. Laura Nelson, the mother, took responsibility,
however both she and her son L.D. were charged (it was known to the lawmen that she
had not pulled the trigger) (Allen, 2000; Loewen, 2006, p. 179). Detained in the county
jail to await trial, on May 24 they were kidnapped by a large and angry group of white
men, dragged to a nearby bridge, and both were hung. Crowds of local residents,
including children, came to watch ("Lynching of Laura and L.D. Nelson," 2014).
Photographs taken at event became popular cabinet cards to be displayed and shared, and
the image is an iconic representation of the events that were far too common then.
32

The overall population in Phoenix grew from 5,500 to 11,000, primarily due to the influx of Anglo
settlers, accounting for over 4,000 new residents.
33
OK statehood (1907), led to adopting a Jim Crow-based constitution. Lynching victims were largely
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Figure 55: Lynching of Laura Nelson and son (1911) and many onlookers, in Okemah, OK. Gelatin
silver print. Real photo postcard. 5 1/2 x 3 1/2" Etched in the negative: "1911 copy right, g.h. farnum,
okemah. okla\ 2897." Both images © Copyright 2005 Collection of James Allen and John Littlefield.
From: http://withoutsanctuary.org/

I first learned of this event in detail via a weblog that described lynchings of black
women in the US34. I was curious about the name of the town, Okemah, OK. Its name,
the same as the section of the Salt River Valley that Blacks moved to at about that same
time, led to investigation of any importance the event might have had to the Phoenix area
African Americans, who had migrated here for the promise of work.
I found that just outside Okemah, OK was a small town, founded by and for
Blacks in 1902, called Boley, OK. Many such towns were formed by African Americans
at that time, following the guidance of Booker T. Washington (Armstrong association,
Black men; 50 were murdered over 45 yrs. Across the US, at least 40 women were also murdered.
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1904, p. 37), who counseled Black families to try to stay out of the way of Anglo
interactions:
Residents of Boley still hoped they could just mind their own business and
run their own affairs, but whites weren't satisfied with merely excluding
African Americans from voting.… White neighbors set up Farmers'
Commercial Clubs… the express purpose of which was to drive the Negro
farmers from the area and to replace them with white farmers. (Loewen,
2006).
Loewen (2006) explained that during this time the Blacks living in that entire area
were subject to beatings and other lynchings. Disenfranchisement was wide-spread.
Boley citizens, for example, had their voting precinct eliminated. Instead, they were
made to travel 12 miles to participate in elections; ballots were then thrown out. In
another attempt, the 1910 state constitution was amended to include a literacy
requirement that effectively exempted whites, by grandfathering in any white of voting
age as of 1860. Moreover, in Okemah, OK, whites used tactics such as placing charges
of dynamite within African American properties:
From time to time African Americans moved in [at the outskirts of
Okemah], only to face violent opposition. In January 1907, for example,
whites dynamited the homes of the only two black families in town. Later
that year, Okemah businessmen leased a building and set up a hotel for
African Americans who traded with the local merchants or had to attend
court and could not always get back to Boley by sundown. By April 1908
it was doing a brisk business, which ended when other whites placed a
heavy charge of dynamite under the front wall of the hotel. ‘The building
was badly damaged,’ wrote Okemah resident W. L. Payne. ‘Farmers
living eight miles from Okemah were aroused by the terrific blast. This
34

From Henrietta Vinton Davis's Weblog (2008) at http://henriettavintondavis.wordpress.com.
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brought about a quick reduction in the Negro population of Okemah’
(Loewen, 2006).
An interesting side note here is that the town of Okemah, OK was also the
birthplace of Woody Guthrie the following year, and his father Charley was part of the
group that initiated the kidnapping and hanging of Laura Nelson and her son. Woody
became one of the best-loved folk singers in the US in the 1900s. The event had its
affects on him, and he wrote several songs about the killings ("Lynching of Laura and
L.D. Nelson," 2014).35
The Oklahoma town honored Kickapoo Chief Okemah, of that area, who was
highly admired by the Black residents there. The Okemah settlement of Arizona was
then named after him (Burt, 2001).
At that same time, Arizona’s racial/cultural mistreatment of the African American
and Hispanic families was increasing. The Anglo population stayed largely on the north
side of the Salt River in Phoenix, segregating the African American population to the
south side, as well as the segregation of Hispanic Americans into barrios, also largely to
the south and west. As noted, there were several within Tempe city limits and in Mesa,
AZ, just further east on the Salt River. Through the 1920’s both groups were denied
opportunities to improve their living standards through written housing restrictions and
de facto policies, resulting in poor access to capital, or even to supplies to build adequate
housing. Many residents lived in shacks of scrap wood and cardboard; they were denied
running water, electricity and adequate access to available medical care, leading to
mortality rates more than double that of whites.
35

