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Activism and organizing can be a fertile subject matter for young people to study. This
article presents a case study of a summer seminar in which urban high school students
examined the historical struggle for educational justice in their communities. Adopting
a “communities of practice” approach to learning, the article documents the changing
participation of seminar participants and the changing identities and skills that this
entailed. During the seminar, students took on identities as “critical researchers”—
skilled investigators who produce and share knowledge relevant to social change. In the
process, seminar participants developed and deployed high-level academic skills in
language arts, social studies, and mathematics.

Keywords: identity; learning theory; youth development; participatory research; literacy

Education activism and organizing has emerged in the past few years as a signif-
icant new field of study. Scholars from the disciplines of sociology, political

science, law, and education have studied struggles for educational justice as a strat-
egy for equity, educational reform, and civic engagement (Anyon, 2005; Ginwright
& Cammarota, 2002; Ginwright, Noguera, & Cammarota, 2006; Oakes & Rogers,
2006; Stone, 2001; Warren, 2001). These scholars draw on an array of theoretical
lenses and methodological tools to rigorously document organized struggles and
analyze their effect on participants, schools, and communities.

Less attention has been paid to how education organizing and activism might
serve as a subject of serious study by young people. Yet this fertile intellectual field
seems an ideal context to engage young people in rigorous academic work, particu-
larly urban youth of color who have been marginalized by inequitable educational
conditions. Organized struggles to create educational justice address deeply felt con-
cerns of urban youth. Such struggles highlight how people similar to themselves and
members of their communities have taken action to effect change. In this sense, nar-
ratives of education organizing provide urban youth with new ways to think about
agency and power. For all of these reasons, education organizing offers an engaging
and compelling subject matter.
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Educators can use this organic interest to motivate students to develop and deploy
academic tools, such as expository writing, textual analysis, and statistical manipu-
lation, to answer meaningful questions. Furthermore, because studies of education
organizing can inform ongoing struggles for justice, students engaged in this subject
matter can forge a new appreciation for knowledge work. They can come to see the
work of the academy not as something alien and alienating but rather as purposeful
and consequential for them and their communities.

Throughout the past several years, we have created a summer seminar for high
school students as a context for testing the possibilities of engaging urban youth in
studying educational activism. The seminar brings together students from underre-
sourced urban schools across Los Angeles as a community of researchers focused on
educational activism. An example from the seminar’s opening day in 2003 points to
the quality of engagement that this subject matter produces and hints toward a model
of learning that draws on this engagement to forge links between activism and
knowledge work and build students’ academic knowledge.

In the second hour of the seminar, students watched an episode of the docu-
mentary Chicano! depicting the 1968 student walkouts from high schools in East
Los Angeles due to the troubled conditions of the schools (National Latino
Communications Center, 1996). Following the documentary, we asked the seminar
students to talk about whether the school conditions highlighted by the 1968 student
protest had changed in the intervening 35 years. Many of the students recognized
their own educational problems in the concerns of 1968 activists. Raul pointed out
that not only did his school lack the basics but he and other students were blamed
for the system’s failure.1 “When standardized tests come in, you have the politicians
say this school is bad, the neighborhood is bad. But they don’t give us the right mate-
rials we need, so how can we succeed?” Raul’s incisive commentary speaks to a
point that Michelle Fine and her colleagues have made elsewhere: Consigning low-
income students of color to substandard schools undermines learning and teaches
students that the broader public does not care about them (Fine, Burns, Payne, &
Torre, 2004). One of the most striking things that students saw in the documentary
was that young people experiencing conditions similar to themselves had not
become complacent. “Back then, at least, they were protesting,” Mary commented.
Her classmate Chandra added that at her school, “Students would rather argue and
debate over their white ts [t-shirts] and cell phones and pagers than their education.”

The conversation about Chicano! created an opportunity for more experienced
peers to point seminar students toward the power of studying educational activism.
The discussion closed with comments from five undergraduates who had partici-
pated as high school students in previous summer seminars and now were joining the
community as teachers. Javier told the students,

I listened to some of the struggles you guys were talking about . . . and those were
obstacles that we [also] faced. . . . Even though those obstacles seem hard to overcome,



they can be overcome. You are in the right spot to learn those tools [italics added] and
those ways to overcome those obstacles.

His colleague Arturo agreed.

During high school I didn’t know if I was going to end up 6 feet under or if I was going
to end up not graduating or just working or whatever. But through this research and
through doing research and educating myself about what goes on in high schools . . .
that research opened my eyes and presented me with tools to create change [italics
added] and now I am dedicating my life to creating change.

Javier and Arturo hint at both a particular model of learning and a distinctive enter-
prise. Their comments suggest that young people can learn skills as they participate
in research (alongside more experienced peers and adults). Furthermore, they point
to a form of academic engagement that bears social power. That is, it offers young
people a meaningful social role that can affect their daily lives. In the remaining sec-
tions of this article we elaborate this approach to learning through participation in
what we term “critical research.” Section two reviews the literature on learning in the
context of communities of practice. Section three introduces the seminar in greater
detail, describing how it promoted the enterprise of critical research. Section four
reports our findings: we describe how students underwent a series of changing forms
of participation through the course of the seminar and how these new forms of par-
ticipation entailed the acquisition of important academic skills. In section five we
conclude the article with a discussion of educational design principles based on our
findings.

Theoretical Framework

In this study, we adopt a Community of Practice (CoP) perspective to guide both
our design and our analysis. A community of practice is a site of learning and action
in which people come together around a joint enterprise and in the process develop
a common, historically constituted repertoire of activities, set of stories, and way of
speaking and acting (Lave, 1996; Lave & Wenger, 1991; Wenger, 1998). Joint activ-
ity around a shared endeavor, such as a campaign for educational justice, is a hall-
mark of a community of practice. Furthermore, joint activity, like any system of
human activity, is organized around and by shared tools, divisions of labor, and rules
and roles for participation (Engeström, 1987).

Becoming a member of a CoP, however, is not an instantaneous feat but requires
sustained participation in the activities of the community as one moves from a periph-
eral role toward full membership over time (Lave & Wenger, 1991). This movement
represents learning as novices gradually take on more skilled roles. To educators, the
authentic and natural way that learning occurs as people engage in the ongoing work
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of the community is a large part of the appeal of this perspective. When the practice is
connected to academic study or research, then this movement toward the core of a
practice includes, but is not limited to, learning disciplinary knowledge.

In communities of practice, learning occurs constantly as people participate in
activities that are more and more central to the core practice. By working with and
observing old-timers of the community in action, newcomers become certain “kinds
of persons” who hold new knowledge, articulate new and specialized language, and
appropriate new identities. By this we mean that changing one’s role in relation to
the community leads participants to take on new identities that are necessarily bound
up with new knowledge and skills. In Jean Lave’s (1996) words, “crafting identities
is a social process, and becoming more knowledgeably skilled is an aspect of par-
ticipation in social practice. By such reasoning, who you are becoming shapes cru-
cially and fundamentally what you ‘know’” (p. 53).

It has been argued that learning in traditional classrooms differs from learning
within a CoP framework (Riel & Polin, 2005; Roth, McGinn, Woszczyna, &
Boutonne, 1999). Classroom communities are distinct from other CoPs because in
most classrooms “there is a self-conscious effort by adults to produce and manage
learning” (Rogoff, 1994, p. 213) and less attention to making progress toward a
shared endeavor and the reproduction of the community. Too often the institutional
structure of schooling prevents students from being engaged in an authentic joint
endeavor with a variety of people at different levels of expertise and experience. Riel
and Polin (2005) propose that, at best, classrooms should be considered task-based
communities—short-lived communities organized around specific tasks that work
together only until the task is completed. They contrast task-based communities with
CoPs, claiming that the latter are organized around a broader set of shared goals and
are characterized by voluntary, sustained participation in the activity system.

Classrooms often neglect a central insight from the CoP literature about the
importance of attending to issues of power and agency in student learning. The CoP
framework holds that movement toward full membership is closely related to the
transition from participation to responsibility (Diamondstone, 2002; Litowitz, 1997).
Said another way, part of the motivation for learning in a community of practice is
the desire to shift from a dependent role to a position of control over one’s own activ-
ity and influence over the broader enterprise. For this very reason, developmentalists
and educators have argued that the practices of traditional schooling are mismatched
with adolescence because at a time when students desire to exert more agency, the
adults around them are exerting increasing control over their behavior and interac-
tions (Eccles, Lord, & Midgley, 1991; Moje, 2002).

The differences between classrooms and communities of practice can be conse-
quential for student learning and identity development. Wenger (1998) argues that
when schools fail to create opportunities for students to participate in meaningful
practice, they present students with “a choice between a meaningful identity and
[school] learning.” He suggests that this choice
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creates a conflict between their social and personal lives and their intellectual engage-
ment in school. What appears to be lack of interest in learning may therefore not reflect
a resistance to learning or an inability to learn. On the contrary, it may reflect a genuine
thirst for learning of a kind that engages one’s identity on a meaningful trajectory and
affords some ownership of meaning. (p. 270)

This stark choice between academic learning and identity development is a par-
ticularly common experience for low-income students of color in urban schools.
Many urban schools foreground mechanisms of discipline and control, providing
students with few opportunities to assert agency in learning (Noguera, 2003). When
these structures of control sit atop overcrowded and poorly resourced schools, many
students become alienated (Fine et al., 2004), that is, they become disengaged from
dependent roles that offer little promise of power or future reward.

Although such outcomes are common, they are not inevitable. Several studies have
shown that when conditions supportive of learning and identity development are set
in place, low-income students of color do not reject schooling but instead orient them-
selves toward academic success (Martin, 2000; Mehan, Hubbard, & Villanueva, 1994;
Morrell, 2004a; Oakes & Rogers, 2006). The students in these studies do not adopt a
naïve “achievement ideology” (Mehan et al., 1994, p. 94) but rather orient themselves
toward maintaining their cultural heritage and making challenges to access visible to
others. These positive cases have been shown to be associated with long-term acade-
mic success and inform the design and analysis of our study.

A central lesson from these cases is the importance of designing learning contexts
with explicit attention to issues of power. Cornelius and Herrenkohl (2004) identify
three ways to conceptualize power relations that are consequential for student learn-
ing. First, learners develop a relationship of power with a concept or body of knowl-
edge. This ownership of ideas emerges through relationships with knowledge and
relationships with other people in the community. Second, novices acquire social
power through interactions with other students. These relationships of partisanship
forge solidarity and alliances among students. Third, students assert power by using
authoritative and persuasive discourse that places them in power over, or on equal
footing with, others.

This study explores each of these forms of power in the context of our seminar.
Ultimately, we are interested in the degree to which students appropriate and appro-
priately display an academic discourse identity and use it to control their behaviors,
interactions, and expectations. For our purpose of tracing shifts in participation and
the corresponding shifts in identity, an important consideration will be the roles that
students play in joint activity and how these roles shift over time.

We believe that the IDEA seminar is a hybrid space that includes classroom-
based activities and opportunities for students to leave the classroom to collect and
produce new knowledge firsthand. In many ways it fits what Wells (1999) has called
a knowledge-building community characterized by the joint construction of a shared
body of knowledge. In this case, students build a critical history of racial segregation
and the struggle for educational justice in their own communities.
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Seminar Overview

In the summer of 2003, the University of California, Los Angeles (UCLA),
Institute for Democracy, Education, and Access (IDEA) convened 25 high school
students from across Los Angeles for a 5-week research seminar titled “Equal
Terms: The Struggle for Educational Justice in Greater Los Angeles, 1954-2004.”
The seminar’s title came from the United States’ Supreme Court ruling in Brown v.
Board of Education (1954) that education must be “provided to all on equal terms.”
As this landmark case approached its 50th anniversary, public officials and commu-
nity members increasingly asked whether Brown’s promise had been realized and
what actions today might lead to educational justice. These questions held special
significance in Los Angeles because a lawsuit filed in 2000 (Williams v. State of
California) charged that more than one million low-income students of color in
California were confined to separate, unequal, and substandard schools. The IDEA
seminar aimed to inform the resolution of Williams through a youth-led public
history project exploring historical shifts in educational opportunities across Los
Angeles. It also sought to open up a broader public conversation about the role that
activist youth and communities can play in creating change.

The “Equal Terms” public history project was the fifth in a series of annual sum-
mer seminars that IDEA has offered to Los Angeles urban youth. The IDEA semi-
nars have aimed to create a distinctive community of practice around what we term
“critical research.” Critical research refers to the practice of young people using
social theory and the tools of social science investigation to document, make sense
of, report on, and take action to change the conditions in their schools and commu-
nities. We call this research critical because it highlights inequality and social
activism and foregrounds the role of young people who are negatively affected by
inequality as key agents in enacting more just and democratic policies (Morrell,
2004a; Oakes & Rogers, 2006).

