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half blac¢k, the rest white., Over half of the students
were from broken homes (some more broken than

- others). By the end of the school year, just under half

-of the students had been suspended at least once '

* {seven thred or more.timas), about a third had been

‘referred to their cpuhselors;by other teachers

“numerous times,"”" over half were flunking at least
one subject (a third more than onedy and six had

been transferred to special programs elsewhere in’ .
- the city including one to Hoover. o

- Both the Heover and Harding High School expe-
riences jolted me, but the year long daily strpggle at
Harding turned out to be the most intense and con-
suming professional year so far in my career. This
wasn't my tirst experience with' alienated youth. |

thad taught In two other alienated youth programs,
had taught a “‘typical’’ class at Harding High School .

three years before (about a third of that class could -

gnd consulted for a number of schools and agencies
ealing with ‘hard-to-handle kids in the past few
years. Therefore, | had some notion of what to ex-

pect (or so I'thought) and what to do. The what to do, -
part relied he’avily oni a facilitating teacher-student ’

felationship and could be properly labeled humaniss.
tic. | had even written a book on the subject.> The

only problgm was that nothing seemed to work. My
-teacher bghavior in particular just wasn't charming

enough. [ was forced back to the drawing board day

- after day, tightening here, inserting something new
i, R ) . ‘.
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there, unti] | had worn.a deap groove between -
theory and practice. : v
The enc -prpduct, this monbéraph, is an effort to .
share both the human side of my struggle to teach
physical education to alienatéd youth and a model
induced ffom my experiences at Harding, Hoover,
and elsewhere and modified by a number of friends
and writers.* A human experience, especially if it is
in a model, tends to flatten out an paper:
To try t retain some of the humanness, numerous
anecdotes have been included along the way, and
the whple projéct s presented in a personal, informal
‘writind style.”You may not be able to, or want to,
teplicate my ideas. | offer both the model and the
‘experiences as an alternative that may serve to affirm
‘you, give you a new idea or two, or cause you to
reflect on what you are doing with students. It Is an
+in-progress model; F'm sure | will be in a different -

. be considered *disadvantaged”), and had observed., Place a year from now so please don't etch this in

* stone. Fugh Prather says it better:

... every time I think that I have learned some-
thing, my life seems to deliberately set aboutcon-
tradicting it. Yet the contradiction is never abso-
lute. . . . And sol am left with this belief: that there
are no answers, there are only alternatives, .and
the best that I can do is trust my present experi-
ence and follow where it leads me.
If my words affirm you, then savor them for the
- moment; but if they cause you to distrust your
own experience, spit them out.®



A Humanistic
- Goal Model

“For me, the p_h;)sr‘ca_l.

education . setting—the

gym—provides a poten-

tially loose, open, hands-
on, active, many-dimen-

sional (not just- verbal)
. place to conduct /the

search for self

Humanistic physical education, whatweer elseitis; .
. focuses on'the person. | have argued that this orien-
tation places student self-esteem, self-actualization,
self- understanding and interpersonal relations at the
center of the physical education teaehmg leammg
acf." Locke and Lambdln s defmmon -

. includes any version of mdwlduah/ed mstruc-
tion which, in addition to a strong component of
personalization through social transactions,
stresses prifnacy of the individual's feelings (and a
variety of related affective goals), the value of
Iaﬁg fange outcomes such as self actualization
and personal awareness, .and mualuement in such

" processes ‘as self-exattination‘and open com-

 munication with others in the learning environ-

~ment.®

I do notwant to.make a case for the student-cep-

tered approach to physical educatio the exeli-
sion of all subject matter, although my personal pref-
erence is clearly in this direction. Our profession

) . ) v needs to achieve some balance between helping

TOWARD'A GOAL MODEL
‘General Approach -

A goal model provides a grand design for one’s
prégram. orienting and giving direction to both
teathers and students. Physical -education’s goal

~models traditionally have focused on the subject
matter, on balls and bats (and jocks and socks), more
than on the student. The current status of our field,
influenced by the education of-the physical and edu-
cation through the physical movements!' and to. a
lesser extent by currently avaggble alternative goal
models® reflects a wider range of options. Indeed,
some programs look like a physical education smor-
gasbord, but for the most part the subject matter of
skipping.. volleyball, calisthenics, and the like still
takes precedence over the person in gyms from
coast to coast.’

people and developing and promulgating the sub-
ject matter (skills, fitness, strategies, etc.), However\f
get my good feelings as a physical educator from
helping students—especnally struggling; hostile ado-
lescents—feel good about themselves, become
aware of their motives, sort through the increasingly

éle range of choices our society now allows, ‘make
some-sense out of their identity and world, and begin
to reach out toward. athers. For me, the physical
education setting—the gym-—provides a potentially
loose, open, hands-on, active, many-dimensional

(nét)ust verbal) place to conduct the search for self.

Besplte the balls and ats orientation 6

sion, 1 can be myself in’this environment, shaw
who | am as a physical educator and as a person (is
there & difference?), talking, listening, moving, play-
ing. laughing, yélling, encouraging, questioning,
touching. Teaching boxing skills, despite its personal

H]
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,meaning to me, doesn't seem very relevant until
. "Dewey,® who shows ,up about orice évery two
weeks, says “let'syou and-me box” and | stgugg}e to
turn that situation into,both a self-awareness experi- -

ence and'?-relatiohshlp without getting killed. And |

~don't have to teach them to read so they can take
- part, or to throw a ball or skip or any other so-called -

fundamental skill.. Physical education subject matter

is so wide-ranging—e.g., yoga, jogging, footbal'l,‘

tug-of-war, dan(':e—thgt any student can startwhere

he/she is or wheré aninterestlies and go from there.
The humanisti¢ approach: to physical education

emphasfzes the search for personal identity that each

- of Us must struggle with to the extent that the culture

permits and our self-awareness demands. A numbet

of patterns; values, roles' and#expectations are -

Handed down to us by ‘our parents, friends, teachers
and other agents and agencies, all of which tend to
restrict our options and channel our behavior. How-

. ever; as we become more aware of ourselves—a’s we
begin to get in touch with our own feelings and -

desires, our own potentialities, and some notion of
the range of options open to us-—we can begin the
process of searching for and building our own iden-
tities, éventually-frgeing ourselves to really share and
rélate tb the lives”of others. ) .
The ever-growing number of choices which all of
us face and the, apparent erosion of institutional

values, especially in urban America, have widenédi
- the appeal of this search for self. Some have exalted
. "persondl growth, arguing that finally we all have the

oppartunity to put our lives together in our.own

ways. Others see too many people making the’

wrong choices,tchéi_ces which are destructive to the
society (e.g., the rising crime rate) or to themselves
(e.g:, hard drug usage). On the other hand, the per-

~sonal growth movement has attracted a riumber of

critics who believe that the search for inc_iivi,c,lua]i'ty
ignores social-concerns and is a Simplistic approach
to a.complex procéss: .



- “When one focuses on these inward proceMWf orientation and simplicity as well. What,
o . there is the danger that- eue.rythmg and everyone is ‘needed’is a workable guide for the’ conducl of

else consciously or unconsciously becomes the
’, means to end of yourindividuation, ormtegrq,tlon,,
the function of your becoming.”
N[There is| a crazy overemphasis on indlvidualism
50 ernbedded in society that commitment and
commumty have become suspect L
While most humanists are aware of the problems
facing mankind, this movement thus far has de-
cided to give priority to the self, If a person’s .
. attentron is turned inward, he must of necesslty
'turn away from the outward——away from human
beings and their problems.”
_It's a disneyized view of Emotional hfe with boppy'
slogans and easy(mswers 1o

\'1"‘"
.

In separate Psychology Today rntervrews Robert
Nisbet argues that our society is~eyrrently suffermg
n ,abession with self,’; ' while Ernest Becker ex-
fpresses the concern that most people need to be

protected from seeing themselves as they reallyv

are.'? Others point - out that %uch introspection
produces dull, hpmorless,people. The difficulty "of
_planning one’s self search is a theme of Krishnamur-
di's work; he states that the truth must be experi-
enced and that thought.gets in the way of self-
awareness. %’ Kurt Vonnegut probably puts it best

Trger got to- hunt
v Bird got to fly -
Man got to ask hrmself why, why; why

Tiger got to slegp *
Bird got. to land
Man got to tell himself he understand“

Humanistic physncal education prowdes both a
weak and fuzzy goal model: It not only lacks preci- -
sion and detail due to the nature of the'model and

“the,welter of ideas and practices emanating from the

humam\strc movement. but it is vulnerable to criti-

) . . .
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student-centered ‘physical education programs, a
goal model from which all else will flow.

Specific Approaoh !

For me, such a goal model slowly developed as I
worked with the Harding High Schdol kigs. | would -
like to say thatit was spélled outin the begmnmg but
even after struggling through the Hoover Delinquent
Boys’ ex’be‘rie%, my thotrghts were as fuzzy as the-
humarnistlc goal model | have described to this point,
Eventually#in bits and pieces, three goals emerged:

1. Tq help students make lherr own self-body-
world connection. . J
2. To provide aﬁsense of community.
3. To facilitate an active playful spirit.

The self-body-world connection refers to the
search for personal identity in physical education..
but, thanks to the work of Koestenbaum,'? the focus
becomes the individual's effort- to integrate one's

inner self or inner consciousness with one’s body. -

and with the world. Our bodies are not the same as’

. . » . s
. ourinner.selves, but our bodies do, to alarge extent,
. present our inner selves to the world while at the ,

same time. interpreting \that world (through our
sénses) to our inner selves. lf as many scholars have
claimed, to be humanis to struggle to feel authentic,
good, right, or connected, then physical education
can.play a crucial role to the extent that the body is
lntegral to making the ‘right” connection. Further if
this is & subjective process as| beheve it is, then

-+ physical educators cannot get inside sttdents’ heads

in order to prescrrbe correctways to make this con-
nection but instead must be content with strategles
desrgned to help people get inside their own heads..

"Trying to facilitate ‘such a §ubjectrve process is

loaded with difficulties. First. all of us’ have some
capacity to step back, look at ouirselves, planand act,

.

L] .
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. ““None: pf us operates--

alone. . Alone we are in-.
. complete, unfulfilled. Ouyr
humanness becomes
whole to the extent that
ute can fully be at one %vlth
ofhers.

but the degrees of freedom we actually operate
within are.limited biplogically, culturally’ and situa:
tionally.” Second, much awareness, Is eXperiential
rather than cognitive; it is a difficult, if not impossible,
course to chart very écctlrately because Spontaneity,.

B -

- individuality and perhaps even mystery and magic

{of all things) play some role in each person’s search
for self. Third, others gre itvolved.every step of the
way. As Bronfenbrenner says:

‘there is no such[hmg as an individual. ' We hauean

illusion of self-sufficiency but actually other people - -
support us throughout the entrre process of our

_Jdeuelo-pment t

Despite the dlfhcultle‘s | believe that it mmportant
to try to help people make their own self:body-world

© ¢onnectigns, that if education and’physrcal educa-
‘tion don't make the effort, such .a- process is left\_’,

entlrely to trial-and-error.,

Sense of community refers toa posltrve connec-
tion to others, a relatgdnéss or belonglngness or
thrdependence It means an ‘irrational involve-

"ment” with another person.'’ It means being vali-

dated by anothier. It means sharing and caring. Ac-

~ cording to novelist Tom Robbins, “The chly truly

magical and poetic exchanges that ‘occur in this
. world take place between two people.” ** One of
Vonnegut s characters says: lt took us most of our

. o h
a4 RN
B . o
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lives to reallze that a a)urpose Q( human life .isto
love whoever is’ around to be. loved Koesten-
bauma(gues that;the other is a necessary aspect of

~“our own inner conscigusness and that understand-
ing that the other‘possesses an inner consciqusness

and war far less tenable.?® [n my own life
begun to be awaré of the importance of others as
context 6r network within which [ funttion. None of
us operates alone. Alone we are incomplete, unful-
filled. Our humanness becomes whole to the extent,

of his/her own would make physical crime, terrw
e

_ that we can fully be at 6ne with others. Walter Tul‘ o

'expresses it welt’ _ o

If I just do my thing.dnd you do yours, we stand in

danger of losmgheach other gnd ourselves. { am *° '

‘not. jn this world to live up to your expectat:ons

but [ am in this world to. confirm.you as a'unique .

human being, ‘and to be t‘onfrrmed by you. We are
) quy ourselves’ only in relqt:on to each other; the |
_detachedfrom a Thou drstmtegrates I do not find

you by chance; I find you by an active life of
reaching'out.” Rather than. passively letting things =

"happen to me,'| can act intentionally to-make
them happen I myst begin with myself, true; but |

two.?' -

« .For me, the sense of communlty goal not only

responds to crnhcrsms of the personal growth/search._
for self emphasis in humamstrc physical education

but, more importantly, it embodies the edsence of

hyman exnstence and thereforg ought to be an inte-

gtal part of any student-centered goal model.
Further, if the ‘gyrn is really a many dimensional
.plsce intended for competing, cooperating, discuss-
ing, touching, and sc on, as | have argued, then

sense of communlty becomes a goal relevant to

physncal education as well; * A
‘Playful spirit refers to a non-serious, non-reflective

dlmens1on of life Wthh tocUses on the moment and -

. A “
i
L . .. REE . .
e . P B ' P . N '
: : . . . .
i A 2 - B " . ¢ ro. . -
-

“ must not end wrth myself; and truth begms wlth'
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“Playful spirit refers to a
‘non-serious,
tive dimension of life
whlch focuses on the mo-
~ment and on the activity
for its .own sake rather
than extrinsic motives and
preplanned goals. It is

Spontaneous and often

creatwe.

on the aéti\)ity f its own sake rather than e%rinSiC
Motives and pre%ned goals. It is spontaneous and
often creative. It is\Bill Harper’s idea of play,??and it
is close to CSlkszentmlhalyl s flow concept * and
Tim Gallwey's inner game. “*ltis being able to *un-
hook and go,” 'to jog or walk just to *‘pick the
daisies,”” to throw a frisbee around to énjoy the
sunshine, to play volleyball for the fun of it, to do
anytﬁing without the need to proye something or
-accomiplish something. Including the playful spirif’as

one of three goals suggests that play is not a frill but

an important dimension of life; psychiatrist William
Glasser agrees, listing having fun as one of three
Major pathways to a successful life

The goal model reduces the fuzziness of student-
centered physical education and responds to many
of the ¢riticisms of humanistic approaches, but stand:
ing alone it could easily befiled in some back drawer,
only to see the light of dayif some evaluator asked to
see my goals. What | needed was a conceptiial
framework which would make thede goals relevant
for my Hardirg High School physical education stu-

p

non-reflec-

: M
‘
3

dents, a structure w:thm which we could Qperate for
“the year, ’

" Lo
LEVELS OF AWARENESS @
From.~ my daily struggle of mteractmg with my
students at Harding, 1 began to'see a progression in
my three goals. Play seemed to come easily. (too
easily sometimes). Self-development seemed
difficult for my students. Being sensitive to'and h2‘ -
ing others seemed an’ impossible goall” From' this -
observation | developed four levels of awareness

with some subdivisions, mostly m the form of ques-
tions.

Awareness level one: No awareness (spaced)

Actmg out or following my prOgrammmg (domg
what | want to do when I want to do it wrtl out
regard for others or myself)

gl

Play -
Awareness level two: Self-body awar\éness
Who am I?
Who am | suppbsed to be?
Who can | be?
Who do | want to be?
Awareness level three: Sclf-other awareness
How can others help me? )
How cah | help others? .

Awareness level four: Integration of the first

three awareness levels

Unlike physical (lleOpmenml stages, these four
levels and their sub- levels cannot be transformed
into age-specific progressions with appropriate pre-
requisites. In fact, people may jump questions, get
stuck at one question, or deal with parts of more than
ohe Question at a time. The function of the aware-

_43 | R
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ness level framework is not to provide a research-
based locked-in progression applicable to everyone
but instead to suggest from an intuitive, experiential
Perspective that awareness is not a one-stage, uni-
dimensional event. Self-awareness does not reside
full-blown inside us waiting to bé tapped: instead, for
the most part we appear to cope arnd grow in some
kind of sequential fashion,

The awareness levels may at first appear to be
exclusively cognitive in nature. In gne sense they
are, but in another they are affective. We can feel as
well as think about our needs, about our collisions
with the socialization process, about our relations

~ with others. There is also a behavioral dimension to

these questions because students don't just think
and feel, they act as well, especially in physical edu-
cation. .
These questions Mmay appear to be applicable to
alienated youth exclusively. | don't think so, -al-
though the urban environment coupled at times with
family instability reduces even further the transmis-
sion of dominant cultural valués and escalates the
role of choice. In'fact, it has been my experience that
middle class parents tend .t'o question the teacher’s
right to raise these kinds of questions, preferring

reinforcement of the values they are trying to teach,

whereas both parents and administrators of alien-
ated youth tend to respond positively to this model
because it emphasizes self-responsibility,

The model does .stress interpersonal relations
(level three) which would appear to have more rele-
vance for alienated youth who have.been socialized
into a survival of the fittest way of life, but the model

also emphasizes play which may well be needed"

more by middle class youth who are programmed
for deferred gratification and the value of work.

Awareness Level One: No Awareness

No awareness means.being non-reflective. The
positive dimension of this level is cultivating a non-

6

™~

serious, spontaneous, for its own sake'playful spirit. .
It is “‘drop-out’ time, time to rest one’s brain and
move totally into an activity without reflecting on it.
Of course, play is not the complete absencé of
awareness, as Friedman shows: - )

It makes no sense to talk of pure spontaneity; for
structures are necessary and without them we
would not have that margin within which spon-
tanenty can arise. But there is an all-important dif- -
ferente between the structure which makes possi-.,
ble spontaneity and that which takes its place. .
There is nothing wrong with planning as long as
we do not try to plan the spontaneity itself, or,
what amounts to the same thing, bringsuch$trong
expectations of specific results that one type of’
event is pginforced whereas another is played
down or ignored.?¢ . C

Inreally playing a competmve activity, the same
playful spirit must be shared by everyone interact-
ing in the activity. If onesperson is trying to win *“‘at
all costs” while the other plays casually with a can
of beer in one hand, the 3ame loses meaning for
both participants. Creativity is:another aspect of
play andrefers to trvmg new things, inventing new
ways or new games. I've walked into the gym on
occasion with a bag full of balls, hula hoops,

.what-have-you, and said do whatever you want
but don't do anything you have already learned.
Music ‘sometimes helps.

Perhaps related to play are the moments in
sport, or in a street fight for that matter, when the
participant finds himself entirely wrapped up in
the moment, at one with the activity, totally in
control yet unable to control the starting and stop-
ping of what has been called a peak experience.*’
A novice is unlikely to have this kind of experi-
ence, but for someone who has, it may be suffi-
cient motivation to return again and again in
search of a “‘repeat performance.” :

- 14



The negative dimension of level one becurs when

-_our behavior interferes with the rights of othets or

our own well-being as a result either of what
saciologists refer to as the socialization process or in
an effort to meet some need. Level one behavior
occurs when we are unaware thatwe are responding
to & personal need or that we have been pro-
grammed a particular way. Examples were
everywhere in my class at Harding High. Robert
walked into the weight room and gave the heavy
punching bag a shove on his way. Then he watched
the next kid through the door get nailed by the
swinging bag. Many of my students wanted to do
nothing but play basketball and would have been
happy if physical education consisted entirely of half
court games from carly fall to late spring. Basketball

was their world, even though devoting some of their

.. time_to other activities mlght have been helpful to
*them. 5 .

O
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Awarenesgs Level Two: Self-Bod‘y Awareness
Who Am [? '

Level two focuses on helpmg each of us make our
own self-body-world .connectitn by posing four
questions, each of which requires personal answers
rather than “teacher answers.” To the extent that we
do any Self reflqgtion, the first questiph we ask our-

selves is "Who am 27 Our answers to this question”

usually deal either with our uniqueness or with the

needs common to all of us. Although we share thh,

others some biological. clmrﬁctensm; some expen—
ences and some perceptions, each of usis a unique
composite of our.own hmlogv c\pcrances and per-

ceptions. Pe;wptuully we all POSsess our own pri-
vate versions of ourse l\y{'}_ and the world so that,
while the truth nmuﬂc “out there™ sonmiewhere or
the txuth about our talents and limitations and the
like may b assessable, we actinstead on our subjec-

tive perceptions of thosé truths. I addition to our
uniqueness, each of us has in common some needs.

R

RIC

Maslow has identified the need to survive and the
need for securlty both Maslow and Glasser have
descnbed the need for self- esteem 2 and Frankl has
argued for the need for meaning.®” These needs
appear to be-central to the “*who am 1?"" question,
although others—e.g.. the need to achieve, to self-
actualize, and to self-improve and self- evaluate——are
also mentioned in the literature.*® ,
Those kids living a barely alive hand-to-mouth
existence are struggling to meet their survival need, -
Thisisn'ta critical problem for most of us or, from my

observations and interactions; for most of the-stu- "~

dents |'ve worked with, but physical education can
reduce some survival risks through health and safety
enhancement. The security need is related to the
perceived penetration of one's physical space *' and
arises most frequently one of two ways in physical
education: the need to be separate from the threat of
the group,* and the need to be (feel) able to protect
oneself from others (e.g., self-defense), from the
environment (e.qg., water safety skills), and in case of
emergencies (e.g., strength, s;)%ed)

The self-esteem need, which | have discussed at
some length elsewhere, i¥perhaps the most crucial
motivating force in the lives of alienated youth (and
perhaps the rest of us as well). They want to “look

“good,” to feel compétent,.and their options are
clear: they can either try to make it according to the
rules laid down by the teacher or try to look good at
the expense of other students or the teacher (ridicul-
ing s&{neone, beating someone or beating someone
up). Orthey can employ a number of defense mech-

canisms such as withdrawal (won't participate, *'shuts.
down'), rationalization (makes excuses, perhaps for
life), or self-pity. A lot depends on what options they
perceive to be available to them and on what they
value as influenced by their subculture and *‘signifi-*
cant others.” ,

Self-esteem can be elevated by acquiring things

that are valued (e.g., money, awards, a pro con-
) T
7
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J .



Q

ERIC

Aruitoxt provided by Eic:

.effort to gain some sense of sexuali
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tract), playing roles that are valued (e.g., hard gy,

con artist, jock) or, more rarely, developing qualities

that are valued (e.g., physical, social, intellectual
abilities). Often, self-esteem needs are tied to an
_what it takes
to be -masculine or femmme Ph sical education

classes not only give students thg ame chance as -

any other class in school to act out this need, but”
because of the visible, active and competitive nature
of the subject matter, physical education provides a

am I?"" The readiness of a per:

L

AS ;
LN

agree with. these, as well as aw,‘:meness of our
uniqueness can help to answer question “Who

sieto face the next .
question, ““What ar I supposed td be?”’, depends on
his/her awareness of these facto}s ‘

Who Am | Supposed To Be?, !

We live in a pluralistic culture; jn fact, we are faced
with more choices than ever befpre. Still, the sociali-
zation process operates through a variety of social _

proving self environment. Unless they refuse to par- /agents agencies and cultural forces to teach, incul-

ticipate, students find tHemselves in a comparative,
competitive situation every time they walk into the
gym. Further, we always operate in our bodies or, as
Gerber puts it, “My body is myself and | must love
my body as myself.” ** Although the body and the
self may not be.quite that closely connected,* the
relationship has been repeatedly demonstrated ex-

‘perimentally, pointing out the importance of feeling

good about our bodies.

We all need some kind of positive meamng in our
lives, something worthwhile (in our eyes) to live for.
Lifeis process must be meaningful and make sense
to us. The search for meaning takes placein a vanety
of arenas including the world of physical activity and
the body. However, the search for meaning is often
eclipsed by one of the other needs.** An adolescent

‘who doesn’t get enough to eat every day is not likely

to be actively engaged in the seéarch for meahing.

. The self-esteem need in particular overrides the

rieed for meaning. If a student doesn't feel very good -
about himself, his energies are devoted to either
sustaining a defense mechanism or trying to gather
those good feelings, trying to “‘look good: his search
for self-esteem motivates most of his behavior most
of the time. (However, the reverse is also true."A

- cardiac patient may quit his jogging program be-

cause it isn’t meaningful enough despite its survival
value.) ,
Awareness of. these ‘needs, or others if you don't

cate and transmit those skills, knowledges and at-

titudes that will produce a socially competent person
as defined by the culture.’” The expectations of
peers and ‘‘significant others’' are particularly influ-
ential in the lives of young people and may provide a

'strong subcultural norm at vatiance with the domi-

nant culture. By raising the question * ‘Who am I sup-
posed to be?"”, all of us can become more aware of
both the process‘—how each of us is shaped—and
the product—who we are expected to be.

For alienated youth, one dimension of this ques-
tion concerns the ways in which they relate to each
other and to authority figures. Theirs is a survival of

‘the fittest world where each scans the other for

weaknesses to attack. One day at Hoover School for
Boys, where the pervasive influence of the survival
of the fittest existence seemed {p touch everybody
and everything, | told them infftustration, “‘Around
here it's stick or be stuck (They yawned.) Those
- who “get stuck”” most often look for targets of their
own. At Harding, a couple of the special education
students in my class provided ‘those targets.
Teachers certainly aren’t immune from these at-
tacks. They are percelved in orfe of two ways by

many alienated youth: either hard or soft. If a teacher
is perceived as hard, he/she is expected to push
students around and attack their weaknesses; if per-
ceived as soft, the students will push the teacher
around and ‘attack his/her weaknesses. -

!
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The second dimension ofthe “who am_l supposed
to be question is more applifable to' ‘the general
[t-concerns theze;( ected ways of be-
on to all of us vr‘

cess in relation to sex roles' ‘ﬁg@rt competitive
. achievemiqt. . the body, exercrié/ pFay -and" social
relations. ** For each of these areas, we are supffosed
to do or be or believe certain things which, when we
do them or become them or believe them, wil'meet
our needs for self-esteem and meaning: ,For ‘exam-
ple, we are handed appropriate sex roles for partici-"
pation in physical activity, Males are pointed toward:
' aggressive, courageous, achievenjent—oriente ac-
tivities and away from self-disclosure and sehsitivity
toward others, and, although modified somewhat by
Title IX and women's liberation. -females ,are still
encouraged by society not to sweat too much or

a

engage in .too much-body contact in sport or o S

emphasiZe strength and size, or to be assertive. ;-

In our culture: physical activity is equated with|
compethe sport (just check the sports section of
your newspaper), while yoga, boomerang- throwtng
.self-defense and rock-climbing, though more ac-
ceptable today are still not considered quite within
the province of physical® education and certainly not
‘at'the same level as interscholasti¢ athletics. When

we compete, emphasis’is placed on achievement -

“ rather than on the competition. We tend to see our

" bodies as'separate from, and directed by, our minds.
Exercise and play are okay for kids, but, despite a
widespread publicity campaign from a variety. of
sources, they are naf quite an integral part of the
dominant adult lifestyle.

To the extent that any of these “supposed tobe's”
areingrained in us, we are bound to emulate them to
meet our needs. Each person’s uniqueness suggests
that at least some of us will fail. It is imperative that
we be made aware of the influence of the socializa-
tion process and product on ourselves in order to ask
the next question, “Who can | be?”

O
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‘Who Can |
“Whol'cz

Be?

n | be?” deals with the potentil options
perrto us|n physrcal education beyond ‘who | am
upposed {o be.” 1 never cease to-be a[pazed at

adolgscent$’ response to theirfirst exposure to.gym-

nastics” Ng one wants tosdo it let’s play basket- «
ball""), bult

seven or eight kids who ne\er want to leave. It is

“certainly njot my teaching thakturns them around

(eSpecially|not in gymnastics); itis the discovery that

- they can dp the stuff better than others, pargsularly

better than n‘rany=of the football- basketball j cks. At
HardingHigh, we havobeen admrnrsterlng 13 phys-
performance tests to all incoming freshman’
1ds for four years. One of them is a static balance’
test, and epery year a few students who score poorly
on most df the other tests can balance‘themselves
fore\)er Bpth gymnastics and béfange dre examples
of physical potentialities whlch%would not be self-
reported (the student doesn’ tknow- he/she posses-
ses the talent) and are ojten undatected.by cu]ture—
bound tests. : -
There fire limitations as well. A 14 year-old boy
who has yet to learn the mechanrcs of throwing a ball
can be taught to throw, but he has missed out on

ma

years of practice. Recent research suggests that the

number of fat cells’a person possesses is determined
at an eaily age (we can reduce the fat in the fat.cells

" but not the cells themselves), that cardiovascular

U m

endurance has a hereditary component, and so-on.
More obviously, a boy who is five foot two at 14
years of age is going to have an uphill (to Mount
Everesty ¢limb to make the National Basketball As-
sociatian, and someone who cannot follow the path
of a hqll in flight (the figure-ground phenomenon)
will haye problems acquiring ball skills. '

‘Armpd with some notion of our potentialities and
limitations, we can begrn to look at the "“who can |
be?" gptions. Two questions which all of us needito

9

hfter we try it for a while there gre always. \
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égk concesn w}u er we Want to be §edéntary or

..., active.and if 'welchGose to'be acfive,> whether we
- desire to specialize or ‘become a:generahst Most

physxcal .educatorg argue for an active, .generahzed

. life (e!g., exercise fgr health, Tearn somé-léisure ac-

tivities, earn an athleic letter), but"who catlbe?""is
m(ended to be a’quesfion, not an arswer: There are
any number Jf specific options in wilch,an indi-
: The fol-
sénse to me buf,they are not

" o39 )

etched in stone.

1. Health and safety as\ option. Exercnse is often
promotedas an important factorin living longer and
more fully in our socie®/, and some evidence plug
considerable medical epinion does sugport aerobic

day. Such activities as mountann climbing; sky dl,ymg
arid the high bar in gyminastics provide opportunities
tq take risks. Combative activities such as wrestling,

boxmg and the martial arts provide opportunities to
"demonistrate cotirage. In every case the emphasis i§*

on validating one’'s self (self-esteem) rather than on':

learning, although a student may discquer that learn-
ing is a prerequisite to such validation. Validation is
. not likely to occur if one's opponent or task is per-

ceived to be an easy mark, because success is ex-

Fbected. Valiftation is strengthened by leaving room"

for another try on another day rather than placlng‘

one’s self in an all. or nothing situation.

4. Achleue_ment. Improving self as an option. ®b-
serving ourselves improve in something we value

exercise, static stretchlng and relaxation as 5urv1val" not'only enhandes our self-esteem but may provide

the“survival need and the security reed—survival in
tMe sense that ‘preparation for ¢ nergencigs (e.ge,
strength, speed, aerobic capacity, water safety skills,
self-defense skills) cgn help us sugive in a timg of
crisis, and security to the extent that thgse kinds of
performance capabilities help us:feel meQ secure

“skls. Safety as a personal goal'zz@mpasses both

" from penetration of our physical space.”

2. Appearance as an option. Weight training and
perhaps other muscular overload exercises can in-
crease muscular size (bulk) and, if Wworked differ-

ently, muscular shape (dehnmon) Weight can be -

controlled or reduced by burning calories through
exercise, especially aerobic exercise. Posture can be
improved by exercising weak muscles and perhaps
by some newer relaxation-imagination techniques. **
Such changes may lead t6 a more positive body
image and, if valued, improved self-esteem as well.