The list included: Don’t Kill My Baby and My Son© and High Balladree © both of which included
direct references to the events that unfolded .
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Conditions only worsened through the Depression era of the 1920s. Although the
New Deal policies enacted federally during the 1930’s created improved access to capital
for many, conditions in South Phoenix were so poor that the housing was classified as
“Hazardous” and residents were denied access to funds (Bolin et al., 2005; Dean &
Reynolds, 2004, 2006; J. Smith, 2013). Denied jobs and subject to poor zoning
restrictions conditions only deteriorated markedly both economically and physically
through the 1950’s (Bolin et al., 2005).
By both Federal and State law, African Americans of the time were also subject to
complete segregation in their access to schooling. The Broadway District School was
combined with the Roosevelt District #66 in 1912 on the Bartlett-Heard Ranch, but only
white and Hispanic children were allowed to attend. The 27th Avenue School was finally
closed in 1938; a new school, Roosevelt #2 Okemah School (later called the Fortieth St.
School) was opened at 40th St. at Miami Street (Burt, 2001; J. Smith, 2013); this area now
consists of highly industrialized activity and toxic conditions across the river from Sky
Harbor Airport. William Burt (2001) described the school playground at that time:
The school playground had limited recreation equipment. There were no trees
and grass was scarce. The children amused themselves by playing hopscotch, dodge ball,
jump rope, tag, and marbles; a popular game with the boys. It was the only marble game
played standing up. Mrs. Slaughter did not allow the boys to play marbles on their knees
because of the wear and tear on their clothing; it imposed a hardship on the parents. The
boys learned to shoot very good marbles from a standing position (p. 20).
It was not until 1951, when the Roosevelt District came to an agreement with the
Tempe District, that Tempe took over educating for these African American students; the
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district boundaries were extended to 40th St.
While it was technically against Federal regulations to discriminate in bank
lending, the practice continued, effectively extending the practice of segregation for
Black residents. Finally in the early 1970s Hallcraft Homes in Phoenix built a
subdivision made specifically available for the African American families in the area (J.
Smith, 2013). This is the area where a large percentage of today’s Holdeman School
students live today. Much of the surrounding area, at that time, was still vacant.
The city also completed a stretch of Interstate 10 known as The Broadway Curve
(see Figure 53 for a current view).
In areas like Okemah in South Phoenix, the decision to locate the Papago Freeway (I- 10)
through the center of the community encouraged industrial development and hastened the
destruction of its residential neighborhoods. Mary Boozer, once a resident of the
Okemah area, reflected on her feelings about the dramatic changes in her community:
“You feel kind of lost, like they are pushing you out of your home.
After I moved out of there, after I found out they were tearing my house
down, I couldn’t go down there. I just went down 40th Street; I never
came down Superior where we lived. When I moved I didn’t want to go
too far.”(Dean & Reynolds, 2004, p. 89).
As a result of the interstate and increasing industrialization of the area, residents are
further cut off from other neighborhoods and services.
In the prior chapter, Four Schools in Tempe, AZ, neighborhood photographs of
the four schools showed wide varieties in the material environments around each of the
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schools. Categories such as grass, trees, speed limits of streets bordering the schools,
color and playgrounds were examined. This material evidence showed that neighborhood
life differs in significant ways, and cannot go unnoticed by the children who live there
Since a significant number of Holdeman’s students live in this Okemah area,
photographs were taken here too. Again, there is a correlation between the history of
racial and cultural difference, and the quality of the neighborhood and its surroundings.
In this area, children live in two separate multi-unit housing projects. Again, like at
Holdeman itself, it is bordered by heavily-trafficked streets. There is a significant lack of
color, whether in landscaping or other material evidence. Units are even more aged and
ragged looking than surrounding Holdeman; and that area was significantly less visually
appealing than the neighborhood around Broadmor.
The images below (starting with Figure 56) attempt to capture what the families
and children and other residents, cut off from other residential areas, experience as place
for the stories of their lives taking place. The goal is the same as the earlier images of the
Broadmor and Holdeman surrounding catchments: what connections might bind these
families and neighbors to the school their children most likely attend? The images are
taken, again, from inside-out (child and neighborhood level) and outside-in (community
level, that binds the neighborhood to the interacting community through visible, material
effects).
In Figure 56, the remains of the old residential Okemah area, the Hallcraft
subdivision, are shown as seen from the busy street of Broadway Rd. The street view
differs substantially from the views inside the subdivision boundaries.
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Figure 56: Entry view of Okemah neighborhood (2014) where only the front of the complex has
manicured landscaping. This implies a sense of beauty or health to the community at large. From
the next street back, however, this changes as watering seems largely discontinued.