The effort to forge a community of practice around critical research has shaped
three goals for the IDEA seminars. First, the seminars try to develop young people
who have the tools, understandings, and commitments necessary to conduct rigorous
investigations and play powerful civic roles. That is, the seminars seek to enable
urban youth to take on identities as critical researchers. Acquiring these identities is
bound up with developing an array of academic literacies that urban youth need to
be successful in schools and the academy (Morrell, 2004b). Second, the seminars
aim to produce quality research that can inform equity reform and the practice of
social activists. In this context, quality research means research that is both rigorous
and accessible to the broader public. Third, the IDEA seminars attempt to document
and elaborate the emerging practice of critical research in the hopes of influencing
both our own praxis and that of other educators and activists.
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The 2003 IDEA seminar set out to study the history of struggle for educational
justice in Los Angeles. The seminar sought to position present conditions (such as
school segregation) as the result of policies, legal decisions, and the actions of indi-
viduals and groups rather than natural, inevitable, or forgivable “histories.” This
required that students see themselves as critical historians whose understanding of
the past could compete with elite perspectives for public policy influence if the
students’ positions were backed up by rigorous, evidence-based explanations for the
historical roots of contemporary inequality. Toward this end, the seminar tried to
equip students with the tools to track historical shifts in community demographics
and school opportunities and document the perspectives of individuals who experi-
enced and fought against injustice.

A wide array of individuals participated in the 2003 seminar. Ernest Morrell and
John Rogers directed the project and served as the primary instructors for the large
seminar meetings. Noel Enyedy and a group of his graduate students led an instruc-
tional unit focused on statistical understanding and mapping. The seminar instruc-
tors were joined by five kindergarten through 12th-grade teachers who each
cofacilitated a student research team along with an undergraduate who had partici-
pated in the IDEA seminar as a high school student. The teachers came from five dis-
tinct geographic communities across greater Los Angeles and were selected on the
basis of their interest in critical research. The teachers in turn each recruited five
11th-grade students from their schools or communities to participate in the seminar.
The teachers selected students from a wide range of academic backgrounds: roughly
a third of the seminar students arrived with a cumulative grade point average of C or
lower; 16 of the students were Latino, 8 African American, and 1 Southeast Asian;
and all came from poor or working-class homes. These participants came together as
researchers for roughly 5 hours a day throughout 5 weeks.

Data Sources and Methods

Data collection on the seminar included extensive videotaping, instructors’ field
notes, and systematic gathering of ongoing student work, including daily student
journals. We used grounded theory to guide our analysis (Charmaz, 1983; Glaser &
Strauss, 1967; Strauss, 1987). We began with theoretically grounded conjectures
about the significance of shifts in participation that would be consequential for
student identity. We focused on ways that the roles and relationships that students
took up shifted over time and the degree to which we could link these new roles to
learning history, language arts, and mathematics. We examined our field notes,
videotapes of the seminar, and student journals to generate initial cases and cate-
gories. After examining these examples, we compared them to other data sources
and cases to confirm and/or challenge our interpretation of the data.
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Findings

What did the students learn? More appropriately, how did they participate in the
seminar throughout the course of the 5 weeks? How did this participation change as
students embraced their roles as critical researchers? We identified three major shifts
in the activities and roles of the students throughout the 5 weeks of the seminar. First,
there was a shift in the type of traditional academic work that they undertook—from
high school–level work to college-level work. This was not just a shift in the level of
the content but in how the students engaged in the academic enterprise. Most
notably, it entailed a new relationship with text. The second shift in student roles
occurred when they engaged in data collection for their own research projects. The
third shift emerged when students turned their efforts toward producing new knowl-
edge and communicating their new understandings to a wide audience.

Phase 1

During the first 2 weeks of the seminar, students attended the large group semi-
nars, participated in small group discussions, read academic texts, talked about these
texts in meaningful ways with their peers and instructors, and related these texts to
their own experiences as students attending urban schools in greater Los Angeles. Of
particular significance was the way they engaged with the texts. For many students,
this was the first time they had a textbook that they could write in and annotate. The
seminar leaders also pushed the students to follow Freire’s (1997) admonition and
“demand meaning from the text.” The students took up this challenge by highlight-
ing, jotting down notes, and developing questions to take back to their groups. As
noted earlier, this new relationship to the text represented a shift in power. The
students were now taking ownership of these ideas (Cornelius & Herrenkohl, 2004),
not only consuming them but questioning them, synthesizing them, and making
them their own. During these initial weeks, students also became textual producers.
Each day they responded to journal prompts that asked them questions about their
own schooling experiences and about the process of learning to conduct critical
research. Other early texts included summations of academic literature as well as
notes on lectures and discussions.

In all of these practices, the seminar resembled a highly functioning, although tra-
ditional, learning space (see Figure 1). This engagement in traditional academic
practices is important because becoming a critical researcher entails gaining profi-
ciency with the tools and language of academic research. Put succinctly, students
need to be able to read and write at a high academic level if they are to effectively
participate in academic discourse.

Even in this early stage of the seminar, students experienced opportunities to
assume different roles than they might in a traditional college-level academic semi-
nar. The first day of the seminar, students began designing a research study in their
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small groups. Assisted by group leaders and the seminar directors, they asked about
the nature and quality of schooling in greater Los Angeles. They began to turn
hunches or concerns into researchable questions by formulating hypotheses that
empirical data could answer. Students created lists of data they might like to collect
and brainstormed the logistics of a month-long research project. They decided who
they would like to interview or survey and where in the city they might collect inter-
esting data. Students even began to create instruments of research such as interview
protocols and surveys. Through these initial practices, students’ relationship to the
subject matter changed. They went from learning about a topic of interest to devel-
oping original research questions and research plans. Students essentially designed
the remainder of their curriculum, which called on them to collect and analyze data
and come to their own original conclusions about these data.
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The students’ anticipation of their research was important because it gave a long-
range frame to the more traditional academic exercises of reading, writing, and dis-
cussion. They engaged with the texts knowing that they were going to have to put
these ideas into action not years from now but in days. The curricular timeline rein-
forced the instructors’ charge to “demand meaning” and helped encourage students
to take up new academic roles.

Phase 2

During the second phase of the seminar (roughly weeks 2-4) the students took on
the roles of investigators. They spent far less time in the large seminars and more
time in the field collecting data or in small groups analyzing data or refining the tools
of data collection. Their primary tools became Mead notebooks, tape recorders, dig-
ital video cameras, and surveys. The location of their work shifted from the class-
rooms of UCLA to the neighborhoods, public schools, and historical archives across
Los Angeles. Student research groups developed lists of participants to interview.
Each team took responsibility for unpacking the schooling experiences of students
of color during a particular post-Brown decade. Their primary informants were grad-
uates of Los Angeles–area schools from that period. Students identified family
members and neighbors who fit their research needs, spoke with community leaders,
and traveled to neighborhood locations (community colleges, shopping malls,
restaurants, and parks) where interviewees might be found.

While in the field students took on multiple roles with implications for their
development as researchers and activists. For instance, when approaching well-
known activists and respected community members, the students took on the formal
roles of oral historians. They became young scholars armed with notebooks and
cameras to record for posterity these seemingly forgotten stories of educational
activism amid changing schools and changing communities (see Figure 2). Initially
timid, they gained confidence in their research capabilities when others treated them
with respect. Nothing we might have fabricated in the formal seminar space could
match the reaction to the students by other members of their own communities. As
a consequence, the students took themselves and their work very seriously.

In one such visit the student research team responsible for the first post-Brown
decade (1954-1963) interviewed a group of men who had attended Garfield High
School in the early 1960s. Known as the Maravilla Veteranos (MV), these gentlemen
met regularly at a local restaurant to socialize and maintain connections to their early
life in East Los Angeles. When our student research team showed up, the entire
restaurant buzzed. The members of the MV opened their hearts to these young
researchers, frequently talking over one another to share stories of their experiences
from Garfield. For more than an hour students peppered a dozen or so men with
questions. Students asked questions, took notes, and videotaped. At the culmination
of the interview, one of the MV members pointedly asked, “How can we learn more
about your research? When are you presenting your findings?” The MV clearly saw
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these students as legitimate researchers and, even more, as the guardians of their
community’s historical narrative, with the ability to carry their stories to places the
MV were unlikely to travel.

In another field episode, a student research team from the second post-Brown
decade (1964-1973) visited a local historical archive to collect data. This group
wanted newspaper clippings and other media artifacts to document community orga-
nizing and significant happenings in schools during this era. The director treated the
students as she would any “sanctioned” researchers who visited the archives.
Students were told how to handle the artifacts, that they could only take notes with
pencils, and that they could photograph but not remove any of the artifacts they
examined. The students took this task very seriously and remained at the archives for
a couple of hours. Prior to leaving they shared with the director some of their pro-
ject research. When she learned that the students were collecting digitized video oral
histories from community members she became very excited and asked if the
research groups would be willing to donate their data to the archives’ community
history project.

Both of these experiences from the field research portion of the project legiti-
mated the student researchers as data collectors, as public intellectuals, and as
scholar-activists working toward social change. History was no longer an authorita-
tive text to be memorized; history became something they were entrusted to create.
As it became referred to in the seminar, their role was to “give voice to the voice-
less.” Thus, the students asserted themselves as authors in the discipline of public
history (Cornelius & Herrenkohl, 2004).
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Phase 3

During the third and final phase of the seminar the students returned to the uni-
versity where they analyzed the data they had amassed and prepared research
reports, short documentaries, and PowerPoint presentations. Loaded with mounds of
data and the responsibility of representing the stories of the people they encountered,
student teams worked relentlessly to create high-quality research products to share
with audiences ranging from university faculty to community members to adminis-
trators and policy makers. During this phase, student roles shifted again as research
teams pored through field notes, interview transcriptions, and video data. Now,
instead of studying published works, the students’ texts were the data that they had
collected.

They soon were putting the finishing touches on projects that they had envisioned
on white boards only a few weeks prior. In preparing projects that would be pre-
sented to a live audience and shared with others via an Internet site, the students
became knowledge producers. Groups also focused on innovative ways to share their
data. The adults continued to serve as guides, as readers of drafts, and providers of
feedback. The students worked around the clock to have all of their projects ready;
the work was theirs and they cared deeply about its quality.

Students presented themselves as research experts and communicated their find-
ings to fellow researchers and stakeholders in the community. Before 150 guests at
the university faculty center, each research team presented their findings in
PowerPoint slides and a short documentary film (see Figure 3). Dressed in confer-
ence attire and delivering academic talks within an academic environment, the
students were credible academic presenters. After the presentations, invited panelists
responded as they would at a professional research conference. Students answered
questions about their methods and findings and pointed to future directions in his-
torical and social science research as well as implications for contemporary educa-
tional organizing and activism.

Identity Development and Academic Development

The summer seminar focused heavily on the development of academic content
knowledge. In particular, we sought to use the context of the seminar to develop the
students’ abilities across English language arts, social studies, and mathematics.
Indeed, when we instituted the seminar in 1999, one of our initial goals was to
develop a set of activities whereby urban youth attending underperforming schools
would be able to develop academic and critical literacies and demonstrate their col-
lege readiness (Oakes, Rogers, Morrell, & Lipton, 2002). We wanted to collect, ana-
lyze, and present data that countered the widely held expectation that students
attending these schools were not academically capable. We hoped to situate this
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academic learning in a context where the students’ experiences with the inequitable
educational system would motivate them to engage content that, in the past, may
have intimidated or alienated them. In this next section, we discuss the relationship
between students’ developing identities as critical researchers and their mastering
content in secondary language arts, social studies, and mathematics.

Language Arts

The jointly sponsored National Council of Teachers of English and International
Reading Association (NCTE/IRA, 1996) Standards for the English Language Arts
are explicit in demanding that students read and write across a variety of genres and
texts and that they draw on the experiences of their everyday world to develop their
academic literacy skills. In adhering to these demands for an English curriculum, we
intentionally created opportunities for students to engage in supported college-level
reading and writing as they developed the sociological tools to interrogate their own
educational experiences. Students read complicated texts across many genres,
including poetry, essays, social science scholarship, interview transcripts, and other
sociological data.2 In group “read arounds” students explored the meaning of “criti-
cal reading” as different from, and superior to, traditional reading. For example, dur-
ing the 2nd week of the seminar, students read Paulo Freire’s (1997) Teachers as
Cultural Workers: Letters to Those Who Dare Teach. In small groups, students dis-
sected passages of this graduate-level text as Freire articulated his theory of critical
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reading as a revolutionary act in which intellectuals demand meaning from the text
and in which they engage in a dialectical process of using their readings of “the
world” to inform their readings of “the word.” In her journal, Alicia discusses the
importance of this new approach to reading:

Alicia: Not only did UCLA’s Summer Seminar teach me new theories, topics, and to
demand meaning, but it has also taught me to use my knowledge to help my educational
life. By this I mean, I can use my knowledge of being a critical researcher to help me
better understand the subjects I embark on in school. I can use my knowledge every
time I have a project in one of my classes, such as my History class or my Science class.
I can use my knowledge to demand meaning from the text. Take my science class for
example; when we read text about new topics or theories, I can take my role of being
a critical researcher and start demanding meaning from the text. I can start to question
what I don’t understand, or I can start to read and take deeper meaning of the text, to
help me realize what it’s trying to tell me. I didn’t realize it until now, but being a crit-
ical researcher and having a critical identity has helped me, and will help me in my
studies beginning now, and continuing on to the future.

In addition to teaching basic skills of comprehension, summary, and analysis, we
defined reading as active engagement with the text and the social world. Furthermore,
we encouraged students to read their world onto and into the academic texts that we
assigned. Together and individually, students navigated our 700-page course reader.
Students demonstrated their ability to read at a high level via their use of texts in
conversations and in their research products.