&

3. Achleuemcnt Proumg self as anoption. Oppor-
tunities to prove one’s self physically include being,
competitive, taking risks and facing danger (cour-
age). Competition provides socially acceptable op-
portunities to ‘determine who is bettér on a particular

~

]
4
.

meaningfor our life as well. Improvement does not
mean being better than someone else (that's

“prove-ment’), but rather moving from pojnt A to ’

Ppoint‘B. Several students at Harding High"School
would report how they had just bench pressed 140
pounds of some such weight. Why were they so

excited? It wasn't a sthool record or even the bestin -

the class. They supplied the apswer: "'l could only do. *

.90 pounds at the beginning of the year.” Improve-

ment is most visible in fitness events but can be
experienced in any physical activity.

-5. Achigvement: Feeling better physically as- an"

optlon i’Every time we move, tiny sensors next to
our'muscles and joints send signals to our central

nervous system. As a result, we all experience a’

barrage of physical feelings when we exercise or

play. Whether these feelings are perceived as posi-
tive, or negative depends on a wide range of factors-

lncludlng our unique biology, past experiences and
perceptions. For some, the pain of anaérobic running
(e.g., 400 yards all-out) is a positive feeling, for
others the perfectly executed shot produces such
feelings: Physical feelings are also experienced after

e finish an activity. People report feeling better as

&
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“waorld closer togethoer,
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4 : -
the'result of an acnvny suCh a>Joggmg even though
it may not have been much fun at the time. In these
cases, the’feelings follow the activity rather than
actompany it. Feeling better physically as.a personal
goal can threerc be seen’as a “duni ng" and/or as
an “after” phenomenon.-Either way, physical feel-
ings provide another option. -

6. Developing play skills as an opt:on Smdentop
‘has argued that a certain level of skill is necessary to
be fully at play in an activity.* It is dlfﬁlcult to play
tennis.and achjeve any meaning if the tennis playgr
cannot get the ball across the net. Therefore. g,om
studénts may desire to develop sport skills to eh-

hance their playfu] spirit. realizing that such skill de-"
velopment requires work® and perhaps

‘looking
the beginning.

If treatyd as a process, any of these options can
probably fheet the need for ‘Meaning. depending of -

. course on \hat a person finds meanihgful in life.
Self-esteern)tan be enhanced, by appearance and

adnevement Health is relatedl tosurvival, safety to
the nccd for secumy (and pexhap> to provmg one’s
belf)

Who [50 I Want To Be? .

“Who do T want to be?”
tion oflevel twa's search for an integrated self-
body-world conneetion. There are two parts to this
question: making a plan and cawying‘out that plan,
revising it as experiences accumulate and ideas
C|1i)l1jc + Makin‘; a plan requires an' assessment of
umqucmss and needs ("Who am 1?7), one's
programming (“Who am | supposed to be?™), and
one's ();B)ti()ns (“Who can I be?) I'nd ot sure how
this, works, whether we just check our defense
mechanisms to see what Teels right or whether it is
important to construct an ideal §elf.

one

- N . vy
to assemble a personal agenda or physical activities
designed to bring our inner self, our bodu and the

RIC
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> cultural standards

is the culminating ques-:

The objective is

.
e

. ‘ 3

One of the firstichoices we face in 'makinJ'c‘ﬁ planis -

. whether to_try td become “‘who | am supposed to
be ortd teject al
ways of meeting bur needs. Some of us can reject a

"cultirally &pproved way of being for one wihich Bet-

,fer suits our unfqueness and still meets our needs

once we know duch a choice exists. Othérs f am
‘one) find sthat we still must succeed according to
(the* ‘macho” world or whatever)
before we can be‘free to ask ourselves “who\»do |

/ (really), want to he?". ‘Two Hardmg students bo

little guys from tough neighborhoods, récogmzed
that they were. expected to be able to stand up to a

. fight, to show edurage in the face of danger: rather
“than .teject thjs

expectation, they chost goals of
g themselves. One worked on box-

safety and provi
ing in class twicg
-other worked or boxing and karate in class, checked

agut some karatelbooks frorr} thelibrary, and eventu- -

ally signed up fof karate lesdons outside the schoal.
b

Forming somg notion of Bhé's ideal self~body
warld connectign maydelp people to make a plan;
The ideal self i
meet our need
rather than a st of fiXchgoa]S organized around
culturally impoged standards. For example, physical .
courage which |was cited above as a culturally im-
posed way of 1 eeting safety and Self esteem needs
couldjust as easily be a personal ideal; it depends on
whether such & goal originates from personal choige
or from outsidy pressures. For mObt alienated VOUS‘

the task of dev
-reach. Perhapg some glimpse of this process will help
their own, self- ody- world COnncction later in life or
even a‘click ¢r two now. One of the major road
blocks is their|desire for immediate rather than.de-
ferred gratificdtion. Middle class kids tend to accept
the'notion that just putting up with the often mean-
ingless (to thbm) schooling process will eventually

\ lead to a diplgma, college, a scholarship, a good job,

11

or some of the culturally approved'

a weékor {four moqths while the

an in-process- model designed to -
from our own unique perspective,s

veloping an ideal self is far beyond their '

~e
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" tand s0'of; Alienated youth have learr_leh that school
. . .:doesn"t"vma'ké sense, that the here-and-npw is rost
RN - ‘impontant,.that saving money doesn't \p_éy off, that
. ", the future is dreaming about beinga star in tHe NBA.
L [As a result, encouraging alienated youth to plan for
“their future by sorting themselves out and putting
. t‘oge'ther an ideal self is a difficult venture. .

Carrying out the plan also has & cognitive dimen-
sion since most of us require some*knowledge base

_ .,to implement’an. option we haye chosen. The re-
~ .. . Qquired knowledge may be 2 fitness concept such as
: overload or a mojor, learning concept such as the

role of, feedback in improving a skill. ‘

¢ ~'Who do | want to be?"" decisions also require

- some_ form’of self-responsibility. Choosing doésn't
-, make much sense without implemgntatlo‘n, yet most
of us procrastinate, make excuses, devise New
Year's resolutions—anything to defer goals we have
set for ourselves. Maurice chose basketball skill de-
velopment as” his goal and developedhis 'own

routine of jump shots, freg throws-and lay-ups.
queve'r, on the third day of his program some of

v his friends were playing a game and he joined in. | A Dty
' asked him whether he was being responsible for the s
option he had chosen for himself. He thought abqut
- . itand adjusted his program, choosing tg play a ganie

for. half the period and shoot the other half. Shawn's
‘goals were to run to lose weight and to lift weights to
e gain strength but he always chose to play basketball.

- Prodding students such a$ Maurice and Shawn to
become responsible for their goals (not mine)vasa
never-ending job at both !:ioover and Hp’rding. |
Self-control techniques help.** For example, we can |
keep a daily record of those activities designed to
help us rrieet our goals. This is a simple yet effective
technique for pointing out discrepancies between
goals and activities. Quantitative record-keeping in-

- volves counting and recording numbers of free =
throws, laps, weight training exercises, minutes of
relaxation, stretching, whatever. Quality can also be

H N ’ 'L
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" heawy burden, especially in the face of ingtitutional |

“clinibed the rope with hands only,"

.~
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reported: 'l dida back handspring,” I made 8 of 10
jump shots,” | threw the football through the tire’
five times,” *[ learrted to block a side kick,” 'l
“llearned two,
new .yoga exercises.’" ., . '

','Awarenéss Lével Three: Self—OthekAwareness\

The four~questions. in level two may reflect an
*obsessive concern with self,” ** but it is my belief
that most of ws cannot really encounter another until
we have dealt at feast to somé extent with ourselves.
Since self-awarenessis a distinguishing feature of the
human race and the erosion of institutional values
has forced all of us to make more choices about who
we want to be and do. getting ourselves “together”
is a prerequisite, a base of support, for all else we do.
Plac’i@g in our own hands our health, happiness, and
self-actuah‘zaﬁon,. our work, leisufe, and interper-

~sonal relations, our achievements, roles, and qual-

ities, our past, present, and future is admittedly a

blocks and other restrictions on our degrees of free-
dom to direct thig process.* But personally shoulder-
ing this burdenis the key to unlocking human poten-.
tial, the capacity within each of us to direct our own

* lives ratipally, intuitively. emotionally. The only

O

other choide is to allow our programming or others

or some cult or dogma to answer these questions for
us.

[

The questions raised in level three push our
awareness beyond ourselves toward a sense of
community with the world, a world comprised of
others bgth liké and unlike ourselves (similar needs
but uniglie biology, experiences, perceptions) who
are engdged in an increasingly uneasy coexistence
with othbr livinguth'ings, “"How can others help me?”
and "How can 1 help others?'" are questions which
most of us can answer based only on a glimpse here
antl there, white we are struggling with level two

RIC
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questions. For a momerit] forget myself as I help
Curt, a helpless kid in the Hopver School jungle, out
of ajam. [ don’t seem to be dbing it to." "look good”

or because part.of-my personal agenda is to help _

others, at least not this tima. |{feel, admittedly vague-
ly, a human connection“to Curt's plight. It seems to
be a real sense of empathy, To the extent thatwe can
transform these glimpses into thinking, feeling and
acting we will have truly mbved beyond ourselves to
‘an “at-oneness™ with humanity.

Answers to "“how can | help gthers?” and “how

can others help me?” probably begin® with some
mutual concern for each others’ rights. A social unit
such as my class or Harding High School or the
Harding neighborhood qr Portland or the United
States can only afford so much destructive behavior
before either martial law or total collapse occurs, At
Hoover and to some extent at Harding, this was a
hard point to make. One little guy at Harding trying
to run agility drills as part of his personal’program
was repeatedly. disrupted by bigger, tougher
classmates who wanted to use his space for wrestling
and play (mostly play). Taking turns on the mini-
tramp, trampoline or bench press was a continual
power struggle. And on and on. The point that *‘you
just can’t do whatever you want to do” collides with
the survival of the fittest approach to lifé that adoles-

cents have expetienced as part of their socialization "

, process.

lgnoran\ce of the worth of others, of the existence

of an inner self in others, no doubt-accounts_for -

much of the world's physical violence such as war,
terrorism and physical assaults.”” An uniderstanding
and feeling of the worth of others would increase the
individual's sensitivity toward, zand empathy for,
Yother people, mdving him/her from a survival
position—i.e.. | must not engage in destructive be-
havior so that the group can survive—to a congern

for the humanness in all people.

13
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‘truth and beauty.*

How Can Others Help Me9 B

“How can others help me'?" refers to the necessity
of others in our lives—to validate us, to love us and
be loved by us, to share with'us, to meet our *‘affili-
ative tendency.”"/Both the exchange of affection be-

" ‘tween friends, between teacher and student, and so
on, and the affiliative tendency *—the need to be-

long to a gréup and the fear of being isqlated from
the group—are observable in any seging where
pepple interact with each other. Schools provide .
ample opportuﬁities for such interaction both be-
tween authority figures and students and among
students. Physical education clagses underscore the
interaction by emphasnzmg coogiratlon and compe-

tition {with teachers often participating). People are
given opportunities to meet the affiliation need
through the fraternal nature of sporting groups—
whether they are cross-country skiers, dart throwers
or handball players (it s almosl as 1f they had secret

How Can I Help Others? : , o Y

Perhaps the final step is from helping our friendsin
whom! we sense/an intrinsic worth to a more unj-
versal sense of community with all humanity:. Are
there universal values related to a sense of commu-,
nity? 'm not sure, Dr ws and Lipson argue for love,
Iberg hstijus‘nce the reci-
procity and equality of human rights, and respect for
the dignity of human beings.*° think (feel) I've been
in touch with at least the process (if not the product)
of justice, compassion, truth, honesty and cour-
age—each for a fleeting moment atfirst, then back to .
trying to feel good about myself or’trying to explore
my options or decide who I want to be. As my

™~
to
to

o »

‘responses—cognitive, affective and behavioral—

.take shap#, lfmd,r\yself confronted more and-more
with the same values: justice in the world the (sub-
jective) search for truth, the courage to *‘look bad”

order to help someone somewhere. Perhaps_
everyone, including my Hoover and Harding stu-.

dents, have had similar experiences, similar glimpsés

of universal values supporting a sense of community .

with all humanity which await elaboration. Obvi-

ously most of this discussion concerning *‘how can 1.

help others?" ranges far beyond the reach of most of
my Hoover and Harding students, butthe underly-

ing goal remains the same: to’ help these students

move away from behavior harmful to others and, if
possible, toward some sensitivity towarg others

Awareness Level ?"our' Integration®' ~

Level four represents an 1ntegrated being-in-
‘the-world in"which play, self-develdpment and &

sense of community operate spontaneously and .
mtérdependently It.is only briefly described here

because not having experienced it, [ don’t under-

stand it very well. Regardless, Idxdtrytomcorporate '

level four in the curriculum.

SUMMARY L

" The mtennon of the four awareness levels is.to

provide a conceptual framework for a humanistic
physical education program. The three goals of the

goal model are represented by three awareneé’s o

levels and six questions to be answered by the: stu-

“dents. A fourth. awareness level integrates the first

three levels and the personal answers to the “six
questions. It remains to transform this conceptual
framework into a: phy51cal educanon cumculum and
teaching strategies: - * ‘
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nec.lucmo the
Fuzzmesso the
the Goal Model

IT'S FUZZY .

The goal model and awareness levels may pro-
vide an orientation and some.direction for teachers
and students but the question teachers ask over and
over, “*What am | going to do on Monday?" is left.
unanéwered at least in specific terms. Alschuler'é’
sympathetic critique_of George Brown’s The Live
" Classroom describes tﬁns weakness in humanistic
programs: g f

the ob]ectwes of many humanlsttc programs and
curricula.are uague - poetic, fragmented grotind-.
less. and nonmeasurable . vleavé educators
‘operationally confused . [ roviding| teaq‘/h'ers
with no precise gutdance about subgoals o!( ap-
propriate sequencing of subgoals in a curnculum

The problem i§ that education, at least from my
perspective, cannot be very easily reduced into
“subgoals™ and “‘appropriate sequencing” without
at the same time reducing the nature.of the
teaching-léarning act, especially in refation to a
humanistic goal modet. Such a model requxres per-
mission as well as focus.

By permlsslon I mean giving students the oppor

‘tunityto search for themselves in a pliysical educa-

tion setting without buckling them inlo a straitjacket
while at the same time giving teachers the opportu- .
nity to practice the open sktlled activity of teaching

- from my own rules in response to my. perceptiogs.of
'student feelmgs thtmghts and behavnor%f

¢

without locking them into a myraid of predetermined
roles and objectives. Since the teaching-learning &ct
is a human enterprise, it ehcompasses for both
teacher and student exploration, spontaneity, pri-
vate visions, emotional expression, chfince, the
unique moment. It is a wholistic process in which
people (for example, teachers) interact with people
(for example, students)

' [ teach physical educatlon but [ am not physlc.al
education. [ am a person who,-based on a variety of -
ratlonal and irrational factors, chose physxcal educa-
tion as his profession. My students at Harchng High
School (or wherever) are not physical®ducatees but
people who have béen scheduled into my class and
are struggling, as | am, to find themselves, to get in
touch with their feelings, potentials and choices,
both in and outside the gym.- ‘For the hour ave are
together each day that struggle takes place as we
interact with each other. Adopting any goal model
runs the risk of restricting our permission to self-

explore and self-discover. Reducing a goal model to

a spectflc list of competencies ('‘the student will be
ableto ., "} to ‘b.q,kamed and evaluated heightens
the risk:, "+ -

Whether. teaching is an art form or a science or

some combination has beerl debated vigorously in
the literature.? Perhaps it can be best characterized
~asan, open skill, in some ways like being a quarter-

back.™: :Each situation is different, each student is

dnfferent each teacher-student relationship is dif-
ferent. lhconsnstency rather than the old dictum *'be
consistent,’ guldes the artistic teacher through a
maze of unique people interactions and situations. I
find myself deviating with dlsconcertlng regularlty

tiate; make prlvate agreements, share,.touch
tlmos) argue joke, stay clear of each other. *

Permnssnon sounds nice, espeqallyfor us permls-
blVL folks “but tHe ‘what am | gomg to do onw

me-

9
i

15

AN

‘

J



fa

ERIC

Aruitoxt provided by Eic:

16 ' . _:' 2

: ! N
Monday morning?'’ question persists. Some of us,

. perhaps most of us, need more focus. Focs means".
‘that both™eachers and students keep-their noses,

one way or another, to the task of exploring and
responding to the. awareness level questions. It

' means breaking the goal model down into subgoals

with accompanying strategies to facilitate: progress
toward the subgoals and evaluation procedures to
determine to what extent students are focusing on

the questions. For some teachers, the goal model
‘may provide sufficient focus, and subgoals ‘and

strategies only clutter and obstruct the teacher’s ef-
fort to permit students to explore and interact. For

-others, even the addition of subgoals, strategies and

evaluation procedures do not tighten the model suf-
ficiently or close enough loopholes.? The poblem
becomes one of reconciling the permission to ex-
plore, question and interact with the order and struc-
ture of focusing,

As I turned this problem over in my mind, | began
to see the reduction of fuzziness as a several step
progression {from total permission (and chaos) -to
specific subgoals and accompanying strategles (and

a bit of a strditjacket). The steps | envlslon‘éd were as :

follows:
1. 'Characteristics of the teacher

2. Curriculum

i

3. Teachmg mcthods

. ) »n .

4. Subgoals and accompanylng strategles
T e

5. 'Evaluanon prochures -

\‘ .- J
s

o This: shapter describes the first three steps which’
many teachers will find sufficient to implement the

goal model. The nextchapter goes a step further and
specifies 12 Subgoals denved from the goal model
and awareness’ Igvels, plus a number of strategies
designed to accompany the subgoals. Evaluation

procedures are contained in Chapter IV,

)
Y

CHARACTERISTICS OF THE TEACHER -

" It is my opinion that who the teacher.is makes:

.moré difference than any“other single factor and-

probably any-Eombination of factors in implement-
irf the goal model. This is especially 'true if: (1)

physical education is perceived as student-centered -

and wholisti¢, and the physical edugation class is
perceived as a community; (2) awareness is to some
extent a subjective, mysterious process; (3) students
are not sufficiently’ motlvated taignore the person of
the teacher. - :

‘In Chapter Il I try to spell out some key teacher
behaviors to facilitate u derstanding and implemen-
tation further, but, for me, the reduction of the act of
teaching to' a SpelelC EBL behaviors .somehow
misses what teachlng is allabout. From this perspec-
tive, frying to measure to get our hands. on, to
reproduce characteristics of the -good teacher is
bound to fail. David Denton puts it so well in several
places in hlS book Fxrstenttal Reﬂectlons on Teach
ing:® .
It is like Y.'

" But there isno "it" for‘it.’ Wrth respect to ‘teach- : .
ing," we search for'its ‘It.’ We try to reduce teach-
ing to other terms—Ilearning, management
evaluation, elc, —and in so doj xllustrate our
inability to gét to the,"It. "Wec losé tothe qr
of teaching with such terms as “mcglc. '

The reality of teaching eannot be reduced to, or
‘transformed inte he terms of, anythmg otherthan
- itsglf, for teachu is a pimordial char(}ctenstxc of

i certam momen:. of human interconnectedness;

As a primorctal term, teaching is an ‘'It.’

. Teaching is NOT mformatlon processing.

Teachingris you, as you embody-history
o . “ embody’ mathematics
' embody ID"W'C(” _
educdtion] .

L
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As -you body -forth that which’ you are, you seduce
‘others into their own bodying's. In shont, y
~ them intoteaching themselves. In sHort, you

“‘teach anybody anything. .’ N
! |
Or Tom Robbins (a%in) "The only truly mtglcal
and poetic exchanges that occur in this life takeplace

t

between two people.” i
Rig teachmg is like magic. ‘héw can the charactens-

'ncs of the teacher be considered a step toward: thei*"

reduction of. fuzziness in the goal model's lmplemen—
tation? Martin Buber's I-Thou concept -applied to
physical education contams spme suggestions.” This
concept tefers to a direct; spomaneous somewhat

mysterious meeting of two whole people, a meeting’

which cannot be reduced to specific characteristics.
Buber's prerequisites for entering into such a rela-

. tionship include openness to mystery and surprise,

hi'gh self-esteem, the absénce of defense mecha-
nists, and the abnn/to suspend bialogical. psycho-

logical aid social needs. Bubers prerequisites

should look familiar; they parallel the characteristics
of someone who is moving from awareness level tvyo
fo awareness level three. One suggestion; then. is
that the teacher must have experienced awareness

- level two-in order to be free to interact with students

in a helping and permission-onented mannu
‘Butthere's more to It One of the characters ina

Tom Robbins' novel says:

* To change ourselves

" we need to experlence the same process we want.,
" “our students to experience, in this case all the levels«
of awareness (to the e\dcnt posbll)le) By c\(p('nunc—

O
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ing the Jevels of awareness we can begin-to live tlhie
yoal model, not just modeling some things we want
students to do byt really be the goal model. 1 think .
this is whq! Robbins means when he says “change
votirself.”

Let'slook at how this might work. The goal m(nlt 1
refers to a self- bodyrworld” connection. For™ the

“If you want to change. |
_ the world. change yourself.™

I

teacher, this means feeling integrated, authentic, to-

trapy.. gether. It.meansthat your (and my).body connects
saf't .

your self with your world smoothly Ktoésn't mean
you can demonstraté every sport skill, tnless you
need to do so for your own. integration of self-
body world. Nor does it mean you have tc look or
“act a certain way. It does mean that you feel right,
that your defense mechanisms are minimal, and that
you are moving toward, your 1deal self- body

Possessing a playfu!l spirit obviously means being
able te play fully, non-reflectively, spontaneously. It
also.means being creative and spontaneous outside
the playworld of sport as well as possessing a sense
~of humor. Third, the goal model fefars to asense of
community—being able to create a sense of. .gom-
munity, of interdependence, of relatedhus “of be-
longing, of sharing and caring wnth each student in
the gym."Students need to feel that you have an
“irrational involvement™ * with them, that is, that
you care about them more than they could rafionally

expectyou to care, more than you care for otherkids
in the world.-Converting these three goals to genume -
teacher characteristics reducés the fuzzmess of both "

Ihe so-called magnc of teachmg ‘and the notion of
permission. :

CURRICULUM

At both Hoover and | larding, | tried tovely onmy

Jteachvr characteristics-to allow students the permis-
sion to explore and-interact within the boundaries of

‘the goal model. but | found that | just wasn't charm-
"ing cnough to pull it off My self-body- worldconnec-

tion, my playful spirit and-sense of community with
them didn’t measure up or wéren’t enough to make
lt wark. Outop of that, Hound it too casy to revigt to
raditional goals {c.q., bump the volleyball) and
strategios (u.g.. demonstrate, drill, plav); if I got out
of there alive, Teansidered it a good day. Tneeded a
goal-related cuvriculum structure to operate within, |

-
~ 20 L s

Second. the goal model refers to a playful spm‘t .
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" “I'told :them "they could

pull the shade down in-

" side their heads but on the
. outside I didn’t want any'-
| mtetference with my right
to teach and others’:right
‘to learn. They seemed to
_,-flgure lt out after a

while.” . .

el

also needed ,;ome 'a'lternative teaching methods in
my “'bag of tricks."* In short, I needed more focus.
Slowly, in bits and pieces, a weekly and yearly
curriculum structure took form.'® The year started
(rather haphazardly) and ended (much;; more in
focus) with a wide range of tests. Thirteen physical
performance tests. a knowledge test, body- -image
and self-perception scales. values questions, and a .
past expenenpe'self report were considered and
some used (sée Chapter IV, “Evaluating the Pro-
gram,” for: test résults and the Appendix, pages
79-89, for.¢ copies of the'tests). The test results were
used to show cach studvnt s uniqueness as part of
level tWo s “who am 1?7 question, emphaslzmg th@t
ho. two students were alike in .ability, knowiedgq

T expenenceq percepttons or values,

. Eqch, ddy (e\/entually) began with five minutes of
Slee tire dnd/or discussion from nie on'the levels of
Awawnuw glvmq me a daily opportunity or, more
accurately, forcing me to talk about the awareness
levels as they related to the daily lesson ora particu-
lar incident in the class the day before (or week or
whatever). 1 also threw in some fitness and nmto,r_[;
learning cancepts to help them learn on their own:":

\
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Students dldn t want tg,get involved in these talks ,
(seethefr evaluation of thern ji in Chapter [V), but they.
soar léarned that class didn't start until they stopped
jiggling the weights, bouncing the ballsﬂ talking, and
s3 on: | told them they could pull the shade down
inside thetr heads but on the outside | didn’t want'

any mterference with my gight to teach ‘and others™
right to lea? They seemed to flgure it out after a* -
while. We ‘also had tHese little talks whenever an

3

incident arose in class if l could make a connection S

between the mcndent and the awa?eness levels. |
guess this is a-variation of the teachable moment lf l
couldn’t react quxckly‘enough I would use the flrst,
five minutes of the fiext day to discuss the incident
and its connectionto’ the awareness fevels, after'l had
had some ?Xne to work < out the connection. The best .
example of this occurred in another teacher s class,
.riot mine. One of the studenits wis trymg’to demon-_
strate a weight training exercise; tor the class but he
was holding the weight mcorrectly ‘Several students
laughed and made fun of him, but pne guy in the
front row kept trying to tell him::how to hold the
weight correctly. The teacher stopped the class and
asked thém at what level the laughers were operat-
iing. “Level one!" they shouted in‘ynison ('m not

kidding). Then:the teacher asked at what level the.
student trying to help was opcratm_; Level thret:
came the response from:over. Tialf the :tudcnts AN

S

~The weekly cumculum was divided into “threg:
patts two days were devoted to fitness, two days to
skill exposure and play. and one day (eventually) to
", cooperation and helping. Rattonalc for devoting two‘ '
days each week to fitness mcludcd 4

] .lhcv level two “who can | be?"” options of
health.rsafety and appearance are 'directly re-
lated to fitiess activitics '

“The level two optlons of proving sdf improving
sclf and feeling better physically—which were

*+ combined into one option labeled achicvement
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to simplify the concepts and choices—also
could be related to fitness as welt as other
physical activities, .

K Fitness, because of the minimal skill involve-
ment and variety of available activities in one
area, is easy to individualize, theréby preparing
students'for level two’s making and carrying out

- a plan {(**"Who do | want to be?"") later in the
year.

‘ .
® For the most part, improvement is more easily
made and seewain fitness than in sport skills.

e Fitness is or can easily be non- competitive and *
istherefore not as threatening to some alienated -
youth. ,

¢ Fitness focuses‘dlrectly dnthe body which facili-
tates self-body-world connection efforts.

o Fitness is a part of my own ‘self- bodyAﬂorld
connection.

" The two days devoted to skxll exposure and Ql\ay
were intended to: (1) expose students to physlcal
skills they may desire to pursue as partypf their plan
(level two, "“Who-do | want to be?"’), (2) allow stu-
dents to participate in those few activities they like,
such as ‘basketball and trampoline; (3) emphasize
the achievement (provnng self, |mprovmg self, fe l-
ing better physically) option of level two's “‘who cafhl

'be?”; and (4) focus on ‘the development ofa playful

spirit (level ‘'one). Mini-units of 5 to 10 days Were

‘developed (e.g.,8 days stretched over four weeks) in

which approxnmately half the period emphasnzed
skill development and ‘the other half play. Some-
times we would have play options of different ac-

tivities op:offer a choice of **blood and guts” game or’

a “'hit ahd giggle” game. In activities such ‘as self-
defense and relaxation-yoga, the play part of the
period was in:one or more activities not associated

M /

with thEskills being introduced. Given a 55-minute
period’of activity and subtracting time for dressing,
showers, a 5-minute lecture-discussion, and play,
only about 15 minutes were left for skill instruction.
However, with altenated youth | often found that 15
minutes were all either-of us could tolerdte. Some-
times | deviated and instructed for the entire period
with the promise (and delivery, or it would have
been curtains for me) of the next skllL-play penod as
a full period of play.

One day a week was devoted to level three self-
other awareness.- This was a late addltlon to the
program‘when | found that level three was being
relegated to the teachable moment—that is, when a
fight or other interpersonal hassle broke out (a regu-

% lar occurrence), we talked about level three.

Scheduling one day each week to focus on level
three forced me to integrate level three concepts and
activities into the program.

Acnvmes for the day took four forms:

® cooperdtive games based onthe Project Adven-
ture concept,'! for example, games that require
all students to move from one designated area
to another over obstacles without touching
. some afpas of the floor, thereby forcing
-everyone’ nto helping roles '
0'”§ompetmve games with emphasns on coopera-
“tion, such as awarding one point for certain
kinds of passes in basketball.and two points for
a basket (the height of frustration for many of
my ‘‘gunners'’)

® the creation of new games by students, '? stress-
ing cooperation in planning and executing .
well as a playful spirit in both the creative +,
and'in playing new games

e skill development situations using students to
help other students.

0y S 19



The yearly curriculum structure was divided into
four 9- or 10-week grading periods. The first grading
period consisted of the weekly curriculum schedule
described above. In the second grading period,
however, one day each week was set aside for per-
sonal programs, that is, for making and carrying out
a personal plan in accordance with level two's “who
do [ want'tobe?'’ Therefore, students could begin to
make their own self-body-world copnection by the
tenth week. Perhaps with students programmed for
deferred gratification, this could be delayed pending
sufficient exposure to activities and concepts; with

my students, personal programs were such powerful -

motivators that [ began them in the fifth week of the
first grading period. | tried to be objective about who
could go, causing me to hold my breath when some

of my level one students fulfilled the requirements:

and went out to “‘do their thing.” I required them to
select options from level two’s **
health, safety, appearance, achievement and play
and to connect these options with appropriate physi-
cal activities. Then they had to write a program
telling me what they were going to do in detail,
including some plan for evaluation. Sometimes ! had
to write their programs for them (some of them
didn't write too well). Sometimes | couldn't get
“coverage of an area they wanted to work (or play) in,

although for the most part coverage was obtained .

from other teachers who allowed a student or two
into their tgaching station (with some rules to be
followed), @ffrom my upperclass teaching assistants
who covered areas with minimal problems such as

thé outdoor track, or by using facilities adjacent to

my teaching station. If | could not cover or get per-
‘mission to use an area, students had the choice of
, rimprovising. Three students strung atope in a corner
of the weight room and worked on volleyball skills,
sevéral students boxed in a corner of the gymnastics
room, one student worked on his speed and agility in
an empty hallway, and so on.

20 ' , ‘ 49

whocanlbe?" listof

4

Toget on and stay on their own personal program
once a week, students not only had to fill out a
contract properly but had to attend class regularly for ,
five days prior to their persanal program day, carry
out their personal program, and hang on to their
contract and turn it in at the end of the perlod,
thereby allowing other teachers to see what they.
were doing. Déspite this welter of rules, most stu-
dents ‘got out on their own .and many stayed out
week after week.