Figure 57 shows the interior of one section of the complex, which, as noted
above) is visually almost devoid of green or color of any kind.
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Figure 57: Interior views between groups of buildings In bottom image, alley shows that the complex
abuts a large, heavy industrial area (visible from I-10).
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In Figure 58 the playground view (left center), has one small patch of grass and
otherwise bare dirt; the space was less than appealing. Adjoining trucks in a parking

Figure 58: Playground, and peripheral views of property boundaries The razor wire, alone, implies
warnings of retribution, and a sense of future expectations for “one’s” place in the world, as Costello
(2001), described.
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lot have more color than the playground and surroundings. The barbed wire made it
seem like a prison yard; the “No Dumping” warning implies plenty has been done in the
past.
Here (Figure 59) are the complexes from Broadway road views. In the image at
the top right, the view is Cotton Center, as seen from the Hallcraft Villas entry. There is

Figure 59: Street views from Broadway Rd. and the power lines dividing the two housing complexes that
are remnants of Okemah. The retailers here were a small number of convenience stores and other
services; a full grocery was more than a mile away (2014).
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more attention to landscaping and the beauty it provides at Cotton Center than the in the
neighborhood across the street. Below that, a further division cutting off one part of the
neighborhood from the other, is the bare dirt below a large high-tension power line. Also,
as noted in Figure 54: “Amenities” in the area (~1.5 sq. mi.), the little bits of retail
visible here, are not any indication of true access to services, as found closer to home in
other parts of the city.
A real estate site showed the Hall Craft residences value today (Figure 60);
example images below, of back door and front door views, are further evidence of
degrees of disrepair that many units here suffered. The images were materially indicative
of that place.

Figure 60: As in the Holdeman neighborhood, the condition of some residences was poor Bars on the
windows of the lower level units were very common. Source: www.realtor.com/realestateandhomesdetail/4501-E-Wood-St_Phoenix_AZ_85040_M24150-88972

Not all of the neighborhood suffered so visibly, but it was not an isolated
condition. It was what was left of the Okemah area; this kind of decline, or quagmire, is
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what many families, here and elsewhere, have continued to experience over the decades .
Regardless of claims to the contrary by many Americans: most, (including, for example,
the decision-makers for the Holdeman catchment), are unlikely to have set foot before, or
now, in the place called home by many of the children in Holdeman School.
Holdeman and Broadmor – Comparison of Two New Schools
Holdeman and Broadmor Schools, in Tempe School District #3, each got a new
start in 2007-9 as their schools were rebuilt, ground up by a voter approved bond issue.
There were a handful of 1950’s schools being considered outdated (inadequate wiring,
for example, to handle the increased load of electronics, etc.) Four schools were slated
for full rebuilding, with demolition of the old schools: Scales, Holdeman, Broadmor and
Thew36. As part of one district, the schools shared voters, funding sources,
administrators and decision makers. The approaches to each project, however, differed
markedly.
Schools find ways to involve parents and community in the school and its
students in numbers of ways, including parent meetings, PTAs, and special events
throughout the school year. During photographing and initial coding, I noticed material
evidence of differences in communication to parents at each school. Broadmor’s
reconstruction process showed attempts to involve the community in the design and
building progress, celebrating the history of the school and community. Notices were
given at both the school site and on the District website. I found newspaper articles
announcing public meetings requesting community input during the design phase, as well
as public announcements of celebration for community participation ( Figure 61).
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Figure 61: Notice to Broadmor neighborhood re: project and plans for new school Top,
TESD District News, http/www.tempeschools.org/news.cfm?story=377; Bottom photo from
College Avenue, sign on construction site announcing the project (2009)

36

Interesting discussion of Scales decision process found at Tempe School District website; see Note 6
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There was also a scale model (see Figure 62), clearly requiring money and time,
to further convince the neighborhood that the change would be for the better for all
involved.

Figure 62: Scale model: of new school materials/colors and entryway mockup (June 2009)

Although I took pictures during the construction process at Holdeman, there was
no equivalent communication or celebration; this is a community with deteriorating
homes, the school population is almost entirely eligible under Title 1, many parents do
not speak English, and 50% of the students are bussed from across I-10, from low income
and primarily Black households. I searched archives on the District web site and local
newspapers to find similar attempts for family and community involvement with the
redesign and building of Holdeman School. Other than a couple of news articles, just
before and after completion, reporting on participants feelings about the school at its re129