The seminar also provided ample opportunities for students to develop their iden-
tities as writers. Students wrote in their journals for 45 min daily on topics ranging
from their personal experiences to their feelings on contemporary social issues to
their reactions to experiences in the field. Drawing from these journal entries,
students produced 2,000-word critical memoirs that they took through several drafts
with the assistance of a writing instructor. Collectively, students also produced
PowerPoint presentations and research reports that they disseminated to an audience
of academics, policy makers, and community-based organizations. This next passage
from a students’ critical memoir serves as evidence both of the impact of academic
reading and the power of the written texts that the students were able to create after
only a short tenure with the program.

Rafael: The education structure is also set up to keep minorities at a low achievement
level and not allow them to rise up to the occasion. Being exposed to the writings of
such great writers such as Bourdieu, Bowles, Gintis, and Bernstein allowed me to gain
insight on the real theories of public education and many of them proved to be true. The
writings of Bowles and Gintis gave me insight on the “correspondence principle,”
which highlights the similarity between the social relations of production and personal
interest. This shows the relationship between the students, teachers, and administrators
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in the workplace. This theory shows that capitalism reflects the production on things,
and different “tracks” emphasize different values, such as the “top flight” kids are given
the better and more rigorous courses while kids of lower income families generally
have a mediocre education.

This is an example of an incredibly fertile reading of a complex sociological text
that has been drawn on to analyze contemporary problems in schools in urban Los
Angeles. Rafael not only refers to sociological theorists but he incorporates their
work into his analysis. In following Freire’s challenge, Rafael demands meaning
from these sociological texts as he attempts to make sense of the relationships
between wealth, power, and access to quality schooling in his city. The spaces for
writing and revision enabled Rafael to create a well-written essay with a cohesive
and theoretically rich argument.

Social Studies

With respect to the social studies content, students learned not only about Brown
v. Board of Education (1954) but also about the legal and social history of school
segregation in California from the 1860s to the present. Students read commentaries
on cases leading up to Brown and they even were able to interview a surviving liti-
gant from a landmark case from the 1940s. In addition, they learned about the chang-
ing demographics of the city and country in the half-century since Brown and the
policies that were enacted that created de facto segregation. In the process, students
learned a great deal about their schools and communities and about the American
educational system as a whole. Moreover, students acquired the skills necessary to
complete their own original historical research. They learned how to access histori-
cal archives, they developed protocols and learned how to conduct oral history inter-
views, and they collected and analyzed other historical artifacts such as letters, old
yearbooks, and newspapers. These skills are generative and will help them succeed
academically and in their professional lives.

Furthermore, students grappled with the standards of good inquiry and sought to
create a form of practice that was neither traditional (objective) research nor narrow
activism. They thought about evidence and how to balance their interpretive role
with their desire to “give voice to the voiceless.” Consider this lengthy excerpt from
the research report written by the group studying Los Angeles schools during the
decade from 1954-1963:

The study of public education is complicated since it involves racism, injustice, and the
lack of opportunities for many students to succeed in life. For example, the opportunity
for students to obtain a higher education is often denied, because they are minorities.
As students attending high schools in greater Los Angeles, we are participating in this
UCLA seminar in order to research the conditions of schools prior to 1963, to record
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people’s accounts at these schools, and to inform others in order to empower them to
change. We used various methods and tools to achieve our purposes. To capture our
subjects’ appearances and surroundings, we used digital video cameras, digital photo
cameras, voice recorders, and notebooks. . . . Our methods were different from tra-
ditional research methods and traditional school projects. . . . Usually we would look
at history books, which are secondary sources, and more likely to be less accurate. We
spoke directly with people who were students attending schools in Los Angeles during
that time instead of just reading about these people. Instead of reading about the way
conditions in schools were supposed to be, or the way the schools looked according to
official reports or laws, we asked people how they actually were.

This research group report offers a complex and well-conceived original research
design. It also reveals a growing understanding of the limitations and possibilities
that the research process affords. As we have argued elsewhere (Morrell & Rogers,
2006), in the process of becoming public historians, these students not only read his-
torical materials differently but they become history-making agents by contributing
new and socially significant historical narratives of their schools and communities.
Their research allowed them to draw connections between local experiences and
larger trends across the country.

Mathematics

The mathematical goals of our project were designed to be consistent with the
recommendations of the National Council of Teachers of Mathematics’ Principles
and Standards for School Mathematics (2000) and the California Department of
Education (1999). These documents recommend that students learn how to formu-
late questions that can be addressed with data; design experiments, collect data,
and/or use premade data sets to answer questions; use appropriate methods to ana-
lyze the data; and generate statistical inferences and predictions based on data.

Furthermore, research in statistics education helped us target two statistical con-
cepts where students typically struggle. First, students often have difficulty reason-
ing from a distribution when making inferences from data. (By distribution, we
mean the distribution of data points, such as a normal bell curve, often characterized
by mean, median, mode, and standard deviation.) Instead, students are much more
inclined to reason from individual, meaningful data points, such as something they
have personally experienced (Konold & Higgins, 2002). Second, when reasoning
about the covariation of two variables in a data set, students often fail to draw a valid
conclusion. This is because students tend to focus exclusively on one aspect of the
data and ignore others.

Analyses of the pretest and posttest demonstrate modest advances in the ways that
seminar students were making inferences based on data. There was a statistically
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significant gain of 3.6 points on a scale of 0 to 16, with the mean score rising from
7 to 10.6 from pretest to posttest (t = 5.364, p < .005). Much of this gain was due to
the increased value that students saw in drawing conclusions from quantitative data
as opposed to individual qualitative cases. In addition, in their final presentations and
written reports, students produced many well-articulated, sophisticated claims about
inequitable educational opportunities in Los Angeles schools. Forty-six of the 105
claims (34%) made in the final presentations were drawn from a distribution rather
than individual data points.3 Taken together, we can see that their experiences inves-
tigating the history of struggle for educational justice increased the perceived value
of quantitative data and, in certain circumstances, led them to begin to reason from
a distribution (for an expanded analysis, see Enyedy & Mukhopadhyay, in press).

In considering how the activities and the identities offered by the seminar con-
tributed to the students’ statistics learning, we have identified two leading possibili-
ties. First, mathematics was seen as being in the service of their larger joint
enterprise. Second, their own firsthand experience was valued as a resource to make
sense of the statistical abstractions and as a way to develop conjectures that could be
tested against the data. For example, Figure 4a shows the students looking at a GIS
map they produced (Figure 4b) and discussing what inferences they can make about
the relationship between de facto segregation of African American and Latino
students to the income levels of the different neighborhoods. The irregular shapes of
Figure 4b represent individual census tracts shaded by the average income of the
people who live there (darker areas represent a higher income level). The dots cor-
respond to Los Angeles high schools, with the dark-colored dots representing
schools with high concentrations of Black and Latino students (i.e., segregated
schools with more than 80% African American and/or Latino students).

Through the discussion grounded by the map the students began to grasp the
relationship between income levels and segregated schools. Although the teacher
began by pointing out to the students the concentration of heavily segregated
schools in low-income areas (i.e., dark dots on a light background), the students
noticed that some schools did not fit the trend. They pointed out to the teacher that
there were a number of predominately White schools in low-income areas (i.e.,
light dots on a light background). This was important because, as stated previously,
one of the common statistical mistakes students make when reasoning about the
relationship between two variables is to only examine part of the information, usually
the positive cases. In this instance, the teacher made this mistake by only pointing out
the pattern that fit their conjecture about segregation. It was the students who began
to point out and explore the counterevidence. Through a subsequent discussion of
what counted as adequate evidence they began to understand the mathematics at a
conceptual level.
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Discussion

IDEA’s summer seminar is a distinctive community of practice that aims to pro-
mote the development of critical researchers, socially important research, and
insights about the design of powerful learning contexts. Above, we have described
how seminar students gradually took on the identity of critical researchers.
Throughout the course of the seminar, they participated in more knowledgeable and
skillful ways and increasingly integrated the knowledge work of critical investiga-
tion with a commitment to improving their schools and communities. We also have
hinted at the significance of their research to ongoing activism for educational jus-
tice. In the article’s final section, we focus on the last of the seminar’s goals—the
lessons it produced about designing powerful sites for learning.

Design often is associated with planning what instructors should teach to pass on a
body of knowledge or skills. This approach to design assumes, in the words of Jean
Lave (1996), “that there is no learning without teaching, and that what is taught is what
will be learned (if it gets learned)” (p. 18). By way of contrast, a community of prac-
tice approach assumes that novices learn when they have opportunities to engage in
practice as legitimate peripheral participants. As Etienne Wenger (1998) argues, this
approach means that an instructional plan should look “more like an itinerary of trans-
formative experiences of participation than a list of subject matter” (p. 270).

What was it about the design of the IDEA seminar that made participation in
historical research transformative? Urban students often participate in seemingly
similar work—learning about historical events and writing papers—that is not trans-
formative in the same way. The difference between the IDEA seminar and most
other urban school contexts lies in its distinctive approach to knowledge work.
IDEA’s seminar frames distinctive answers to the following questions: Why does
this knowledgeability (related to critical research) matter? Who holds and enacts this
knowledge and skills? How can new knowledge and skills be accessed, developed,
and interrogated? Where should new knowledge be disseminated? Taken together,
the answers to these questions point to a set of five design principles that emerged
from the seminar.

Principle 1: Frame a Compelling Enterprise

The seminar’s core investigation—of the history of struggle for educational jus-
tice in Los Angeles—was designed to make knowledge work matter to urban high
school students. Students were drawn to stories that represented their own commu-
nity’s past and spoke to the struggles that continued in today’s school system. The
belief that they too could present stories that mattered was confirmed when students
conducted interviews and heard community members ask when they could see the
products of the students’ research.
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Of importance, the IDEA seminar not only welcomed students into a compelling
enterprise but invited them to shape this enterprise. In their research teams, students
determined whose voices to document, how to draw on other evidence, and (ulti-
mately) what story to tell about their decade. The seminar also prompted students to
reflect on the enterprise of critical public history and report on what it means and
why it matters. In this way, students gradually were drawn into and then became core
participants in the enterprise.

Furthermore, the compelling enterprise provided a motivational context through
which all of the subsequent academic work was situated. Once students became
engaged in the historical research, it was not difficult for the adult educators to cre-
ate a set of meaningful academic activities that developed important skills related to
existing content-area demands. Rather than start with these demands, however, the
educators started with issues that mattered to the students and then developed con-
texts where students learned as they became active participants in studying these
issues. We argue that educators can more effectively reach urban youth if they begin
their curriculum design with a compelling enterprise (drawn from student interests)
and spaces for active participation instead of starting from content demands and
applying them to generic learners who are theorized as passive recipients of fixed
and discrete subject matter.

Principle 2: Distribute Knowledge Across Participants

A central premise of critical research is that engaging young people who are
affected by inequality in investigations into that inequality will yield important and
distinctive knowledge. This claim is based on the view that because of their interest
and “insider” stance, young people can infuse new questions and understandings
into the research process. To play this role, youth need to work with peers and adults
with more experience in research methods. One of the strategies of the seminar thus
is to create sites where young people can share knowledge as they simultaneously
acquire new expertise.

The IDEA seminar consciously developed contexts where knowledge was evenly
distributed across the group. In part, this task was rhetorical. Seminar leaders spoke
of the various participants in the seminar—from students to undergraduates to teach-
ers to faculty—as “critical researchers” engaged in a joint enterprise. This shared
title was used on the identification badges that all seminar participants wore when
the teams traveled into the field. Distributed expertise also was structured into the
student research groups. Each group included five students from five different neigh-
borhoods. As the teams traveled across greater Los Angeles, the role of community
expert shifted. Significantly, students (rather than teachers or adult researchers) held
knowledge that facilitated the research. At the same time, adults shared insights
about research methods gained through their own experience.
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Although the focus of the seminar and this article are on empowering youth as
academicians and activists, we do not want to leave the impression that adults do not
have an important role to play in student learning. Indeed, the more youth become
involved in intellectual and activist work, the more they need to collaborate with and
learn from those who have experience and expertise. Our argument is that knowl-
edge should be more equitably distributed between adults and teens, not that teens
would be better served without the explicit guidance of adult mentors and expert
peers. A pedagogy of critical research is not laissez-faire. Rather than abdicate their
responsibility, teachers should reconceptualize how they teach when the project is
collaborative critical research for social change. Each of these design principles con-
stitutes an element of this reconceptualization.

Principle 3: Facilitate Access to Necessary Knowledge and Skills

While calling into question the belief that knowledge expertise lies exclusively
within the academy, the IDEA seminar drew on the resources of the academy to pro-
vide students with the knowledge and skills they needed for their investigations. This
knowledgeability was developed in the context of meaningful participation in a
research community of practice and it also became immediately applicable to the
practice of critical research. That is, the knowledge and skills were necessary to the
work that the students needed and wanted to do. The students had to develop their
conceptual, methodological, and analytical skills to become better researchers and to
enhance their own research projects. The nature of the research enterprise created a
more authentic environment for the expert researchers to introduce the novice
researchers to important information and for the expert researchers to impart rele-
vant research tools.

Toward these ends, the seminar’s faculty collected a wide array of secondary and
primary sources on Los Angeles educational history into a reader for the students.
They pointed students to useful reports and data sets that could answer the students’
questions and directed them to sites where students could find relevant artifacts. The
faculty also drew on their social networks to connect students to former superinten-
dents, reporters, and civil rights attorneys who could shed light on the key decisions
that shaped particular decades. In turn, the students accessed the knowledge
resources according to their own schedules and interests. In this way, the faculty
enhanced the knowledgeability of the students as the students remained the primary
agents in knowledge acquisition.