The personal ‘program day replaced oné of the
fitness days. Students who did not make a plan for
themselves or falled to achieve five “‘clean days," as
we called the class attendance requirement, could
do a basic fitness routine (called the "'lockstep praq-
gram’') to earn ¢redit for the day. They were not
forced to try to get out on their own because some
were clearly not ready and few others chose my

“fitness routine over their own plan. ,

By the third grading period, both fitness days were
converted to personal program days for those stu-

""dents who met the requirements, and a more com-

plex contract was introduced (see Appendix for con-
tracts, pages 74-78),” forcing students to think and
plan a little more carefully. In the fourth grading
period, students were allowed to.do whatever they
wanted every day provided:
¢ They could describe the three awareness levels
in the first person either in writing or verbally,
after studying the Class Guide (see Appendix,
" page 92) if necessary.

. Théy could successfully negotiate with me what
““they wanted to do and why they ought to be
able to do it.

e They kept a daily journal of what they did and ‘
how they felt about it. Although many weren't

g
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~ said, “‘beat it .

P
1or 1

ready for such responsibility, most students did’

. _participate. | felt that since they were about to

"leave me (and required physical education)

anyway, it was time for them to try to experi-
ence level four s integration

j/

We called this grading period ‘‘open negotiation”
because everything was negotiable, including atten-
dance and grades. Although | occasionally held clags

meetings during this time to remind them of the
awareness levels, | tried to confine my role to asking

questions mdivndually)and inching whoever | was

"involved with toward a joint decision. Pete showed

up late to class and wanted to go swimming. [ asked

~ him why he should be allowed to'go. He replied that

it wasn't his fault he was late begause his teacher the
period befgre had sent him to the céunselor for some
“counseling.”” I"said, "It sounds to ime like you
caused the problem. Why don't you just stay with
me today?"’ He pointed out that | had never sent him
for “‘counseling,” that he was doinga good jobin my
class. “Besides,’ ' he said, ‘'l got my swimming trunks
on underneath my pants!”’ | shook my head and
.. and swim a lap fqr me.’

On a.more serious note, Dewey took a crash

coutse in awareness levels when he learned that he

could do what’ he wanted to do every week. He
studied the Class Guide diligently and finally passed.
Then he was susperded from school for theft. When

‘he returned he pleaded innocent, but the teachers

who caught him left no room for doubt. We negoti-
ated. Could | let him on open negotiation under the
circumstances? | didn't think so, especially since we
didn't have much of a relationship (he was never
around). “How about staying with me a couple of
weeks until we can get some trust going between
us?" Dewey: “That's fair.” [almost fainted. He did a

fair job of holding up his side of the bargain, although
-he came in stoned a couple of days.

TEACHING METHODS
Except for the open negotiation grading period,
grades were based entirely on attendance and par-
ticipation, and [ always gave students the choice of

participating or earning no credit for the day. I found:

that this approach squelched the “‘you tell me what
to do and I'll try to get out of doing it'"’ game that

students often play with teachers. It also reduced the -

hassle of, and emphasis on, grading because atten-

dance and tnhrticlpation are within everyone’sreach - - - -
and are reasonably objective measures. Uniforms

and showers were also optional, again partly tore- * .
duce the game biit alsc to connect awareness levels .~
to personal\ hygiene choices.-.

Participation meant trying whatever we were
doing that day, including trying to keep their mouths
closed while | was talking. It did not mean taking part

in required competition or tournaments. [ held tour-

naments and competitive events, but they were al-
ways optional, providing another opportunity to tie
in awareness levels. 4‘lt's your body and your
choice.”) In this connection, all grouping was volun-
tary. | described the options, students selected what
appealed to them. Often, all blacks would go to the
“blood and guts” competition stations; and all the
smalier, weaker kids would choose *‘hit and giggle.”
Happily, some integration and interracial outreaches
eventually occurred without my p:qddmg dunng the
open negotlanon period..

- Sevegal times during the year I declared a counsel-

ing day in which students played in a specific area
while | walked around and talked with as many of

. them as | could. The idea was to interact with them

informally—e.g., “How's it going?” “Where are you
headed?"’—outside &f the locker room, outside of
my role as dispute.referee, and so on. | managed to
talk mformally with every student in class at least a

‘couple of times during the year. -

.
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Fortunately, behavior modification was in my bag
of tricks because, despite my typically humanistic
distaste for manipulating kids, | found such manipu-
lation to be necessary, especially when they would
skip class, Grades did not work very well as reinfor-
eers except for a few students, but the make-a-plan.
personal program idea caught on immediately. As
soon as -they understood that they needed five

“clean” days in a row to.get out on their own,
attendance picked up briskly. And as soon as they
figured. out that being able to state the awareness
levels in personal terms earned them open negotia-
tion nghts they turned into Phi Beta Kappas, study-
ing gnéhpClass Guides both in and outside of class.

~sI*tried to use a variety of teaching methods in
presenting skills and fitness to my students so they

could find- their own style of learning. At various

22

times [ used the command style (e.g., self defense),
problem solving (e:g., wrestling), task cards (e.g., .
basketball), pictures and books (e.g., gymnastics),
coritracts (e.g., weight training) and individual feed-

back (e.g., volleyball)
SUMMARY

This chapter has been a broadbrush approach to
reducing the fuzziness of the goal model. For more

* details and examples, the curricular and meth- *
odological ideas presented here are reviewed in the -

next chapter, this time categorized accordmg to 12

subgoals and three kinds of strategies'derived from -

he goal model. A summary of the relationship of the

- feurriculum and methods ideas to awareness level .

cornicepts as presented in this chapter can best be
shown in the following chart

Ca0
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METHODS

_CONCEPTS CURRICULUM N
- Awareness Level One: o Optional participaﬂon e
No Awareness (spaced) : . ' C '
Play + * TF*—half period; W—new
games _
. ” '

Acting out need; or
programming

MTTh‘E—‘—-I‘ecture/ discussion,
teachable moment

-

- Awareness [.e\'iel Two: '
Self-Body Awareness
Who am 1?°

My uniqueness
My needs

Who am}l supposed to be?

My 'programmiﬁg

Who can | be?

Potentialities, extent of
© physical involvement, extent
of specialization '

First and last week of
program: pre-post testing

MTThF—lecture/discussion,
teachable moment -

I3 - o V , ‘
MTThF—lecture/djscussion,
teachable moment
MTThF—lecture/discussion,
teachable moment’ )

B

Optional T)grticip‘ation, )
Counseling days '

L

a1

i

Options: , ‘ S ‘
Health MTh (fitness days); relaxation- | Variety offeaching methods for
yoga unit on TF presenting skills and fitness;
Safety MTh {(fitness days), self- options with voluntary grouping
defense unit on TF : L
A
ppearance MTh (fitness days) .
Achievement MTh (fitness days); '
TF (skill days) - >
Play Skills ~ TF (skill days).
Refers to days wi‘ the week : ‘l

23
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, + CONCEPTS

CURRICULUM

Who dp | want to be?
Mal'dng a plan, carrying .,n
out my plan

Th of second grading period;
MTh of third grading period

METHODS

Behavior modification;
Contracts .

Awareness Level Three:
Self-Other Awareness

—

How can | help others? Rights of » 0w

W (tooperative games, day)—
lecture/discussion; teachable
moment '

others, worth of others; universal

sense of community

How can others he]p me?
Validation,, love, sharing,
affiliation °

Optional participation -

+

) A\Xareness Level Four:
Integration

MPWTHhF of fourth grading -

_ period

Class Guide; journals; optional

participation

Ty
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Subaoals and
S Nuts,

/\necdotes

IT'S STILL FUZZY?

The developmént of ¢urriculum and teachirig
methods related to the Awareness level concepts
helped support my’ailing teacher magic, thereby
moving me a few stgps adser to implementing my

. goal model. However, since | did not enjoy a really
,good day with my- Hardmg High School class until

well into the second s_emester. the need for more
focus continued to béelt. After considerable ex-
perimentation.' ] dev'}%ed 12 subgoals - (page 26),
stated in personal terms from the student’s point of
view, which specified feelings, understanding and

_behavior that appeared to be required to answer

personally each of the awarehess level questions in
the goal ‘model. Because the model is largely or-
ganized around. questions, the subgoals tended to
focus on the questton answering process, which al-

- lowed students to find their own answers rather than

Q
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mine. Strategies designed to facilitate progress to-
ward these subgoals could then be developed, and
three kinds of strategies eventually emerged: (1)
those atternpting to create a comfortable, non-
threatening envitonment. (2) those designed to help
the teacher behave in more human, personal and

T
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facllitating ways, and (3) those that more specmcally
dekcribed a technique which could be used on a

p rtlcglar day (or week or month) to implement a .

sybgoal. Overlap existed, but the conceptual dif-

fgrentiation of setting, teacher behavior, and specific |

strategies praved clarifying and held up‘hroughout
e year.

To focus more clearly on where my time and
energy were going to be spent, the welter of newly
created subgoals and stratedies had to be given
priorities by grouping into more manageable cate-
gories. A modified version of Bloom's taxonomy of
educational objectives' provided the categories—
affective (feslings), behavioral (acts), cognitive
(thoughts), and psychomotor (skills and fitness)—
but threatened to break up the wholistic concept of
the person. The effort to droup and give priorities

. onice again pointed. up the conflict bétween focus

(clarifying and organizing the goal model) and per-
mission (the interaction of a whole person with a
whole person). For the moment, | favored sharpen-
ing the focus to implément the goal model better.
Since the feelings of alienated youth—about
themselves, about school and teachers, about
searching for their identities—tend to interfere with
the teaching-learning act, affective subgoals were
ranked first. Behavioral subgoals, with their em-
phasis on Self-resbonsibility and relativng to others,
also received a high priority. Cognitive subgoals
aimed at giving students some'understanding of the
search for self-process and a few fitness and learning
concepts were ranked lower because for alienated
youth, doing and feeling something take precedence
over knowing about something.2 The psychomotor
subgoal received the least attention as it should in a
monograph titled Beyond Balls and Bats. We did
engage in physical activities everyday—it was a PE
class—but we worked and played in relation to the
goal model; focusing on feelings, behavior and un-
derstanding more than on the activity itself.

apter | I
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AFFECTIVE
Subgoals

Feel comfortable in
class

Move toward feeling ‘
good about myself and
my body

Sense my own
uniqueness

Feel in charge of
own life

Strategies’

The setting:
Choices
Grades :
Pepular activities
Private places .

» Limited reading .

Teacher behavior:’
Charm
Concern/warmth
Empathy
Genuineness -
Being accepting
Expressing feelings

" Listening

BEHAVIORAL
Subgoals

Don't interfere with the
rights of othe% '

COGNITIVE
. Subgoals

}'nderstand basic fitness
nd motor learning

Pl

PSYCHOMOTOR
Subgoals

Try awiderange of
.physical activities and

; . concepts tests
Give reasons'for the ) .
choices | make an ' Understand the Play
accept respgnsibility for awarenessllevels
those cholcgs s »
Set personal goals and C
move towdrd those - v .
‘goals .
Show some sensitivity’
toward, and empathy,
for, others C
Strategies Strateglés Siritegles
The setting: Teacher behavior: Sp;:;f.lc s?:ategnes: St
Choices Asking questions ng !
0 1 ring questio PE subject matter
ne rule Being conoerete
Play \

" Teacher behavior:

Being accepting
Listening -
Teacher's identity .
Confronting | |

pecific strategies:
-Accordion principle
Feedback
Daily options—
Sitting out
Lockstep
Contracts
Open negotiation
Study hall

Behavior modification .

.Focusing on others

. Limited talk

Specific strategies:
Introducing concepts
Class Guide
Feedback -

Weekly organization
Pr.e-post testing

o oL

26




By connecting these subgoals and strategies to the  rowed to a sbeclﬂc questlon by selecting relevant
six awareness level questions, focus could be nar-

subgoals and strategles for a particylar day or week.

i EVALUATION
GOAL MODEL SUBGOAL STRATEGY PROCEDURE*
Aw‘ren_ess Level "
One oy . K
Playful Spirit ’ 1. Play Specific psychomotor 1.2.3.5.10
' ° : strategy: play oo
Awareness Level
Two
Who am I? 1. Sense thy' . - All affective strategies ' 1,2,3.56
My uniqueness uniqueness , - :
. Y ' 2. Understand the - ‘ All cognitive strategies 1,2,3.5 7
- awareness levels ‘
* 3. T;y a wide range of_| All psychomotor

-ty -
2

Who am 1? My.needs

be? -
,_"(Nhg can f be?,
* Opfiops
L4 .

B
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activities/tests ’

1. Feel comfortable in
class

2. Move toward feeling
good about myself
& body -

3. Understand the
awareness levels

1. Understand the
awareness |evels

1. Understand the
awareness levels

2. Try a wide range of
activities & tests

3. Set & implement
personal goals

strategies’
Affective setting and
teacher behavior

All affective strategies

All cognitive strategies

All cognitive strategies

All psychomotor -
strategies

Specific behavioral
strategies; daily options,
behavior modification,
open negotiations

.35

1.2,3.59

1,2:3.4,5,6, 11

1.2.3,4,5 8,9 11

©1,2,3,5 710

1,2,3.5,7. 10
1.2,3.59

1,2,3.10 -

”



R

G

28

O

ERIC

Aruitoxt provided by Eic:

.

.GOAL MODEL

SUBGOAL

o EVALUATION i
STRAT_EGY : PROCEDURE*

i

r.
Who do [ want to be?

1. Feel in charge of
myself

2. Give reasons &

accept responsibility

for my choices -
K

3. Set & implement
persopa] goals

. 1’|"I Y t

4. Understarid basic”
+ fitness & learning
" concepts

5. Understand the
awareness levels

1 beliavior modification,
) opeﬁ negotiations

-] All cognitive sirategies

Most of the affective & /| '1,2,3,5,6
behavioral strategies .

Behayjoral teacher 1,2,3,10 -
behavior: confrgnting; ‘
specific behavioral
strategies: accordion .
~-principle, feedback, R
daily options, open
negotiations.

St

Specific behavioral

1,2,3,10
strategies: daily options, : -

‘8-, N
LI S PE3

'y
i

1,2,3.57

All cognitive strategies 1.2.3,5,7, 10 .

3 . 3
PRI -

A .
Awareness Level .
Three

. How can otheri' help

me?
How can'l help others?

re o e o e e e

1. Not to interferé w.ith
the rights &
freedoms of others

2. Show sénsitivity/
—empathy for otheérs

3. Understand the
awareness levels

B

Behavioral setting: one
rule:-behavioral teacher
behavior: confronting;
specific behavioral
strategies: behavior
modification & focusing
on others

Specific behavioral .23 v
strategy: focusipgon o o .
others ' '

All cognitive s‘trategiés '

1.2.3.5"7

*Key té Evaluation Prpcédum:

1. Goal tallies

2; Teacher self-grades .
3. j\;\gcdoles
4

. Repeated subjective.rat: '

ings of student behavior

EAS

5. Student dvaluations of
the program*

6. Visitor reports

7. Rnowledge test results’

' -

8. Results from self percep-  10. Personal program and
tion scale, values.clarifi- journal tallies and con-
cation questions, and. tent

self report 11. Class attendance and re-

ferrals compared fo ~
other classes in school

9. Physical performance test
* results

-‘36.._ | |
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AFFEC’I‘IVE SUBGOALS AND STRATEGIES ..

Subgoals L T e
For alienated youth as well as tor most students in
, non- voluntary or quasi- voluntary physlcal educa-
tion classes, motivation is a major, obstacle to learn-
ing anything. The frustration of trying to teach motor
skills to students who don’t care or don't want to
‘learn:has defused mang;initially enthusiastic physical
.educato‘i‘s and populanzed the coachlng role, where
*students shiow up voluntanly and with cOnslderable
- maturation (although not as “considerable’ as most

- coaches). A major goal at Harding was just to getthe® -

students to attend class. Hoover School students
had no choice inythis matter (they were *‘in resi-
dence”), but t withdrawal took other forms. A
-variety of factors account for this kind of behavior, .
including the socialization process”, ahd. previous

school experiences,* but these explanations are little

cdmfort to the teacher who faces class disruptions
and student withdrawal, (e.g., refusal to participate,
_cutting-class). Even a traditional goal model encom-

" passing motor skill and fitness development-cannot

be implemented until student feelings are turned
around.

The needs for security and self-esteem as part of
the “who am [?"

Fou v

-,goals P T T

,1, To feel comfortable in this class (that the class .

is, !for me..a ‘‘nice place to be,” or in stuffier
terms, a non- thteatennngrenvnronment—
maybe even a. pleasant envlronment)
. K n
- 2."To move toward feeling good about myself
+  andmy body (to feel thatl am important, that |

matter, particularly in-a school and physxcal.

education settlng)

) Vo " - 5

Q
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-Question provide search for' sélt’
.- goal model support forthe first two affective sub-*

.. : - ‘o d

Ve

A thlrd afféctwe subgoal refers to each’ person s

bnologlcal envnronmental and perceptual uniqle- - o

ness, agaln as part of the “who am I?”" question: °

. To sense my ownindnvnduality or unlqueness
"(not to know bu( t6 sense or feel).

L

A fourth affectnve subg@al is drawn from the self-
awareness capacity under lying choice in the ques-
tion “Who do | want to be?”: . ~

”

4. To feel in'charge of My own life (I may not be -

lotally an agent of change in my life, but, as
_ Smith argues,’] will be more hkely to act that -
way if [ feel that | am®).

Many phystcafeducators wguld include liking physi-
cal activity as an affectnvesgbt?oal However, my
goal model permits students t&:dislike activity so that
subgoal is omitted from the list. -

The Setting

\, ‘ :

Creating the ‘“‘proper’’ setting can go a long way
toward facilitating all of these affectlve subgoals,
Rules and tequired procedures can be reduced to
those which- the school, other subgoals and the

" teacfler's chaos level (how'much chaos the teacher.
can tolerate) absolutely- require, Umforms .and

showers can be 'made optiotal (my students were
‘not even required td change from thenr street

clothes), and grades can be based entirely 6n atten- ¢

dance and participation (participation equaled trying
Wwhatever we were doing that day, requiring consid-
erable negotiation with some students). My students

‘were dllowed to sit out rather than participate as long

as they dldn Llnterfere with the class;: they receiveda.

non-participation for the day which was recorded as

part of their grade, but, importantly, they weren't
*hassled. Michael: “I can’t participate today Me:
‘Your cholce Have a seat.” Michael: “But1 forgot
my clothes.” Me: “You could igo in street clothes,
t;ﬁday Your chonce chhael. “But I'll get all

O

o
»
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sweaty." Me:‘ “Your cholce.” This idea sticks In the
throats of many physical educators (and adminis-
.trators), but my experience in several different set-

v

v

tings has beeri that students rarely choose this option
once they seethat the teacher is unwilling to field
their excuses verbal[y ‘or spar with them over a par-
ticipation requirement. If students who sit out inter-
fere wrththe class, either some kind of deal needs to
be’ negotlated or they must be removed (to the
locker room, to the counselor, to the principal).
Another way to set the stage is to give the students
a lot of what they want, particularly at the beginnlng
At Harding this meant playing. fobtball and basket-

bare minimum of lectureg demonstrations or dnlls
For most of tHe black kids, basketball was ‘‘their”

'game, any| fime they weré allowed to play, problems

in class diminished considerably. For a few, giving
them what they wanted meant allowmg them to walk
around. during'class.

Atmosphere in the gym can be characterized as

. “lockstep’'—neat, orderly groups all doing the same

thing—or free and independent. The feeling of free-

dom and independence-—emphasizing the studgnts’

uniqueness and ability to choose wisely—can be

. generated by offering options to students on a regu-

largasis,. Besides whether to wear uniforms and take

a-shower-and whether t5'sit out or-participate, stu- "

dents can choose from a number of learning meth-
ods,. activities and meanings within a particular ac-

- tivity. and with - whom. to associate. At Harding,

studénts were sometimes allowed limited activity
choices such ,asjootball or soccer, three out of five

, gymnastlcs events, or any fitness activity. Sometimes
we held an open gym day in which students coulfjo .

anythlhg they wanted as long as they ‘‘moved

bodies,”

stayed within slght (or ‘g6t permissior to ledve).
Harding students were exposed to a variety of

ey

leammg methods and were encouraged to choose

-

30 Cittw D . . 'a__

pdid attention to some safetyrules, and, |

“How studen.t,,s" perceive -

the teacher is their private
reality; it is all that counts
to them. Students ask
themselves two questions

about . teachers. “Can
he/she help me?’’ and;’

.especially for the. less

~ ball and bouncing on the tTarnpollne at first wrth a,

motivated student, ‘“‘Does
he/she want to help
me?” . l

the method of‘ learning that best suited them,:

whether it was demofistration, command style (by--
the- numbers) problem solving, task card, pictures

from 'a book, etc. Since ‘any activity can have.a a

variety-of meanings,® several options were offered; :
" during most-activity units. For example, basketball :
was divided into three groups: what came to be(
known as the blood-and-guts¢

group, and those who preferred to shobt rathe‘than
play a géme No one was ever forced to asséclate

* with anyone else; they always grouped themselves. I

would often describe the .criteria for each group, *

‘but they -decided where they belonged. This may "~
explain the minimal bickering and fighting that oc- -

curred during the year at Harding despite the pres-:

Sencé"of two widely disparate groups in class, one of
li:h wds composed of tough, well-skilled ‘blacks -
X at’ttﬂ’ne other of small and frail, poorly skilled whites

Tplus: ‘thitd “‘in between” group). ;These choices
wvere;aopefully buttressed by the feelmg that every

G

owd of highly com- °
petitive players, the: mote relaxed “hitand- glggle”

!
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thlng was open to negotiation thhoughom the year -

(in addition to a specific open ne{gotlation strategy

employed in the last few weéks of the year). ..
Students who feel uncomfortablé with’the group

can be, gncouraged tavtise private pld®es to try out a

new skill or practice or do &;Omething that others
might consider silly.” Scott went to a small, unused”

" room to do his relaxation exercises and to try to

stand on his head. Phil, Willie arnid Howard-(when he:

was around) practiced karate by themselves. -Ronnie

worked on his_ handba\ skills in the welght room.

when it wasn't being use Fmal}y sensitivity té thie

low reading level-of alienated youth reduces the.-

threat of the setting. This does not mean eliminating

all reading and writing (some of my strategies require

both); it means heipmg those who are struggling and

acefbptmg verbal of ‘even behavioral responsesin the
‘pla,ce of the written word.

Teacher Behdvior N .

.
o

Cy

How students perceive the teacher is their private
reality; it is all that coufits to thém. Students ask
themselves two questions about teachers: an
he/she help me?’ and, especially for the less, motl-
vated siudent,

+ Each'student' sanswers to these questions, based on
sub)ectlve perceptions. become his/her private real-
ity of the teacher’ s behavior and the basis for their
relationship. To answer the first'question, students
do their own subjective assessment of the teacher’s
phySR;al prowess and, probably to a lesser ‘extent,
knowledge. They are'unwittingly influenced in their
judgment by theJeacher s charisma, both in front of
the group and one o one. Charisma may include
enthusiasm. appealing appearance, and the like. but
it is more than a scientific stew of identified charac-
teristics, Itis charm itis a sense that th]s persqn ismy
Jeader. -

. _T__he.second fuestion, * Does he/she want-to help

yde
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“Does he/she want to help me?™*

""s.answe'red byathe extent of- unpossessnve '

[
w-.v-

“Empathic understandmg

‘refers to the ability to feel

and perceive what the
student. feels and . per-
ceives; to be able ' to put
one’s self in the student s

(gym) sh_aes 29 ', :

concern ('o‘r warmth) that the student percgives the
teacher to hold for Him/her, the extent of empathy
for his/her situation, and the extent of genuineness in
the teacher’s' behavior (the ‘'therapeutic triad").
Concern, sometimes termed warmth, cannot be
possessive in nature; ‘the teacher must feel good
‘enough about hlm/herself to be able to give -him/

sherself to another, without strings attached, without

some trade-off in mind.'® Empathic understanding
refers to the ability to feel and perceive what the

student feels and perceives, tol:te able to put one’s

self in the student’s (gym) shoes. To determiné
whéther a teacher is empathic; students pick up’ clues
from’ the teacher’s' behavior, asking tHemselves:
Does rﬁy teacher know when to, be open? When to

" touch? When to encourage? When to ‘back off?

Genumeness does not mean being * what a oot

teacher is supposed to be!'.nor being “'with it by
dressing in the latest tlothes and using the latest

- language; it means bemg’one s true self rather than@ -

phony. ltmeans wearing your identity and values on
your sleeve: ltmeans not kpowing all the answers. At
the beginning of a gymn s unit | confessed. that |
was terrible at gymna .“that my - gymnasncs

" teachers had told me that my performance looked
likeya pite of yqu-know-what. At Hoover, where my
expertlse was questloned regularly. it was helpful to -,

-
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| “‘Accepting studegt be-
s . havior: is easiér _for
" " teachers who er the
- kids, an obvious but often
pvﬂerlqokedz pomt-.

U remember t'hat I dldn t have all or even most of the
. answers, At'-‘Harding, I tried to say it was okay to call

"me by my Tifst ndme, but, in part ‘because it ran

counter to'the Harding tradition, it didn’t feel right. |

,don't thiftk there is a rule to govern the teacher's title

. -or name; the right name is what fits you, your style,
e T your values. | laid my hands on kids both at Hoover
and Harding, at one point asked Cedric ff he wanted
to fight, and on three occasions | ejected stuaents
fromclass. Hardly. humamsnc behawor and notall of
it can be justified, but some of those acts feIt‘rngT’it *

to lay aside who we ‘are supposed to be as a physical
educator;and begin to ask who we can be and wanit

durselves
the part, to bé able to demonstrate, to check show-
ers, to put.skill-building first, all therest'*—and of the
goal model, teaching methods, curriculum,: evalua-
tlon and teacher behavior options open to us. "Then,
with an appropriate knowledge base and some un-

i to build our own serjse.of professional iflentity.
- ‘ Genumeness isa natura[ outgrowth of thisrocess.

..« .  Three teacher, behavior concepts further clanfy’{the"y Can ,.ike and ac-

and augment the therapeutic tridd: ‘accepting, ex-
pressmg feehngs and hstenmg 14" Just accepting

L4

_ing,student behavior is easier for teachers who like,
. the kids, an obvious but. often overlooked point. I .

that supports the therapeutic triad. By comynuni
ing feelings and, perceptions rather than objective-
":vh‘\,lth.s the teacher is mor‘ejikely to.come across as’ e
-}pei‘s" n’,than as.a ]udxge andjury. “This pnnc1ple e)(‘/, "“k) 2
"'tends to pomtmg out indxvndual development orimq‘f -'" d

i Siedentop suggests some specific guiqel)nes for,,
interpersonal relations teacher behavior; ¥ but [ viéw
genuineness as a personal process. All of 1s must’ tryA :

to be; *Awar vels are not.limited fo our stu-
dents Ve rffust become aware of the influences on:
our professnon——tb be a jock, to. dress -

.won’t, or can’t like prob
lem kids; to the extent '

't.‘hey...,-‘_should worle wlth,l’:’-'

- derstanding of self-control techniques we can.begin

40" . . - I ‘

+ without necessarily agreein%; with stuaent behavior

(let dlofie being erhpathic) is a major accomplish-
ment, especiallyfjn the face of overwhelming. Qody ;
odor, obvious drug Use during the school day; and
on and oi. The distinctlon between acceptance and
agreement is cruclal but often lost in middle glass
teacher rhetoric aimed at pointing out to students
what they. OUght to bé doing with their lives, Accept-

have found so-called alienated youth easy to like, at
least in the gym, so their behavior desn’t disturb me
(much). Many teachers don't, won't, .or can't like

- problem kids; to thesextent that they have a choice,

they should work wnh students/clients/peoplg they 0
can like and accept A e,
Expressing one's feelings abOut a studem 3,._
behavior—good or bad, labeling these comments“ag .
feelings rather than facts, and explaining the’reas!o e
for the feelings—is another teacher behavior co ~

o
b
.-"‘

H
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“Many teachers dpn*t

X

that they have a choice,j"
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provement; the teacher is simply expressing a pro-
fessional opinion from a subjective perspective. The
result may be to reinforce and manipulate, but the
actis an honest one, flowing from one's feelings and
perceptions and so labeled. At Hoovaer, after | had
physically jerked a student off the gym floor | shared

‘my feelings with the class. [ was angry. | was wrong.

Being shoved around frequently. they were bewil-
dered at my remarks. but that day was a turning
point in our relationship. The othgt two classes |
taught at Hoover never matched théir receptivity to
instruction from that day on.

Probably the most emotional experience | had at
Harding (or anywhere else) occurred the last day of
school. I told them that [ felt we had moved from
rules to a relationship, but that from now on they had
to take charge of themselves without our relation-
ship. | also recalled the numerous mistakes | had
made during the year, that in my view lifc was a
process of trying to reduce the number of mistakes,
and that at age 14 or 15 they were experiencing the
same process. Then [ went around the room calling
ecach student by name and telling cach what [ felt he
had accomplished during the year, how | felt about
his progress, and what [ felt he needed to do to take
charge of himself. 1 told those who [ felt were my
friends justthat, those who seemed to show physical
or behavioral or attitudinal improvement just that,
and those who still had problems with freedom or
self-responsibility just that. They were never more
attentive or receptive. (My talks usually elicited some
negative responses; see Chapter V) Excerpts: To
Cleotis: “dust seeing vou made my day brighter.” To
Michacel: “You've got good looks, brains, physical
ability, but someond needs to hire an elephant to sit
on yvou to get you to use those talents. In the long
run, even that won't work; vou've got to figure it out
vourself and eventually take charge of yourself.”™ To
Hugh: "Most improved ™ To Cedric: Do vou re
member when Tasked vou it vou wanted to tight?

9
¥

‘We've come a long way together,” (See his re-

sponse, page 50.) To Ray and Jerry: **You two don't
need a teacher. In fact, you've been the teacher in
many ways.”” To Ronnie: 'l know you've got a
rough situation at home, but you've got to quit using
that as an excuse for your behavior and start taking
charge of yourself."”" (See his response, page 71.) To
doree: "“Two things have saved you in here: |1 like
vou—I don't khotw iy —and you've got all the tools.
Youjust need to use them more than once a month.™

A third teacher behavior concept that is related to
the therapeutic triad involves listening to students.
Encouraging them to talk, to express their feelings
and geals, and paraphrasing what you thought they
said or felt constitute part of the skill of listening.
The other part involves talking to students in ques-
tion rather than answers as much as possible,
supplemented by describing possible options and
related experiences you have had which emphasize
the problem-solving process rather than the an-
swers, When Sam was caught and returned to
Hoover School after running away, [just asked him
whether it was worth it. To my surprise, he replied ‘'t
was and it wasn't.”" [ told him I didn’t understand.
“Well," he replied, "'l really had a good time, but it
set my parole back six months!” We had opened up
adialog. and I'had gotten a peek inside Sam’s head.
I 1 had just told him the answer (my answer) which
was, of course, that it was really dumb to ran away
just before coming up for parole, it would have been
a short one-sided monolog.