opening, I could not find similar efforts to reach out to community members regarding
decisions about this important community landmark.
In my follow up, it was clear that these two schools surely got a much needed
facelift, with new materials and designs, inside and out. The new Holdeman looks clean
compared to its prior state.
However, as the levels of communication varied, so did the schools’ changes.
Both had new equipment, and the playground equipment itself seemed similar, with
familiar blue shades over play equipment amounts of other shade provided for play.
However, surfaces provided for running around differed considerably from school to
school. There were other differences as well.
Figure 63 through Figure 70 present montages of each school, with a view of the
original school playground in 2007 at the top, then views of the rebuilt schools as they
looked in 2011. In particular, these images were chosen to highlight differences in how
trees were utilized to provide shade, inviting escape from the hot Arizona climate during
free play, or places to play hide-and-seek, to tie a jump rope, or to shield oneself from the
view of others. Trees also provide color (here in the Valley of the Sun, there are many
ornamental orange trees that provide a orange and green accent all year around) and
oxygen. Here, too, the older and larger trees are another reminder of the connection of
those school grounds to the past.
Trees were in strong evidence at all the schools in this study except Holdeman,
but how it differed from Broadmor was the most striking. The schools were rebuilt only
a year apart, yet I noticed striking differences in the type, and quantity, of shade trees. I
went back to each school site and counted: old trees remaining from the original school
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grounds, and new trees planted after schools were rebuilt; I also noted their locations on
the school grounds. Few original trees were retained after Holdeman’s renovation. Most
replacements ( were planted along the high-traffic artery Priest Rd., as if to hide the
school from the community, or were scattered around parking lots.

Figure 63: Views of Holdeman before and after, same vantage point Top: before renovation
(2007). Bottom: after rebuild (2011). Two old trees remained (from 2007 photograph), however
they are no longer in the play area. Instead, they are completely fenced, adjacent to a parking
lot.

Figure 64 is an image taken above the school, From the City of Tempe plat report
(May, 2008), before demolition, which supports this observation:
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Figure 64: “Subdivision Plat for Holdeman Elementary School” aerial view (2008)
The trees and shadows can be seen though the photograph appears to be prior to spring leaves.

A news article at the close of the school year, just prior to the building’s
demolition, quoted a teacher, Pat Wilson: ”There’s just no place like Holdeman…(with)
its great big wooden floor-to-ceiling cabinets. The old trees that line the streets, the wood
paneling throughout the inside. It’s those neat things that the new building won’t have,”
(Vanoverbeke, 2008)
Broadmor School (Figure 65) not only left the trees where they stood, but they
left the space to be playground space. I physically counted 49 large old trees, saved
during construction, with an additional 51 were planted during and after construction.
132

Holdeman School image (Figure 66) shows how older and larger shade trees, that
existed previously at the back playground, were mostly removed. The space was
repurposed, and nothing of note was replanted at the new playground space.

Figure 65: Rephotography of Broadmor: same vantage point, pre/post-construction Here, the trees
also remain in their original space within the playground area. Unlike at Holdeman, they were
retained to be part of the playground.
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Figure 66: Before and after look at Holdeman School Top - Playground. 2007; views of the rebuilt
play areas; front entrance and west-side border with Priest Dr. Most trees at Holdeman are
decorative rather than for benefit of children.
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Figure 67: Before and after views of retained trees and playground space at Broadmor Unlike
Holdeman, most of the original playground remained intact during construction throughout the 2008-09
school year.
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Notice the effort (and implied cost) at Broadmor for bulldozing around the
existing trees and bushes in Figure 67.

Figure 68: Teardown of last section of existing school at Aepli and LaCorta Behind the pile of rubble was
this rose bush, spared by the bulldozer. This is material evidence of decisions, and associated costs, to
recognize the value of the outdoor material environment beyond asphalt and parking lot shade (2009)

Windows at Holdeman are small, high-up slits, while Broadmor has large
windows and multiple skylights. Library buildings were not replaced. One is surrounded
by trees, a school garden and tinted glass; the other looks like a bunker.
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Figure 69: Comparative views of windows at Broadmor and Holdeman (2011) Broadmor
playground for early grades, facing College Avenue. Below, the rebuilt Holdeman: facing teacher
parking lot and alley, from Priest Dr. School/parking replaced the majority of the old playground.
Slit windows at Holdeman (ominous looking…?) are narrower than at Broadmor.
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Figure 70: Above, the original library at Holdeman was retained for the new school Other sides have a
few glass block windows. Below, retained and remodeled Broadmor library. It is showcased at the front
of the school, surrounded by large trees. Note the garden. There is no equivalent at Holdeman.