In a similar way, seminar faculty enabled students to develop skills necessary for
critical research. Students learned core skills of research through “just in time”
workshops or tutorials. Efforts were made to time the workshops so that the lessons
responded to skills students needed immediately to advance their research. Students
learned to use audio and video recorders before they went out on their field inter-
views. Similarly, workshops on video editing and PowerPoint were presented in the
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final week as the students were preparing their final presentations. The students then
used these new skills to answer their questions and to tell their story.

Principle 4: Create Contexts for Meaning Making

As the IDEA seminar connected students with new sources of knowledge, it cre-
ated pedagogic sites for students to grapple with the meanings of this knowledge.
Early in the seminar, students read Freire (1997) and talked at length about how crit-
ical researchers must interrogate the meaning of what they read and what they
observe. This principle carried over into all aspects of the seminar. Students wrote
daily journal entries that explored what they were learning through their research. In
research team meetings, students considered and reconsidered the main messages of
oral history interviews. Recurring issues became topics for discussion in the whole
group seminars. For example, students initiated a dialogue about how to make sense
of conflicts between informants’ stories and the accounts found in official sources
such as newspapers. Two points are important to note. First, throughout the course
of the seminar, students gradually appropriated existing structures of meaning mak-
ing for their own use. Second, reflection was purposeful. Students used these con-
texts to address knowledge problems posed by their ongoing investigations.

Principle 5: Create Structures for Sharing Knowledge Work

The IDEA seminar aimed to create a body of research that would influence social
policy and community activism. This required attention to both the quality of the
research and to its distribution. The IDEA seminar took up this subject directly, in
part as a strategy to highlight the importance of the enterprise to the students and
their community. In whole group discussions, seminar participants talked about who
has the power to make decisions or engage in activism about educational justice.
Based on this dialogue, students generated lists of individuals or groups who should
learn about their research—either through the final presentations or via a Web site.
When students personally knew individuals on the lists, they invited them to the final
presentation. In other cases, seminar faculty used their social networks to reach out
to elected officials or civil rights attorneys. Ultimately, they shared the students’
research with a much wider audience through an online journal.

Creating structures for sharing knowledge work is important to validating the
student research projects. Informing an attentive audience is a far more valuable and
validating activity, for instance, than merely handing a teacher a report to evaluate.
More important, when students emerge as legitimate researchers with important
findings to share, educators are compelled to find appropriate forums through which
various constituencies can benefit from this knowledge work. Their work demands
attention because it bears value. That is, whereas the presence of an audience grants
students a sense of legitimacy as researchers, the usefulness of the knowledge legit-
imizes the students as coparticipants in the struggle for social and educational justice.
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Critical research as a community of practice thus effects change on several levels.
First, as urban youth engage in critical research, they take on new and more power-
ful identities. These identities embody skills and knowledge and ways of being that
young people need as they navigate future academic and social settings. They also
provide youth with a set of knowledge-based civic capacities that they can use to fos-
ter social change. Second, the products of critical research can directly inform the
work of contemporary educational activists and organizers. Third, the practice of
critical research produces new insights about powerful learning contexts that can be
used to shape school experiences for urban youth. Critical research also represents a
potential new stream of work within the emerging field of scholarship about educa-
tion organizing and activism. It is time that this field, which examines and draws
inspiration from the political energy of youth, incorporate the intellectual contribu-
tions of youth researchers as well.

Notes

1. The names of high school students are pseudonyms.
2. The level of academic rigor of these texts can be judged by the fact that a slightly revised version

of the course reader was later used in a doctoral seminar at the University of California, Los Angeles.
3. At first glance this percentage (34%) may seem low but the total number of claims included claims

that were self-evident to the intended audience (i.e., claims that needed no data) and claims based on the
firsthand reports of the community members interviewed by the students.

References

Anyon, J. (2005). Radical possibilities: Public policy, urban education, and a new social movement.
New York: Routledge.

Brown v. Board of Education, 347 U.S. 483 (1954).
California Department of Education. (1999). Mathematics frameworks for California public schools:

Kindergarten through grade twelve. Sacramento: Author.
Charmaz, K. (1983). The grounded theory method: An explication and interpretation. In R. M. Emerson

(Ed.), Contemporary field research: A book of readings (pp. 109-126). Boston: Little, Brown.
Cornelius, L. L., & Herrenkohl, L. R. (2004). Power in the classroom: How the classroom environment

shapes students’ relationships with each other and with concepts. Cognition and Instruction, 22(4),
389-392.

Diamondstone, J. (2002). Keeping resistance in view in an activity theory analysis. Mind, Culture, and
Activity, 9, 2-21.

Eccles, J. S., Lord, S., & Midgley, C. (1991). What are we doing to early adolescents? The impact of
educational contexts on early adolescents. American Journal of Education, 99(4), 521-542.

Engeström, Y. (1987). Learning by expanding: An activity-theoretical approach to developmental
research. Helsinki, Finland: Orienta-Konsultit.

Enyedy, N., & Mukhopadhyay, S. (in press). They don’t show anything I didn’t know: Emergent tensions
between culturally relevant pedagogy and mathematics pedagogy. Journal of the Learning Sciences.

Fine, M., Burns, A., Payne, Y., & Torre, M. (2004). Civics lessons: The color and class of betrayal.
Teachers College Record, 106, 2193-2223.

Rogers et al. / Studying the Struggle 23



Freire, P. (1997). Teachers as cultural workers: Letters to those who dare teach. Boulder, CO: Westview.
Ginwright, S., & Cammarota, J. (2002). New terrain in youth development: The promise of a social jus-

tice approach. Social Justice, 29(4), 82-95.
Ginwright, S., Noguera, P., & Cammarota, J. (Eds.). (2006). Beyond resistance! Youth activism and com-

munity change: New democratic possibilities for practice and policy for America’s youth. New York:
Routledge.

Glaser, B., & Strauss, A. (1967). Discovery of grounded theory: Strategies for qualitative research.
Chicago: Aldine.

Konold, C., & Higgins, T. (2002). Working with data: Highlights of related research. In D. Schifter, V.
Bastable, S. Russel, & J. Parsipany (Eds.), Developing mathematical ideas: Collecting, representing,
analysing. Upper Saddle River, NJ: Dale Seymour.

Lave, J. (1996). Teaching, as learning, in practice. Mind, Culture, and Activity, 3(3), 149-164.
Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. Cambridge, UK:

Cambridge University Press.
Litowitz, B. E. (1997). Just say no: Responsibility and resistance. In M. Cole, Y. Engeström, & O. Vasquez

(Eds.), Mind, culture, and activity: Seminal papers from the laboratory of human cognition (pp. 473-484).
Cambridge, UK: Cambridge University Press.

Martin, D. B. (2000). Mathematics success and failure among African American youth. Mahwah, NJ:
Lawrence Erlbaum.

Mehan, H., Hubbard, L., & Villanueva, I. (1994). Forming academic identities: Accommodation without
assimilation among involuntary minorities. Anthropology & Education Quarterly, 25(2), 91-117.

Moje, E. B. (2002). But where are the youth? Integrating youth culture into literacy theory. Educational
Theory, 52, 97-120.

Morrell, E. (2004a). Becoming critical researchers: Literacy and empowerment for urban youth. New
York: P. Lang.

Morrell, E. (2004b). Linking literacy and popular culture: Finding connections for lifelong learning.
Norwood, MA: Christopher-Gordon.

Morrell, E., & Rogers, J. (2006). Becoming critical public historians: Students study diversity and access
in post Brown v. Board Los Angeles. Social Education, 70(6), 365-368.

National Council of Teachers of English & International Reading Association. (NCTE/IRA). (1996).
Standards for the English language arts. Urbana, IL: National Council of Teachers of English.

National Council of Teachers of Mathematics. (2000). Principles and standards for school mathematics.
Reston, VA: Author.

National Latino Communications Center. (1996). Chicano! History of the Mexican American civil rights
movement. Los Angeles: Author.

Noguera, P. (2003). City schools and the American dream: reclaiming the promise of public education.
New York: Teachers College Press.

Oakes, J., & Rogers, J. (2006). Learning power: Social inquiry, grassroots organizing and educational
justice. New York: Teachers College Press.

Oakes, J., Rogers, J., Morrell, E., & Lipton, M. (2002). The social construction of college access:
Confronting the technical, cultural, and political in eligibility. In W. G. Tierney & L. S. Haggerdon
(Eds.), Extending our reach: Strategies for increasing access to college. Albany: State University of
New York Press.

Riel, M., & Polin, L. (2005). Learning communities: Common ground and critical differences in design-
ing technical support. In S. A. Barab, R. Kling, & J. Gray (Eds.), Designing for virtual communities
in the service of learning. Cambridge, MA: Cambridge University Press.

Rogoff, B. (1994). Developing understanding of the idea of communities of learners. Mind, Culture, and
Activity, 1, 209-229.

Roth, W., McGinn, M., Woszczyna, C., & Boutonne, S. (1999). Differential participation during science
conversations: The interaction of focal artifacts, social configurations, and physical arrangements.
Journal of the Learning Sciences, 8, 293-347.

24 American Behavioral Scientist



Stone, C. N. (2001). Building civic capacity: The politics of reforming urban schools. Lawrence:
University Press of Kansas.

Strauss, A. (1987). Qualitative analysis for social scientists. Cambridge, UK: Cambridge University Press.
Warren, M. R. (2001). Dry bones rattling: Community building to revitalize American democracy. Princeton,

NJ: Princeton University Press.
Wells, G. (1999). Dialogic inquiry: Towards a sociocultural practice and theory of education. New York:

Cambridge University Press.
Wenger, E. (1998). Communities of practice: Learning, meaning, and identity. New York: Cambridge

University Press.

John Rogers is assistant professor of education at the University of California, Los Angeles (UCLA), and
codirector of UCLA’s Institute for Democracy, Education, and Access (IDEA). He draws extensively on
the work of John Dewey to explore the meaning of and possibilities for democratic education today.
Rogers is the coauthor (with Jeannie Oakes) of Learning Power: Organizing for Education and Justice.

Ernest Morrell is an assistant professor at the University of California, Los Angeles (UCLA), in the
Department of Urban Schooling and the associate director for youth research at UCLA’s Institute for
Democracy, Education, and Access (IDEA). For more than a decade he has worked with adolescents,
drawing on their involvement with popular culture to promote academic literacy development.

Noel Enyedy is an associate professor at the University of California, Los Angeles (UCLA), in the Graduate
School of Education and Information Studies. His program of research investigates how people learn
through social interaction and how elements of a classroom culture—the practices, values, participation
structures, and norms—contribute to this type of learning.