Specific Strategies

To facilitate progress further toward the affective
subgoals, a counseling day can be designated cvery
week or two at which time the students run their own
activitios {¢.q., o general task or perhaps just a play
day) while the teacher wanders around talking indi
vidually to students. Teachers usually try to do-this
before or after class in the locker room, but those

4 7 33
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time slots aren't long enough or free enough to talk
in depth to all students. Sometimes [ would.only get
to three or four students durmg the designated -
period, but by keeping track of the ‘‘counseled”
student$ | eventually got around toveveryone atleast
several times during the year. We talked about
whatever came to their mind or mine—how things
were going, what they were thinking and feeling,
what they would like to be doing, their reaction to
problems [ saw in their behavior. Some téachers
prefer to prepare an agenda for each student ahead
of time; others are more comfortable discussing
whatever comes to either party’s mind. As this pro-
cedure becomes habitual and as students increas-
ingly take charge of their learning, formal counseling
days will no longer be necessary; the procedure will

“have become an integral part of the class. Many of

the specific behavioral strategies described below
also support the affective subgoals. For example,
open negotiation which emphasizes the student as a
negotiator rather than as a passive recipient of
someone else’s lesson plan should engender feelings
of being both self-directed and unique as well as
focus the student’s attention on his/her behavior.

2

BEHAVIORAL SUBGOALS AND
STRATEGIES

Subgoals

Behavior is often used as an indicator of progress
in the affective, cognitive and psychomotor cate-
gories. The creation of a separate category for be-
havioral subgoals and strategies recognizes behavior
as a unique entity distinct from feeling, thinking, and
performing large muscle activities.

The first behavioral subgoal deals with the “who
can | be?” restrictions inherent in living in a social
unit: ‘ -
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1. Nottg 1nterfere with the rights of others (m~ L

cludlng the teacher's right to teach and other,”
“students’ right to learn).

'

The next two behavioral subgoals emphasize the
process of becoming “‘who | want to be’” in contrast
o “‘who | am supposed to be.” o
2. To give reasons for the choices | make and to
accept personal responsxbnllty for those
cholces.

3. Toset personal goals and move towards those
goals.

The last behavioral subgoal reflects an explicit effort
to éncourage students to' answer “‘how can | help
others?” and “"how can others help me?”" by behav-
ing with sensitivity toward and empathy for others.

4. To show some sensitivity toward, and em-
pathy for, others. .

The Setting N

The emphasis on choice, described as part of the

affective setting, gives students the opportunity to

act, to do, to choose. If a rule prohibiting interference
with the rights and freedoms of others is emphasized
and enforced, it will stand out in bold relief as a
hard-line regulation in an otherwise open program,
thereby underscoring its importance in student be-
havior. '

Teacher Behavior

The teacher-student relationship is crucial to de-
veloping a self-discovery dialog between teacher
and student and eventually within the studeit him/
herself, a dialog which often leads to self-imposed
behavioral change..Key teacher behaviorsin facnhtat-
ing such a dlalog ﬁU‘“ being able to:

L acccpt studeht behavior \yhlch Hdoes not match
one's own valués 80, Jthat the student sees that

%
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hefshe doesn’t have to be like the teacher or
even like him/her to function effectively in class;

® listen to student reasonmg and to offer ajterna-
tives; . N ;

.

® view one's own identity and value system as an
option ratherthan as the answer for all students.

These teacher behaviors have been discussed
under affective strategies, pages 31-34.
Behavioral subgoals also require that teachers de-

velop the ability to confront students when the rights

of others (including the teacher) are being disre-
* garded and to point out the potential consequences,,
of a student's choice. Confronting students may
mean separating a student from the group to talk
with him/her about interfering with your right-to
teach or other students’ right to learn. It may mean
.+ making a plan together t6 change the student's be-
“havior, ' separatihg the student from the group tem-
porarily or even referring the student if the behavior
continues to mterrupt class. It may mean only a look
or a reminder or a “'non-participation™ for the day.
Mental preparation for a wide range of potennal
student misbehaviors—i.e., thinking. out possible

situations, predicaments and confrontations each

day before class—helps. But since no two situations

or students are alike, the crucial open skill is the.

teacher’s abilitv to match situation, student, be-

havior and teacher reaction in away that reduces the

disruptive behavior without interfering with other
subgoals (such as feeling good about self). My first
reaction to Cedrnic’s frequent interference with rny
teaching was to threaten to give hlm a non

participation or referral. That didn't work, so 1 asked
him if he wanted to fight. That worked for a little
while because he respected toughness, but he still
saw no reason to stop interfering with class (he prob

ably saw no reason for being in class). 1 finally tried
separating him from the class for a talk. In our second
talk, 1 said, “It's probably partly my fault that we

‘My reaction’'was usually a gentle reproof because: :
‘like him-(who knows why) and because he always. ;

aren't making-it,” and he replied *‘It’s partly my fault,

_ too™! From that time on we began to relate to each

oth2r more positively, and by the end of the year we
were wrestling and joking together and he was work-
ing and even helping others.

Phil was always the last one to sit down so class )
could begin, and he had difficulty paying attention. 5

came to class. As a result, his behavior did not im-
prove. However, he did respond when [ confronted -

~him directly, probably because of th¢ yelatxonshlp

that had developed through our frleh_diy sparring
~during the year. One fime another student accused
him of stealing something. He was in'the middle of
vigorously denying everything when | interrupted
him: *Be straight with me, Phil."” He returned *“the
goods.”

Students also need to be confronted ‘with the
choices they. have made. For example, a student
would be absent three out of five days in.a week;
when | showed hint his attendance record the next
week he would typically respond, ‘I don't think |
missed that much.” That sounds like con artistry,
and there was some (perhaps a lot), but | am con-
vinced that in most instances the student was really
not aware that he had cut that much. When given
choices, students would often choose to play at
some familiar activity rather than trying to improve
or try something new. My response (40 times a
week): “t’s your body and 30 minutes out of your
life. Just so you're on top of what you are doing. .

By the end of the year, confronting was reduced to
reminding students that they had to “move their
bodies” if they wanted credit. One day Dewey
boxed a tough upperclassman who had drifted in
(people were always drifting in): he was scared but .
chose to do it after | asked him if he w
move his body sometime during the pcno(l or just
spectate. When asked Cedric the same question he

35
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rresponded, “Will nynning four laps do it?,” to which

[ replied, “If that's okay with youiit's okay with me.”
It was and he did. Just saying ‘c’'mon, you can
handle it” to several students who weren'’t going to

participate in the nine-minute run post-test was suffi--

cient to get them on the track and moving. But it was
along haul getting to that point. The message/is that
some kind of confrontation, often just a gentle re-
minder, will prod 'students to take another look at
their choices, especially if the student-teacher rela-
tionship groundwork has been laid.

Specific Strategieq?

Behavioral subgoals, particularly th\ose concern-
ing choice and goal-setting, spawned a long list of
specific strategies, most of which were designed to
move the student from the teacher's spel]ed,ut

consequences for certain choices to a relationshipin

whigh the student and teacher plan together and,
finally, perhaps in the distant future, to self- dll‘eCth’h

This progression was not aimed at gettlng the.
teacher inside the student's head but at gemngd}\e_ .

student inside his/her own head. Reconciling thls
progression with affective subgoals and’strategies,
which emphasize a comfortable setting, proved to be
exceedingly difficult; the following strategies reflect
this struggle, and, in some places, reveal a ragged

interface betwecn the affective and behavioral cate- -
.gories. )
The-usualimethod for class control advocated by-

public school teachers and some teacher ‘educators
is the funnel principle: start strict, lockstepping stu-
dents through their paces, then gradually loosen up.

‘An alternative strategy is the accordion principle in

which students are given some freedom, knowing
they will make mistakes, followed by discussions
with them about how they used their freedom and
what needs to be tightened or loosened next time..”

- For example, toward the end of a combatives unit

I dumped a pile of boxing, wrestling, martial arts, and

‘

self-defense books on the floor and told them that
- the hour was theirs as long as they stayed in the area
and sornetim_e during the period got a partner.and a"
book and tried something shown in the pictures.
About half the students got theiy noses into a book
but only, four-actually tried anything, twp of whom
rarely demonstrated such initiative. | talked briéfly
with the class at the end of the period, mentioning
the four students who not only followed directions
but made some choices and carried them out.
The next day of the combatives unit | asked them
how much freedom they should have to make

“choices (not much response). This approach was

repeated in fitness (‘“‘overload yourself in at least
three areas”), relaxation-yoga {‘'do anything we've
practiced”), and during the open negotiation grading
period {*'move your body"’). In each case | preceded
the loosening with some structure and tried to follow

__upboth the group—how did they think they handled

itP—and individually—"‘Alonzo, why don't you and
Willie go next door and work on 'your own?"’ or

“Joree, you and | need to work out a more specific
prograﬁ’] for you to follow.™ 4

‘Ofe day | talked about their sense of their own
future, then gave them a free day. The next day we
discussed what they did or didn’t do with their time
and whether they needed more direction. Students
who worked and played on the trampoline were
constantly bickering and fighting (including one
fistfight). over the rules {e.g.. how to take turns, how
long to be on the trampoline). My response was to
give them room to Make their own decisions until
their stream of complaints grew to a torrent, then to'
require that they make'a new plan {and a new plan
and a new plan), then, at their insisténce, to institute
some kind of external police system for a while (usu-
ally an upperclassman to arbitrate disputes). then
ask them to try it on thglr own again.

Arrelated strateqy, utilized feedback, a particularly

important. concept.in working with students geared -

44
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to immediate rather than deferred gratification. The
regular Harding High School physical education
program allows students to plan and carry out their
own programs the last 10 weeks (fourth grading

period) of the school year if they can demonstrate at .

that time some understanding of the concepts pre-

_ sented during the year. My students at Harding could

not wait three-quarters of the school year: in. fact.
most of them could not sustain ifferest more than
ack. Each weel
their attendance record was poste showing, by ini-
tials, each student's cumulative days abserit- without
excuse, tardies. early cuts (before the bell rang). and
their resulting grade to date..As the stuaints became
awarc of this system, their complaints about their
feport card gracles climinished and, by the third grad-
ing period. ceased completely. To carry out personal
program contracts they had written, they were re-
quired to string together what became known as five
clean days (attencl class on time, try during the
period, check out before leaving). again providing
attendance feedback (and behavior modification).

*Specific activities also provide opportunities for
feedback in relation to behavior. In volleyball, each
student demonstrated and critiqued his own bump
and set followed by my critique. In gymnastics, stu-
cents checked in every time they finished trying one
of the events, thereby receiving feedback for their

effort. In baskeétball, they reported their pragress.

down a task card list of skills each day. In weiglit
training thcy selected theif own goals and exercises
(see Fitness Day Choices in Appendix, pages 102-
103) and were regularly reminded of their choices.

They were given feecdback on the extent to which

they carried out (were accountable for) their per-
sonal program contracts and on the accuracy and
details of their open negotiation journals,

Robert, checking out the bounddries as usual, got
two of his friends and classmates in trouble with
another teacher and in the process violated his per-

‘e

sonal,program contract. The next day | removed his
personal program privilegesin front of the group and
we talked about responsibility for our ‘choices.
Robertreceived immediate and direct feedback, and
oth(,rs got someé feedback vicariously. '

A specific strategy” of daily options extends the

notion of choices beyond those already described as .
.part of the affective setting. Five such options were ~——-—

introduced in the Harding program, but teachers
may find that some of these options are inappropri-
ate for them or that thair sequence needs to be
rearranged. On their first day of class (which varied
considerably since students were joining all year,
long), Harding stidents were given two options:
participate and recelve credit for the day or sitput for
no credit. The flrsg/opnon embodied the principle of

“trying it and betame known as the  lockstep option
since they were being lockstepped through activities
of the teacher’s choice. The second option carried
with it the disadvantage of moving them one non-
participation closer to failing the class, but it was
clearly an optioﬁ: students who chose to sit out were
not hassled. urged to participate, or used as a bad
example.

A third option was added soon after the course got
un(lerwny one day each weelk was set aside for
petsonal programs, and students who c¢hose to fill
out a contract based’ on making a plan under level
two's “who can'l be?” question and who were able
to post five clean days in a row were allowed to put
their contracts into effect. Anyone who met the

.cntena’«three students on the first day-—was al-

fowed to go: I did not veto those whom | didn’t trust.
(\,lthOUJh the personal program option had been
explained in detail and a class session had Geen
devoted to filling out contracts, as soon as the first
three students took off on thcn own the others
wanted 1o know where thc\/ were going and how
they could get to go! 1 was beginning to learn that
some students don't listen or have learned not to

.
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trust teachers, or both: In"a week, eight students
were on personal programs {out of an ayerage at-

tendance of 30 or so). The others were placed on a °

lockstep fitness program (see-Appendix, page 104)
conducted by an upperclassman. By the third grad-

ing period, a more detailed personal program con-

tract was introduced and requnred in-order to extend
their personal programs to twice a week. Over Half
the class qualified for th;s two- day option (complete
with five clean days) on the first day.

The first contract asked them to match a “*whocan
[ be?” optlon with an activity or combination of
activities and to explain briefly how they were going
to carry out their plan. The second contract asked
them to place themselves somewhere on the aware-

“ness level progression, to match “‘who can I be?”

optlons with activities, and to indicate how they
could measure progress towards their goals. (See the

two contracts in the Appendix, pages 74-78.) Their .
‘measurement ideas took some bizarre forms, but
several timed themselves or reported their latest
‘weight lifting record or showed me a new skill.

However, there were problems. George couldn’t
write so he told me what he wanted to do and [wrote
his contract. Shawn had weight loss clearly in mind

as his goal but had difficulty staying with his pro- -

grami; shooting baskets was more fun than burning
calories. Jim complained that he couldn't discipline

. himself to do his own weight training program, so we

worked out a deal: he told me what he wanted to do,
I told it back to him, he did it and reported.back to
me! Cleotis changed his program when he'learned
that wrist curls would strengthen his wrists for box-
ing. Ronnie was forever wanting to change his pro-
gram after trying it one time.

On a typical personal program day, 10 to 15
students would be in the weight room doing the
lockstep program, 5 or 6 more would also be in the
weight room doing their own pri-v.ate routines and 2
would be boxing and 2 more working on karate drills
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= some understanding of the level§

na small room (witH the guxdance of books'” and,

especially at first, my preSence) About 5 students .
“would-be working at or playing basketball, 5 or so.
would be doing gymnastics or trampoline (also with’

books ' and under the supervision of another
teacher by arrangement), and 1 or 2 doing agility
drills or relaxation/yoga. A few weight trained half
the period and played basketball or on the tram-
poline or jogged the other half. | roamed around,
helping students with knowledge-related questions
(how td imptove) or asking knowledge-related ques-
tions or, in some cases, questions related to carrying

out their plan (‘“‘Ddé your goals and behavior -

match?"’). )
Well into the second semester a fourth option was
introduced. open negotiation daily. A person on

~ open negotiation simply did whatever he wanted to-
‘and kept ajournal of his activities and “*how itwent.”

Rather than specific goal-setting oy “front-end”

planning, apen negotiation allowed students to plan ;

as they went along or to be spontaneous, followed
Py a “back-end” evaluation. A student on open
negotiation time checked in mdependently and
checked out by handing in his journal, not by making
roll call at the bell. Unless a class meeting was

scheduled, he was on his own ehtirely. To qualify for'

open negotiation, the student h%{ to demonstrate
awareness, Wi
had covered this material in class, but coples.of a

Class Guide (sec Appendix, pages 92-102) which

covered everything were also available for study by |
those students who were interested in obtaining free

time. The test over this n"natcrial,‘(scc Class Guide)
proved to be too difficult, even with a voluntary
coaching session attended by .15 students, only 2
students passed (it took them three tries) and were
placed on open negotiation almost every day from

that day on. So | finally loosened the requirements, -

held oral exams, tutored, coached and pulled and
pushed, accepted bits and pieces, and, by the last 10

T

weeks had most of the class keeping journals daily.
At this point the personal programs and the five
clean day requirement were scrapped. replaced by

.open negotiation with all students regarding tardies.

cuts, absences, entries in their journals, personal
options they had chosen for themselves that they
never seemed to get to, relations with other students,

and so on. The handful of lockstep students had to
check in and out but were treated much the:same
way: in fact, a couple of them were A" students
who simply chose a little More regulation rather than
filling out a journal daily.. | read the journals eveyy
day and wrote comments asking for more details or
making suggestions for improving their skills or just

letting them know | was reading what they were -

writing. Here are some excerpts from what they
wrote:

i

Thomas: ‘| played basketball and did like you
said worked with my left hand.”

Scott; "'Today | jogged a half mile and got more
height on the mini-tramp and landed perfectly on
my feet one ,timeff '

Bill:

Maurice: "'l cleaned out my locker today. Didn't
feel like doing PE."* (This comment caused me to
ask him why he didn't feel like doing anything. |
found out that he had just returned from being
questioned about stealing equipmgnt in another
class.)

'Mathew: “Went on tram]‘)_ Went pretty good.
Wanted to run laps but forgot.”

Cleotis: “Yesterday sorry Doc for notwriting but

" me and Paul were over at swimming pool. l wasin

a hurry to catch bus that's why | dido't write.” .

39
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Played on tramp: three bounced. Then_
worked on tramp skills. Had fun today.” e

1
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rquences. .

’

Howard: | was boxing with' Cleotis and I learned
that I could punch faster than | thought I could.”

é‘_,, ¢

2

Handing out rewards for desirable behavior, such*

as good grades for good attendance or personal

" Dan: “Tennis tOday%pr'actice:d- ser\;ing and Programs fc‘;ﬁamassing five clean days, smacks of

backhand. Court was wet.”

‘Ray: ''Tried roundoff back handsprings and
goofed off. I almost have roundoff back hand-
springs.”’

- ‘
Teachers often criticize the use of contracts and
journals because students tend to lose thent. None of

.the Harding students ever lost a journal (or a per-
* sonal program contract), and thesegguys were sup-

posed to be the least responsible students in school!
Another common complaint is that students will just
play if allowed to be totally on their own. Many did.
play basketball or on the trampoline, a legitimate
option according to the gqal model, but.non-play
choices were also in evidence: students swam,

worked on tennis and gymnastic skills, weight ;-
* trained, jogged and boxed. Every week or so a class

meeting was held to remind students that they were
in charge of themselves, that it was their bodies and
lives, that they appeared to play'more and work less
which was, of course, their choice. These speechies
usually resulted in-a brief flurry of running and
weight training by a few students; the rest continued .

‘to'go their own way.

. +Afinal option was introduced well into the second
semester: transfer to study hall and try again next
year. By thistime a number of students who were still
onmy roster were showing upless than once a week.
This option allowed a formal c'c)r)frontatiori with each
of the students and resulted, surprisingly, in losing
only one but in getting three to attend with some
regularity for the rest of the year. Others weren't
affected either way, and | (.. In’t push them. More
than anything else it helped some of these students
look at the choices open’to them and their conse-

N
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modification into any program with which I am as-
sociated, e§pecially one as close to my heart as the
alienated youth project, is surprising to say the least

~inasmuch as | have argued vigorously and publicly

against such intrusions.'* . However, my public ar-
guments did not take into account the severe limita-
tions of (my) charmggd a comfortable setting in
implementing my god model. It is difficult to teach
anyone anything if no one shows up! Or if they won't
give you per?ﬂssion to try. It took 33 weeks for
Robert to smile in my presence! One teacher ob-

served that it was well into the second semester_

before *'l really saw that they were with you." Part of
their reaction to me can be traced to two mistakes: |
was too verbal 3t the beginning, and | came across as
“soft” in a world of two teacher types—hard

(teacher rolls over students) and soft (students roll

over teacher). At any rate, I found it necessary to
employ some kind of reward system to lift my pro-
gram off the ground. i N
Grades did not work very well as reinforcers be-
cause many students were'sufficiently turned off to
school so that grades did not matter to them, al-
though their impact was more noticeable as soon as
students realized that weekly grades were being

-

ehavior modification. The intrusion of behavior *

posted. Personal programs and the open negotiation -

option, both of which many students. freely trans-

lated as doing what they wanted to do, worked as a |

reinforcer beyond my jwildest expectations. For
example, for Robert the'consequence of being able
to play basketball was sufficient to motivate him to
come to class for five days in a row for the first time in

14'weeks! And he didn'tjust play but even worked -

ori. his jump shot (a little)! Almost everyone worked
with the Class Guide in order to pass the test for free
time. Even hard guys Dewey and, Cedric spent

€.

\
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“about 35 eventually qualified for the first belt, several
. more worked at it, and a few mastered most of the

RIC

whole periods trying to find answers in ‘the Class
Guide! One of the residual beneits of employing
behavior modification was that students such as
Robert, whom I didn't trust, could get out on their,
own the same as everyone else if they met the mini-
mum rules. They were not subjected to my private
judgment of their behavior.

1 did have trouble with the manipulative lmphca-
tions of reinforcement;, they were behaving in line
with my behavioral subgoals only because | was
pulling the strings. To help me feel better, Itold them
this repeatedly, emphasizing that my goal was to
move them toward taking charge of themselves

. while their goal was'to do what they wanted to do

and that the reward system was intended to facilitate
my goal as Wwell as theirs. They listened politely.
When | threw two kids out of class oné day for
repeatedly talking while | was carrying on (and on),

. the whole clas was transformed into an angelic choir
for two or threa days. When they begdan to float back

to earth, I asked them how long they would have
stayed transformed if I had slugged the two kids
instead of just tossing them out of class, again trying.
to stress the manipulative power of consequences.
. Behavior modification also found its way into my
work at- Hoover School.” After about two class ses-
sions of self-defense,: students.began complaining
about having to do it (or anything else). So self-
defense was made optional, but three homemade
belt levels with requirements for each and a letter of
on Portland State stationery were an-
the same time. Eight students out of

requirements for the second belt. One student even
stayed an hour after he was to be released to tqke a
belt test! -

As the Hardirig program moved toward open ne-

“gotiation. we talked about moving away from rules

and toward a relationship and eventual self-

f
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direction, since except for one or two of them, rules
and rewards were no longer needed. Some proba-
bly still saw the open negotiation option as a reward,
but as that option became a reality, most students
seemed at least to feel the difference—a feeling
which surfaced in their evaluations of the class at the
endbof the yéar (see'Chapter 1V). '

One indication of this change came near the end .
of the year: I had been out of town and upon return-
ing had trouble believing the substitute’s record of
absences, tardies and®uts. | met with the class to go
over the record, telling them they would have to be
lockstepped for a while if they had really regé(s)sed
this much but that I found it hard to believe. | read .
the record and asked each student to adjust his own
record to make it accurate, that | would take his
word. Almost every student said it was accurate, that
they had taken advantage of thg'situation. I thanked
them, and we lockstepped our's>\ves through the rest
of the week. .

Another indication was Joree's initial refusal to do
one of the 'fitness post-tests for an upperclassman
who was handlilg make-ups. I told him it was his
decision, that I wasn’t going to hassle him but would
go out and administer the test for him if he decided to
do it. He did it. At the end of the year, those in-

trouble—that is, those failing by my attendance

standards—and those between grades negotiated a
grade for themselves, mostly by trying to develop

-some kind.of rationale for the higher grade; again |

was 1mpres§%mdh_wnth the change in their behavnor in
the way they handled the negotiation.

PN
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The students’ tendency to treat each other iri a ™

" survivahof-the-fittest manner (a cénstant scanning

for weaknesses to attack) provided the target for yet.,

another behavioral strategy: focusmg on others. The .

first step in this strategy is tosinstitute the rule’ that
thou shalt not interfere with the rights of others along
with the message that we all have to function in.a

social unit so let’s at least stay out of each other's

‘
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way. Be help'ful or be neutral but don't be destruc-
tive: we can'tafford it. The next step is more difficult;
it mostly involves the use of teachable moments to -
emphasize sensitivity’ téward, and empathy for,

-others. Fortunately (or unfortunately), such mo-

ments are plenitiful.

Larry, one of my special education students diag- = i

nosed as emotionally disturbed, was an easy mark.
One time several students put a hghted match to his
shirt, | knew we weré making progress whe‘p Soirie-
one started complaining about Larry never doing
anythmg but was interrupted from a voice in the
crowd, “Lethim alone—just take care of yourself.”

About midway in the year orie of the black students
in my class was physncally assaulted by several

whites after sthool. Afterward, he washelped by a
- white kid from my “class. The next day I talked about

o
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rising above the black-white issue to help someone
who has a need. | was interrupted by ag'what color
i'areyyou?” from Joree, one of the hard=Lore blacks,
_but before | could respond, Alonzo, perhaps the
blggest black'in class, turned around and said “Shut "
up!"’ (Remember: we're looking for even the tiniest '

improvement!) ~

Perhaps the best examp% at Harding involved
boxing. During the last months of the'pregram more _
and more white students cranked up their courage to
give boxing a try; in the beginning it was strictly a*
black activity. Those who had been at it most of the

~ year could nail these newcomers at will. We, talked

about reaching beyond themselves, beyond looklng
good, to help someone else learn. | was nervous at
first but got so comfortable near thecend that I would
even leave the room while they were boxing. As far
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as [ could tell, there were neither bloody noses nor
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bruised feelings: some learning even took place. The
term level one was used to refer to any behavior
detnmental to the group or which reflected an ab-

sence of self- responsibility, and by the-end oMhe

year hardly a day would pass thatd didn’t hearsome
student say. Look.@t that level one behavior” or

“You're level one.” “In one, sense ‘they were ‘still
attacking each other, but at least their criteria for
such attacks had shifted to self- and group. résponsi-
bility. There were. Sther e)\amples——h ard guy Cedric
helping uncoordinated Scott dg a ﬂrp on the mini-
tramp .and the whole trampoline crowd trying to
cope with each pther's needs. And on and on. Each
time tried to focus the class's attention on the

behavnor and its comnecnon to level three

. : 4

0

Planned activities can also facilitate focusing on-' '
others, for example by introducing competitive
games .which stress ¢ooperation such as requiring
three hits on a side in volleyball, games requiring the

‘whole class to complete & task, and creating new -

games using small group meetings. Promising “stu-
dents that they will play minimizes the moans and
groans that' often accompany the lntroducnon of
new activities (behavior modification agaln)

,COGNITIVE SUBGOALS AND STRATEGIES

Subgoals

For alienated youth, grasping some cognitive un-
derstanding of physical education congepts and

- awareness level concepts is perhaps less important

. -
5

v
'
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“verbal (especially with alienated yout

~than feeling §ood about, thJeXperience and behav-

ing'in responsible, ‘sensifive ways, although knowl-
edge cannat be truly dissociated from any of the

categories. One subgoal focuses on the develop-

ment of a knowledge base; to facilitate making and -

carryrng out a plan (“Whb | want to be")

1. To understand basic frtness and r‘notor learn-‘

- ing concepts (so that | can 1mplement my per-
sonal program on my own).

R ; e

. . v
i . gy

a fitness, motor learnlng, or awareness level concept

- followed by a physical activity that connects the -

concept to experience. A-fitness concept such as
overload can.be briefly explained and expenericed

,m a.few minutes. Eventually, the teacher can say

“overload i Yyour’ upper body for the next souple of
minutes” and just watch the concept in action.

- Ledrnirg to do any motor sklll can easily be tied to

Another subgoal is desrgned to help the student-'

undérstand the whole awarenéss level process:

2. To understand the levels of awareness (as
described in Chapter 1.

Teacher Behavior
7

: The three most important teacher behaviors in
support of the cognitive subgoals are: 1. Ask

and discussions to the day’s activity: 3. Don’t be too
) At Harding,

1 had considerable difficulty behaving in these ways.

. lwanted to tell my students what they ought to know

"ad nauseum, as they widgled around waiting to do

"whatever was on tap for the day. 1 told, they listened.
. Fnot only had trouble asking questions and shutting
" up, it was even more difficult to think of ways to get

across the awareness level message. The usual
response to what | thought was an eloquent lecture
‘was blank stares (**Who is this crazy?")!

, Speciﬂ__(;, Strategies

“the Appendrx
questions rather than give answers; 2. Be concrete; .\
using specific examples from class and tying lectures

motor learning prrncrples SO that the student. begrns :

‘to understand how to* learn on his/her own. For-

'example the Harding students were asked how they
couldlearn todoaflip on the trampoline which led to

“a discussion of getting the' picture in one’s head.and. - .

receiving some feedback. Then 'they tried it (or”"

_.somethrng easier). This can be kept simple and
“brief, ‘chipping.away a little at a time all year long. A’

number of books deicribe the conceptual approach

in some detail."” The "fitness and motor: learning._._ . .

concepts | used are contarned in the Class Guide in-

Cw

. The same principle apphes to rntroducmg or
reviewing the. .awarengss level coneepts, “ut the "

concepts. are more: abstract and less, clearly

A reasonable. schedule for intréducing or

reviewing concenpts is to set aside the first five min-
utes of each class period for concept lectures/
drscussronq This rrszans a brizfoerbal introduction of

)

connected- to physrcal i

"education activities.
Sometimes the teacher may choose to keep hrs/her

approach well within the student’s readiness level, at -

other times it‘may be best to encourage them to
reach a little. At Harding, we talked a lot about the
need to look good and about the roles we all play to
help us look good or to avoid looking bad. | created
and repeatedly referred to some typical roles being
acted out in class: the hard guy (tough, pushes others
around), the con artist. (the manipulator); . the
lockstepper (unwilling to take responsibility gor his
behavior), and the headhanger (pouts, withidraws,
“poor me™'). | encourage’ them to look . at their
behavior: the roles they play, who is influencing
them, -why they choose basketball or whatever,
why thcy do better or worse at some activities than
others, whether they are willing to be responsible for
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what thg_y dg, whether they are really-in c()ntrol Lof requirement, they knew (e.g., * ‘we, need to make

their own liveg, how they relate to others. - decisions' for Qursdves ). othér times they were
We talked reépeatedly abotit'personal options we uncertain, glvmg me'a chance to cover the concept- ™
could choose for ourselves. in_physical education, ‘again. . §
lying these dlscussnons to open negotntlon .- The four awarcne,ss lcvel 'fmm a progresslon

".Joumals personalprogram u‘_mtracts and fithess™ day from no ‘awareness fo am mtegranon .of the

choices {see Appendix, pages 74-78. 102). | shared awareﬁ\fs levels which gives the teacher sonie quid-

with them my perception of their world as “stick or ance  in prepajing mini-lectures/discussions.