Consider how the differences in the two environments might play out in terms of
surveillance. At Holdeman, there are no spaces outside the panopticon of adult view: no
nooks and corners, no trees except at the periphery. At Broadmor, the space is large, the
view less open. As I took the follow-up photographs of Holdeman in 2011, several
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children on bicycles passed, looking curiously as I took photographs all around the
school. I asked what they thought of the new school. They agreed that it looked much
better than it used to, however one added: "my friend who goes here says it looks like a
prison”.
What reason is there for these differences?
In a local newspaper article near the end of the school year of spring 2009, before
reopening in the fully renovated Holdeman School in the fall, a teacher being interviewed
made note of the tradeoffs, students and teachers, needed to get Smart Boards and
Wireless Internet:
[Rona] Johnson has been teaching in the same room for nine years and
said one thing she will miss about Holdeman is the physical connection to
the outside world.
‘My door opens to the outside. When I’m teaching, I point out there. I
think it gives children some perspective on the world,’ she said.
In her new classroom, she will have windows but they will be higher in
the room and her students won’t be able to easily look out them.
And the classroom will not open to the outside, as is typical in Tempe’s
older schools, most of which where built in the 1950s through 1970s.
‘It’s things like that I’ll miss. This building is old, but it still has some
character’, she said....‘It’s hard for [the children] to grasp. I think it will be
more real once they see it’, she said. ‘All they know is that they have no
playground right now. It’s been shrinking all year and is fenced off for the
construction....There’s just no place like Holdeman...with its great big
wooden floor-to-ceiling cabinets. The old trees that line the streets, the
wood paneling throughout the inside. It’s those neat things that the new
building won’t have ’(author emphasis), (Vanoverbeke, 2008)
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Another article from the AZ Republic, just before the reopening of the new
Broadmor facility, had a much different tone:
The nearly $13 million renovation was funded by a voter-approved bond
that also paid for recent renovations made to Holdeman Elementary and
Scales Technology Academy schools. However, Broadmor's look differs
slightly from its newer sister schools. Floor to ceiling windows that
provide a constant link to the outside, little nooks and unexpected tuckedaway benches and walls washed in a soothing palate of dark earthy greens,
rich browns and light tan are among the unique facets.
‘For this school, we wanted to capture the essence of the community,’ said
principal Terri McCoy (Yara, 2009).
One might ask: did the decision makers for the renovation of Holdeman want to
do the same?
Other ways of looking at Broadmor vs. Holdeman
The histories explored set the stage for the trip of Tempe, AZ from its known,
historical paths, to the myriad ways one sees, and thinks of, Tempe, AZ in the early 21st
century. Likewise, the photographs provided evidence of decisions made and taken; these
are visible, material representations that provided insight to the ongoing stories of Tempe,
AZ.
Clearly, most decision-makers generally use other kinds of data when exploring
options regarding public responsibilities such as schooling; a review of things like the
General Plan 2040, or City Counsel and School Board meeting minutes, show that charts
and graphs and tables and spreadsheets are the backup evidence of discussions held.
What follows is a range of the kinds of data typically seen by decision makers and
the public, when discussions are held regarding changes to current budgets, or when
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projecting longer-term impacts of major decisions such as school closures.

Teacher Experience and Salary
Broadmor (top) and Holdeman (bottom)

Figure 71:
Teacherexperience
Experience and
Salary aYears
of teaching
related salaries In
andan era
Teacher
is often
benchmark
of experience
a school’sand
effectiveness.
distributions Broadmor on top, and shows a wide gap between the experience levels as compared to
Holdeman

of

declining funding, however, this factor can be part of a cost/benefit analysis; less

experienced teachers are paid less, and often have had significant benefit reductions that
their experienced peers may have been exempted from (say through their collective
bargaining process). Broadmor clearly retains an edge here.
Test scores are considered currently a critical measure of school success and
student ability. There is considerable disagreement as to the actual effectiveness of
batteries of test data in determining student learning, or teaching effectiveness.
Nonetheless, the teach-to-the-test phenomenon remains in full assault in consideration of
curriculum or spending decisions.
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AIMS Proficiency for grade 3 Math, by school, 2008-10
Broadmor (top) and Holdeman (bottom)

Figure 72: AIMS Proficiency for grade 3 Math, by school, 2008-10 Note that Broadmor (top), has higher
scores than both the rest of its District, and as compared to the State of AZ.

One question here is in light of the prior data on teacher retention. The wild

swings year over year, even at Broadmor, seems incongruous if turnover is low, or
experience is high. The swings are relatively similar at Holdeman, however. These
scores, though, carry great weight when decisions regarding teacher assignment or hiring.
Many argue this should be rethought.
Parents, regardless of race or ethnicity or income, care about the education of
their children around the world. The claims of charter school and voucher movements
are that school choice allows all parents the opportunity to ensure that their children
receive the best education available. Regulations regarding teacher training and seat time
requirements are put aside; taxpayer money is skimmed out of the public system, to fund
a range of other “choices” at “equal levels” to public schools closer to home. Public
school closures and school renovation decisions are made in consideration of increased
competition for students.
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There are also now available (for those with computer skills and access)
numerous Internet sources who chip-in their “findings” on the status of local schools in
particular neighborhoods. This may be reflected, for example, in an Overall School
Rating given by a web site purportedly reporting on school quality for a given area
(Figure 73):