Rogers et al. / Studying the Struggle 25



<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.3
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJDFFile false
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /ColorConversionStrategy /LeaveColorUnchanged
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 100
  /Optimize false
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveEPSInfo true
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
    /ACaslon-Bold
    /ACaslon-BoldItalic
    /ACaslon-Italic
    /ACaslon-Ornaments
    /ACaslon-Regular
    /ACaslon-Semibold
    /ACaslon-SemiboldItalic
    /AdobeCorpID-Acrobat
    /AdobeCorpID-Adobe
    /AdobeCorpID-Bullet
    /AdobeCorpID-MinionBd
    /AdobeCorpID-MinionBdIt
    /AdobeCorpID-MinionRg
    /AdobeCorpID-MinionRgIt
    /AdobeCorpID-MinionSb
    /AdobeCorpID-MinionSbIt
    /AdobeCorpID-MyriadBd
    /AdobeCorpID-MyriadBdIt
    /AdobeCorpID-MyriadBdScn
    /AdobeCorpID-MyriadBdScnIt
    /AdobeCorpID-MyriadBl
    /AdobeCorpID-MyriadBlIt
    /AdobeCorpID-MyriadLt
    /AdobeCorpID-MyriadLtIt
    /AdobeCorpID-MyriadPkg
    /AdobeCorpID-MyriadRg
    /AdobeCorpID-MyriadRgIt
    /AdobeCorpID-MyriadRgScn
    /AdobeCorpID-MyriadRgScnIt
    /AdobeCorpID-MyriadSb
    /AdobeCorpID-MyriadSbIt
    /AdobeCorpID-MyriadSbScn
    /AdobeCorpID-MyriadSbScnIt
    /AdobeCorpID-PScript
    /AGaramond-BoldScaps
    /AGaramond-Italic
    /AGaramond-Regular
    /AGaramond-RomanScaps
    /AGaramond-Semibold
    /AGaramond-SemiboldItalic
    /AGar-Special
    /AkzidenzGroteskBE-Bold
    /AkzidenzGroteskBE-BoldEx
    /AkzidenzGroteskBE-BoldExIt
    /AkzidenzGroteskBE-BoldIt
    /AkzidenzGroteskBE-Ex
    /AkzidenzGroteskBE-It
    /AkzidenzGroteskBE-Light
    /AkzidenzGroteskBE-LightEx
    /AkzidenzGroteskBE-LightOsF
    /AkzidenzGroteskBE-Md
    /AkzidenzGroteskBE-MdEx
    /AkzidenzGroteskBE-MdIt
    /AkzidenzGroteskBE-Regular
    /AkzidenzGroteskBE-Super
    /AlbertusMT
    /AlbertusMT-Italic
    /AlbertusMT-Light
    /Aldine401BT-BoldA
    /Aldine401BT-BoldItalicA
    /Aldine401BT-ItalicA
    /Aldine401BT-RomanA
    /Aldine401BTSPL-RomanA
    /Aldine721BT-Bold
    /Aldine721BT-BoldItalic
    /Aldine721BT-Italic
    /Aldine721BT-Light
    /Aldine721BT-LightItalic
    /Aldine721BT-Roman
    /Aldus-Italic
    /Aldus-ItalicOsF
    /Aldus-Roman
    /Aldus-RomanSC
    /AlternateGothicNo2BT-Regular
    /AmazoneBT-Regular
    /AmericanTypewriter-Bold
    /AmericanTypewriter-BoldA
    /AmericanTypewriter-BoldCond
    /AmericanTypewriter-BoldCondA
    /AmericanTypewriter-Cond
    /AmericanTypewriter-CondA
    /AmericanTypewriter-Light
    /AmericanTypewriter-LightA
    /AmericanTypewriter-LightCond
    /AmericanTypewriter-LightCondA
    /AmericanTypewriter-Medium
    /AmericanTypewriter-MediumA
    /Anna
    /AntiqueOlive-Bold
    /AntiqueOlive-Compact
    /AntiqueOlive-Italic
    /AntiqueOlive-Roman
    /Arcadia
    /Arcadia-A
    /Arkona-Medium
    /Arkona-Regular
    /ArrusBT-Black
    /ArrusBT-BlackItalic
    /ArrusBT-Bold
    /ArrusBT-BoldItalic
    /ArrusBT-Italic
    /ArrusBT-Roman
    /AssemblyLightSSK
    /AuroraBT-BoldCondensed
    /AuroraBT-RomanCondensed
    /AuroraOpti-Condensed
    /AvantGarde-Book
    /AvantGarde-BookOblique
    /AvantGarde-Demi
    /AvantGarde-DemiOblique
    /Avenir-Black
    /Avenir-BlackOblique
    /Avenir-Book
    /Avenir-BookOblique
    /Avenir-Heavy
    /Avenir-HeavyOblique
    /Avenir-Light
    /Avenir-LightOblique
    /Avenir-Medium
    /Avenir-MediumOblique
    /Avenir-Oblique
    /Avenir-Roman
    /BaileySansITC-Bold
    /BaileySansITC-BoldItalic
    /BaileySansITC-Book
    /BaileySansITC-BookItalic
    /BakerSignetBT-Roman
    /BaskervilleBE-Italic
    /BaskervilleBE-Medium
    /BaskervilleBE-MediumItalic
    /BaskervilleBE-Regular
    /Baskerville-Bold
    /BaskervilleBook-Italic
    /BaskervilleBook-MedItalic
    /BaskervilleBook-Medium
    /BaskervilleBook-Regular
    /BaskervilleBT-Bold
    /BaskervilleBT-BoldItalic
    /BaskervilleBT-Italic
    /BaskervilleBT-Roman
    /BaskervilleMT
    /BaskervilleMT-Bold
    /BaskervilleMT-BoldItalic
    /BaskervilleMT-Italic
    /BaskervilleMT-SemiBold
    /BaskervilleMT-SemiBoldItalic
    /BaskervilleNo2BT-Bold
    /BaskervilleNo2BT-BoldItalic
    /BaskervilleNo2BT-Italic
    /BaskervilleNo2BT-Roman
    /Baskerville-Normal-Italic
    /BauerBodoni-Black
    /BauerBodoni-BlackCond
    /BauerBodoni-BlackItalic
    /BauerBodoni-Bold
    /BauerBodoni-BoldCond
    /BauerBodoni-BoldItalic
    /BauerBodoni-BoldItalicOsF
    /BauerBodoni-BoldOsF
    /BauerBodoni-Italic
    /BauerBodoni-ItalicOsF
    /BauerBodoni-Roman
    /BauerBodoni-RomanSC
    /Bauhaus-Bold
    /Bauhaus-Demi
    /Bauhaus-Heavy
    /BauhausITCbyBT-Bold
    /BauhausITCbyBT-Heavy
    /BauhausITCbyBT-Light
    /BauhausITCbyBT-Medium
    /Bauhaus-Light
    /Bauhaus-Medium
    /BellCentennial-Address
    /BellGothic-Black
    /BellGothic-Bold
    /Bell-GothicBoldItalicBT
    /BellGothicBT-Bold
    /BellGothicBT-Roman
    /BellGothic-Light
    /Bembo
    /Bembo-Bold
    /Bembo-BoldExpert
    /Bembo-BoldItalic
    /Bembo-BoldItalicExpert
    /Bembo-Expert
    /Bembo-ExtraBoldItalic
    /Bembo-Italic
    /Bembo-ItalicExpert
    /Bembo-Semibold
    /Bembo-SemiboldItalic
    /Benguiat-Bold
    /Benguiat-BoldItalic
    /Benguiat-Book
    /Benguiat-BookItalic
    /BenguiatGothicITCbyBT-Bold
    /BenguiatGothicITCbyBT-BoldItal
    /BenguiatGothicITCbyBT-Book
    /BenguiatGothicITCbyBT-BookItal
    /BenguiatITCbyBT-Bold
    /BenguiatITCbyBT-BoldItalic
    /BenguiatITCbyBT-Book
    /BenguiatITCbyBT-BookItalic
    /Benguiat-Medium
    /Benguiat-MediumItalic
    /Berkeley-Black
    /Berkeley-BlackItalic
    /Berkeley-Bold
    /Berkeley-BoldItalic
    /Berkeley-Book
    /Berkeley-BookItalic
    /Berkeley-Italic
    /Berkeley-Medium
    /Berling-Bold
    /Berling-BoldItalic
    /Berling-Italic
    /Berling-Roman
    /BernhardBoldCondensedBT-Regular
    /BernhardFashionBT-Regular
    /BernhardModernBT-Bold
    /BernhardModernBT-BoldItalic
    /BernhardModernBT-Italic
    /BernhardModernBT-Roman
    /BernhardTangoBT-Regular
    /BlockBE-Condensed
    /BlockBE-ExtraCn
    /BlockBE-ExtraCnIt
    /BlockBE-Heavy
    /BlockBE-Italic
    /BlockBE-Regular
    /Bodoni
    /Bodoni-Bold
    /Bodoni-BoldItalic
    /Bodoni-Italic
    /Bodoni-Poster
    /Bodoni-PosterCompressed
    /Bookman-Demi
    /Bookman-DemiItalic
    /Bookman-Light
    /Bookman-LightItalic
    /Boton-Italic
    /Boton-Medium
    /Boton-MediumItalic
    /Boton-Regular
    /Boulevard
    /BremenBT-Black
    /BremenBT-Bold
    /BroadwayBT-Regular
    /CaflischScript-Bold
    /CaflischScript-Regular
    /Caliban
    /CarminaBT-Bold
    /CarminaBT-BoldItalic
    /CarminaBT-Light
    /CarminaBT-LightItalic
    /CarminaBT-Medium
    /CarminaBT-MediumItalic
    /Carta
    /Caslon224ITCbyBT-Bold
    /Caslon224ITCbyBT-BoldItalic
    /Caslon224ITCbyBT-Book
    /Caslon224ITCbyBT-BookItalic
    /Caslon540BT-Italic
    /Caslon540BT-Roman
    /CaslonBT-Bold
    /CaslonBT-BoldItalic
    /CaslonOpenFace
    /CaslonTwoTwentyFour-Black
    /CaslonTwoTwentyFour-BlackIt
    /CaslonTwoTwentyFour-Bold
    /CaslonTwoTwentyFour-BoldIt
    /CaslonTwoTwentyFour-Book
    /CaslonTwoTwentyFour-BookIt
    /CaslonTwoTwentyFour-Medium
    /CaslonTwoTwentyFour-MediumIt
    /CastleT-Bold
    /CastleT-Book
    /Caxton-Bold
    /Caxton-BoldItalic
    /Caxton-Book
    /Caxton-BookItalic
    /CaxtonBT-Bold
    /CaxtonBT-BoldItalic
    /CaxtonBT-Book
    /CaxtonBT-BookItalic
    /Caxton-Light
    /Caxton-LightItalic
    /CelestiaAntiqua-Ornaments
    /Centennial-BlackItalicOsF
    /Centennial-BlackOsF
    /Centennial-BoldItalicOsF
    /Centennial-BoldOsF
    /Centennial-ItalicOsF
    /Centennial-LightItalicOsF
    /Centennial-LightSC
    /Centennial-RomanSC
    /Century-Bold
    /Century-BoldItalic
    /Century-Book
    /Century-BookItalic
    /CenturyExpandedBT-Bold
    /CenturyExpandedBT-BoldItalic
    /CenturyExpandedBT-Italic
    /CenturyExpandedBT-Roman
    /Century-HandtooledBold
    /Century-HandtooledBoldItalic
    /Century-Light
    /Century-LightItalic
    /CenturyOldStyle-Bold
    /CenturyOldStyle-Italic
    /CenturyOldStyle-Regular
    /CenturySchoolbookBT-Bold
    /CenturySchoolbookBT-BoldCond
    /CenturySchoolbookBT-BoldItalic
    /CenturySchoolbookBT-Italic
    /CenturySchoolbookBT-Roman
    /Century-Ultra
    /Century-UltraItalic
    /CharterBT-Black
    /CharterBT-BlackItalic
    /CharterBT-Bold
    /CharterBT-BoldItalic
    /CharterBT-Italic
    /CharterBT-Roman
    /CheltenhamBT-Bold
    /CheltenhamBT-BoldCondItalic
    /CheltenhamBT-BoldExtraCondensed
    /CheltenhamBT-BoldHeadline
    /CheltenhamBT-BoldItalic
    /CheltenhamBT-BoldItalicHeadline
    /CheltenhamBT-Italic
    /CheltenhamBT-Roman
    /Cheltenham-HandtooledBdIt
    /Cheltenham-HandtooledBold
    /CheltenhamITCbyBT-Bold
    /CheltenhamITCbyBT-BoldItalic
    /CheltenhamITCbyBT-Book
    /CheltenhamITCbyBT-BookItalic
    /Christiana-Bold
    /Christiana-BoldItalic
    /Christiana-Italic
    /Christiana-Medium
    /Christiana-MediumItalic
    /Christiana-Regular
    /Christiana-RegularExpert
    /Christiana-RegularSC
    /Clarendon
    /Clarendon-Bold
    /Clarendon-Light
    /ClassicalGaramondBT-Bold
    /ClassicalGaramondBT-BoldItalic
    /ClassicalGaramondBT-Italic
    /ClassicalGaramondBT-Roman
    /CMR10
    /CMR8
    /CMSY10
    /CMSY8
    /CMTI10
    /CommonBullets
    /ConduitITC-Bold
    /ConduitITC-BoldItalic
    /ConduitITC-Light
    /ConduitITC-LightItalic
    /ConduitITC-Medium
    /ConduitITC-MediumItalic
    /CooperBlack
    /CooperBlack-Italic
    /CooperBT-Bold
    /CooperBT-BoldItalic
    /CooperBT-Light
    /CooperBT-LightItalic
    /CopperplateGothicBT-Bold
    /CopperplateGothicBT-BoldCond
    /CopperplateGothicBT-Heavy
    /CopperplateGothicBT-Roman
    /CopperplateGothicBT-RomanCond
    /Copperplate-ThirtyThreeBC
    /Copperplate-ThirtyTwoBC
    /Coronet-Regular
    /Courier
    /Courier-Bold
    /Courier-BoldOblique
    /Courier-Oblique
    /Critter
    /CS-Special-font
    /DellaRobbiaBT-Bold
    /DellaRobbiaBT-Roman
    /Della-RobbiaItalicBT
    /Della-RobbiaSCaps
    /Del-NormalSmallCaps
    /Delphin-IA
    /Delphin-IIA
    /Delta-Bold
    /Delta-BoldItalic
    /Delta-Book
    /Delta-BookItalic
    /Delta-Light
    /Delta-LightItalic
    /Delta-Medium
    /Delta-MediumItalic
    /Delta-Outline
    /DextorD
    /DextorOutD
    /DidotLH-OrnamentsOne
    /DidotLH-OrnamentsTwo
    /DINEngschrift
    /DINEngschrift-Alternate
    /DINMittelschrift
    /DINMittelschrift-Alternate
    /DINNeuzeitGrotesk-BoldCond
    /DINNeuzeitGrotesk-Light
    /Dom-CasItalic
    /DomCasual
    /DomCasual-Bold
    /Dom-CasualBT
    /Ehrhard-Italic
    /Ehrhard-Regular
    /EhrhardSemi-Italic
    /EhrhardtMT
    /EhrhardtMT-Italic
    /EhrhardtMT-SemiBold
    /EhrhardtMT-SemiBoldItalic
    /EhrharSemi
    /ELANGO-IB-A03
    /ELANGO-IB-A75
    /ELANGO-IB-A99
    /ElectraLH-Bold
    /ElectraLH-BoldCursive
    /ElectraLH-Cursive
    /ElectraLH-Regular
    /ElGreco
    /EnglischeSchT-Bold
    /EnglischeSchT-Regu
    /ErasContour
    /ErasITCbyBT-Bold
    /ErasITCbyBT-Book
    /ErasITCbyBT-Demi
    /ErasITCbyBT-Light
    /ErasITCbyBT-Medium
    /ErasITCbyBT-Ultra
    /Euclid
    /Euclid-Bold
    /Euclid-BoldItalic
    /EuclidExtra
    /EuclidExtra-Bold
    /EuclidFraktur
    /EuclidFraktur-Bold
    /Euclid-Italic
    /EuclidMathOne
    /EuclidMathOne-Bold
    /EuclidMathTwo
    /EuclidMathTwo-Bold
    /EuclidSymbol
    /EuclidSymbol-Bold
    /EuclidSymbol-BoldItalic
    /EuclidSymbol-Italic
    /EUEX10
    /EUFB10
    /EUFB5
    /EUFB7
    /EUFM10
    /EUFM5
    /EUFM7
    /EURB10
    /EURB5
    /EURB7
    /EURM10
    /EURM5
    /EURM7
    /EuropeanPi-Four
    /EuropeanPi-One
    /EuropeanPi-Three
    /EuropeanPi-Two
    /EuroSans-Bold
    /EuroSans-BoldItalic
    /EuroSans-Italic
    /EuroSans-Regular
    /EuroSerif-Bold
    /EuroSerif-BoldItalic
    /EuroSerif-Italic
    /EuroSerif-Regular
    /Eurostile
    /Eurostile-Bold
    /Eurostile-BoldCondensed
    /Eurostile-BoldExtendedTwo
    /Eurostile-BoldOblique
    /Eurostile-Condensed
    /Eurostile-Demi
    /Eurostile-DemiOblique
    /Eurostile-ExtendedTwo
    /EurostileLTStd-Demi
    /EurostileLTStd-DemiOblique
    /Eurostile-Oblique
    /EUSB10
    /EUSB5
    /EUSB7
    /EUSM10
    /EUSM5
    /EUSM7
    /ExPonto-Regular
    /FairfieldLH-Bold
    /FairfieldLH-BoldItalic
    /FairfieldLH-BoldSC
    /FairfieldLH-CaptionBold
    /FairfieldLH-CaptionHeavy
    /FairfieldLH-CaptionLight
    /FairfieldLH-CaptionMedium
    /FairfieldLH-Heavy
    /FairfieldLH-HeavyItalic
    /FairfieldLH-HeavySC
    /FairfieldLH-Light
    /FairfieldLH-LightItalic
    /FairfieldLH-LightSC
    /FairfieldLH-Medium
    /FairfieldLH-MediumItalic