Ty

O

be stuck that they all seemed to be equipped with a. .Assigning a parncular time block to a specific
radar device capable of zeroing in on a weakncss in awareness level provides even more structpre. For
someone else in record time: | read some passages example, one day edch week can be designated! as

from Jdnathan Livingston Seagull*" and drew - a level three day which focuses on self-other ,
parallels from their own physical potentialities. The awareness concepts” and the connection of these

concept of umqueness in learning was emphasized concgpts to cooperanve ‘and' competitive games and

by employing a variety of teaching m(’thods—-c g.. tothe act of helping peersTearn skills: By designating -
-command style, ‘dbk Cdfd* problem-solving. '-Ww fourth gradihg period as open negotiation at:,
talking about the conncchqn From time to time ™ Harding, | could refer throughout. thc year to the™

would ask them why we did something a particular. integration concept.of level four as a coming event.
way, for example, the opnonal uniform and shower To help me reduce 'the: ‘concepts to the students’
requirement. Sometignes, as in the case of this  readiness levdl and to provide written concept de-

ERIC
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- " scriptions for the students, | developed 4 Class G.Uide
“for my;_Hardmg students (see Appendix, pagés 92-

"he Class Gmde covered both the awareness

102) ,

" Jevels and the fitness and léarning -.concepts em-

phasized throughout thé year and was available the
second semester to anygne wha wanted to study for
the open negotiation exgm. On a given day zero to

_ five students would thave . thelr rioses: in‘a Class-
‘Guide, and several- borrowed them ‘overnight. Two

students even used their Enghsh “Class to study- the

-Guide (a mixed’ bléssing)! Activity books were also.

made available, although, with the exception of a

well-worn karate book, these books were not-in’
much demand. The awareness levels were also built

into the persénal program contracts, -and students

rent awareness level. Not surpnbmgly no one,

checked level one buft those students | p(_rcen)ed as

operating much of the timé at level 6ne generally
saw thcchlch at lcvcl two- rather than at levels
three, or four. ; :

The use of feedback can facnlltnte cognmve aswell
as behavioral subgoals. A knowledge test (see Ap-

pendix, pages 79-84) can be administered at the -

beginning,and.end of the progrqm to give stpdg(\ts
an mdlcatlon of the concepts they learned duting the

Umr T‘yach( s umally use/such tests for qradlng
purposes; here the purpose is entively for feedback,

to show students resultsy and improvement. At Hard-
ing. students were also given a weight trdining
cheater test in which they had to answer 10 ques-

* tions buat could cheat to get the answers. | bet them

tlmt no ond'would get all 10 answers right, even by
cheating. They loved it—cheating, that is—-but [ was

right. Whenthe rcsults'.werg. posted, we tatked about

them. Anether fogdbackdicdea is-to announce a con:

cept that has already been introduced—e.q., over-

load, static stretching, aerobic improvement- ~ask

“the students to perform the concept, and (,llst Uuss

their ¢ ffmts

el ey 0

PSYCHOMOTOR SUBGOALS AND

STRATEGIES
Subgoals

Last and least in my.- subgoal pnontles is the
psychomotor subgoal. This should come as no sur=

"‘ane in“a publication titlad Beyond Balls and Bats

but once again the separation is artificial. The' stu-
dents™ feelings,, behavior and - thoughts operate
within the context of,.and are usually aimed at,
physical acfivities. The first psychomotor subgoal isr
intended to emphasize the students’ uniqueness

“Whe am 12" ). potenhals and limits (*Who can I’

be?"’), and perséhal options (*Who can 1be?" ) The

) second subgoal focuscs on the play dlmenSan of
making a plan were required to determine their cur-

level ong:

1. To try a wide range of physncal activities-and-
physical performance tests . L >
2. To play ‘ .
Specific Strategies RO

Trying an activity means being exposed:; it does

“not mean tournaments, graded routines or forced

comipetition of any kind. All**heavy duty” competi-
tion such as blood-and-guits games and going into
the pit (to box or -wrestle) is strictly optional. In
gumn.\s‘tic'% ifnmy mean trying the beginning routine
in cach cvent bv climbing on the equipment and
struggling a llttle In weight training it may mean

'_;olng through a prescnbed routine. in volleyball it

may mean trying'to bump and set properly.In dance

_it may mean trying the dances, in ba_sk«?tball it may

mean working on"shooting, dribbling and’ passing

skills, In wrestling it may mean trying a variety of
" moves with a helpful partner and in swimming it may

mean trying the, Red Cross skills progression.. Stu-
dents can choosé to sit out, but to get credit for the
day they must partic ipate-or “try it ask students ™

~who say they nlwddy knpw that they don't like the
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activity to try it my way and that if they still dont like
itin a few days we can négotiate some kind of a deal.

“I ask students who say
they already know that
they don’t like the activity
to try it my way and that if
they still don’t like it in a
few days we can negotiate
some kind of a deal.”’

.

Considerable energy has been expended to figure
out what is the subject matter of physical education,
whgxt‘it is that students ought to be trying. The boun-
daries of our field are still being debated. 2! leavingall
of us some freedom to offer students our own ver-
sion with our own emphases. My version divided
physical activities into two groups and five sub-
groups from which a sample was selected for stu-
dents to try. This approach gives students some
exposure to different kinds of activities while allow-
‘ing the teacher an opportunity to select activities in
which he/she has interest, enthusiasm, facilities, etc.
My groups fellinte the play world and the real world.
The play world consisted of (1) competitive sport—
e.q.. football, soccer, basketball. volleyball, track
and field. and (2) non-competitive sport—e.q., folk
and square dance. trampoline (could be competi-
tive). swimming (could be competitive). The real
world consisted of (1) fitness-—e.g.. weight training,
aerobic agtivities. calisthenics, posture exercises, (2)

. body awareness—e.q.. relaxation. yoga and (3) real

world skills—e.g., self-defense, water safety. out-
door skills. cooperative games. My emphases were
on fitness and combatives Beyond, my own en-

L2
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thusiasm for and identification with these activities,
fitness provides suce ess without mandatory competi-
tion, can be Individualized easily, focuses on the
body2and enables a widd range of personal goals to
be met. Combatives on the other hand facilitate
entry intp the survival-of-the-fittest world of alien-
ated youth and can help weaker students meet
safety and sell-esteem needs. The “‘try it concept,
coupled with contracts and journals, protected stu-
dents from too large a dose of my favorite activities.

A third emphasis at Harding was play, not only to
give students somathing they wanted (as part of the
affective setting) and to reward them for trying an
activity they did not want to try such as yoga (be-
havior modification again!) but also to expose them
to the more spontaneous, free-flowing aspects of
physical activity. They chose to play and with whom
to play. If the sun'was out (an infrequent occurrence
in Portland), their directions for the day might be
“Go out and run free . .. pick the daisies . . . just
don’t get.in, trouble.” Safety is always a teacher's
concern when students run free. | usually coupled a
safety lecfure with the threat of lockstepping those
students who wouldn't take basic safety precautions.
After one such lecture, there was Jim, his feet in the
rings, swinging back and forth high in the sky, with
one of his puddies running back and forth under him:
as a spotter!

Unless the program is elective, some kind of
schedule is necessary to bring order to the chaos of
personalized samples across five groups of activities.
The Harding schedule began with two days of fit-
ness, two days of learning a specific activity (i.e., skill
days). and one day of play per week, butl eventually
found that two half periods of play during the skill
days and one day devoted to cooperation and re-
lated games worked ‘better. The skill days were at
first a patchwork of new activities such as relaxation
and self-defense to expose students to these’options.
and old activities such as football and basketball to

47
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keep their interest. As one and then two personal
program contract days intruded into the schedule,
. the fitness days were deleted {except for those on the
lockstep fitness  routine). At that point, skill days
began to stabllize; student interest allowed us to
spend eight or so sessions’'in one activity (spread
across four weeks) before moving on. My goal
throughout ‘was to give students a sufficient expo-
sure so that they could evaluate their relationship to
the activity—e.g., wasit fun? canldo it? does it meet
my needs?—and decide whether to pursue it during
their personal programs, open negotiation time, on
their own now, even later in life. For a few, a couple
of sessions of something new such as relaxation was
sufficient to convince them to try it on their own; for
others, it was the lastweek of school before they tried
on their own something that we had spent many
days-doing as a group; still others never ventured
beyond familiar activities in their pe(so‘nal programs
and open negotiation time. Every day of the last 10

g
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‘weeks of school was scheduled as open negotiation; '

most students kept journals, and instruction was to-
tally individualized (or nonexistent).

Pre-post physical performance tests (see Appen-
dix, page 89) can also serve to'expose students to a
variety of physical potentialities such as strength,
muscular endurance, aerdbic and anaeroblc capac-
ity, flexibility, speed and power as well as to focus
their attention on improving their performance over
the year. It was exciting to see alienated youth who
had been sniping at each other all year long ask
about their improvement scores rather than who did
best or who was better and to. see students, labeled
by others as uncoordinated, score better on the bal-
ance or some other test than most of the class.
However, the results of such tests ought to be treated

. with several grains of salt in front of the.class to

compensate for validity, motivation and similar
measurement difficulties.
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~ THE PROBLEMf oF EVALUATING A
HUMANISTIC MODEL '

Humanistic ¢ducation programs are often

criticized for being non-measurable.! Costa argues

that the evaluation of a humanistic program must be

based on the conditions under which the behavior is
‘performed, not on the performance itself.? On the

other hand, Morris and Samples and Wohlford have
“ doubts: . S .o

The act of awakening awareness in another . . .
cannot be ‘watched.’ It is an act which can be
comprehended only by somehow ‘being felt.*

When it comes to humanness, if you can measure
it, it doesn’t matter.”

Itisa knotty probfem which must be faced. Evalu-
ilon means determining to what extent the
ategies are achieving the goals. Otherwise, the

teacher is without guidance for future programs— -

~ changes, modifications, deletnons insertions—Ilike a
ship without a rudder.

Evaluation requires a goal model (we have one),
preferably spelled out'in some detail (we have four
awareness levels and 12 subgoals), and some
strategies designed to implement the goal model (we
have an abundance of strategies). Since the aware-
ness levels consist mostly of questions that students
must try to-answer for themselves, most of the sub-

goals are process-oriented and not easily trans-:
formed into objectively measurable behaviors..
Therefore, a number of overlapping evaluation pré-
cedures need to be devised to get some notion of the

10. Personal program and journal talhes and con-
“tent ‘
11. Class attendance and referrals compared to

extent to which one’s strategies are facrlitatjng the

goal model. The classical experimental class versus
control group design is too complex and, because of
intact groups,® inappropriate for most teachers’ pur-
poses. | devised the following procedures to evaluate
the Harding ‘alienated youth project. My results are
included to illustrate the procedures and to share the
extent to which my goal model and strategles
worked.

Subjective Evaluation Procedures
. Tallies ’ |
. :Teacher self-grades
. Anecdotes |
. Repeated subjectiveratings of student behavior

. Student evaluations of the program

AR WN

- Visitor reports
Objective Evaluation Procedures-
7. Knowledge test results

8. Results from self perception scale, body-image

scale, values clanhcanon questions, and self--

" report

9. Physical performance test results

other classes in school

SUBJECTIVE EVALUATION PROCEDURES

' One way to ebaluate the success of the program is
for the teacher sgnply to ask him/her@elf how well
he/she perceives rogram to be working., Re-

cording these subjective perceptions every day ena-

bles the teacher to analyze the continuity and trends -
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in his/her perceived successes and failures. At Hard-
ing and to some extent at Hoover School, | recorded
.three things every.day either after school or, if I was
too depressed from the experience, the next morn-
ing. First, I kept a daily tally of the goals, awareness
levels' and subgoals | had talked about with the
~ whole class which, by the end of the year, showed
what 1 had emphasized and neglected throughout
the year. Second, | gave myself three grades each
day (A-F): one for my own self-body-world
connection—how | felt about myself that day, one
“for my sense of community with the kids, and one for -
my playful spirit. Third, | wrote down any anecdotes
or notes about the day’s experience that might help
me evaluate the program. For example, | partici-
pated with the kids—either with the group in a game
such as volleyball or in a free-for-all wrestling match
or with individuals in boxing, arm wrestling or weight
lifting about 10 times during the year. | tried to write
down my feelings about these experiences; whether
they helped facilitate my goal model, whether | felt
good about doing them, and so on, When Cedric -
_beat me three times in a row in arm wrestling | was
sure it wasn't worth it when | asked for a rematch a
couple of days later and he told me he had cheated, l
knew it was! ° '
Four times during the school year I looked at the
class roster and counted those students who were
dropping out of the program, those who weren't,
and those who were borderline. This was mostly a
subjective evaluation, influenced by attendance-as’
" well as behavior. _
At the end of the year | asked a student teacher to
conduct anin-depth interview with each student and
to record the responses on a form (see Appendix,
pages 90:91). Basically, the questionnaire asked
what they liked and disliked about the program and
about me, what they théught they had leatned (per-
. formance, knowledge and self-awa'reness}?and their
response (good, bad or don't know/don’t care) to a
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long list of specific questions related to strategies. An
open-ended pre-program questionnaire which Jad
worked well in another program was administered
early in the year, but the: Harding students ditin’t
read or express themselves very well on paper so this
procedure was dropped.

" Since there were probably 30 or more visitars to
the class during the year (mostlyteachers from the
Portland area), they were asked thelr impressions ofs
sthe. program. One in particular talked briefly with
most of my students one at a time and then wrote a
‘one-page summary of his impressions.

 OBJECTIVE EVALUATION PROCEDURES -

Several pre-post test comparisons were con-
ducted in the Harding project: '

® A 33-item multiple choice knowledge test consist-
ing of 14 fitness concepts questions, 6 motor learn- .
ing concepts questions and 13 awareness level
concepts questions (see Appendix, pages 79-84).

e A self:perg:epﬁbn scale® to measure the student’s
feelings about his-abllities in a number of areas
(see Appendix, page 85).

e A bo_dy-image scale’-designed to measure the

student’s feelings about various aspects of his ,

body and performance (see Appendix, page 84).

® A 13-item physical performance test designed to

measure physical performance and improvement,
consisting of a 9/12-minute run, 400 yard run,

40-yard dash with running start, maximum bench Y
press, push-ups, sit-ups, toe touch, vertical jump, A
* agility run, stork stand; tennis ball wall volley, -

soccer ball wall volley, and triceps body fat (see
. Appendix, page 89). - -

Although the first three tests clearly relate to cognir!
tive and affective subgoals, the rationale for includ--
ing an extensive physncal performance battery is not
as obvious. Since critics of this type of program often
argue that students don't improve physically, this
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test battery serves to check out that assumption. The

tests also help students self-evaluate in relation to the .

questions “‘who am I"" and "‘who can | be?" A self-
report and some values clarification questions not
administered to the Harding students were useful in
other settings and have been included in the Appen-
dix, pages 86-88). .

Another source of objective data is-the number of
students who qualified for, and carried out, one-day
and two-day personal programs and épen negotia-

PR

tion journals. The content of personal program con-.

tracts and the journals also provide a source of data
since each student recorded what he wanted to do or
‘what he did.

Further objective data can be obtalned by com-
paring a student's attendance (tardies, participation,
cuts) and personal program—open negdotiation.in-
volvement in my class with- his behavior in other
classes—grades, referrals to the unit center for be-
havior problems, cuts in other classes, parent con-
ferences at the request of other teachers. This com-
parison gives some idea of whether students whose
attendance and class involvement improved during
the year did so only in my class. "My class may have
made a difference either way, but if other forces were

at work they would most likely show up across all or .

most of the student’s school behavior. A comparison
could also be made between this year's physical
education attendance record and last year's.

EVALUATING THE GOAL MODEL

- Before tumiﬁg to the results of my Harding High
School program evaluation, it may be helpful to
relate the evaluation procedures to the goal model.
To evaluate whether the Harding students began to
make their own self-body-world connection, T could
look at the goal tallies | had made during the-year

- concerning this goal, awareness level twemand re-

lated subgoals to get some idea of how often I

stressed the self-body-world connection versus Bow
52 . ' o -

often | just survived, rolling out the basketball or
whatever. I could alsc look at my self-grades toseeto -
what extent I felt that my own self-body-world con-
nectlon was ‘‘right,” arr lmportant aspect of the
“magic” of ‘teaching (discussed in Chapter II).
could also look at student evaluations of the progrém
and personal program and journal content to deter-’

“mine whether students felt they were making such a

connection. Data from ‘the self- -perception and
body-image scales and perhaps from the physical
performance and knowiledge tests could also help to
determine whether students felt ?etter about their
connectians.

To evaluate whether the Harding students began
to feel a sense of community, I could inspect goal
tallies for sense of community and level three em-

‘phasis dunng the vear, including subgoals of ‘not

mterfenng‘ twith the rights of others” and ‘“‘show
‘some sqnsnhvnty toward and empathy for others.”"
could alsd look at self- grades for my sense of com--
munity wjth the students, anecdotes related to stu-
dent and student-teacher relationships, student
evaluations of me and their classmates and of them-
selves as a friend on the self-perception scale, and
perhaps level three questions on the knowledge test.
To evaluate whether the Harding students were
developing or experiencing a playful spirit, I could
look at goal tallies related to play, my playful spirit,
self-grades, anecdotes related to student and
teacher-student play, student evaluations of play
time each week, and the free-restricted item on the

~ body-image scale. ) : <

MY RESULTS * - .

1. Goaltallies, ltried to tally everythl'r}gimmy daily
five-minute, teachable momwg?lks}_wnh the entire
class that was related to the g&a Qdel awareness
levels and subgoals. Since 1 dids this from memory
after school or, on a bad day, the - next morning,
these téllies reflect only my perceptions of my efforts



to get some message across t¢'the students. Some
duplication is evident (for example, the tallies for
playful spirlt as a gdal and to play as a subgoal); but |

often found that | could talk about an awareness.

level without mentioning some of the related gaals
and subgoals. As a result, recording the tallies paid
off in evaluating the emphasis and ingonsistencies of
my efforts, not to mention the daily reminder to keep
my nose to the task of discussing goals, awareness
levels and subgoals. It appears from the subgoal
tallies that more attention was paid to setting per-
sonal goals, being (feeling) in charge of one's own

-~
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life, and fitness and learning concepts and that min-
iral attention was paid to trying activities, feeling’
good about one's self and body and relating the self
to others. The last 10-week tail-off in all categories
exceptlevel four was caused by the open negotiation
period; we didn't meet much as a group. However
the sense of community goal and the sensitivity/

‘empathy subgoal agtually received a bit more atten-
tion near the end, probably because | became more .

comfortable trylng to deal wnth it as the year pro-

gressed.

NUMBER OF TALKS OR GOALS, LEVI;LS AND SUBGOALS

b

. st 2nd 3rd 4th
‘Goals Grading | Grading | Grading| Grading
Period | Period | Period | Period
Self-body-world connection 7 ) .12 15 v 3
Sense of community 2 3 ‘5 6
Playful spirit 12 . 10 8 5
Awareness Levels .
Lev_e_l one: No awareness 31 27 19 5
Level two: Self-body awareness 24 ‘ - 26 26 3
Level three: Self-other awareness 6 8 2
Level four: Integration 1 . 1 2
Subgoals
To feel comfortable in class 14 10 3
To move toward feeling good about mysell and my body, 9 -2 2 -
To sense my own uniqueness 13 17 | "13
. To feel in charge of my own life o 30 36 22 | 13
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. , o ‘ A 1st | 2nd 3rd 4th
B Goals .. 7 .. ... | Grading | Grading| Grading| Grading
T o’ : o . K L Period | Period | Period | Period.
# . ‘
‘ Not to interfere w1th the nghts anhd freqdoms of others 1. 6 7
To give reasons for the choices 1 make and to accept AZ‘ ) 21
~ responsibility for those choices s . ¢ , S
" To set personal goals and move toward those goals - 35 ‘32 . 20 2
( To show some sensntnwty toward, and empathy for, others 2, 3 - 5. 6
To understand basic fitness and 'mot leammg concepts 24 24 |, 18} - 4
To tya wnde range of physncal activities and tests . -7 6 4q
‘ To play . . ' ' . T2 "10 . 5
o . X . ‘

+*2. Teacher self-grades. For purposes of b.rewty I most difficulty with my playful spirit, and | felt better
converted my daily self- grades into modal grades .about eyerything as the year progressed. The grades
(the grade | gave myself most often that month). * themselves are unimportant {what is an “A’’?), but
From the (subjective) data three observations can - they do show trends and allow comparisors.
be made: nathing seemed to:go'ri’g\htat first, | had the . ‘

My Self-Bbay- ' My Sense of Community My Playful

Month . World Connection With the Students Spirit
<
1 F F - F
2 D+ D ¢t F
3 C+ D F
4 B- C+ - } F
.5 C C - C
6 A B- A-
7 A- A B
8 A A A
9 , A AL - A

54

oy
o




E

.,*

"7 | 8thweek | 13th week | 17th week | 3ath week
5 I . O . s ~
) Aynated;dropping 6ut s 7) 8
Alienated—may d‘iop'out _u
‘ .'Alienated-doing well 9 13

! .
S

3. Anecdotes They are 5prinkled throughout the
monograph. and seem to me to support several of

the subgoals
’

4. Repeated subjective ratings of student be-
havior. Four times during the year I subjectively
categorized each student based on his behavior in
class as not alienated (misplaced in my class), alien-
ated and dropping out, alienated and may drop out,
or alienated but doing well. For the last three cate-
gories, my ratings were"as shown above.

The numbers do not necessanly represent the
same students because both my perceptions of those
who- were alienated changed and students were
transferring in and out all year. Both those dropping
out and those doing well increased substantially by
the end of the year.

" 5. Student edaluations of the program. During'

the last three weeks of school, a 10- to 15-minute
interview with 29 of the Harding students was con-

+ ducted by a student teacher. He had been with the
. class for a couple of months and could bd described

O

as an excellent athlete with a quiet, warm, accepting
manner—an unusual combination of qualities which
the kids seemed to appreciate. He told each student

« .~
LERY
.~
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that the opinions expressed would be recorded.
anonymously and that he wouldn’t squeal on them'if'«
they made negative comments. The interview con-
sisted of two parts: a set of open-ended questions®
and 19 specific questions requiring only a good, bad,
or don't know/don’t care response (see Appendix,
pages 90-91). Several students also chose tc make -
additional comments regarding the specific ques-.
tions. Most of the comments to all the questions are- -
included below to help- communicate some sehse of i
what the students felt and ‘saw. '
Student responses to the 19 specific questions
were quite positive, and some of their unsolicited
comments are priceless. My talks at the beginning of
the period, the pre-post testing, and the lockstep
option drew the most comments, and my talks were -

~ the'most controversial, a finding substantiated by

some of the open-ended question responses. Sur-
prisingly, the self-responsibility emphasis' in’ class
ranked very high whereas optiorial uniforms and
showers and grades based on attendance, both of
which were intended to help humanize the setting,
were rated rather low. However, all questions re-
ceived a-majority of positive responses from those
who attended class at least semi-regularly during the
last grading' period. Here is the approximate rank
order with most of the students’ comments:

35



N

Questions & Comments b . | Good | Don't Know/Care ‘Bad

]

1. The teacher’s fairness toward you? . o 29 R o
_ “He's being fair right now.’ . a0 ‘
2. Emphasis on belng responsible for yourself” , 28 | 1 0

“Gotta learn sometime.’
“That was a real good idea.”

3. EmphaS|s on how to take care of your body and how to leam" 27 . 2 0
“That's what we're here for.” o _ o W s
‘ 4."Requirement that you ‘try whatever we: were domg if you 26 ) 1 | 2

want credit for the day? .. .
“l would have given them F’s if they hadn't tried.’”

' | “You might not feel safe like on the tramp.” _
« 5, Personal programs? . ; 25 | 4 - 0
“Have to work to get it.” o
“Very good.” . ' :
‘ 6. Free blay each. week? o - - .| 25--] . 4. e

" “Now it's free play every day.”
. “‘Should have been more.”

7. The teacher talkmg to you individually during the period? | 242 4Y .

“Helped me a lot.”” .
' 8. Having to choose and write out goals to get on your 1 24 4 1

personal program?
“Then you know what you're-doing.” .
“He had to tell that we knew what we were domg i
“If you ‘didn’t you wouldn t know what you were domg

9. Open negotiation time wlth )oumals" S ' 23 s 5 ' 1
‘‘Same as personal programs except no roll call at the end."” )
“Wish everybody had them.”

10. How you got along with other students in this class? 22 | 6 1
- “Some good, some bad.” ' ‘
“Mostly associated with guys I already knew.” o "
) “A lot helped me.” ' ' *
- “Sort of good but not too good.” : Y
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Questions & Comments

Good

‘Don't Kl}ow/‘Care

Ba_d

11, Emphasls on the levels of awareness7

12.

ca

+'So they know where they are.’

“Good—you know where you are like acting like a fool
or whatever.

“Helps in other areas besides PE."" ., .,

Grades based on aftendance? o
“Should'be on what you do.”
“Gotta be there to do something.”

_ *‘Cause gverybody was sklppmg

14.

15,

16.

17.

13.

“Should be based on more

Bemg allowed to sit out w1th no credit?
As long as you didn’t get credit.”

Testmg at the begmmng and end of the year?
“Shows that you've learned somethgng
*Maybe should be optlonaP" :
“Can telf improvement.”

.""See if any knowledge was ggcumulated.”

_“How else would you know how you are doing'?"
“Doc wants to know how good you've gotten
“*Necessary.”’

Optlonal uniforms and showers?
"Should have to dress down but not have to take showers.”
*‘Most of the people wouldn’t come to class if they had
to dress down.” .
“If you want to go around the day musty it's your chonce

‘Domg relaxation and yoga as part of PE?

“Liked it.”
"“Shouldn’t have made everyone do it."
“Doesn’t have'much to do with PE.”

The teacher talking to you as a group at the begmnmg
-.of the period? o

Talked about quite a few thmgs

Should, have smgled out specific people and not waste
" everybady's time.’

“Could have done without it.”

-~
.

21

21

. W 20

19

- 19

19

-19

6
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, Questlons&C('mimen‘ts‘ ' o e

£ a el

| Good Don"t Know/Care | Bad

. T ]
So he could tell everybody what he had to tell.”
“OK if he wants to do it.’
“Didn’t mind it.", - -
“Didn't like it at tnmes but it-did help.”
B Good t6-do so everythmg ‘doesn’t get chaotlct"
“*Some talks I didn’t like.”

g

18. Using the Class Guide to get free time? .

““Shows they've learned most of the stuff through the year.”
““Let everybody on free time anyway .

19. The lockstep optidn?
. “Not too'many liked being called lockstep e
“They have a choice.”
“Always have to do what you are supposed to do.”
“For the guys who didn't want to come around much.”
“OK to help.” ‘ ‘

“Have to work for free time. If you re screwing around you

should be on lockstep.”

19 4 | 6

17 5 7

~

e .
The first open-ended question was: What did you  or more things they liked. Sixteen students named at
like and dislike about this class? All but one student least one thing they disliked. The following items

listed something they liked, and about halflisted two ~ were mentioned mofe than once.

Liked :

Disliked

The freedom (10 references to this item)

The whole program (9)

Weight training (4) ’ ‘
Learning to be on your own, being trusted (3)
Personal programs (3)

The teacher (3)

The journals (2) -

* Having fun (2)

The gymnastics room (2) & . a

. Trampoline (2)

The problem students (6) Do
The lockstep option (2)

Too much time in the gymnastics
room (2)



S ¢
The second open ended Guestion was; What did

' ""fyou like and distike about the tencher? Twenty stu- ™

dents listed at least one characteristic they liked;
seven found:something they disliked. Since thé

" statements were generally positive and in line with

.'L"Iked"

v “He let you go free" 4 references to this charac-

terlstlc) “Good teache (3 references)
\ L

“The way he compromxses and reaches agree-
ments with students”’

“Really neat guy"

“Most of the kids failing or cutting are coming to
this class all the time because.they like it”

Id

“He didn't yell at us or anything"”

“Treated everybody dt//erent knew they were
different”
“Felt more con;/ortable with himthan any teacher
ever”’
“Gave us a chance tq prove ourselves”
“Pretty cool”
“‘Helped me in weight training” .

Gave me confidence
"Approved when | did-well"”
“Unique: never had a teacher like him before”
"“Tries to be a friend”

? 1
O
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o e, [

_the teacher behavior characteristics described in this
mortiograph, | have included most of them below, If -
- they had been ncanNe no telllng whnt I wunld hnvo

don(" s
. ’

"‘Everything é)écépt big talks 'bcifdfe class"

“His patience"’
“Took time for eueryone
“Best ¢ gym teacher’’ . . *

Helped me wlth the Class Gwde to get on /ree
time’'

“The way he handles people”

Disliked

“Poor control of the problem kids for a while"
“All the big talks before c/asg?aiQ

AN

“The way he lockstepped us’’

“If you say you're going to lift weights and then .

change vour mind, he sort of gets mad"”

“Maybe be more stﬁct on the kids an the tramp”
“Aﬁ-ér a while it seems like he's preaching to us”
“Wish he would have had more _time“to help me

' indiUidua'IIy but realize he had a lot of others too™

59
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ke The third open-ended question asked what they
learned in class this year in relation to performance.

) fearned or got better at sport or ﬁtneSS) knowledge

u.:".

?nd relating to others). Despite my goal model and
ubgoal priorities, students named, more perfor-
n}ance changes and Tewer ‘self changes

R (aboutfitness and- leaming),a d self (aboutyourself ’
. : o L. ‘ W i :
3 v _ _ Student named at|Student nhnﬁed a Student named a [ Student named a
;. Changes: least one change | second chliyige |~ third change | fouith change )
. - v R R . i
. " 'Performance - _ . 24 o165 ey 7. 4
N ' ,Knowledge s 26 S S 3 0
a .S s 18 ok 0 0
A . ’l o . ' i - ’ ‘ h‘"':n i
| .
3 Students were vague about how their pérfor- _}‘Léarned_there ‘are a lot of low people.” ’
ce changed, but weight training, trampoline, fit- “Leamned how to stay codl and keep my head.”
A b ball, db " ’
ne,ss asketball, gymnastics and boxing were most ‘ : L :
freiqueﬁtly cited (in that order). They were a bit more - ﬁ;l"he last OPTn —?-r;?:d qujgontsltr;pll(yt:slfd (f;:f
articulate concerning knowledge changes, mention- - other comments een en Ox the opp
ing how fo develop and maintain-fitness, how to tumty to comment. Again, they were generally posi-
weight train properly, what muscles to w'ork and | tive and enthusiastic about the year. Interestingly, no
aerobics r'néslt) fr: quvltl Sample commentS" * one 'seemed to feel that “'balls and bats” were not
, o ‘ qrenty. p ' - emphasized enough despite the typical criticism of
\ . Know'what to do over the summer to keep the ' humanistic physical education as *'not really physical
‘ : bodd’f ’ education.”
\ “Lear‘ned l¢an puH my heartbeatfasterthan what - ,
it goes." . - '
“How go work the wnstf(?rshootmg ajump shot.” ¢ Positive )
“How to bhm calories.
“How festlng and relaxing helps you " lthmkthat the class should be kept forg lot more /
Self change comments focused on level two “who years. .
1 C “ : . ,
am supposed to be” and on level three and were I liked the class. It is different than what | was
particularly enhghtemng to'me (so this is what they doina.”
were learning): | ~aomng.
: i
“Treat people the’ way you want them to treat “It was a good PE program.”
. you " . . ’ Lo
“He made you feel better about yourself.” } "“The overall program is the best I've ever seen or.
, ““The reason we essed with people we knew we been in and I hope they keep it for my younger
) could whip is so. we could feel good."’ brothers who are coming along.”
g

¢

ho)

s
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"We got a good class, he was a good teacher.”
v

“Cool class.” I |

Ut was a great gym class-—glad | transferred in "

“ltwould be good for people next vear. It changes
vou. makes you u better person.”’
“TUA vervunique but good program. All the schools
should take-this program into consitieration. I'hey
« should try it in their reqular classes.”