Figure 73: 2010 School Ratings for each school, Broadmor on left.
From:
www.LocalSchoolDirectory.com
As always,
it is important to point out sourcing, though for

this type of

information the source isn’t always clearly stated. This site, for example, is connected to
the real estate industry. In this case, the “grade” assigned was not the same as what
would have been obtained from the Arizona Department of Education
(https://www.azreportcards.org/#). For the year 2011, the 3rd grade Aims Test percentage
passing at Holdeman was 43%, and overall, they were graded a B.
In my data searches throughout this project, I found many examples of such sites,
with generally poor disclosure of source information; finding out where the underlying
funding was coming from for the site often took a little digging, and decisions about what
data was included or excluded occurred only through trial and error. On one site, for
example, Holdeman wasn’t even listed as one of the closest schools in the catchment to a
particular address, presumably because the address had a different zip code than the
school.
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Numbers of students requiring food assistance (through the federal Free and
Reduced Lunch program) is often a typical measure considered in evaluating a school
(Figure 74):

Holdeman

Food Support in School
Broadmor

Figure 74: Subsidized lunch eligibility Holdeman on left, where more than ¾ of students require food
assistance in the school day. Eligibility implies high levels of poverty among those children, much higher
than the school 1.7 miles to the east.

Other typical data that school districts use for decision making include
considerations such as income, family status, distance and cost of school bussing,
enrollment projections and population changes overall. Data show that Broadmor
catchment, for example, will be subject to declining school-age populations and
increasing retirement-age residents. This information, for example, led to the closing and
subsequent repurposing of the McKemy Middle School (across the street from Broadmor
School), in 2012. Other schools in the district showed the opposite (increases projected,
particularly among minority families and students). Broadmor catchment, however, also
had the highest Anglo-resident percentage in the district; the closing of two schools on
one street would likely have been unacceptable to the long-established (and whitemajority) community. Accordingly, other schools in the district have been subject to
closure and students bussed. Broadmor, instead, was rebuilt.
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The images that follow (Figure 77-6) are from a TESD presentation discussing the
changing population, by area, from 1980 and projected about 25 years into the future37:

Figure 75: Broadmor showed losses of up to 50% in 20 years; the Okemah
area shows increases (unspecified %).

37

Figure 76: Broadmor showed continuing future losses, while Okemah
From TESDincreased.
Governing Board Pres. Jan. 9, 2008, Long-term Enrollment Analysis and Trends.
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Next are typical data maps, US census-based data maps, similar to what districts
often use for decision making (see Figures 77-9). Each hints further at deeper differences
in neighborhoods that are stones-throws apart, and paint comparative conditions of
poverty, hunger and upheaval in family structures.

Figure 77: Families receiving food assistance in 2011 Data at a smaller geographic level, e.g.. block
group, would provide still greater insight. Nonetheless, few in Broadmor (green outline) required food
assistance from these programs in 2011; this ties to the earlier breakdown, by school.

Figure 78: Children living in poverty in 2011 Again, a block group breakdown would provide better subdata. The children from Okemah area live primarily in families of poverty. There is much research to
support that this, alone, leads to very poor educational outcomes and expectations for children’s futures.
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Figure 79: Block group data for 2011 Median Family Income Helps with finer-grained analysis by
enriching prior maps of child poverty and food scarcity. It shows the huge differences in incomes between
Holdeman and Broadmor catchments. Within the census tracts, there is a wide range of financial stability.

The messages implied regarding the status of children in each neighborhood is
imprecise, but our own personal experiences should not be ignored when trying to
imagine how these differences might play out38.
Figure 80 shows a an important piece of data not generally looked at when school
closure or catchment boundaries are considered. A second census map showed that
>12% of housing units in the Okemah area are without any car; the Broadmor area had
only one block group (96001, in the NE corner of the catchment) with greater than 12%,
while the rest averaged around no more than 3% of such households (and many units are
student-residents at ASU). A household without a car (which is likely due to lack of
financial resources, based on the prior data maps) in the Phoenix Metropolitan Area adds
38

Each census tract is 1 mile square; block groups divide these by four. These maps include the Okemah
area at the Broadway Curve, outlined in red. Holdeman catchment is outlined in purple. Much of
Holdeman is industrial parks and factories; these have been greyed out (the colors assigned to these areas
are misleading and lack value here). The adjacent Broadmor area, south of Arizona State University, is
outlined in green. Source of map screen-shots: PolicyMap.com, with US Census data at census or block
track level, or as otherwise stated.
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to a parent’s struggle with finding or keeping a job. There is also the difficulty of
transporting a child to school after an appointment, or when the school bus leaves without
the child. This cannot help but contribute to attendance issues and academic problems.
Reviews of the district’s analysis process for facility planning does not show that this is
accounted for in any way.