    /FairfieldLH-MediumSC
    /FairfieldLH-SwBoldItalicOsF
    /FairfieldLH-SwHeavyItalicOsF
    /FairfieldLH-SwLightItalicOsF
    /FairfieldLH-SwMediumItalicOsF
    /Fences
    /Fenice-Bold
    /Fenice-BoldOblique
    /FeniceITCbyBT-Bold
    /FeniceITCbyBT-BoldItalic
    /FeniceITCbyBT-Regular
    /FeniceITCbyBT-RegularItalic
    /Fenice-Light
    /Fenice-LightOblique
    /Fenice-Regular
    /Fenice-RegularOblique
    /Fenice-Ultra
    /Fenice-UltraOblique
    /FlashD-Ligh
    /Flood
    /Folio-Bold
    /Folio-BoldCondensed
    /Folio-ExtraBold
    /Folio-Light
    /Folio-Medium
    /FontanaNDAaOsF
    /FontanaNDAaOsF-Italic
    /FontanaNDCcOsF-Semibold
    /FontanaNDCcOsF-SemiboldIta
    /FontanaNDEeOsF
    /FontanaNDEeOsF-Bold
    /FontanaNDEeOsF-BoldItalic
    /FontanaNDEeOsF-Light
    /FontanaNDEeOsF-Semibold
    /FormalScript421BT-Regular
    /Formata-Bold
    /Formata-MediumCondensed
    /ForteMT
    /FournierMT-Ornaments
    /FrakturBT-Regular
    /FrankfurterHigD
    /FranklinGothic-Book
    /FranklinGothic-BookItal
    /FranklinGothic-BookOblique
    /FranklinGothic-Condensed
    /FranklinGothic-Demi
    /FranklinGothic-DemiItal
    /FranklinGothic-DemiOblique
    /FranklinGothic-Heavy
    /FranklinGothic-HeavyItal
    /FranklinGothic-HeavyOblique
    /FranklinGothicITCbyBT-BookItal
    /FranklinGothicITCbyBT-Demi
    /FranklinGothicITCbyBT-DemiItal
    /FranklinGothicITCbyBT-Heavy
    /FranklinGothicITCbyBT-HeavyItal
    /FranklinGothic-Medium
    /FranklinGothic-MediumItal
    /FranklinGothic-Roman
    /Freeform721BT-Bold
    /Freeform721BT-BoldItalic
    /Freeform721BT-Italic
    /Freeform721BT-Roman
    /FreestyleScrD
    /FreestyleScript
    /Freestylescript
    /FrizQuadrataITCbyBT-Bold
    /FrizQuadrataITCbyBT-Roman
    /Frutiger-Black
    /Frutiger-BlackCn
    /Frutiger-BlackItalic
    /Frutiger-Bold
    /Frutiger-BoldCn
    /Frutiger-BoldItalic
    /Frutiger-Cn
    /Frutiger-ExtraBlackCn
    /Frutiger-Italic
    /Frutiger-Light
    /Frutiger-LightCn
    /Frutiger-LightItalic
    /Frutiger-Roman
    /Frutiger-UltraBlack
    /Futura
    /FuturaBlackBT-Regular
    /Futura-Bold
    /Futura-BoldOblique
    /Futura-Book
    /Futura-BookOblique
    /FuturaBT-Bold
    /FuturaBT-BoldCondensed
    /FuturaBT-BoldCondensedItalic
    /FuturaBT-BoldItalic
    /FuturaBT-Book
    /FuturaBT-BookItalic
    /FuturaBT-ExtraBlack
    /FuturaBT-ExtraBlackCondensed
    /FuturaBT-ExtraBlackCondItalic
    /FuturaBT-ExtraBlackItalic
    /FuturaBT-Heavy
    /FuturaBT-HeavyItalic
    /FuturaBT-Light
    /FuturaBT-LightCondensed
    /FuturaBT-LightItalic
    /FuturaBT-Medium
    /FuturaBT-MediumCondensed
    /FuturaBT-MediumItalic
    /Futura-CondensedLight
    /Futura-CondensedLightOblique
    /Futura-ExtraBold
    /Futura-ExtraBoldOblique
    /Futura-Heavy
    /Futura-HeavyOblique
    /Futura-Light
    /Futura-LightOblique
    /Futura-Oblique
    /Futura-Thin
    /Galliard-Black
    /Galliard-BlackItalic
    /Galliard-Bold
    /Galliard-BoldItalic
    /Galliard-Italic
    /GalliardITCbyBT-Bold
    /GalliardITCbyBT-BoldItalic
    /GalliardITCbyBT-Italic
    /GalliardITCbyBT-Roman
    /Galliard-Roman
    /Galliard-Ultra
    /Galliard-UltraItalic
    /Garamond-Antiqua
    /GaramondBE-Bold
    /GaramondBE-BoldExpert
    /GaramondBE-BoldOsF
    /GaramondBE-CnExpert
    /GaramondBE-Condensed
    /GaramondBE-CondensedSC
    /GaramondBE-Italic
    /GaramondBE-ItalicExpert
    /GaramondBE-ItalicOsF
    /GaramondBE-Medium
    /GaramondBE-MediumCn
    /GaramondBE-MediumCnExpert
    /GaramondBE-MediumCnOsF
    /GaramondBE-MediumExpert
    /GaramondBE-MediumItalic
    /GaramondBE-MediumItalicExpert
    /GaramondBE-MediumItalicOsF
    /GaramondBE-MediumSC
    /GaramondBE-Regular
    /GaramondBE-RegularExpert
    /GaramondBE-RegularSC
    /GaramondBE-SwashItalic
    /Garamond-Bold
    /Garamond-BoldCondensed
    /Garamond-BoldCondensedItalic
    /Garamond-BoldItalic
    /Garamond-Book
    /Garamond-BookCondensed
    /Garamond-BookCondensedItalic
    /Garamond-BookItalic
    /Garamond-Halbfett
    /Garamond-HandtooledBold
    /Garamond-HandtooledBoldItalic
    /GaramondITCbyBT-Bold
    /GaramondITCbyBT-BoldCondensed
    /GaramondITCbyBT-BoldCondItalic
    /GaramondITCbyBT-BoldItalic
    /GaramondITCbyBT-BoldNarrow
    /GaramondITCbyBT-BoldNarrowItal
    /GaramondITCbyBT-Book
    /GaramondITCbyBT-BookCondensed
    /GaramondITCbyBT-BookCondItalic
    /GaramondITCbyBT-BookItalic
    /GaramondITCbyBT-BookNarrow
    /GaramondITCbyBT-BookNarrowItal
    /GaramondITCbyBT-Light
    /GaramondITCbyBT-LightCondensed
    /GaramondITCbyBT-LightCondItalic
    /GaramondITCbyBT-LightItalic
    /GaramondITCbyBT-LightNarrow
    /GaramondITCbyBT-LightNarrowItal
    /GaramondITCbyBT-Ultra
    /GaramondITCbyBT-UltraCondensed
    /GaramondITCbyBT-UltraCondItalic
    /GaramondITCbyBT-UltraItalic
    /Garamond-Kursiv
    /Garamond-KursivHalbfett
    /Garamond-Light
    /Garamond-LightCondensed
    /Garamond-LightCondensedItalic
    /Garamond-LightItalic
    /GaramondNo4CyrTCY-Ligh
    /GaramondNo4CyrTCY-LighItal
    /GaramondThree
    /GaramondThree-Bold
    /GaramondThree-BoldItalic
    /GaramondThree-BoldItalicOsF
    /GaramondThree-BoldSC
    /GaramondThree-Italic
    /GaramondThree-ItalicOsF
    /GaramondThree-SC
    /GaramondThreeSMSIISpl-Italic
    /GaramondThreeSMSitalicSpl-Italic
    /GaramondThreeSMSspl
    /GaramondThreespl
    /GaramondThreeSpl-Bold
    /GaramondThreeSpl-Italic
    /Garamond-Ultra
    /Garamond-UltraCondensed
    /Garamond-UltraCondensedItalic
    /Garamond-UltraItalic
    /GarthGraphic
    /GarthGraphic-Black
    /GarthGraphic-Bold
    /GarthGraphic-BoldCondensed
    /GarthGraphic-BoldItalic
    /GarthGraphic-Condensed
    /GarthGraphic-ExtraBold
    /GarthGraphic-Italic
    /Geometric231BT-HeavyC
    /GeometricSlab712BT-BoldA
    /GeometricSlab712BT-ExtraBoldA
    /GeometricSlab712BT-LightA
    /GeometricSlab712BT-LightItalicA
    /GeometricSlab712BT-MediumA
    /GeometricSlab712BT-MediumItalA
    /Giddyup
    /Giddyup-Thangs
    /GillSans
    /GillSans-Bold
    /GillSans-BoldCondensed
    /GillSans-BoldExtraCondensed
    /GillSans-BoldItalic
    /GillSans-Condensed
    /GillSans-ExtraBold
    /GillSans-ExtraBoldDisplay
    /GillSans-Italic
    /GillSans-Light
    /GillSans-LightItalic
    /GillSans-LightShadowed
    /GillSans-Shadowed
    /GillSans-UltraBold
    /GillSans-UltraBoldCondensed
    /Gill-Special
    /Giovanni-Bold
    /Giovanni-BoldItalic
    /Giovanni-Book
    /Giovanni-BookItalic
    /Glypha
    /Glypha-Bold
    /Glypha-BoldOblique
    /Glypha-Oblique
    /Gothic-Thirteen
    /Goudy
    /Goudy-Bold
    /Goudy-BoldItalic
    /GoudyCatalogueBT-Regular
    /Goudy-ExtraBold
    /GoudyHandtooledBT-Regular
    /GoudyHeavyfaceBT-Regular
    /GoudyHeavyfaceBT-RegularCond
    /Goudy-Italic
    /GoudyOldStyleBT-Bold
    /GoudyOldStyleBT-BoldItalic
    /GoudyOldStyleBT-ExtraBold
    /GoudyOldStyleBT-Italic
    /GoudyOldStyleBT-Roman
    /GoudySans-Black
    /GoudySans-BlackItalic
    /GoudySans-Bold
    /GoudySans-BoldItalic
    /GoudySans-Book
    /GoudySans-BookItalic
    /GoudySansITCbyBT-Black
    /GoudySansITCbyBT-BlackItalic
    /GoudySansITCbyBT-Bold
    /GoudySansITCbyBT-BoldItalic
    /GoudySansITCbyBT-Light
    /GoudySansITCbyBT-LightItalic
    /GoudySansITCbyBT-Medium
    /GoudySansITCbyBT-MediumItalic
    /GoudySans-Medium
    /GoudySans-MediumItalic
    /Granjon
    /Granjon-Bold
    /Granjon-BoldOsF
    /Granjon-Italic
    /Granjon-ItalicOsF
    /Granjon-SC
    /GreymantleMVB-Ornaments
    /Helvetica
    /Helvetica-Black
    /Helvetica-BlackOblique
    /Helvetica-Black-SemiBold
    /Helvetica-Bold
    /Helvetica-BoldOblique
    /Helvetica-Compressed
    /Helvetica-Condensed
    /Helvetica-Condensed-Black
    /Helvetica-Condensed-BlackObl
    /Helvetica-Condensed-Bold
    /Helvetica-Condensed-BoldObl
    /Helvetica-Condensed-Light
    /Helvetica-Condensed-Light-Light
    /Helvetica-Condensed-LightObl
    /Helvetica-Condensed-Oblique
    /Helvetica-Condensed-Thin
    /Helvetica-ExtraCompressed
    /Helvetica-Fraction
    /Helvetica-FractionBold
    /HelveticaInserat-Roman
    /HelveticaInserat-Roman-SemiBold
    /Helvetica-Light
    /Helvetica-LightOblique
    /Helvetica-Narrow
    /Helvetica-Narrow-Bold
    /Helvetica-Narrow-BoldOblique
    /Helvetica-Narrow-Oblique
    /HelveticaNeue-Black
    /HelveticaNeue-BlackCond
    /HelveticaNeue-BlackCondObl
    /HelveticaNeue-BlackExt
    /HelveticaNeue-BlackExtObl
    /HelveticaNeue-BlackItalic
    /HelveticaNeue-Bold
    /HelveticaNeue-BoldCond
    /HelveticaNeue-BoldCondObl
    /HelveticaNeue-BoldExt
    /HelveticaNeue-BoldExtObl
    /HelveticaNeue-BoldItalic
    /HelveticaNeue-Condensed
    /HelveticaNeue-CondensedObl
    /HelveticaNeue-ExtBlackCond
    /HelveticaNeue-ExtBlackCondObl
    /HelveticaNeue-Extended
    /HelveticaNeue-ExtendedObl
    /HelveticaNeue-Heavy
    /HelveticaNeue-HeavyCond
    /HelveticaNeue-HeavyCondObl
    /HelveticaNeue-HeavyExt
    /HelveticaNeue-HeavyExtObl
    /HelveticaNeue-HeavyItalic
    /HelveticaNeue-Italic
    /HelveticaNeue-Light
    /HelveticaNeue-LightCond
    /HelveticaNeue-LightCondObl
    /HelveticaNeue-LightExt
    /HelveticaNeue-LightExtObl
    /HelveticaNeue-LightItalic
    /HelveticaNeueLTStd-Md
    /HelveticaNeueLTStd-MdIt
    /HelveticaNeue-Medium
    /HelveticaNeue-MediumCond
    /HelveticaNeue-MediumCondObl
    /HelveticaNeue-MediumExt
    /HelveticaNeue-MediumExtObl
    /HelveticaNeue-MediumItalic
    /HelveticaNeue-Roman
    /HelveticaNeue-Thin
    /HelveticaNeue-ThinCond
    /HelveticaNeue-ThinCondObl
    /HelveticaNeue-ThinItalic
    /HelveticaNeue-UltraLigCond
    /HelveticaNeue-UltraLigCondObl
    /HelveticaNeue-UltraLigExt
    /HelveticaNeue-UltraLigExtObl
    /HelveticaNeue-UltraLight
    /HelveticaNeue-UltraLightItal
    /Helvetica-Oblique
    /Helvetica-UltraCompressed
    /HelvExtCompressed
    /HelvLight
    /HelvUltCompressed
    /Humanist521BT-Bold
    /Humanist521BT-BoldCondensed
    /Humanist521BT-BoldItalic
    /Humanist521BT-ExtraBold
    /Humanist521BT-Italic
    /Humanist521BT-Light
    /Humanist521BT-LightItalic
    /Humanist521BT-Roman
    /Humanist521BT-RomanCondensed
    /Humanist521BT-UltraBold
    /Humanist521BT-XtraBoldCondensed
    /Humanist531BT-BlackA
    /Humanist531BT-BoldA
    /Humanist531BT-RomanA
    /Humanist531BT-UltraBlackA
    /Humanist777BT-BlackB
    /Humanist777BT-BlackCondensedB
    /Humanist777BT-BlackItalicB
    /Humanist777BT-BoldB
    /Humanist777BT-BoldCondensedB
    /Humanist777BT-BoldItalicB
    /Humanist777BT-ExtraBlackB
    /Humanist777BT-ExtraBlackCondB
    /Humanist777BT-ItalicB
    /Humanist777BT-LightB
    /Humanist777BT-LightCondensedB
    /Humanist777BT-LightItalicB
    /Humanist777BT-RomanB
    /Humanist777BT-RomanCondensedB
    /Humanist970BT-BoldC
    /Humanist970BT-RomanC
    /HumanistSlabserif712BT-Black
    /HumanistSlabserif712BT-Bold
    /HumanistSlabserif712BT-Italic
    /HumanistSlabserif712BT-Roman
    /ICMEX10
    /ICMMI8
    /ICMSY8
    /ICMTT8
    /Iglesia-Light
    /ILASY8
    /ILCMSS8
    /ILCMSSB8
    /ILCMSSI8
    /Imago-Book
    /Imago-BookItalic
    /Imago-ExtraBold
    /Imago-ExtraBoldItalic
    /Imago-Light
    /Imago-LightItalic
    /Imago-Medium
    /Imago-MediumItalic
    /Industria-Inline
    /Industria-InlineA
    /Industria-Solid
    /Industria-SolidA
    /Insignia
    /Insignia-A
    /IPAExtras
    /IPAHighLow
    /IPAKiel
    /IPAKielSeven
    /IPAsans
    /ITCGaramondMM
    /ITCGaramondMM-It
    /JAKEOpti-Regular
    /JansonText-Bold
    /JansonText-BoldItalic
    /JansonText-Italic
    /JansonText-Roman
    /JansonText-RomanSC
    /JoannaMT
    /JoannaMT-Bold
    /JoannaMT-BoldItalic
    /JoannaMT-Italic
    /Juniper
    /KabelITCbyBT-Book
    /KabelITCbyBT-Demi
    /KabelITCbyBT-Medium
    /KabelITCbyBT-Ultra
    /Kaufmann
    /Kaufmann-Bold
    /KeplMM-Or2
    /KisBT-Italic
    /KisBT-Roman
    /KlangMT
    /Kuenstler480BT-Black
    /Kuenstler480BT-Bold
    /Kuenstler480BT-BoldItalic
    /Kuenstler480BT-Italic
    /Kuenstler480BT-Roman
    /KunstlerschreibschD-Bold
    /KunstlerschreibschD-Medi
    /Lapidary333BT-Black
    /Lapidary333BT-Bold
    /Lapidary333BT-BoldItalic
    /Lapidary333BT-Italic
    /Lapidary333BT-Roman
    /LASY10
    /LASY5
    /LASY6
    /LASY7
    /LASY8
    /LASY9
    /LASYB10
    /LatinMT-Condensed
    /LCIRCLE10
    /LCIRCLEW10
    /LCMSS8
    /LCMSSB8
    /LCMSSI8
    /LDecorationPi-One
    /LDecorationPi-Two
    /Leawood-Black
    /Leawood-BlackItalic
    /Leawood-Bold
    /Leawood-BoldItalic
    /Leawood-Book
    /Leawood-BookItalic
    /Leawood-Medium
    /Leawood-MediumItalic
    /LegacySans-Bold
    /LegacySans-BoldItalic
    /LegacySans-Book
    /LegacySans-BookItalic
    /LegacySans-Medium