“Lenjoyed it and learned a lot >

Like (1 the whole year: it was my bust vear in Pt
Al the uthm vears were lockstep.

“Shoudd have something like this f wevery class,

Negative

“"Good class for students above a cortain level.
Those locksteppers weren't mature cnough.™

~ Onthe last day of class Fbhrought ina copy of my
lmol\ Humanistic Phusical Education, which had
beensigned buomy past class at | Larding as well as a
number of tiends and colleagues. All of the students
signed at and some wrote insenptions. | wanted to
share o few of their inseriptions because. although
they are signed T think they add - to the students’
“eealuation of the prograp.

“Doc dtwas a good expenenee: astrange one, but
53()91»%! (Mounce camed a D7 the fust
aradmg penod, an AT the last two)

Matinee”

“Doc I Duweas the pest aye in class oxcept way
Sback an the beamnma of the school vear | hope to
see von Cednie” (Aneedotoes

AN somietime

1

ERIC
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@«

about my struggle with Cederic can be found here
and there throughout the monograph.)

“To a groovin out hip diq it tca(‘,hm: See vou next
vear. Pete” (Pete was referred to his counselor a
number of times by other teachers, but except for
spotty attendance. he did a good job in my class.)’

"Doc: You have been the best teacher | have ever
had. Ronnie™ (I included this one because 1 really
Jleaned on Ronnie all year long, trying to encour-
“age him to quit blaming others for his problems
and get down to the business of solving them
himself. I was surprised at this inscription )

"My favorite teacher Doc: Thanks for the greatest
vear of yym class ever in my h'jg‘: Iearmed more
about myself and coinciding with other people
that aren’t so easy to get along with in the class
than in any other class in grade or high school.
What a success. Rav™ (Ray should never have
beenreferred into my class: he stood out inintelli-
cgence, abilite <leadership and general behavior,)

“To a cool yuy (for a teach). Thomas. Later.'
(Thomas was a second. seme ster 1efcrml )

6. thm reports. The following report was submit
ted as part of a graduate projectin an education class
(not imine) by a Portland phvsical education teache
and coach, alter visiting 1y class and talking indhi
vidually with most of the students about the middle
of the second semestor,

AsTfist entered D ellison's class i nidered
about his teachinas as his-kids were coervwhere in
Some weere plaving basketball
sitting cren Imn_qm_q through a basket. My
thowghts went to the fact that errolled in this class
of 142 were what the counselors at Harding call
SHOSof the freshman problems. Solwent oo

the qum, some

SSone

to b introduced with mived feclinas about the

hids and wehat he had done with them That all

Gg ‘ 6Ol

¢
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went quickly for when Dr. Hellison went over to
them he quietly asked them.to get organized and
for the most parnt. that is what they did. Right after
that the students were into activity and one by one

“coming over to talk to me. I first identified myself

and explained that | was in a class at Portland
State University and we were studying some of the
things Dr. Hellison wasdoing and so my job was to

~ find out what the students felt about what he was

62
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doing --wus it better-worse—or was it in any way
different and if so in what ways. To this question,
all but two answered that it was definitely different.
The two who said no—one was a special ed. stu-
dent and the other seemed to be negative about
the whole affair—or any utlu r affair for that mat-
ter

As [ tried to get into the differences [ got many
varied answers, but the main feeling was that it
was different because of the way Dr. Flellison
treated them. Some of the comments—

“We got to be on owr own”

“He doesn’t treat.us like slabs of mieat but like
human beings™ )

“He never yells at us-or tries to make us look
bad in front of others™
“He makes us think for ourselpes and make our
own choices”
“He treats us all ke individuals™

Icontinued my questions mostly just attempting
to draw the students out a little more and noted
that every response was really positive. Hearing
the students te ling me that his class was quing to
make them better human beings and that they
wished they could have Dr. Hellison teach them
for four years made ‘me have second thoughts
about what was going on in this class. | think the
thing that impressed me most, since T anma PE

teacher, were the statements that thev liked this

class Jooked forward to coming to it, and that

@

‘

they felt good about what they personally were
doing in that class. Two or three went on to say
that they had not had many good P.E. experi-
ences up to that time. Others were impressed that
they were actually learning something while being
a little mystified as to how Dr. Hellison wasdoing
it.

When [ left class that afternoon [ had a super
feeling about what was going on at Harding High
School. Something was turning those kids on to
P.L. and to that class. Whether it was the teacher
or the principles of yuidance he was using is im-
possible to tell at this point of time but it makes you
wonder if these kids would be 85-95% of the
freshman problems if someorie had got to these
kids and gotten their interest in thcm\clucs and
school rekindled.

7. Knowledge test results. Twenty-six students
took both the pre-and post-knowledge tests (see
Appendix. page 79). The median post-test score
was 45 perecent which is not particularly encourag-
ing. although the testis very difficult for ninth graders
who don’tread too well. The post-test scores ranged
from 24 percent (no show Dewey) to 87 percent
(“'mis referred”™ Flugh). All bat three students im-
proved from their pre-test scores, although the me
dian improvement was only 12.5 percent. The im-
provementrange was 17 percent (who was that?)
to +30 percent. A breakdown of the test by -indi-
vidual items shows not only which items were most
influenced by the year's instruction but which ones
students “knew” when they left the class (page 63).

ltem validity (did the question really measure the
concept?) is uncertain, Some of the terms such as
acrobics and personal safety were not emphasized
throughout the year; 1 often used: examples and
slang, anything to convey the coneept. Some of the .
larger changes such as in item 23 reflect conscious -

IR



Item Concept Pre-post change Rough percent of students
Number ' (postive changes who answered item .
N minus negative changes) correctly on post-test
1. Specificity . ....... . ... Ve =2 ... 50
2. Weight control . ... ... .. . O L T0Y%
3. Weight training ...... ... . .. ... .. LK » T 40
4, Weight training ... ... . . ... .. e S 60%
5. Flexibitity - ... ..., e [ T L T0%
6. Flexibility L T 66
7. Aercbics .. ... 2 e 40%
B. Aerobics .. . ... L 85% .
9. Acrobics ... T 06
10.  Abdominat development ... PO 50%
11. Overload ... ... . ... . . . N 2 S0
12. Repetition. .. ... [ L T w209
13.  Deconditioning .., ....... ... .. .. V2o IR
14, Paintolerance ... ... ... ... Eh o 666
15, Motor learning .. ... . T 35y ’
16. Motor learning ..o wd 100% () '
17, Mental practice ... . P3 667
18. “The nner Game™ ..., PR | O 3R, ‘ ’
19.  Individual differences ... . . L 50
20. Motor leaming ... ... . o L 40
21, Leveltwo o oot e 60
22, loevel two . . o SO .
N 23 levelone .. . 2 K . R WA
24, Level three o . Y . 6O
25. Level two e O o F0Y, ~
26. leveltwo ..o R 90

27. I,(’V\’I f()lll e P 0 T, C 200,
28.‘_ [evel two L L Coah . . oo dovy

29, leveltwo o . '8 S F1 O AN
30. Level two 0 - . . R O I, e o33
31, [oevel two ‘ L : | ARG
‘ 32 lovel two e 0 o N (DR
! 33, Level thiee ) o v . S h00,
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emphasis of the concept through the year, but q"ther
changes such as in item 6 seemed to occur without
much emphasis of the concept. An analysis of incor-

~rect responses also reveals what was being learped.
For example, in item 25 six students chose the cor- .

rect response on the pre-test but changed their re-
sponse_to the incorrect” “'you weren't sensitive to
others” choice on the post-test. Although they
missed the point of the question, they did hear some-
thing during the year: be sensitive to others!

8. Self-perception and body-image scale results.
Because the scales were coded by the students
to preserve their anonymity, only approximately

‘one-third of the pre-post questionnaires could be

natched and compared. An earlier pilot study of the
sclf’—'perccption scale’s reliability suggested that a
move of two spaces on the scale would be néccssary
to indigate some change in perception. Using this«
criterion, the self-perception scale (see Appendix,
page 85) revealed positive changes in self-
perception across a number of the categories, but
physical education and athletics did not show greater
{or lesser) gains. The body-image scale (see Appen-
dix, page 84) showed some positive changes in defi-
nition and power duing the year, some negative
changes in body fat and speed, and some mixed
changes in nasculinity felininity, courage
cowardice, flexibility stiffness, and fatigability. In
terestingly (and disappointingly), one student who
worked on karate and some boxing throughout the
year both in and out of school showed negative
changes of three spaces in both courage and safety
(oof!). ' ‘ ' ¢

9. Phusical performance test results. To simplify
and clatify the analysis, a somewhat arbitrary in
mun improvement score for cach test was se
o, at east three situps, at least three
in order to cateqorize students roughly

fected
push ups
mto improvement and no improvement groups. The
resultswere affected not only by validity and reliabil

° <
N
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ity problems with these field tests but also by the
effect of physical growth over the nine months.
Within these limitations, most of the students im-
proved in most of the tust items, with the exception
of the toe touch and body fat. Because students were
being transferred in throughout the first few weeks,
they were only tested on the nine-minute run, the
400-yard dash, the max bench press, sit-ups, push-
ups, bend-and-reach, and body fat. A few volun-

s teered to take some of the other test items just to see

how they could do. (The total test battery shown in
the Appendix, page 89, has been used at Harding
High School since my first full year there, four years:
ago.) The most significant thing to me about the
whole physical performance testing effort was the
students’ response: they did the events without
much encouragement and, most importantly, they
were observably most concerned about their im-
provement, not about how they compared to some-
one else or to the “record.” -

Additional physical performance data were
gathered in swimming and volleyball. In swimming,
squen students received Red Cross-advanced begin-
ner cards and six received beginner ggrds; in vol-
leyball, about thrvee-fouvths of the class demon-
dtrated the bump and set with “reasonable™ profi-
dienew (a little subjective oty part) by the end of a
flw sessions,

10. Personal program and free time tallies and
content. The average attendance in class was about
30 (o little over first semester, a little under second
semester). Eighteen students participated in one-day™
personal prograims (see Appendix, page 74), rang-
ing from participating only once to carrying out their
own prograimn 7 times with o median of 3 times.
Twenty seven students participated in two-day per
sonal programs (see Appendix, pages 75-77), rang
ing from patticipgting twice to 18 times with a nie
dian of T times. (Keep in mind that students were
coming and going during thig time for a variety of
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from those of the contral office. Fifteen of my, s‘téx

reasons.) Twenty students passed the Class Guide
test for open negotiation time and kept journals for
20to 30 days; and two more students passed the test
early and spent 55 to 60 days on open negotiation. A
tally of the content of their personal program con-
tracts and journals showed some impact of their
exposure to new activities such as relaxation, weight

training, karate and gymnastics, but traditional ac- .

tivities were also well represented.

L1. Class attendance and referrals compared to
other classes inschool. Despite one student's evalua-
“most of the kids failing
or cutting are coming to oll the time because they like

tion of the class as one which

it” student attendance and behaviar in my ¢ldss
paralleled their performance elsewhere in school.
Students who cut other classes cut my class, Stu-
dents who were flunking elsewhere were also strug-
gling in my class. Students who were suspended
from school for a variety of reasons had poor atten
dance records in my class. Only in refertals for mis
behavior andin carned personal programs and open
negotiation time did my records”discernibly differ

RIC

dents were referred to their counselors “numerous’”’
times by other teachers for misbehavior, whereas |
had called the counselor only once (not counting
threats to refer!). However, all but one of these 15
students did have cither behauior or -attendance
problems in my class. Well over half of these same
15 stadents earned some personal program time

five clean days plus a contract) and/or open negoti-

ation time (pass a test; keep a journal), sugge sting
that they did apply themselves to sorpe extént in my
class

CLASSIFICATION OF EVALUATION
PROCEDURES

The evaluation procedures lded results which
generally suggest that progress toward the goal
model took place during the Harding project. The
goals and awareness levels received considerable
support, although subgoals were not always sup-
ported: A subjective classification of the 11 evalua-
tiofy proceduges by subgoal appears on pagd6.
ch p in mind that procedures 1-6 are subjective,

l‘l are objective. Yo
Pl
Y
b
S DY .
L W 6Hh




O

ERIC

Aruitoxt provided by Eic:

Subgoal Supported | Equivocal { Not Supported
To feel comfortable in class 2,456 1,3 1
To move toward feeling good about myself and 1 | ,

my body ‘ . 4,5 9 2,38 1,11
To sense my own uniqueness 56 1,23 N
To feel in charge of my own life l 1.5 6 2.3
Not to interfere with the rights of others 3.4, 5 1,2
To give reasons for the choices | make and accept $

responsibility for those choices 3. 10 1.2
To set personal goals and move toward those goals [, 3. 10 2
To show some sensitivity toward. and empathy )

for, others » 3 1,2
To understand basic fitness and motor learnping concepts | 1 2.3.5.7
To understand the search for self-goal model 1 23710 |5
To try a wide range of activities and tests 31.5.9 2 1
Tor play ) 1.2, 3.5 8

7
.
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“Come Walls
With Me

inthe Mud...

. K] !

The purp(».’s‘e of this monograph has been to share
both a human experience with as many of its ups anc
downs as | could capture and a student-centered,
perhaps even humanistic, physical education goal
model A sharing any of my struggle affirmed you
and what vou are trving to do—whether you are
working in the inner city or in suburbia, in a school or
social agency or at home —or if any of my alterna-
tives to current practices in physical education make -
sense to vou, then this monograph has been well

Sworth the effort.

My message, in siinmary, is that our lives would
be enhanced, our hun\nnncss a bit more actualized,
if we would work toward an integrated self -body-
world connection, a sense of community with others
and a plavful spiritm physical education. Tn short, we
necd toanove bevond o balls and bats otientation
Fhe gquim has got to become Qg ‘omfortable place to
b, a sanctuary |w1h.1])s where students foel froe to
explore their connee Il%v\llx to their bodies and toph_vs
wal activities and whele teachers can freely interact
with students, canng and sharing who they are and
encowraging studentsto do the same. There must be
~uticient permission to allow the development ol

teaching learmma as o wholistic interacting, explo

ratores open skilled artistre and to enable each per
son’s it tounfold s an ongoing process, astugale,
A VISton » '
Howevar focus s also necessay to be certain thy
nohtguestions are bemg asked. that students (and

N

Q
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teachers) are really moving through the process sug-

gested by the goal model. Four levels of awarehess,

some curriculum icdeas and teaching methods, and
specific goals, strategies and c\*uation procedures
have been devised for greater Yocus, and much of
this monograph has been devoted to describing
these focus ideas. For some of_yoil, lhaven't focused
enough: the guidelines and bgundaries are still too
loose. Others will feel constrained by a list. of 12
subgoals and their accompanying strategies and
evaluation procedures. [ can only say that ['ve taken
you as far as | have qone. You may choose to'stop
anywhere along -the way, go beyond what | have
done, or not take the trip at all.

If you do decide to implement a picce of. this.
model, you should feel absolutely free to try what-
ever appeals to you in‘your own way. One elemen-
tary school physical educator in Portland’ s inner city
liked the open negotiation option with Journnls and
implemented this feature alone at the bcgmmng.nf
the vear, ignoring the Clnss’(hxidv test, personadl

““My message, in sum-
mary, is that our lives
would be enhanced, our
humanness a bit more ac-
tualized, if we would work
toward an mtegrated
self-body-world connec-

tion, a sense of commu-

nity with others and a
playful spirit in phygical

.education.
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“The gym has got to be-
come a comfortable place
to be, a sanctuary per-
haps, where students feel
free to explore their con-
nections to their bodies
. and to physical activities
- and where teachers can
freely interact with stu-
.dents, caring and sharing
who they are and en-
couraging students #o do
. the same.”’ ‘

program contracts as a preliminary stage, and all the

gest. He says it worked and that he will continue to
useit At an intermediate school in suburban Port

Jdand, a few minutes of cach day for about 15 days
were devoted to a variety of self-body-world-connee-
tion discussions and exercises. At the end of the 15
days. students wrote and carried out their own phys-
ical education programs for a week. The teacher
reports that: . "

< -

Eoaluations revealed an overwehelming love jor
their own programs. Probably ninety per cent said
thee would like to do it again. |'think some Kids
tnderstood the connéction betweeen their uulm":
and qoals and their programs, but most need to
spend more time to make this connection.

6HR . '3

/.

Two teachers in this school also decided to devote
one day each week to play, calling it their freak-out
day. A suburban high school with an elective physi-
cal education program has used personal program
contracts by modifying the personal options for each

‘activity. A community-based career education pro-

gram for dropout bound high schoo! students com- .

bined the personal program contract and the open’

negotiation strategy with some of the evaluation
procedures into a unidue approach for conducting
an individualized community-based physical educa-
tion program. A cardiac rehabilitation exercise pro-
gram is considering writing some of the setting and
teacher {staff) behavior strategies into its protocol.
The cognitive subgoal of understanding fitness
and learning concepts has been adapted for use in
several schools. | have even used thre goal mbdel
with individual adults who come to mysffice seekinty.
physical education counseling. At Floover School,

program goals taken directly from the goal model

were converted into competencies with perfor-
mange inclicators. At Harcling, a modified form of the
model has been in operation for four years, with
each year bringing changes based on th¢ pgeceding
vear's evaluation as well as imput from the mSvdcl asit
is altered from year to year. Next year some of the
concepts and strategics reported in this munngriiiwh
will be added to the regular progrom. Recently,
humanistic physical education was named by the
Harding administration along with reading and
mathematics as the three major goals of the school (a
first, | think)!

Every once in a while, Treceive a call orletter such
as this one:

.

- hworkinan old county deténtion home., I have
one howr adav. Fhere are no qum facilities except
for a room downstairs the size of a master bed-
room. | have three to twelve kids (male and
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1
female) at a time for two days through two weeks,
sometimes two months. | need your help.

And 1 thought | had problems! My feeble response:

I think what.I would do in your sitwation, facing

transient students in a master bedroom. is to
" categorize activities into fitness (pushups. run-in-

place, etc.). body awareness (relaxation, voga),
skill development (throw for accuracy, etc.), and
games {use your imagination: modify volleyball,
etc. to work in your setting with your equipment).

Try to expose students to these categories, then let

them chogse what they want to do (after they

have gone through the exposure). This could be a

real zoo in your situation, so you may want to

require something before they are allowed to.
choose (like reasonable behavior), or you could
spend the first half period exposing them and the
last half allowing them to choose if they handled
the first hal]of«w. Along the way. you might want
to slip in some points such as the difference be-
tween work and play. how self-improvement
makes us feel. how we all want to “look gqood™" in
front of others, how our background affects what
we do, ete. '

. [
. -

It vou decide to use a picee of fhe model, try it on
varit best class and for a predetermined period of
time. Then evaluate: Then adjust and expand (or
retrench), slowly, carefully. And before you do any-
thing. assess both your energy and courage. You will

need plenty of both to try something new and dif
torent and to sustain vour changes in the face of the
“energy drain of after school coaching responsibilities
“and the potential resistance of students who may
want to (l& what they are used to doing, other
teachers who ‘may be threatened by qoals or
stratedies which don’t matehi their own, parents who
may resent intrusions into then competitive sport
value systems, ald adnunistrators who may perecive

¢

m"l‘
L

o

“In the end it comes back .
to sizing up vour own
uniqueness'and needs and
connecting vourself to
students, to the world,

¢

and to physical educa

b4 :

tion.

what you are doing as “inaking waves™ or *‘rocking
the boat.”

You must decide not only whether any part of my
model makes sense to you, but how badly you want
to make a difference in other people’s lives and in
your institution (school, agency, home), whgtherit's
worth the effort of examining your priorities, exper-
imenting with new ideas, standing up for what you
believe, facing criticism. You must decide whether
you have the kind of courage that runs through
Solzhenitsyn’s books to carry through your profes-~
sional decigions concerning your role and goals. Solz-
henitsyn argues that man knows good from evil
but needs courage to act upon his knowlcglg‘;u: “lfwe
lack courage, then let us stop complaining that we
cannot breathe. Foritis we, ourselves, who refuse
breathe. " You must also decide whether you can
find the energy that E. F. Schiimacher refors to:

You must not be part of the problem, vou must be

part of the answer .. No, you must not be part of

the problem, period.. Whether you can be part of

the answer depends on a certain element of
- surplus bouvancy, which then expresses itself in

cheerfulness.

In the end it comes back to sizing up vour own
uniqueness and needs and runm'clingyynursc!f to

69
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students, to the world, and to physical education. If
the process is meaningful to you, if it matches your
struggle to find yourself and your relationship to
others, you will find satisfaction init. If yourgoals are
met in working with alienated (or other) youth in the

_ gym day after day, that is encugh. On the other

hand, as Hugh Prather has said, “Surely this must be
an ancient proverb: If the situation is killing you, get
the hell out.”*

The world, and within the world the gym, is hu-
man. Goal models. Jevels of awareness, subgoals
and strategies help focus our attention on the issueb

~J
’ ~
P
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but cannot really capture the huma'} process, a
process Denton refers to as “magic;"Wh Prather
(again) says so well what [ felt as | tr'%&/fo put my
experiences with alienated youth into words:

Ideas area clean. They soar in the serene supernal.
I can take them out and look at them, they fit in
.books, they lead me downthe narrow way. And in
the morning they are there. Ideas are straight—

But the world is round, and a messy mortal is my
friend.

Come walk with me in the mud . . .°
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-~ othee again of his often-latent talents.

It’s October, the leaves are falling and so is the
rain, as | make my way through the drizzle, around
the puddles, and into one of the side doors at Hard-
ing High School. Shaking off like a dog, | don’t see
Ronnie who is grinning ear to ear. We touch, be-
cause a few months have passed since ['ve been in
this place, and Ronnie is now a sophomore. “Are
you staying alive?”” | ask. “I'm doing good,” he
replies, smiling. “'l show up all the time and my
gradesre better. | got-to'go to class now but come
back and see us, will ya?"' [ wave at him, start down
the hall toward the curriculum office. and, still look-
ing back, bump into two huge bodies blocking my

path: Hugh and Dan w,vho want to tell me what their
lives have been abolit lately. 1 tell them they've
grown, we laugh, they're off. Finally [ squeeze

.through the mob scene and into the curriculum of-

fice fof my meeting, but the door opens and a grin-
ning black face pokes inside. “Joree!” I cry and |
Fustle hin oufside the office. ‘1 saw yougointhere,”
he says. "Tell me what's been going on with you,
man:” | say, using my hippest language. *"Busted
once for smokin® dope. Suspended for a few days.
Otherwise, it's been okay.”” We talk a bit about
sipoking marijuana.on compus, and I remindshim
‘It was dumb
he agrees, 'But I'm doing better this year.”

It's two, weeks later, outside the Flarding gym
between Sasses. “Hey Alonzo, com’ere!” 1 shout
across a steady stream of students. Alonzo strolls

s
%
-

#

smilring bas'ﬁml;z, we stumble through the
“How's it goin’?"’ | ask.” *‘I've

over,
black handshake.
heard good things about you in school and in foot-

ball.”” “Yeah,” he smiles again. “Things are goin’
real good.” Before [ can respond he turns away and
disappears in the crowd. Down in the locker room |
see Ray, my non-alienated youth in last year's class.
He spots me, comes over, we exchange some
words. “What’s wrong?"’ | ask. Tears come to his
eyes. "‘My dad and | . . . it's not so good . . .’ His
voicetrails off, [ grab hls arm, squeeze it, tell hnm “Tl
be around.” ~ .

People often ask me what | expect to accomphsh
with a bunch of kids identified one way or another as
problems whenl have them for only a year and don't
get themi until they are 14 or 15 years old. Don't they

slip back into old patterns? Do they really transfer:

any of what went onin your class to their lives? What
difference does what you are doing make in their
behavior? | respond that an hour a day for nine
months isn't much time, especially when they al-
ready have 14 oy, 15 years of programming behind
them. And [ don’t know if | made a difference in any

of their lives. We have some data, of course, which

suggest that some changés took placecthroughout
the year. The students felt that some changes took
place. [ felt that some changes took place. The tests
showed some changes. But when that class is just a
memory, has anything really stuck?
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“What I hear them saying
to me, more than anything
else, is: We remember that

vou cared about us, that

yvou had an ‘irrational in-
volvement’ with us; we

‘know’ that we have the

potential to be better than
we are; and we are trying
to take charge of our-
selves, at least in little
ways. That’s about -it.”’

[
&

3

As is my habit in years that I'm not teaching at
Harding, 'feturn to visit-old friends and to talk with
my former students. The year following my alienated

~vouth project, I bumped into most of “'my" kids at

one time or annther. What | hear them saying to me,

more than anything else, is: We remember that you'®
cared about us, that you had an “irrational involve-
ment” with us; we “know’ that we have the poten-

tial to be better thanwe are; and we are trying to take

charge of ourselves, at least in little ways. That's

about it. That's about what remains, at least on the
surface. But maybe that's enough. At least T know
that it is enough to motivate me to try another class

next vear at another inner city high school, this time .

coed. T guess that says something.

72
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PERSONAL PROGRAM CONTRACT
ONE-DAY;PROGRAM -

I WANT.TO ((fillfiﬁ';your activity choice): ’ ’ )
Woark on a sport. Qki“' '

Wnrk on my ﬁtne»s o

Work ()n mv U)mlmnvv xkrlls

N - L
LA ' [)() body -wvare wsx uxmdsc

,‘ l g -"._ "}5\3} P]av ‘I ‘ ) -
’ e Other. -~ °’ o N
R IN ORDER Tb\; L : o

¥ - N 4

\ v . Impmvc my hcdlth ' ‘ "

. b 'lmprovu my physical appearange

Jm[)mvc my personal safety
Wm more often
' Cypnprove my talents
’ ' Have fun
Re with mu friends
. : «} {elpr other stude nt\

IF YOU CHECK ON ME, YOU WILL SEE ME D()IN(,
Y

N
%

AV . - ) - '(‘) )
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. PERSONAL PROGRAM CONTRACT
TWO-DAY PROGRAM

’

1. FOUR AWARENESS LEVELS: WHERE ARE YOU? (Check all that apply to you)

N ., lam 1 am ) ' o ; T
here "working - ' - ' . * _
' onit * R \ ' @ .
N - LEVEL ONE: No Awarengss . - .
. . ,
. Ny - -+ Doing what I want to do when | want to do it
~ Play :

, '. LEVEL TWO:-Sul’f-B()dy Awarenesy )
' WHO AM T2 . e,

. . ] .
My unigueness
t.
—_— My need to ook good™ .

Playing the mh (hard quy hcd(llmnqu loc k«.tnp]wr ete.)
L()\u ring up

; o . Wi !('),AM l SUPP()SED TO BE» . o
VAR ) Being Programme d R :
‘ The uq)umtmn«. of othe ry” cT
. / L . ”u, influence of your fnuuls ndults closeto you, and
o cultural or sub cultural values f o
. ‘ WHO CAN | BL? .h'
. a k § ‘, .
My potentials and limifs
N . ‘ Ch()()sino«} to bc,physi(‘d'! or non-physical
' Choosing to specidlize or generalize -
: : i .5
< - I WHO DO | WANT TO BE? o
N ' » “Making a plnn .
D Cdrrwnq r)ut m\,' plan - v -
[ " R
) : .”'LEVEL WREE Sdf uthu AWATCN eSS
- S 'U.UW uul I help others? o 4
' L eHow can othura hdp he? ' ) .
s - i . .- . .
( . : ' : LEVEL“’OUR; [mugranon {of the first three awareowss luvul&),*
P : . o S . C o ..
: , , L .-u . i ov\". o \',)3 .-‘u. .
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1. CONNECTING PERSONAL OPTIONS TO PHYSICAL ACTIVITY CHOICES (draw lines from you
goals to those activities which will help you reach your goals), @
 PERSONAL OPTIONS : " PHYSICAL ACTIVITY CHOICES
HEALTH. 7 % Stretching exercises
Aerobics - S « © . Weight training
Flexi‘bili; Croorrrrrrrrrrmrrrr 5 » Push-ups, sit-ups, other cals
‘Re]axaﬁin ........ R S X « . Gireuit training .
Weight Control . .. .© ... ..., R < Fedoggg o
: : % *Running-in-place
. SAFETY: B lnte::jelt/rgng .
: v Speed - . y % Pos exercises .
. oo Szengt.h‘ """""""""""" S ;< x , Relaxation/body awareness/nmagery
‘Self-Defense . ...l X - Yoga
Water Safity : L % Self-defense
R R TACRREIEE < Karate/kung fu
" APPEARANCE: . “ % Boxing
Muscle bulk . : . % Wrestling
el bul e ........................ . K < Swimming skills
Weight eocn'irol """"""" S g x  Swimming fitness
Posture A K % Trampoline/mini-tramp
Posture. RERISEREE SRREEREE « Gumastics o
ACHIEVEMENT: < Faptball o .
" Being competitive’. ... ... x : Egglie;ball T - .
Developing courage . ... . .. P 4 soaske o :
Taking risks . .- % -/ Volleyball :
SKS ST " /. Track & field _
Developing talents . ... ........ ... ... .. = /<" Baseball/sofiball *
Feehng better physically ... 2. .. ... ... X © o Paseba ':.Mﬁ <,
. v Tennis
PL-AY: R _ .~ - Golf ‘ ” . o
- Have fun , » < Handpgu i oo
Be Creatlvé. - ,rn ................... I., . /. w Balange exercjsfgs' . .
» e T “ < Agility exercises. - _
A . ; & . -« Speed exercises = [~ \
R - .
5 .
o #
N t
. 76 §4
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l-ll.h PERSONAL PROGRAM BASED ON MA'I'CH[N(] PHYSICAL ACTIVITY CHOICES & PERSONAL
OPTIONS , )
First day:
First fiftcen minutes
Activity :
What Fwill be doing ) .
4 : ,
.y ’ o e '3
My goal v -
. . . "8 s
v How F am going'to measure my progresd .
- e N \ ‘. .. ' ~
¢ | . v, - |
'Second fifteen minutes a 5‘ 'u[A N .
Activity , ‘ 1' : A R ) '
4Whnt [ will be doing “\ ) >
.Y .
u}‘:}' . . . N2y
. A '
My goal g . L ‘
g o * e, . A
How [ am going to measure my progress . N i
. : - , - . ]
Y - @ o '
- ) : coet ‘ T’;}*-\«. o o n -
Second day: ) B s " :
. M 6 -
Firstfifteen minutes: ’ - ¢
1S S — S LA
What | will be doing /
’ \ \ : N .
My goal ¢
- 77
. 85.
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o How [ am going to measure my progress

. .

Second fifteen minutes

Activity J
What | will be doing
r J'
My goal
How I am going to measure my progress
L4
IV. "PE TIME PIE
The pie represents the time you spend on your
personal program. ' Divide the pie into the following
sections. Omit any section tat you do not want to
spend time on. See example. :
Self time (health, safety, appearance, achievement)
Down time (rest, relaxation)
Self-other time (sharing, helping) ¢ Example

Play time

78
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KNOWLEDGE TEST

1. The problem with developing an exercise program to get in shape is:

A. You need to go out for an athletic team to get in shape o =3
B. To improve you need to work out every day

C. To get in shape requires running at least two miles cvery other day

D. Getting shape only happens to those muscles yo%x work on=

. D

2. Which of the following is the best way to lose wé/ght through exerclslng?

A, bwcutmg . #
B. Any activity done long enouqh to buyn calories '
C. Sit-ups 7 .