Figure 80: Vehicle availability census data speaks volumes for a category of huge importance for school
planning. Without proper transportation options, children will miss more school, parents will be unable to
attend school functions and commuting time for working parents grows exponentially. Yet when schools
are closed, this reality does not seem to be an explicit part of the decision process, based on my review of
school closure presentations made by TESD.

Figure 81 shows there is no hospital within miles of Okemah neighborhood;
neither is there bus service after midnight (which worsens on weekends), and is available
only to a poor-performing hospital, requiring a ½ mile walk from the closest stop. To
travel to the large, well-staffed hospital that families (say, in Broadmor catchment) with a
car would choose, even at 6:30 in the evening there is no service that would require less
than a 1mile walk from the nearest stop. A family without a car has no ready access to
either an urgent care clinic in the vicinity, nor to hospital, when dealing with a sick child.

148

Figure 81: Okemah had much lower access to healthcare relative to Broadmor catchment

One might also want to consider whether there is even a drugstore or grocery
store in the vicinity. The following map (Figure 82) covers an area for each catchment
where one can see the number of stores within a 1½ sq. mile radius. It appears there are
no more than two near Okemah, yet Broadmor shows >5 within that range of area.

Figure 82: Access to supermarkets, by type, imply additional struggles of being without a car.

149

It appeared that TESD generally failed to consider such issues (e.g. how does a
single mother make an after-school hours evening event readily, when bus service tapers
off after 6pm?). I maintain that the data herein, which provided another kind of analysis
of aspects of children's households’ material worlds, a show how little attention is given
to really ensuring the welfare of these students and families.
Not much has changed here since the turn of last century.
The material worlds of Broadmor and Holdeman Schools, in the Tempe of today,
reflect the same worlds as that of generations past in the Salt River Valley. Teachers in
schools with primarily children of racial minority are paid less and have less teaching
experience across the nation, and class offerings don’t measure up across schools of color
vs. Anglo schools. In a recent article in the NY Times, Daniel J. Losen, director for the
Center for Civil Rights Remedies at UCLA, said: “Here we are, 60 years after Brown v.
Board of Education, and the data altogether still show a picture of gross inequity in
educational opportunity” (Motoko Rich, 2014).
Ranges of differences shown in current data and historical record, across races
and cultures, are displayed clearly when examining material evidence of neighborhoodbased qualities of life these groups of children experience. The Okemah area stands out
in its comparatively decrepit state relative to the Broadmor catchment. The states of each
neighborhood today reflect a range of discriminatory decisions made throughout history,
and are observed through their relatively unchanging nature over time. Here in Tempe,
AZ, from prior centuries and throughout the early decades of the current one, material
evidence of continuing discrimination is all around. This research used a variety visual
approaches to help look deeper into these material worlds.
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CLOSING THOUGHTS AND FUTURE RESEARCH
There is a phrase often applied to children: “the world is their oyster”, and US
policymaking is often linked, rhetorically, to some broad notion of the “American
Dream”, where everyone has an equal chance to make it in the future. I looked at the
photographs, at the data-maps, and at slideshow presentations of rows and columns and
lists of data to support school-closure decisions. As a result, I struggled to reconcile the
notion of equal opportunity, and the federal requirement that all children will be supplied
with the opportunity for a “Free and Appropriate Public Education” (FAPE) with the
material reality expressed in the photographs.
I looked for ways to understand outcomes from a point of view that is not usually
taken: that of the point of view of the appraised. I did not ask children any questions. It
may be unlikely that children of today would ascribe value much differently from the
things their adult-appraisers deem most important (Wood, 1977, p. 228). Yet they may
also come up with novel and important ides for improvements (Burke & Grosvenor,
2003; Wood, 1987). Does that make their values frivolous or uninformed?
For this project I relied on the material world to present me with evidence. I
relied on my own memories of childhood: my likes, my fears, my trepidations and joys. I
made an assumption: that readers would have their own memories of place, of school as
place, and their own emotions to draw on in evaluating the material artifacts I presented.
As such, the above discussions have purposely avoided the kinds of statistical analysis
that lead decision makers to eliminate children from their discussions. Nevertheless, as
the brainstorming bubble earlier in this paper hinted, the sum of a myriad of adults’
decisions, past and present, affect the material experiences of the children every day. All
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adult members of this society are decision makers for our communities’ children; we are
agents, responsible to act in their best interests.
The reminder that we act as agents for those without representational voice was
put into focus in 2013 by US Supreme Court Justice Anthony Kennedy, during arguments