    /LegacySans-MediumItalic
    /LegacySans-Ultra
    /LegacySerif-Bold
    /LegacySerif-BoldItalic
    /LegacySerif-Book
    /LegacySerif-BookItalic
    /LegacySerif-Medium
    /LegacySerif-MediumItalic
    /LegacySerif-Ultra
    /LetterGothic
    /LetterGothic-Bold
    /LetterGothic-BoldSlanted
    /LetterGothic-Slanted
    /Life-Bold
    /Life-Italic
    /Life-Roman
    /LINE10
    /LINEW10
    /Linotext
    /Lithos-Black
    /LithosBold
    /Lithos-Bold
    /Lithos-Regular
    /LOGO10
    /LOGO8
    /LOGO9
    /LOGOBF10
    /LOGOSL10
    /LOMD-Normal
    /LubalinGraph-Book
    /LubalinGraph-BookOblique
    /LubalinGraph-Demi
    /LubalinGraph-DemiOblique
    /LucidaHandwritingItalic
    /LucidaMath-Symbol
    /LucidaSansTypewriter
    /LucidaSansTypewriter-Bd
    /LucidaSansTypewriter-BdObl
    /LucidaSansTypewriter-Obl
    /LucidaTypewriter
    /LucidaTypewriter-Bold
    /LucidaTypewriter-BoldObl
    /LucidaTypewriter-Obl
    /LydianBT-Bold
    /LydianBT-BoldItalic
    /LydianBT-Italic
    /LydianBT-Roman
    /LydianCursiveBT-Regular
    /Machine
    /Machine-Bold
    /Marigold
    /MathematicalPi-Five
    /MathematicalPi-Four
    /MathematicalPi-One
    /MathematicalPi-Six
    /MathematicalPi-Three
    /MathematicalPi-Two
    /MatrixScriptBold
    /MatrixScriptBoldLin
    /MatrixScriptBook
    /MatrixScriptBookLin
    /MatrixScriptRegular
    /MatrixScriptRegularLin
    /Melior
    /Melior-Bold
    /Melior-BoldItalic
    /Melior-Italic
    /MercuriusCT-Black
    /MercuriusCT-BlackItalic
    /MercuriusCT-Light
    /MercuriusCT-LightItalic
    /MercuriusCT-Medium
    /MercuriusCT-MediumItalic
    /MercuriusMT-BoldScript
    /Meridien-Bold
    /Meridien-BoldItalic
    /Meridien-Italic
    /Meridien-Medium
    /Meridien-MediumItalic
    /Meridien-Roman
    /Minion-Black
    /Minion-Bold
    /Minion-BoldCondensed
    /Minion-BoldCondensedItalic
    /Minion-BoldItalic
    /Minion-Condensed
    /Minion-CondensedItalic
    /Minion-DisplayItalic
    /Minion-DisplayRegular
    /MinionExp-Italic
    /MinionExp-Semibold
    /MinionExp-SemiboldItalic
    /Minion-Italic
    /Minion-Ornaments
    /Minion-Regular
    /Minion-Semibold
    /Minion-SemiboldItalic
    /MonaLisa-Recut
    /MrsEavesAllPetiteCaps
    /MrsEavesAllSmallCaps
    /MrsEavesBold
    /MrsEavesFractions
    /MrsEavesItalic
    /MrsEavesPetiteCaps
    /MrsEavesRoman
    /MrsEavesRomanLining
    /MrsEavesSmallCaps
    /MSAM10
    /MSAM10A
    /MSAM5
    /MSAM6
    /MSAM7
    /MSAM8
    /MSAM9
    /MSBM10
    /MSBM10A
    /MSBM5
    /MSBM6
    /MSBM7
    /MSBM8
    /MSBM9
    /MTEX
    /MTEXB
    /MTEXH
    /MTGU
    /MTGUB
    /MTMI
    /MTMIB
    /MTMIH
    /MTMS
    /MTMSB
    /MTMUB
    /MTMUH
    /MTSY
    /MTSYB
    /MTSYH
    /MTSYN
    /MusicalSymbols-Normal
    /Myriad-Bold
    /Myriad-BoldItalic
    /Myriad-CnBold
    /Myriad-CnBoldItalic
    /Myriad-CnItalic
    /Myriad-CnSemibold
    /Myriad-CnSemiboldItalic
    /Myriad-Condensed
    /Myriad-Italic
    /MyriadMM
    /MyriadMM-It
    /Myriad-Roman
    /Myriad-Sketch
    /Myriad-Tilt
    /NeuzeitS-Book
    /NeuzeitS-BookHeavy
    /NewBaskerville-Bold
    /NewBaskerville-BoldItalic
    /NewBaskerville-Italic
    /NewBaskervilleITCbyBT-Bold
    /NewBaskervilleITCbyBT-BoldItal
    /NewBaskervilleITCbyBT-Italic
    /NewBaskervilleITCbyBT-Roman
    /NewBaskerville-Roman
    /NewCaledonia
    /NewCaledonia-Black
    /NewCaledonia-BlackItalic
    /NewCaledonia-Bold
    /NewCaledonia-BoldItalic
    /NewCaledonia-BoldItalicOsF
    /NewCaledonia-BoldSC
    /NewCaledonia-Italic
    /NewCaledonia-ItalicOsF
    /NewCaledonia-SC
    /NewCaledonia-SemiBold
    /NewCaledonia-SemiBoldItalic
    /NewCenturySchlbk-Bold
    /NewCenturySchlbk-BoldItalic
    /NewCenturySchlbk-Italic
    /NewCenturySchlbk-Roman
    /NewsGothic
    /NewsGothic-Bold
    /NewsGothic-BoldOblique
    /NewsGothicBT-Bold
    /NewsGothicBT-BoldCondensed
    /NewsGothicBT-BoldCondItalic
    /NewsGothicBT-BoldExtraCondensed
    /NewsGothicBT-BoldItalic
    /NewsGothicBT-Demi
    /NewsGothicBT-DemiItalic
    /NewsGothicBT-ExtraCondensed
    /NewsGothicBT-Italic
    /NewsGothicBT-ItalicCondensed
    /NewsGothicBT-Light
    /NewsGothicBT-LightItalic
    /NewsGothicBT-Roman
    /NewsGothicBT-RomanCondensed
    /NewsGothic-Oblique
    /New-Symbol
    /NovareseITCbyBT-Bold
    /NovareseITCbyBT-BoldItalic
    /NovareseITCbyBT-Book
    /NovareseITCbyBT-BookItalic
    /Nueva-BoldExtended
    /Nueva-Roman
    /NuptialScript
    /OceanSansMM
    /OceanSansMM-It
    /OfficinaSans-Bold
    /OfficinaSans-BoldItalic
    /OfficinaSans-Book
    /OfficinaSans-BookItalic
    /OfficinaSerif-Bold
    /OfficinaSerif-BoldItalic
    /OfficinaSerif-Book
    /OfficinaSerif-BookItalic
    /OnyxMT
    /Optima
    /Optima-Bold
    /Optima-BoldItalic
    /Optima-BoldOblique
    /Optima-ExtraBlack
    /Optima-ExtraBlackItalic
    /Optima-Italic
    /Optima-Oblique
    /OSPIRE-Plain
    /OttaIA
    /Otta-wa
    /Ottawa-BoldA
    /OttawaPSMT
    /Oxford
    /Palatino-Bold
    /Palatino-BoldItalic
    /Palatino-Italic
    /Palatino-Roman
    /Parisian
    /Perpetua
    /Perpetua-Bold
    /Perpetua-BoldItalic
    /Perpetua-Italic
    /PhotinaMT
    /PhotinaMT-Bold
    /PhotinaMT-BoldItalic
    /PhotinaMT-Italic
    /PhotinaMT-SemiBold
    /PhotinaMT-SemiBoldItalic
    /PhotinaMT-UltraBold
    /PhotinaMT-UltraBoldItalic
    /Plantin
    /Plantin-Bold
    /Plantin-BoldItalic
    /Plantin-Italic
    /Plantin-Light
    /Plantin-LightItalic
    /Plantin-Semibold
    /Plantin-SemiboldItalic
    /Poetica-ChanceryI
    /Poetica-SuppLowercaseEndI
    /PopplLaudatio-Italic
    /PopplLaudatio-Medium
    /PopplLaudatio-MediumItalic
    /PopplLaudatio-Regular
    /ProseAntique-Bold
    /ProseAntique-Normal
    /QuaySansEF-Black
    /QuaySansEF-BlackItalic
    /QuaySansEF-Book
    /QuaySansEF-BookItalic
    /QuaySansEF-Medium
    /QuaySansEF-MediumItalic
    /Quorum-Black
    /Quorum-Bold
    /Quorum-Book
    /Quorum-Light
    /Quorum-Medium
    /Raleigh
    /Raleigh-Bold
    /Raleigh-DemiBold
    /Raleigh-Medium
    /Revival565BT-Bold
    /Revival565BT-BoldItalic
    /Revival565BT-Italic
    /Revival565BT-Roman
    /Ribbon131BT-Bold
    /Ribbon131BT-Regular
    /RMTMI
    /Rockwell
    /Rockwell-Bold
    /Rockwell-BoldItalic
    /Rockwell-Italic
    /Rockwell-Light
    /Rockwell-LightItalic
    /RotisSansSerif
    /RotisSansSerif-Bold
    /RotisSansSerif-ExtraBold
    /RotisSansSerif-Italic
    /RotisSansSerif-Light
    /RotisSansSerif-LightItalic
    /RotisSemiSans
    /RotisSemiSans-Bold
    /RotisSemiSans-ExtraBold
    /RotisSemiSans-Italic
    /RotisSemiSans-Light
    /RotisSemiSans-LightItalic
    /RotisSemiSerif
    /RotisSemiSerif-Bold
    /RotisSerif
    /RotisSerif-Bold
    /RotisSerif-Italic
    /RunicMT-Condensed
    /Sabon-Bold
    /Sabon-BoldItalic
    /Sabon-Italic
    /Sabon-Roman
    /SackersGothicLight
    /SackersGothicLightAlt
    /SackersItalianScript
    /SackersItalianScriptAlt
    /Sam
    /Sanvito-Light
    /SanvitoMM
    /Sanvito-Roman
    /Semitica
    /Semitica-Italic
    /SIVAMATH
    /Siva-Special
    /SMS-SPELA
    /Souvenir-Demi
    /Souvenir-DemiItalic
    /SouvenirITCbyBT-Demi
    /SouvenirITCbyBT-DemiItalic
    /SouvenirITCbyBT-Light
    /SouvenirITCbyBT-LightItalic
    /Souvenir-Light
    /Souvenir-LightItalic
    /SpecialAA
    /Special-Gali
    /Sp-Sym
    /StempelGaramond-Bold
    /StempelGaramond-BoldItalic
    /StempelGaramond-Italic
    /StempelGaramond-Roman
    /StoneSans
    /StoneSans-Bold
    /StoneSans-BoldItalic
    /StoneSans-Italic
    /StoneSans-PhoneticAlternate
    /StoneSans-PhoneticIPA
    /StoneSans-Semibold
    /StoneSans-SemiboldItalic
    /StoneSerif
    /StoneSerif-Italic
    /StoneSerif-PhoneticAlternate
    /StoneSerif-PhoneticIPA
    /StoneSerif-Semibold
    /StoneSerif-SemiboldItalic
    /Swiss721BT-Black
    /Swiss721BT-BlackCondensed
    /Swiss721BT-BlackCondensedItalic
    /Swiss721BT-BlackExtended
    /Swiss721BT-BlackItalic
    /Swiss721BT-BlackOutline
    /Swiss721BT-BlackRounded
    /Swiss721BT-Bold
    /Swiss721BT-BoldCondensed
    /Swiss721BT-BoldCondensedItalic
    /Swiss721BT-BoldCondensedOutline
    /Swiss721BT-BoldExtended
    /Swiss721BT-BoldItalic
    /Swiss721BT-BoldOutline
    /Swiss721BT-BoldRounded
    /Swiss721BT-Heavy
    /Swiss721BT-HeavyItalic
    /Swiss721BT-Italic
    /Swiss721BT-ItalicCondensed
    /Swiss721BT-Light
    /Swiss721BT-LightCondensed
    /Swiss721BT-LightCondensedItalic
    /Swiss721BT-LightExtended
    /Swiss721BT-LightItalic
    /Swiss721BT-Medium
    /Swiss721BT-MediumItalic
    /Swiss721BT-Roman
    /Swiss721BT-RomanCondensed
    /Swiss721BT-RomanExtended
    /Swiss721BT-Thin
    /Swiss721BT-ThinItalic
    /Swiss921BT-RegularA
    /Symbol
    /Syntax-Black
    /Syntax-Bold
    /Syntax-Italic
    /Syntax-Roman
    /Syntax-UltraBlack
    /Tekton
    /Times-Bold
    /Times-BoldA
    /Times-BoldItalic
    /Times-BoldOblique
    /Times-Italic
    /Times-NewRoman
    /Times-NewRomanBold
    /TimesNewRomanPS-BoldItalicMT
    /TimesNewRomanPS-ItalicMT
    /TimesNewRomanPSMT
    /Times-Oblique
    /Times-PhoneticAlternate
    /Times-PhoneticIPA
    /Times-Roman
    /Times-RomanSmallCaps
    /Times-Sc
    /Times-SCB
    /Times-special
    /TimesTenGreekP-Upright
    /TradeGothic
    /TradeGothic-Bold
    /TradeGothic-BoldCondTwenty
    /TradeGothic-BoldCondTwentyObl
    /TradeGothic-BoldOblique
    /TradeGothic-BoldTwo
    /TradeGothic-BoldTwoOblique
    /TradeGothic-CondEighteen
    /TradeGothic-CondEighteenObl
    /TradeGothicLH-BoldExtended
    /TradeGothicLH-Extended
    /TradeGothic-Light
    /TradeGothic-LightOblique
    /TradeGothic-Oblique
    /Trajan-Bold
    /TrajanPro-Bold
    /TrajanPro-Regular
    /Trajan-Regular
    /Transitional521BT-BoldA
    /Transitional521BT-CursiveA
    /Transitional521BT-RomanA
    /Transitional551BT-MediumB
    /Transitional551BT-MediumItalicB
    /Univers
    /Universal-GreekwithMathPi
    /Universal-NewswithCommPi
    /Univers-BlackExt
    /Univers-BlackExtObl
    /Univers-Bold
    /Univers-BoldExt
    /Univers-BoldExtObl
    /Univers-BoldOblique
    /Univers-Condensed
    /Univers-CondensedBold
    /Univers-CondensedBoldOblique
    /Univers-CondensedOblique
    /Univers-Extended
    /Univers-ExtendedObl
    /Univers-ExtraBlackExt
    /Univers-ExtraBlackExtObl
    /Univers-Light
    /Univers-LightOblique
    /UniversLTStd-Black
    /UniversLTStd-BlackObl
    /Univers-Oblique
    /Utopia-Black
    /Utopia-BlackOsF
    /Utopia-Bold
    /Utopia-BoldItalic
    /Utopia-Italic
    /Utopia-Ornaments
    /Utopia-Regular
    /Utopia-Semibold
    /Utopia-SemiboldItalic
    /VAGRounded-Black
    /VAGRounded-Bold
    /VAGRounded-Light
    /VAGRounded-Thin
    /Viva-BoldExtraExtended
    /Viva-Regular
    /Weidemann-Black
    /Weidemann-BlackItalic
    /Weidemann-Bold
    /Weidemann-BoldItalic
    /Weidemann-Book
    /Weidemann-BookItalic
    /Weidemann-Medium
    /Weidemann-MediumItalic
    /WindsorBT-Elongated
    /WindsorBT-Light
    /WindsorBT-LightCondensed
    /WindsorBT-Roman
    /Wingdings-Regular
    /WNCYB10
    /WNCYI10
    /WNCYR10
    /WNCYSC10
    /WNCYSS10
    /WoodtypeOrnaments-One
    /WoodtypeOrnaments-Two
    /ZapfCalligraphic801BT-Bold
    /ZapfCalligraphic801BT-BoldItal
    /ZapfCalligraphic801BT-Italic
    /ZapfCalligraphic801BT-Roman
    /ZapfChanceryITCbyBT-Bold
    /ZapfChanceryITCbyBT-Demi
    /ZapfChanceryITCbyBT-Medium
    /ZapfChanceryITCbyBT-MediumItal
    /ZapfChancery-MediumItalic
    /ZapfDingbats
    /ZapfDingbatsITCbyBT-Regular
    /ZapfElliptical711BT-Bold
    /ZapfElliptical711BT-BoldItalic
    /ZapfElliptical711BT-Italic
    /ZapfElliptical711BT-Roman
    /ZapfHumanist601BT-Bold
    /ZapfHumanist601BT-BoldItalic
    /ZapfHumanist601BT-Demi
    /ZapfHumanist601BT-DemiItalic
    /ZapfHumanist601BT-Italic
    /ZapfHumanist601BT-Roman
    /ZapfHumanist601BT-Ultra
    /ZapfHumanist601BT-UltraItalic
    /ZurichBT-Black
    /ZurichBT-BlackExtended
    /ZurichBT-BlackItalic
    /ZurichBT-Bold
    /ZurichBT-BoldCondensed
    /ZurichBT-BoldCondensedItalic
    /ZurichBT-BoldExtended
    /ZurichBT-BoldExtraCondensed
    /ZurichBT-BoldItalic
    /ZurichBT-ExtraBlack
    /ZurichBT-ExtraCondensed
    /ZurichBT-Italic
    /ZurichBT-ItalicCondensed
    /ZurichBT-Light
    /ZurichBT-LightCondensed
    /ZurichBT-LightCondensedItalic
    /ZurichBT-LightExtraCondensed
    /ZurichBT-LightItalic
    /ZurichBT-Roman
    /ZurichBT-RomanCondensed
    /ZurichBT-RomanExtended
    /ZurichBT-UltraBlackExtended
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox false
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (U.S. Web Coated \050SWOP\051 v2)
  /PDFXOutputCondition ()
  /PDFXRegistryName (http://www.color.org)
  /PDFXTrapped /Unknown