5 : D. Running 5 miles every day .

B

3. Whichof the followingis the best way to build the size of yot’nr muscles in weight training?

- >
A. 4-5 fepetitions witheas much weight as you can lift .

A B. About 10 repetitions using the proper technique fer lifting the weight
C. Do the repetitions as fast as you can
D. Noné of the above

4. Wh).h of the following is the best way to improve theshape (not the size) of your muscles in
welgh} training?

A. 4-5 repetitions with as much weight a's‘you can lift v

B. About 10 repetitions using the proper technique for lifting the weight .
C. Do the repetitions as fast as you can

D. None of the above

5. Weight training exercises can reduce your fléxlbllity unless:

A You lift light weights
B. You go through the full range of motion for cach exercise

B C. You do bench presses
. D. You lift heavy weights
. " 6. Slow stretchingauithout bouncing is helpful in:
A Preventing and reducing sogeness l
A B. Preventing injury that sometimes happens in bouncing exercises -
C. Both of the above . ’
D. None of the above -
»
Q »7 : 79
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7. Aerobic fitness lcan be achieved in:

A. Jogging -

B. Running in place
C. Interval training

D. All of the above

_'8. The best kind of exercise for‘lmprov'lng your heart is:

2

A. Stretching
B. Aecrobic exercise
C, Sprinting
D. Weight training

. . . .l
9. In order to be sure that you are doing aerobic exercise; you can:

A. Stay relaxed
B. Check to see, if your muscles are tired
C. Make sure that you are out of breath at the end of your workout
D. Take your pulse rate to see if you are staying above 150 beats per minute
10. In order to lmprove your stomach muscles, you n& to: p
) ‘ . .
A7 Bend -at your hips
B, Curve your spine forward " »
(C. Kegp your legs straight: ’ i .
[7. Put your hands behind your head . on . ' .

11. To improve muscular fitness, you need to overload the involved muscles, which means:
' 9

R

A. Todo more than you feel you can do
A B. To take adequate rests during you'r workout
C. To do whatever feels comfortable
. D. To work until you nearly pass out : e

12. To improve your fitness, you need to:

A. Hold your breath while doing the exercises ° :
D B. Do the exercises for at least six months straight -
! . - C. Do some exercises every day . o .
B. Do the same exercises over and over '

13. Your body begins to decondition (get out of shape):

A As soon as‘you stop exercising
3 . B. Only if yoy stay in bed jm a week

3
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A , -
C. Atfter six months i Vo

[) Never, because once you are in shape you stay in shape
14. If you have good pain_ tolerance, you will:

A btop when it starts feeling unmmfortahlc
D B. Yell when it hurts .
C. Be able to take m more oxygen
D. Keep going eyen when it hurts : ) .

15. Which of the following Is the ﬁrst step in learnlng a new skill such as the basketball jump
. shot? ‘ . .

A. Watching the skill being performcd by a good athlete
B B. Getting a picture .of the skill in your mind
C. Practicing the skill gver and over
D. Reading about the skill

.~

-

16. In order to improve your skill, you 'need to:

A. Practice the same skill over, and over

A B. Read about the skill e o .
' C. Watch the skill being performed by a good athlete
. D. Go Joggmg regularly : ’

17. Golng over and over in your mlnd a sklll you would llke to learn to dg better will:

A/Not do anything to help you learn the skill bettér
C B. Felp you to achieve aerobic fitness . \ v .
C Heélp you to improve
- R . Hurt ybur performance of the skill '

18. A good way to perform to the best of your ablllty whlle playing a sport is to:

A. Go over all the things you have learned while. you are performing

C B. Criticize-yourself when you make a mistake while-you are performing .
C. Concentrate on one thmg and forget everything wtse while you are performing
" D. Think about what you re gomg to do later that night while you are performing

19. The best way to learn a skill is by

. A Watching a délmonstmnon

e D ' B. Looklng at plctures in a book
" C. Trying different ways until you discover the right way - -
D. There js no one best way; everyode learns differently '

\\ - . ‘, o 89 _-_. " . L a1
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20. Which one of the f(;IIowlng is not part of Iéamlng a skill?

A. Get a mental picture

B. Feedback

C. Practice |

D. Al ol the abovo are'part of learning a skill v

D

21. Which of the followlng is a person likely té do lf he doesn’t feel good about the way he
' performs? .

A. Make excuses ' ' - o ~
B. Feel sorry for himself '

C. Get angry and argue a lot
D. /All of the above .

22. How itportant is it to feel good about yoursélf?

_ "A. Not very important . : A
C B. Important only if you want to be popular -
‘ -~ C. How you feel about yourself affects everything else you do
- : - ). Good feelings don't have thuch to do with good performance
T . '23. When a person has no awareness (level one), he will:
A P]dy . '
c B. Do what he wants to do when he wants to do it
C. Both of the above . .
D. None of the above : ' :

' :
24. When a person has self-other awareness (level three), he will:

A. Use others to make himself feel good

B B. Share with others and care about othgrs
C. Play with others.
D. Makera plan for himself

23. Your feelings of personal safety could get in the way of feeling good about yourself if:

A. You were very competitive - :
B. You didn't think you could protect yourself very well

C. You weren’t sepsitive to others
. D. All of the above -

26. Physical fitness can help you: _
" A. Improve your physical health and physical appearance

. | Y90
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I .
B. Improve your relations with others
C. Learn how to ‘‘get the picture”
D. Make excuses

27. Beling Inteqréted (at level four) means:

A. Playing

D " B. Relatmg to others .
C. Making and carrying out a plan for yourself - N
D. Domg all of the above '

. 28 Sport can help you:

A. Feel that you belong
B. Learn to play
C. Feel like a man

~D. All of the above

D .

29. Body awareness involves:
7 : L ’

A. Yoga
C B. Relaxation
' C. Both of the above

D. None of the above
»

30.\Which of the following statemegpts about you and society are true?

M }‘ Socncty s and, locksteps you to some extent
D . B. You are dif Tey ~Jrom everyone else, at least in some ways.
“C. Ifa person d g;;sp 't take responsibility for, himself, then society has o do it
D.-All of the abo

31. What has to be\&resent before a person can really choose for himself?
} .

A, He has to feel good about himself

"B. He has to be aware of the choices that are available to him

C. He has to be responsible for his choices -
D. All of the above :

D

32 Why is it nmportant to be able to take charge of yourself?
' A To be able to’ win more games ¢
B. To help you feel good about yourself
C. To help you betome the person you want to become
D.

All of the above

C -

e
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33. Relaﬂng to 3thers in physical education involves:

A. Helping others to learn’
B. Caring aboty others’ feelings

D C. Nat interfering with the rights of others- !
D. All of the above o

»

BODY-IMAGE SCALE v
\ MY BODY IS:

Well-defined .... : U R

Gradeful . ... .. . v : S
Slow ... ... oo o : L T S
Fit ! : : ~ '

Easily fatigued . . .
Flexible . .. ... ... ‘
Tolerant. of pain ..
Sick.......... ..
Free .« .. ... . ..
Coordinated ... .4

Courageous . .... ... . .

Feminine ... ... g« . oo o
; Safe ...... ..., - . el
L . 4

Weak
Thin T

..Poorly defined
Awkward

Fast

Unfit

Lacking in power

.. Clumsy -
. .Cowardly

Masculine

84




SELF-PBRCEPTION SCALE

In combarison with other people my age and sex, | would rate myself:

1

)

1. As a student as S G AA A |- BA P
2. As an athlete as "8 G - AA A - BA p 1
3. As a leader as 3 S G AA A " BA P
\4. As an auto mechanic ‘as S - G AA A BA P ]
5. As a money-earner as S G AA A BA P
6. As a friend.as" s | .G AA A BA P
7. In mathematics as S G . AA A - |. BA P I
8. In social studies as ‘S G AA A BA P Y
9. In physical education as S G AA A - BA P |
10. In reading as S G AA A " BA P !
. I
S = Supgrior
G = Good
AA = Above Average
A — Average
BA - Below Average -
P = Poor
| = Inferior

85
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! SELF-REPORT o o o
, Name _ .~ . ‘ ; - ; A
Please answer thefollowing questions as honestly and completely as you can. Read over the followmg list of
x ‘ activities before you begin. v L i ;
had Archery * X Golf (regulation) ' ":;iikiing, snow
- Badminton ‘Golf (miniature) . o “Soccer '
T . Basketball : Gymnashcs ¥ "-Softball
'Bowling _ e Handball racquetball squash * Swimming . : .
Boxing . P - Horseback riding * o - Table tennis
Canoeing & kayakmg ‘ Karate : - . Tennis'
" Cycling (bicycle) . Rec. games-—b1|hards, & . . Volleyball
Dance o .. shuffleboard o .~ . Walking-hiking
Exercises (condmonlng) "Running & jogging ; " Weight training
Fencing -~ K Scuba diving : - (resistance exercise)
Fishing. "~ =~ Self defense ) Wrestling - 5

Football (touch) : ‘Skate—ice " - . Yoga
Skiing~water .
I Ifewher of your parents or guardians now partncxpate or have participated in phys%al acnvmes please list
the activities. . . _ Co

T

v . /

2

.

. 2" lfany of your brothers or sisters now participate in any physical activities, please list the activities.

'
s

" - . 3. lIfanyof d est friends now participate in any physical activities, “please list the activities.

86 , : N VA ®
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.

. List any physlcal activities you have participated in on ‘your own time (after sch()ol on weekends etc.)

g

ERIC

Aruitoxt provided by Eic:

on a reé{lar basis in the last couple of years.

List any physical activities, skills or abilities that you do well.

b4

? . - 5
. J ' A
List the physical activities, if any. that you like best.

3

-

and
List any new-physical act»lvmes that you would like to learn, or activities you would hke to learn to do
better. ‘

-
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Check all staternents which describe how you feel about each activity listed to tlw left. ‘ e
] 3 A .
"9 AN ‘ .
3 ' - Y
s » ,Q 2, *y m - .
3 K £ & sy 5
& 2 .8 = T o i @ g
. 2] . e o R il . .. '
. O - o o] o S o " S 0
. 3. -8 S = B R I !-ﬁ 28 S
: 2.3  E 2 & 2k [Peo & v 2
T 5o ot o C & > = Z m 215
f i £
43 ag | & & &% | B3 23 2o
e T 9 G % % E] Y Q- 9 g 9 X B3
(Examples:) O T« T o LT v T g LT
Volleyball -
-| Modern Dance !
A -
Weight Training |’
— o Yed

Yoga

Karate

-

PES
“

(

e
Competifion
Coeperation *

_~Being the leader

" Risk-taking
Concern for others

Fun
..Honesty
Love

Looking go';)d in front of Othéi '

In sport, my goal is*
. To beat the other player or team

88

Read the followmg hst of words, Mn rank 1 2,3~
the two or three that you fev!fmost often guide your - . -
behavnor toward’ othej,m phyS:cal education.

>

Read fhe followihé statements (two gro-hps) then .
rank them (1, 2, 3) in order,of your current behawor “
(not what you ought to do™) for each group.

To play the game fairly
= _To play as well as | can

Making friends
Being the best
Being myself

Being helpful
-Being harmful
Being neutral

Specialize in one activity
Learn a variety of activities
th do anything with my body

~

£

In physical education, I am interested in ‘

In physical education, I an\i i_n.t'erested,in"

In physical education class, I would rat‘h“er
. o

Fr rom Harry Webb Professionatization of attitudes rowurd pldy
ined. Gerald S. Kenyon' Aspects of contemporary sport sociol-
ogy, (€hicago: Athletig Institute, 1969), pp. 161.178.

. ’
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PHYSICAL PERFORMANCE TEST BATTERY .

'
L

>

_|IMPROVE-

EVENT. | FALL | SPRING MENT._ |

v . Max Bench

;PUSh_’upsv.'~ | | | N P
Sit-pgs (2 min) | - -
9/1‘2 mi n rﬁn'
400-yd. run
40-yd dash (Running Start) -

. Yg{tiéql JAump (x bdy wt)
Stork Stand
Agility Run
Tpe Touch
Body Fai (Tric..eps)

Soccer
Wall Volley (30 secs)

Tennis Ball S . 1
~'Wall Volley (30 secs) o : ' _ 9

Height
t ngght.




. STUDENT EVALUATION FORM

. ~
Lt

¢ .
. .
. '
. ‘e !
i
1 “ .
.
'

Date . . .

¢

What did you'like and dislike about this class?

Liked . " Disliked . . .
, S | T
2, v ) 2.
/3' I3 . . . . 3' )
. What did you llke ,and dlsllke about the
teacher?. oo
Liked. . . . Distiked . .
1. S L
B 2 4 2.
3. 3.

What did you. léam this .yéar in clas;s?

Performance (learned or got better at sports skills
and/or fitness)?

: .
1. Co . 3.
.

(N 2. . B 4, -
Knowledge (about your body, 1c\lnout fltness
S about learnmg)"
1.
2. .-

98
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Awareness (about yourself: abdut relating to/
others)? : s

1 . ) 3.
2 4,

Other comments?

What is your opinion of:

Optional uniforms and Don't-
showers? . ... .... ... *.. Good know/care Bad
Grades based on .- .
attendance? ....... ... "G DK/C B
Personal programs? ... .. G DK/C B
The lockstep option? .... G  DK/C ,B
Open negotiation time , 4 |
with journals? ... ... ... G DK/C B
Using the Class Guide T
to get open b .
- negotiation time? .. .- .. G DK/C B
Having to chdose and ,
" write out goals to get
on gour personal ' .
“program? ... ... ... .G DK/C B
-Requirement that you try’ '
- whatever we were ’
doing if you want ) R
credit for the day? . . ... G . DK/C B



[

\
L with no credit? . . J
" Free’ play each wee

_EmphaLis on how't
‘ take care of your ‘bo‘dy

Emphasls on levels of

awareness? e G .

 ' o Emphasis on being
responstble for ‘
yourself? ... ...... G

‘ Doing relaxation and

Y. . yoga as part ofqp[;? G

éllawedﬂo sit- out~ DR R
DK/C‘
DK/C

‘ and hdw tolearn?..... @

DK/C -

DK/C

DK/C

DK/C

I ‘ Testing at the beginning

" and end of the year? ..

" The teacher talking to

you as a group at the
beginning of the period?

The teacher talking to
you individually
during the period?.. . ..

" The,teacher’ S fairness

Hew you got along with
other students in

this class? ............ .

DK/C
DK/C

DK/C

DK/C

DK/C
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INTRODUCTION

PE classes often deal with students ag.if they were’
slabs of meat without heads or brains, Students are
told what to do and when to do it, they are not
allowed to think for themselves or to choose for
‘themselves. In this class, you will be encouraged to
_ think fof yourself and about yourself and to plan

2

your own physical education program. We call these - .

things taking charge of yourself. You may choose: to’
let your teacher do this for you and’ plan for you
without being penalized (your grade won’t be af-
fected), but you will be asked every week whether
you want to start taking charge of yotrlrself in PE.

>
'

- HOW TO USE THIS GUlD,E

r

Thls Class Guideis for those of you who thinkyou
are ready to take charge 6f yourself in PE. If you
think you-are ready to bé on your own——read on.

Here are 32 test i"erps you must answer to show
" that you have the awareness necessary fo really °
- make choites for yourself All of the answers are in

this guide. When you are ready to take the test
“without using the guide, just tell the teacher. If you

- 92‘ : X :';"

100

.
3
.

answer the items correctly, you will ‘be ready to go -
but on your own. If you miss some of the items, you:
will be able to-take the test agam (and again, if.

necessary).
Each of the first 30 test items descnbes a sltuahon

‘All you have to do is match the statement with the
_correct awareness level number (don’t write in the
gu1de) : .

\,;

x
1



. AWARENESS LEVELS '

1. LEVEL ONE: No Awareness
2. LEVEL . TWO: Seli- Body Awareness )

- 3 LEVEL THREE: Self-Other Awareness .
4, LEVEL FOUR: lntegratton

'

B

‘,*TEST !TEMS '

_ .1.,‘ 1 You swtng the heavy bag m the mrddle of a wéight tralnrng workout to cause trouble
. 2.2 .You become dware that your eyesrght is an thented physical trait whrch limits your perfor-
. mance in some sports o : . -
"2 . 3 You are aware that you could 1mprove your htness or your sport skills 1f you wanted to.
2 ' % 4. You know that you could have a healthier heart if you exercrsed aerobrcally L
v 2. 5 Mpuare aware that you are a unique mdrvrdual ‘ ‘
: S 2. 6. You are aware that you could choose to be more compettttve in sport :
‘:' 1. 7. You cut, some of your PE cla\§ses to go to the park ‘ @
. 2 ., 8- You know' that overload, repetttton and specrhctty are pnnctples of wetght tralnlng
\ .2 9. You are aware that learnlng to swtm well might save your llfe some day.
. 110, You make excuses when you don t do well. * " ‘ o ‘
T2 1L Youssee that how you behave and how well you perform is partly the resu]t of your parents your
. nelghborhood and your friends. S al‘t‘ )
. 3 12. You begrh to show concern for your classmates instead of )ust yourself. o
2 T 13.'_' You: see the Jmportance of havmg a good khowledge base " o b
) -2 14 Youcan feel your own need to look good ‘ . _
f "2 .15 JYou are aware that you could bulk up ‘or shape yOur muscles 1f you wanted to.
. 2. -16. \You are aware that your parents want you to be a great athlete
| : 2 | lﬂou are aware that the muscles you use to seta volleyball canbe ldenttfted by feehng them work
S when you set a volleyball " . u , . :
2 18. You know that you could imprque your posture through exerc1s’e N . .
3 .. 19. You understand that other students have rights too. ' L Lo ,.
' ZQ. You are aware, that cbmbattve actwrttes can %lp d‘evelop your courage to\face danger
AT . . LR L \‘ |
- ) R ) : 101 ' R .'_‘ \' ' 93
IS . | : . L |
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I
L, \22 You can choose Specifk; activtties which
JtS YOu know that tiny sensors next to your muscles and in your joints send signals to gour ceﬂtal
. nervaus éystem ‘ : ‘
[24 You begin to do thldgs for others rather than just for yourself

spme. feedback from: somebody

’ 26 You can write your own PE program
27 You c:\‘;ose personal pptions play, and
28 You pléy just to have fun. 1,

_4~

Yoo, : ool . .
1 C. . .r.'u [

will help you reach’ your persona] goals.

| \

! .

~
»

he]p others ‘ <

29 You know that thmkrng about how to klck a soccer ball will help &)u kick better

.2_ ‘

430 You assume responsrbility for the personal goals you have chosen.

"

. The last two questions ask youabout your own personal program

Al

.

LEVELS OF AWARENESS

Look back over " your own physrpal development
First you learned to crawl, then to walk, then to do

* more coordinated movements. At a. later age you

_begin to grow facial and pubic hair. Eventually, your

-~ hair will begin to fafl aut or turn gray. Similar levels of

. - wants or needs all the time unless someone rastricts -

94 -

awareness go ort in you? mind and feelings. In order N

to really take charge of yourself you need to.reach

. adyanced levels of both physrcal development andl
awareness.

'vl.evel One: Nd Awareness ‘

A 1ével one person always chooses to do what he

him.. We all have needs and desires. at any moment
, of our lives—we are hungry or thrrsty wé have a

' :31 Name two or three of your. personal goals in PE,
32 Name two or three physrcal activities that will help you reach your goals,

sexual dnve we want to talk to someone or to go'to
sleep, etc. If you always choose to do what you want
to do when you want to do it without concem for
other’ people and without concern for your qwn
future, you are at'level one. You are like a moth who
can’t resist the attraction of a lightbulb. Examples are

i

- 1 Other students thinkyou should be more aggresslve and you are aware of this pressure on you. i

25 Ydu know that to learn a motor skill you must know what the sklll looks like practice lt ard’ get
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-

" time playing;

your head m@t be the same as tle
b ’ *
- AN St

all around you. Look around-"at the. PE student
. who doesn’t dress down or showér -because it's

" easler not to (even' though sorheone else lell haveto

smell him and maybe mend his clothes), at the stu-
dént who doesn't listen because it doésn’t sound

‘interesting, or who does only what he wants to do
unless he is disciplined or who rips off property of -

another student because he wants what that studént

havior.

There i§, however a positive side to level one. Itis

“ called play, Having fun by playing an active game or

sport is choosing to spend a certain amount of your
time having fun without thinking about the results or
setting goals. It is done with others who have the

\ same goal: to have fun. Another kind of play is
_creative play. Creative play meanstrying new things,

.owns, All of these are exampl,f level one be-

(your frithg
see yourself.as better or worse but the point is that
how you see yourself is not based on facts; it is an
image. It is based on your impressions of all the
experiences you have had (whatyou have achleved,
what talents you have, how you think others sée
you, etc.). Even though your picture of yourself is

“such as anew basketball shot or inventing a new
floor exercise. It also can mean inventing new
games. Agajn, it involves choosing to spend some
his time with ideas as well as activities.

Level Two: lf-body«Awa;'EnesE

Level one is Xo awareneSs}. At level two, you
become aware of m' others, your
needs, how you have béen programmed, the op-

tions.open to you, and how to make a plan for :
yourself. You need to ask yourself four questions at,

level two. - R '/
QUESTION ONE: WHO AK?

The first questlon you ask yourself—and you ve

'probably asked it already—is who am 1? There are

two kinds of answers to this question:

* Thefirs answeris that you are unique, you are not
like anyone else. If you compare yourself with others
you will see differences. You will be better at Some
things, worse at others. However, the way you see
yourself is like a picture in your head. '?gpi%ture in

way others

-

only ;afi image; itis"where-you-look to ‘determine

whether you're doing okay or not. It provides the
basis;for how you feel a’bout yourself:

- We all use-the pictures in our heads to answer the
second part of the “who am 1 question: What do'1
need to do to “make'it” in my life? To survive? To
feel safe? To “look good’"in ‘front of others (to feel
‘good about myself)? To have some purpose for
living?

pictures in our heads, most of us see some things
about ourselves that we don’ tllke We are then faced
with several choices.

shifting the- blamet\o someone or something else

3. We-can try to make ourselves feel good by
making someong else look T——by making fun of

N

103 . B

'. E . X ‘ >

s, parents, teachers) see you, You may -

When we try to answer these questions from the -

ses, which also attémpts to cover up by

\"



~——#——" "the way Someone l66Kks o by telliyng someone

9%

* how we are better than they are. *

4. We can try to feel go,oc'i‘ abdui what we are
good at and try to improve what we don’t do well.

In physical education, everyone canimprove their _

fitness level, their motor skills, their sport
strategies, - their_combative_abilities, their body
awarenesses. And no one is bad at all these things.
Because your self-image is based on your impres-
sions and not on facts, you may find that you can
dp much more than you thought you could. Feel:
good about ypurself is largely a matter of
believing that you can get better.

QUESTION TWO:-

“WHO AM I SUPPOSED TO BE?

Background Influences

You may have rich parents poqr parents or no
parents. You may be the youngest OfSeVen brothers
and sisters, or the oldest or an only child. You may
haye been pressured by your father to be'an athlete,

{c:xiven lots of sports-equipment, or never encour-

afied to play. You may have an overprotectlve

mother or have been on your own on the street
L}

learning how to fight to Survive. You may be black or

white or Chicano. Awareness of these kinds of fac-

tors in your background cah help you understand

, why you héve certain strengths and certain weak-

'\/

~

nesses, why you see things the way you do, and why
you feel the way you.do about yourself- .

Exp_ectatlons of Others._ S ’
An expectation is a goal someone has chosen for
you. If you are a male, you may be expected to be

* tough, aggressive;’ and to get a high-paying job. Your

parents may expect you to get good grades -or stay
out of trouble. Your friends may expect you to
choose what they choose, to 'be cool,”and so on.
What expectations, are you aware of that you Sfe
faced with? From your parents? From your friends?
Because, you are male?

The problem with expectations i is that if youdon't
or can't meet these goals, you terid to feel failure. So
you don't feel good about yourselt. If you are aware

~ofthe expectations of others, you can begin to '

choose which goals you want to try for and which

“you 'want to reject,

Both your background and the expectations of
-others tell you who you are suppagsed to be. You
havefto decide if that is who you want to be. -

QUESTION ‘THREE: WHO CAN 1 BE?

Once you are aware of your uniqueness, of the

impottance of feelidg good about yourself, and of
the influences that are trying to shape you, you can
begin to explore the chgices that are available to you
in physical education.
help you to feel good about yourself, some will be
the same as the expectations of others, and some
you will not have thought much about. Remember:
1) It's your choice; 2) you can’t choose something
you're not aware of.

Before you can choose for yourself you need to be
aware of your physical talents and limitations. You
haUe inherited certain phy51cal traits from your par-
ents. Examples are your vision, your hearing, your
body size and how fast you grow. These kinds of
traits can be protected by a-good diet, adequate rest

ome of these choices will

+
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and exercise, and some ftraits, such as speed-and T3, {Refaxation (belng able to turn the po'w'er to ,-
k‘trength can be improved by specific exercises. For your muscles all the way down) reduces tension

he most part, however' you need to learn to live  on' the systems of your body. , B

with how tall you are, how well you see, how fast you I MYS AFETY A&\ PERSON AL OPTION * : \

grow, etc. If you are aware of these inherited influ- -

ences on you, you will be able to do two things: {1) At certain times in your life your safety depends on :
. You will understand your own limitations in chogs-  being able to react properly to a specific sltuation. - -

ing (if you're five feet tall you will have a hard time
getting/in the NBA); 2) you can choose based 6n
‘your hysical traits (being-short is an advantage in"
‘gymni?tics) if you desire.

Y

You also need to decrde whether you\want tobpa
specralls{ or a generalist. A specialist chooses dne *
option and spends all of his available time tryingto

* carry out that option. A generalist chooses’a number
of options. He is therefore more well- rounded but
not as good in any one area.

p ERSONAL OPTION S ) T 2. Speed may bQ—mpoﬁant in an emergency

I MY HEALTH AS A PERSONAL OPTION 3.  Aerobic capacity may be important in an—
' : emergency :

';o“‘

1L Strength may be 1mportant in an emergency..

. z

_Exercise promotes good physical health which i$ an
“important factor in surviving (liying longer, liying
more fully) in our society.

. L . . ~
S el —_—
. '

4. Self- defense skrlls may be, important in an ‘
emergency. ; , : L -

- - 5. Swimming and ﬂoatlng skrlls may be 1mportant e
¢/ inan emergency. oo ) :

I MY APPEARANCE AS A PERSONAL OP’I'lON

A. Muscle Bulk: .
Weight training consisting ofJngh welght and few -,
Tepetitions (4-6) will increase the size of the mus- -

1. Aerobic exercise (heart rate about 150 eats.  cles being exercrsed if done repeatedly (2-3 sets)
v per minute for. at least 15 minutes) promotes and regularly. (2- 4 days a week). L
weight@ontrol and good cardlovascular ( eart).

health. B. ‘Muscle Shape/Defmitron :
. Weight training or cahsthemcs Wthh work on a

2. Slow stretching reduces and prevents SO eness . ' single muscle group (like the biceps) using many. -

and, as you get older, stiffness. - repetitions (10 or more in weight training) will give .~

1 r . L
o7 . "

SMos L




', board-looking stomach ‘or the *“‘this way to the
o "beach” arm. Again, the exelcises must be done
" repeatedly and regularly-

-C. Welght Control: ’ '
Weight control is a matt}ar of Uurnfng as many ,
calories as'you eat. If you do, your weight will

¢

those muscles shape/defintnon such as the wash-,

- - r&\ain the same. if you burn more than you eat, -

will lose weight; if you burn less,syou will gain
welght Exe;gnse burns calories ‘especially aeroblc
" exercise. . ,

D. Posture
,Posture can be ,impi
muscles that are weak
der retractors (back of your shoulder); the back of
your heck (with weights or against a wall); the
.- inside or outside 6f your ankles {with' toe raises).

N

ved by exercising those

lower back by balancing the strength of your trunk

and imagining yourself fo have the kind of posture
you would like or by imagining a specific change in
yourself- (tuch as your spme straight as a board).

0
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for example, your shoul-:

area. Posture can also be improved by relaxmg»

.- Sit-ups help to reduce swayback (lordosis) of the -

. A Being Competitiuez - LY
-~ Many. of Us have a ne
good as, or better than, other peopl'e Competiti\ie

sport provldes an 0pportunlty to 'do thts inaso- .

P

. cially acceptable way L

)

B Deuelopmg Courage
’ Men in our society are expected to have courage
(be able to fate danger) Those who don't feel

very courageous'and who desire to work on this -

quality (your chonce) can develop courage by

learning how o face ahother person in conibative

activities (wrestfing; boxing, the martial arts, self-
defense). Developing this kind of courage de-
pends on learning combative concepts and tech-
niqtiedand experiencing face- to face’ combét

" C! Taking Risks:

“Another way to" Rrove yourself is by taking risks.
Examples of this are mountain climbers and sky

dnvers but activities such .as the high bar in gym-

nastics also provide some risk- -taking for those
who seek it.

d tor prove: that we’ are fas -

. ACHIEVEMENT AS A PERSOI\{AII‘OPTION B
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D Fitness lmprovement ' ‘ opportunity for self- improvement tn physical edu- :
Sometimes we just want to see ourselves get bet- cation. , .
, ter at something It's not important to be better . ' N .

H. FeeMngs lmprovement
Every time you move, tiny sensors next to your

- muscles and in your joints send signals to your \
central.nervous system (your spine and brain). As .

* a result, you experience physical feelings when
you exercise or play. Whether these feellngs are
good or bad depends on you and on the activity.
Some of us get good physical feelings from ane
activity or one ‘part of one activity, others’ from
other activities. It's a very individual thing.

* than someone: else or to break some record b

. Physical feelings -are also experienced after you
finish exercising.or playing. You just feel better (or

worse) as a Yesult of doing sbme activity, even
trophres or break any records, but it does show | 4hou tmay nothavebeen much fun at the tine..

' very good se” -improvement. o ~ Somebeople exercise for this reason alone; it just
! E. Performance Improvemenit: ° : makes their day better.

" Besides fitness, such ‘performance factors as ‘. S
' 'speed balance and agility (the abllity’ to change ( ﬁ B

directions) can be improved by practice and by
*. feedback (someone pointing éut what you need '

to do, to get better). ) S ’ ' s rﬁ

F. Motor Skills lmprouement' . . 2 ‘3

Although not as easy to measure as fitness and wh "

performance Afactors, skills such as the basketball -

jump shiot, “the volleyball bump, the football o f

pass, and the swimming crawl stroke can be im- o "

proved. It takes three things to improve your skill; QUE’STlON FOUR: '

1) you have to get a picture of the activity inyour WHO DO 1 WANT TO BE?

head (by watchmg it being performed, from pic-

turesiin a book, etc.), 2) you must practice, and 3)

you must have feedback (someone or yourdelf <«

pointing out what you need to do to improve). -

Now you are: ready to make a plan for yourSelf ,
But in order to'carry out your plan, you musthave a .
good knowledge base and you must take responsi—
bllity for your chotces

G. Sport Strategies Impyovement:

Sport strategres such as defensive and offensive ; :

plays in“team sports or whe to play at the netin ~  You must be willing to develop 4 i knowledge baSe _
* ' tennis can be learned and provide yet another “which will allow you tocarry out the personal options - "

B Knowledge Base

-
7 B .-.’. .'_ -

- QO




you choose: You can tchoose to,lncrease the size of . -

* ¢ your muscles or to improve your jump shot if you

«don’t know how-to do these things. Thesé principles '

"are bfsic to carrying out the above personal optlons

A, lmprovementln anything physical depends on .