regarding the right of gay couples to legally marry in the State of California:
... there is an immediate legal injury or legal -- what could be a legal injury,
and that's the voice of these children. There are some 40,000 children in
California, according to the Red Brief, that live with same-sex parents, and
they want their parents to have full recognition and full status. The voice
of those children is important in this case, don't you think? (Cooper, Olson,
& Verilli, 2013)(Cooper, Olson, & Verilli, 2013, pp. 21: 16-21).
My research was an investigation of methods of research: can images of many
sorts be used as data? Investigating the material world, displayed via images, led me to a
richer understanding of the impact of policy making on others. It is also an invitation to
finding better approaches to high-stakes decision-making.
Future research should investigate this further. There is an unending amount of
data that can be visually represented. For example, the types of cartograms as visualized
by Dorling, 2007 at www.worldmapper.org might be of use in visualizing localized data
using demographic denominators rather than maps based on relative land-area. And
Denis Wood’s work of “knowing” a place by creating maps of the myriad of everyday
artifacts and material clues would expand on ways of intimately knowing the beauties
and blights, the unseen relationships between the “studium” and the “punctum” that
otherwise seem disconnected (Barthes, 1981; Wood, 2013).
Investigation into ways that the actual decision process occurred regarding the
fate of Holdeman and Broadmor, with an analysis of alternate choices that could have
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been considered, would benefit future decision-making regarding school closures,
curriculum choices or funding decisions. Valuable insights could be provided using
community input via PPGIS with the range of communities intersecting those schools.
An experimental approach, asking decision makers to evaluate different data sets
with and without photographs and other visual or historical images, might yield
interesting insights into decision-making biases. Perhaps the points of view of children
and their families would be better considered when their needs are represented in a way
that brings their neighborhood places into view (Wood, 2013).
Arizona is now in its second century of Anglo occupation, having access to a
greater stock of historical photographic images and data (Margolis, 1994a, 2000;
Margolis & Fram, 2007; Margolis & Rowe, 2004; Margolis & Rowe, 2011; Vega, 2009).
When combined with archived data and oral history, for example, new ways of seeing the
material past provides clues to the material present. A growing set of approaches, such as
rephotography (Klett, 2011; Klett, Lundgren, Fradkin, Solnit, & Breuer, 2006) and photoelicitation (Burke & Grosvenor, 2003; Collier & Collier, 1986; Collins, 2011; Dennis,
Gaulocher, Carpiano, & Brown, 2009; Fischman, 2001; Lapenta, 2011; Mehan, 1993;
Nespor, 1997; O'Donoghue, 2007; Vega, 2009; Wood, 1974), provide new and/or
expanded understanding, perhaps changing over time from stated original goals
(Margolis, 2004), or reflecting social changes over the centuries (Burke & Grosvenor,
2003; Fischman, 2001; O'Donoghue, 2007). Margolis & Pauwel’s The Sage Handbook
of Visual Research Methods (2011), for example, provides a rich source of approaches
and ideas that can spark a range of visual studies approaches toward understanding
children’s material and social worlds.
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School happens to children via hundreds of thousands of office cubicles and
meeting agendas, by decision-makers attempting to satisfy the demands of the loudest, by
the chest-thumping of politicians trying to satisfy constituents whose access is
determined by social and economic status. It happens through real concerns expressed
by compassionate teachers, anxious parents and caring administrators. It has happened
over history, through policies that have favor the majority population over the rights and
needs of the poor, the minority, the homeless and/or the disabled among them.
A young child can likely be oblivious to family immigration status or income;
they may not comprehend the complexities of where their worlds intersect with the
socioecological systems and processes around them. Sixty years out from the landmark
Supreme Court decision of 1954, Brown v Board of Education, 347 U.S. 483,39 25% of
America’s children are at or below the poverty level. Black children, specifically, in
preschool make up 18% of the student population, yet are suspended, more than once, at
more than twice the rate of other children across the country (Motoko Rich, 2014).
When familiar aspects of schooling are exposed in different ways, perhaps links
can be created, tying personal stories and pasts of decision makers, to an expanded and
enriched understanding of present worlds of all the children for whom they are
responsible! In the decision-making process, change the weighting of some data points
relative to others; pay closer attention to the longer-term effects of space and place for all
children, not just a few.
Visually examining children’s worlds; looking at the material artifacts of the
every-day worlds that children experience at school; including the child's-eye view when
39

see http://en.wikipedia.org/wiki/Brown_v._Board_of_Education.
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evaluating decision points: these approaches have the potential to move decision makers
out of the strictly analytical and impersonal, and possibly, to remember stories of walking
through the school doors of their own distant, and personal, pasts.
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