  /DetectCurves 0.100000
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /PreserveDICMYKValues true
  /PreserveFlatness true
  /CropColorImages true
  /ColorImageMinResolution 150
  /ColorImageMinResolutionPolicy /OK
  /ColorImageMinDownsampleDepth 1
  /CropGrayImages true
  /GrayImageMinResolution 150
  /GrayImageMinResolutionPolicy /OK
  /GrayImageMinDownsampleDepth 2
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /CheckCompliance [
    /None
  ]
  /PDFXOutputConditionIdentifier ()
  /SyntheticBoldness 1.000000
  /Description <<
    /FRA <>
    /JPN <FEFF3053306e8a2d5b9a306f30019ad889e350cf5ea6753b50cf3092542b308000200050004400460020658766f830924f5c62103059308b3068304d306b4f7f75283057307e30593002537052376642306e753b8cea3092670059279650306b4fdd306430533068304c3067304d307e305930023053306e8a2d5b9a30674f5c62103057305f00200050004400460020658766f8306f0020004100630072006f0062006100740020304a30883073002000520065006100640065007200200035002e003000204ee5964d30678868793a3067304d307e30593002>
    /DEU <>
    /PTB <>
    /DAN <>
    /NLD <>
    /ESP <>
    /SUO <>
    /ITA <>
    /NOR <>
    /SVE <>
    /ENU (Use these settings for creating PDF files for submission to The Sheridan Press. These settings configured for Acrobat v6.0 08/06/03.)
  >>
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