- 'working’ specifically and repeatedly on thosd
muscles or{kllls that you'desire to improve.

B. Muscular and aeyobic fitness can be achlqvea -

only by overloading the specific area,you want to
. improve, For muscular fitness this means doing

more than you think you tan do (both repetitions

and sets). For aerobics "this-means ‘getting your

heart rate up and keeping it up higher and longer

than you are: used to (intervals or sets can be used
' here too).

C Burnlng calories by exercls?ng

aeroblc exercise, will help control bod welght_

D Stretching the muscles is best done By. slowly
stretching them until some pain is felt and then by

holding that posrtlon and slowly trying to stretch .

further ;

1\ : .
"E. The muscles involved in any exercise (sych as
the push-up or bench press) and in any motor skill

(such as the' forward ro}l, jump shot, swimming

backstroke) can be identified by feeling (sensing)
your muyscles -working while you do the activity.,

- F. Motor skills can be improved by identifying the .

muscle’ groups involved in domg the skill (for

o"!

péclally
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example the trlceps and peetaal muscles in
throwing, the wrist flexors in the jump shot) and

then by overloading these muscles through welght
tralning or caltsthenlcs £

G. A motor skill can be lea\rned by g‘g a cor-

rect picture of the skill in your head, by practicing’
the skiil, and by gettirig feedback (what you need

to do to get better).

H A motor skill can-be learned from' a
+gymnatics in our class), from task ¢

' wrestling in. our class), from belng

I..Motor s s}dlls can be lmproved by thinklng about.'; :
yourseif doing the sklll correctly ‘while _you are -
Arelaang P

4

MAKING A PLAN o

Now you are ready to choose ydur own options:

1. Remem ber.the importance of your self-lmage
If necessary, chioose options. that wjll help you to

- feel better about yourself x

2. Remember the" inﬂuences on you, Use your
heredity to"your advantage if you can. Reject

: " those lnﬂuences on you (yout background the
' eexpectatrons of- others) that.don’t make sense to

' .you. Choose options that will meet those expecta-
tions that you want or need to meet.

= 3., Carefully look over the hst of personal options'

\

(asin '
(as ln .
basketball in our class), from having a problem to :
- solve. (as

_shown an orrected {asin volleyball ln ourclass). -

s
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4. Choose_personal o;ﬁtions which you have a
knowledge base for or which you can help to do.
5. Choose physncal activities that will help you
meet your personal options.
CARRYING OUT YOUR PLAN -
- Choosing personal options also means being re-
“$ponsible for the options you have chosen. It means
makifig progress toward these options. Of course,
you will change your options as you gain new
awarenesses, but changing before you make much

progress toward them shows that you probably did
something wrong when you chose.

You need-to have some way of measuring your

progress, such as best out of 10 shots, number of -

) repetmons you can do, or someone’s judgment of
your performance. Then you can keep your own
record of your progress. If your goal is to pldy or to
feel better physically, you can record whether you
really had fun or whether you 2id feel better from
doing the activity. You may want to block out some
time just to.have fun without recording.it in your
journal. Anyway, keeping a journal is only a first step
in accountability. Eventually, you won't need your
journal because being responsible for your personal
options will begome a habit, a pattern in your life.

T T

Level Three: Self-Other Awareness

Level three. behavior begins by respecting the
rights of others. That means other students’ rights to’
learn without being hassled and teachers’ right to
teach without being hassled. No social unit—whether
it is this class, this school, your neighborhood, the .

-

.
cnty of Portland—can withstand too much harmful
behavior by its members. To help stop harmful be-
havior, social units make up rules and laws and hire
policemen.

Besides harmful behavior, members of a social
unit such as this class can be neutral. Belng neutral
means staying out of the way of others; it méans not
being a problem to either other students or teachers.
To really be at level three, however, you need to do ’
more than be neutral. You need to be:helpful. All
social units need at least some of their members to be
helpful in order tosurvive. Being helpful means
reaching beyond yourself, beyond improving your
self-image, beyond the influences on you, beyond
personal goals. Being helpful means really trying to
help someone else just because people are worth
helping, because you are not the only important
person-in the wxrlg The question ‘‘how can 1 help

" others?”’ can be argwéred in a lot of ways: by helping

another student {0 ‘learn something: you already
have learned; by telling another student that he is
doing @yood job or'that he has some good thlngs
going for him; by tuning in to the feelings of others
and reaching out when they are unhappy or in trou-
ble; and eventually by committing yourself to help-
ing all people everywhere.
When you help another person, you begin to .

reahvze that he has feelings, a self-image, and a per-

[ sonal plan gust like you. It becomes more difficult to

be harmful to people you know in this way. You will

‘also discover that others can help you. The quesnon

“how can others help me?” can be answered in a lot
of ways: by ‘sharing their world with you, by caring
about who you are and what you do, by giving you
support when you nééd it, by helping you learn
things they have already learned, by belonging to a
group together. When you discover your own an-
swers to the questions ‘‘*how can | help others?" and
“*how can others help me?” you will then be at level
three:

109
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Level Four: Integration.

Integration means bringing together the fun and is a free-flowing combination of play, self-.
creative play of level one, the personal planning of development and helping others both in physical
level two, and the caring for others of level three.lt activity and elsewhere. For most of us, that's a long
‘means that you are these ways, without thinking way off. ' ‘

about them, without planning. It means that your life

AN

FITNESS DAY CHOICES

Your Fitness Goals:
Appearance— For sport—
" Bulk '
Definition/shape
Weight control

Posture
Health— Safety—
_ Aerobics’
Flexibility
N Relaxation

102

Self-Improvement—

Strength e Strength

Muscular endurance .. . _. Muscular endurance
Aerobics .. Aerobics

Flexibility

Strength
Speed
Aerobics

110



"
~ Your Fitness Program: .
N ' ' Muscle Groups
' Exercise ‘Repetitions Sets *  Involved
—__  Curl ‘ .
Military press i e
Bent-over rowing —
_____ " Upright rowing v - -
e French curl e .
. ——____ Bench press 1T N ‘
. * e Lat pull-down -
. Wrid curl/reverse curl —
- Squat ’ . — —
.. Toe raise B _ S
. _ Legpress B o ——
e Hamistring curl S —
e Push-ups o o
v Sit-ups R o
o . Wall bress (posture) oo seconds’ |
. Run-in-place S _seconds’ e -
———._ Jog-in-place o minutes S S '
,,4_;;__.__: Relaxation - minutes _
o Stretching - i ,1,__,,,:,1,4“, » S
:*'7"*" Y Rev?ﬁié.qig?_*‘“,,_ e A ,,,,,L";:.E,;;i___,__,__,__,;,_,, 'w,'___ L — {7V N S -
R 103
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LOCKSTEP FITNESS PROGRAM .

v NAME . o
' ‘ M Teacher or Teacher Alde’s
. Exercise Repetitions Sets Why Injtials
-~ L 5
. a 3 .
[ By
url . ] #
Curl M} . 6 . 3 g [
- Y fl
" Y
Press 6 3 8%
! g22
s . =nQ : ;
over . . |
Bent. over 6 3 g :
Rowing r ’ Q0 <
A P —
- . £
gprlght . _ 6 3 éPg.
win
. 0 g T : 2, L‘g 5:) .
B
Squat L oo 10 3 = :
o N . .- .
Toe -8 “ g
9 10 3 5
Raise ]
. _ ; .
sitp XA, |20 2 g
: - N 2
—
R N )
- w ;‘j -
Push-up 10 2 g2 . .
: 2oz o
- 5O . '
. ¥ € .
. Jogin " Between 3';)
Place _Exercises 3 » ~ |-
‘104
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PROLOGUE
1. Seé, for example, Don C. Gibbons, Delinquent behavior
(Englewood Cliffs, NJ: Prentice-Hall, 1970), and by the L

same author, Society, crime, and criminal careers: an intro-
duction to criminology, 2nd ed. .(Englewood Cliffs, NJ:

Prentige;Hall, 1973). . 4.
l 2. The names of both SC}/?'OIb have been changed to protect
*  them (and me) from any mxsmterpruanon of he dcscnbgd 5.
events.
3. Don Hellison, Humanistic Q_bhv;zéica! e("iucarion (Englewood
Cliffs, NJ' Prentice Hall, 1973). A e 6
4. The wnters are cited throughout, but the fnends need to be 7

mentionel here {and they deserve more than a fc_zotnote). in
particular: Bill White, the only person who has really been
close to my public s¢hool teaching efforts the last five years
. - ‘and who has given support, asked pointed questions, and 8
made important suggestions all along the way: Don Bethe,
whose ideas intersect with my own in so many places that |

can't keep them separate; and ‘Milan Svoboda, who has 9.

carefully scrutinized my work since he arrived at Portland
State several years ago (and he's a scientist!). 10.

. Hugh Prather, [ touch the earth, the earth touches me (New )
.. York: Doubleday, 1972) ) 11.

"'l.“;A HUMANISTIC GOAL MODEL

Physigal education: introductory analysis. 2nd ed.
(Dubuque: Wm. C. Brown, 1976). pp. 86-132, and Ellen W.

Gerber, Innovators ond institutions in physical education 13-

{Philadelphin: Liea & Febiger. 1971), pp. 403-416.

2. See, for example, Brent S. RushallandDarylHlLdLnlop The ™\ 14-
. development and control of behavior in spornt and physical \
\. ‘education (Philadelphia: Lea & Febiger. 1972). Gcomcw"ls
Leonard. The ultimate athlete: revisioning sports, physical
education andthe body(Ngw York: Viking Press, 1975): Neil
T. Laughlin, E\(lssentlahsm education and sport, in ed.

"' George H. McGlynn, Issues in physical education and sports ~ 16.

{San Francisco: National Press: 1974}, pp. 169-180. D. W.

<
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1. For a descriptign of these ;’mglemcnls, see Daryl Siedentop, 12. S

) v N
Edington and Lee Cunmngham Biologicol awareness:

statements for self-discovery (Englewaod Cliffs, NJ
Prentice-Hall, 1975). .

. The academic debate over the subject-matter of physical
educanon has for the most part not found its way into t

gym Siedentop summarizes much of the debatesin Physical
education: introductory analysis, pp.,212-232. Andesson
describes current practices in the gym in, illiam G. Ander-
son, Videotape data bank, JOPER 46 (Sept. 1975): 31-34.

Don Hellison, Humanisti¢ physical education (Eng]ewood
Cliffs, NJ: Prentice-Hall, 1973). S

Lawrence F. Locke and Dolly Lambdin, Personalized learn-
ing in physical edutation; JOPER,‘47 {June 1976): 34. Ex-
cerpted from the introductory chapter of the book by the
same name (Washington, DC: AAHPER, 1976).

. All student names have been changed.

Maurice Friedman, Aiming at the self: the paradox of en-
counter and the human potential movement, Journal o]
humanistic psychology 16 (Spring 1976): 9.

. Unc Bronfenbrenner quoted in Newsline, Psychology today

9 (June1975): 32,

-

Mario Fantini, Humanizing the humanism movement, Phi

delta kappan (Feb. 1974): 401.

4
Diane Divoky, Affectlve education: ;are we going too far?
Learning (Oct. 1975): 25 R

’

Interview with Robert lebel Robert W. Glasgow The ob
sessive concern with self, Psychology today 7 (Dec. 1973)
45” .

Sam Kcun, A conversation with Emest Becker, Psychology
today 7 (April 1974): 71ff.

Jiddu Krishnamurdi, The first and 7asf freedom (Wheaton,
IL: Theosophical Publishing Co., 1954).

Kurt Vonnegut, Jr., Cat’s Cradle (Ncw York: Dell, 196 3) p.
150.

. Peter Koestenbaum, Managing anxiety: the power of know—

ingwho you are (Englewood Cliffs, NJ: Prenticg-Hall, 1974),

pp. 12-13) 16, 40.

Susan Byrne, A sketch of Urie Bronfentpfnner: the family

man. Psychology today 10 {May 1977} 43.
-7 <&

f
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. .17 Susan Byrne Nobody home the eroslon of the Amerrcan
. L : fargily: Psylf:hology today 10 (May 1977): 43

. Tom Robbins, fven cow
Houghton Mifflin, 1976))

i#ls. get the blues (Bost n:
3352,

. Kurt Vonnegut Jr., The sirens of titan (New York Dell,”
1959), p. 313, b )

. Koestenbaum, Managing anxnety, p. 19.

. Walter Tubbs, Beyond perls, Joumalo/humanlstrc psychol
ogy 12 fFall 1972): 5. .

. Bil Gilbert, Imagine gomg to school to learn to play Spons
illustrateds 43 (Oct."13, 1975): 84{t : L.

R Mlha]y CStRzentmthalyl Play and instrinsic rewards, Journal
of hqmanrstlc Jpsychology 15 (Sutnmer 1975) 41-63.

. W. Timothy. Gallwey, Inner tenms. playing the game (New .
York: Random House 1976). ~

. William Glasser The basic concepts of reality erapy ILos
o : Angeles: lnstltute for Reality Therapy n.d.).

. Friedman, Alming at'the self, p._ 21 R

. Peak experience™ is Abraham Maslows term. See Ken
Ravizza, A'study of the peak experience in sport (Doctoral
Lo .dissertaion, University of Sottthern Calrtomla 1973)

. Abfaham H. Maslow. Motivation and persogralrty 2nd ed.

! (N&w York: Harper & Row, 1970)-pp, 35-46’ apd erlram
<37 - Glaser, Schools wtt)tout/ar/ure (New York: Harper& Row
' 1969), pp. 12-17. . .

St . Press. 1962). o [

. See Alderman's review in R B Alderman, Psyclro/ogrqal
_behavior in sport (Phrladelphla W.'B.. Saunders 1974)
"chaps. 4,7, 8,9, STk

31. See Seymour Flsher Body cénsciousness: you are what you
feel (Englewood Cliffs, NJ: Prenttcn Hall, 1973), particularly

chap. 2- - - L 4

- =

.. Alderman, Psychological behauior in sport, p. '167. ;
Hellison, Humanistic physical educatron pp. 7 12

34. llen W. Gerber, My body, my selt Paper presented to the

Texas Association of Health Physical Educatron and Recrea- , 50.

tion Convention, Dallas, Nov. 29-Dec. 1,-1973, p. 22.

C
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"35. See Koestenbaum Managinganxiety, pp. 12:13, 16, 40; see

also Johnson who trles to clarify this relation ship in WarrenR.

Johnson, Some psychological aspects of physical rehabilita- o

tion: toward an orgariismic theory, Journal o/the association °

of physicafand mental rehabilitation 16 (Nov -Dec. 1962), o

pp. 165-168. - , ’

36. Maslow suggests a needs hierachy in Maslow.('Motluatton
“and personality, pp. 35-58. Simpson tests this hyppthesls on
high school students in Elizabeth L. Simpson; Democracy s
stepchildren (San Franclsco JOSSey Bass, 1971). d .
37 Rainer Martens, Social psychology and physrcal activity >
"(New York: Harper & Row, 1975), pp. 89- 99, -

. 38. For a more detailed discussion, see Hellrson Humanistic

. 43.

. Victor, Frankl Man's search for nfeaning.. (Boston; Beacon X

,4"65

3

- physical education, pp. 39-65.

.39, For some other approaches, see Dorothy V Harns In-
volvement in sport: a somatopsychic rationale for physical
- activity . (Phrladelphra Lea & Feblger 1973L pp 11 -30.

40.(LuluE, elgard Human movementpotentral ttsrdeokme
tic facilitation (New York: Dodd, Mead, 1974). )

41 Hargs Inuoluement in sporn, PP 177-191.

42. Siedentop, Physical educatlon pp. 248. 249 . " R !

Glasser, The basic concepts of real)\y therapy

- 44, For discussions of self-control techniques, see Carl ThoteSén
Behavioral humanism, National society for the study of edu-,
cation yearbook, | £1973), pp. 385-445; and Dary! Sieden- .
top, Self control, in Personalized Ieammg in physrcaleduca

tion (Washington, DC: AAHPER, 1976).
*45. Glasgow, Obsessive concern with self, U -

The inadequacy of the current job stfucture isan eiample of
. ihstitutional blocks; see Nortqn Grubb and Marvin Lazerson,

Rally ‘round the workplace™: continuities and fallacies in
. career education, Harvard educatlonal review 45 (Nov. -
_ 1975); 451-474, .

47. Koestenbaum_ Managing anxiety, p. 19,

48. Aldenhan Psycho/ogtca!behautor in sport, pp. 247-259,

49, Ellmbeth Monroe Drews and Leslie Lipson, Values and hu-

manrty (New York: St. Martin's Press, 1971). p 119-146.

o

Lawrence Kohlberg, The cognitive - developmemalapproach
. to moral education, Phi delta kappan 61 (June 1975): 671.

v
- ’



51. Thanks to Dick Daily (whose friendshlp dates back'to ]umor
high days). \

N ’

. 12. Andrew Fluegelman ed. The* new games book (Garden'

REDUCING THE FUZZINESS OF THE
GOAL MODEL

* 1, Alfred Alschuler, Humanistig ed text reflects s'trengW-’“
tions, Phi delta kappan 57 (Nov. 1975): 211. %

2. See, for example, Don Hellison and Dafyl Siedentop. Be-
"+ haviorism 'and humanism in physical education: a dialog,
Presented at National AAHPER Convennon Anaheim,

‘ March 1974.

3. Michael A. Sherman and BeverIyJ Yerg, Teacher develop-
ment for health and physical education: the Pittsburgh expe-

P nence, Presented at National AAHPER (,on\)ermon Mll-
waukee; April 1976. C - '

4. For those who feel the need for more structure, see Sieden-
-top; Developing teaching skills and/or Robert N. Singer and
Walter Dick. Teachirig physical education: a systems.ap:-
proach (Boston: Houghton Mifflin, 1974). ¢

5. David Denton, iExistcnlial reflections on teadhing (North
Quincy, MA: Chiistopher Press, ‘1972). pp. 37. 74.

6..Tom Robbi.ns. Even couwgirls get the blues (Boston:
Houghton-Mifflin; 1976), p. 357.. -

7. R .Scot'_t IKrc_tchmarv Meeting the opposition: Buber's “‘will”

: ' and “grace”in sport, Qucst 24 (Qlemcr 1975) 19.27.

8. Rohblnk Fuen cowgirls get the blues. fSp 351 '302

9. Susan Byrne. A sketch of Urie Bronfenbrenner: the family
mvan, Psychology today 10 (May 1977), p. 43

10. itis difficult to write a description of a progr;m which was stil
taking ﬁhape at the end of the year and which is being
_roplicated wtth §t1ll further alterations in following years. Most
of the'ideas described here were well under way by midyear
and some, for example the five minute }ectureﬁ/dlccusqnonc
‘were impleniented at the beginning: however, a few, for
¢ \mmple the coaperation day each week, never quite got off
the ground’ as a regulnr feature of the program.

. Adventure curriculum: phwsical education (Project Adven-’
ture, 275 Bay Road. Hamilton, MA 01936); see also Jay H.
Navylor, Honc and milk toast, JOPER 46 (Sept. 1975):

O
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\=~d linquency dnd yo th crime, pp. 290. 277. .

9. C.B.Truaxand R. R. Carkhuff, Toward effectivgcounseling

. -

18-19, and Charles D. Shith and Samuel PrE)ther ’Group
problc.m solving, JOPER 46 (Sept 1975) 20-21.

City, NY: Dolphin Books/Doubleday, 1976).

I SUBGOAL AND STRATEGIES: NUTS’
BOLTS AND ECDOTES ° ’ /

“ 1. Benjamin S. Bloom, ed., T onomy of educational objec-

tives: the classification of e ucanonal goals, | (New York:

David McKay, 1956), pp. 1-8. g

2. See Siedentop's discussion of kmowlng versus knowing

-~ " about in Daryl Siedentop, Physical education: introductory:

‘analysis, 2nd ed. (Dubuque: Wm. C. Brown, 1976), pp.
175-178.

3. Don Gibbons, Delinquent behavior (Englewood Chffs NJ:
Prentice-Hall, 1970%

4. Walter E. Schafer and Kenrieth Pq Delmquency and the
schools, in the President's Commis{jon on Law Enforcement

"and Administration f Justice, Ta t force repont: juvenile

.

5 M Brewster Smith, On self actualization: a transamblvalent

¢

xamination ofafocal theme ip Maslow's; psychology Jour- .

nal of humanistic psychology 13 (Spnng 1973) 19-20.

6. See B. Allan deall Organizing physu:al educahon for
change: an anthropological perspective, in éd. Marie Hart,
Sport in the sociogultural process, 2reted. (Dubuque Wm.

+, C. Brown, 1976), pp. 356-362.

7. Muska Mosston and Rudy Mueller, Mission, omission, and

" submission in phpsical education, Proceedings: of the Na-

tional College Physical Education ‘Association ‘for, Men 73
(Dec. 1969), pp. 122-130; - »

8. John Wallen, Clinical supennsion ingtilute Iecmres Portland
State University, Mimeographed, 1968 Wallen's discussion
of other aspects of teacher behavior has also mﬂucnced my
thinking.

and psychotherapy: training and practice {(Chigdgo: Aldine,
1967), R. 1. See also: Thomas Oden, A populist’s view of
psychotherapeutic deprofessionalization, Journal o
humamsm,: psychology 14 (Spring 1974): 3-18; Carll R.
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L (Englewood Cliffs, NJ: Prentl

Rogers “The Qharacteﬂ.sﬂcs of a helping relationship, Per-

sqnal and guldance joumal 37 (1958) 6 16.

. 10, Wllliam W, Purkey, Self cong pt and school achievement
-Hall, 1970), pp. 45-46. *

"ll C H. Patterson Humamsnc &ducation (Englewood Chﬁs’

- N Prentice-Hall, 1973), pp. 98-106. .

calmn (Boston: Hdughton lemn 1976) pp. 115-161.

- 13 See the physical educator as’a constralnlng force in Don

Hellison, Humanistic phys:caleduaeudn (Englewood Cliffs,
NJ: Prentice-Hall, 1973), pp. 44- 48 )

14. For an elaboraﬁon of these and related strategies, sequaVId
W. Johnspn. Reaching out: interpersonal effectiveness and
“self actualization (Englewood Cliffs, NJ: Prentice-Hdll,

1972); John; Chgffers Teacher behquior and attitudes: is
change nee ed’ in eds. Neil J. Dougherty et al: Briefings 1

@

(1975): 21- 4. Louis E. Raths et al., Values and teaching , '

(Columbus/ OH:- (;harles E. Merrill, 1966) ’

15. See William Glass&rs A new look at discipline, Leammg 2
(Dec. 1974) 6- 11

16. Eddic LaFond 'dnd ulie Menendez, Bctter boxing: an illus-

. trated gutde (New York: Ronald Prea& 1959), and Eelix .

“Dennisand Paul Simmons, The begmner S guxdc to Kung Fu
(New Ydrk Pinnacle Books. 1974)."

.12, 'Daryl Siedentop. Develaping teaching skills in phygicdl edu-

17. Eric Hughes Gymnastlcs]or men (New York P(onald Press, ’ _

1966)/ ", 3 e

18. Don {Hellison and Daryl Siedentop, Behaviorism and
humanism in physical education: a dialog, Presented at Na-
tiongl AAHPER Convention, Anaheim, Mar¢h 1974.

19. See/ for example, D.'W. Edington and Leé.Cunningham,
Biological awareness: statements for self-discovery (En-
glewood Cliffs, NJ: Prentice-Hall, 1975); Charles B. Corbin
et al., Concepts in physxca)educanon. with laboratores and
experiments, 2nd ed: (Dubuqu::: Wn. C. Brown, 1974);
AAHPER, Knowledge and understaiding in physical educa-
tion(Washington DC: AAHPER, 1969).

ichard Bach. Jonathan™Livingston Seagull: a story (New

ork: Avon Books, 1970). Different parallels can be drawn
{om James Kavanaugh, Celebrate the sun (New York: Dut-
on, 1973).
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1. Alfred‘Al.schuler,'Hu/mani t ed textreflects strengths, limita-
vtiohs,» _Phi‘ delta kappa

2. Arthu; Costa, The s arch for humanistic evaluation, Thrust
for educanonal leadership 5 (Jan. 1976): 29- 30 ’

3. Van Cleve Morris, Existentialism in education: whatu means 4
"(New York: Harper& Row, 1966), p. 151 N

"4. Bob Samples ‘and Bob Wohtford, Openmg A pnmer for
- self- actuahzauon (Readlng, MA: Addison-Wesley, 1978’)

5. Ted A. Baumgartner A study of intact classes, Research
- quarterly 40 {Oct. 1969). 632-634.

6. Piloted in Don Hellison, Longitudinal stu_dy'of the effects of.’
humanistic and traditional physi¢al education programs in
. five Portland high schools on self perceptlons Unpublished,
1973

7. Modified from an earlier study: Don Hellison, The effect of-
physical conditioning on affective attitudes toward the self,
the body, and physical fitness (Eugene, OR: Microfilm Publi-
(Tdﬁ()l';.'vSChOOl of HPER, University of Oregon, 1973). '

- 8. W. Timothy Gallwey, Inner tennis: playmg the game (New
York Random House 1976) .

V. “COMB WALK WlTH ME IN THE

MUD ."..”

1. Hugh Prathér, Notes to myself: my struggle to become a
person (Moab, UT: Real People Press, 1970).

" 2. Towering witness to.salvation, Time (July 15, 1974); pp.

. 90ff. See also Alexander Solzhenitsyn, Waming to the west
(New York: Farrar, Straus & Giroux»1976).

3..Manas 29 (May 26, 1976).

4. Hugh Prather, | touch the'earth, the earth touches me (New
'“York Doubleday 1972). ) ‘

5. DaVId Denton, Existentigl re]lectlons on teaching ,(North
‘Quincy, MA: Christophér Press, 1972), p. 37

6. Hugh Prather, Notes to myself.
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GUIDELINES FOR SECONDARY SCHOOL i

PERSONALIZED LEARNING IN PHYSICAL .
EDUCATION »
A fiew book for teachers and administrators at all levels who are

<

», + -interested in the'why and how of individualized instruction and

personahzgd learning in physical education. The emphasis of Phn
K] One is on clarifying the concepts of persbnalized. lgammg il
. Part Twao offers practical applications at the teacher-student level.
~ v both tn the form of specific delivery systems and general sug-
gestions and recommendations. Diverse points of view are pre-
sented and readers are encouraged to contrast, compare and

select from the teachcr—legrner options presented. 19706,

IDEAS FOR SECONDARY SCHOOL

PHYSICAL EDUCATION

Articles on 32 prograins,in schobls across the nation utilizing
innovative appr(mChcs 1 instruction in physical education. Ein-
phasizes curricular arcas of current interest. such as coeducational
pr(‘)g;ams/ corntracts, individualized instruction. performance ob-
jectives, motivation through special events, and selective physical
“education. Dcﬂgncd to call attention fo curent programs and
encourage (Iwclopmcn( of new ones. 1976.

ASSESSMENT GUIDE FOR SECONDARY SCHOOL
PHYSICAL EDUCATION PROGRAMS
An instrument designed to provide a funcnonal casily adnynis-
tered but eomprehensive tool Allowmg for self-study and self-
evaluation of the total secondary school physical education pro-
. gram, identification of program problem areas, and eventual
improvement of the program. May be utilized to develop o
‘written self-study report prior to an on-campus visitation by an
accreditation team: to demonstrate program quality to superiors
and the community: or on an anpual basis to assess progress in
program developiment. Covers four major areas; administration,
instructional program. intramural program, and athletic pro-
gramn, 1977. :

8
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Aruitoxt provided by Eic:

PHYSICAL EDUCATION

A position statement setting forth,the rationale for the develop-
ment of a sound and comprehensive program of secondary
school physical education. Includes statements of standards for,
instruction; intramural and’ interscholastic programs; teachers;
health protection and insurance: scheduling, time allotrggnt and
class size; facilities, equipment and.supplies; and évaluation.
KNOWLEDGE AND UNDERSTAND NG IN

PHYSICAL EDUCATION

AAHPER's award-winning compllatxon of the-body of knowledge
it physicgl education with an added chapter on teacher-made

tests. Each stateinent of teachmg m‘:lcnals is accompanied by -

clementary, intermediate (l senior dcsunanons providing the
instructor with a definitivpresntation of what the student should
know. what he should b learning~how, and what he-will be
learning at the next levels® Four major topics-covered: activity,
clfects of activity, factors modifying participation in activities, and
the nature and use of standardized tests, 1

VALUES OF PHYSICAL EDUCATION,
RECREATION AND SPORTS FOR ALL
Contains frank and candid remarks from physicians, adminis-
trators, specialists, professional preparation personnel, teachers,
and impaired. disabled, and handicapped persons themselves
concerning the need for physical education, recreation, and sports
programs for special populations. 1976,

RULES FOR COEDUCATIONAL ACTIVITIES .

AND SPORTS . '

This new AAFIPER publication. a project of the NAGWS-NASPE
National Intrainural Sports Council, offers helpful suggestions and
guidelines for establishing rules for co-recrdational sports and -
actvities. Included are rules utilized hv seven institutions for coed
ice broomlmll guys & gals flag football, coed 2-on-2 basketball,
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Aruitoxt provided by Eic:

1}

Q- recreanon football coed hoop hockey, guys & gals innertube
watefpolo, slow pitch softb Ii, coed sotcer, tug championships,
ultimate frisbee, and mixed doubles volleyball. The tules are not
to be considered as a precedent or a national standard, but can
give the reader ideas that would be appropriate to his or her own
situation. A special sectiori provides suggestions for modifying

,coeducational college level team sports for dementary and sec-
.ondary levels. 197%

MAKING PHYSlCAL EDUCATION AND RECREATION

- FACILITIES ACCESSIBLE TO ALL

Designed as a beginning¥eference for those involved in planmng

‘and implementing phy51caleducanon recreation, and sports pro-

grams. The focus is on removal of physical and architectural
barriers used for physrcal education. recreation and sports so
everyone can use them regardless of type or severity of handicap.
Philosophy, legal approaches, and guidelines for barrier-free de-

“sign and community action are presented Discussions and exam-

ples of each type of facility are followed by an annotated listing of

fppropnate references. 1977. i

COMPLYING WITH TITLE IX IN'PHYSICAL

'EDUCATION AND SPORTS - °

Designed to assist schools and colleges in complying with Title X

regulations. Provides information on what must be done to’be in.

compliance and includes self-evaluation checklists. Deals with
physical educahon grades K-18; interscholastic and {Rramural
sports gradis5 12; college rntramurals and sore ofthe problt’

and management teacher behavior. emplovmcnt communlty .
Ml

relations, and student agtitudes. '1976.

PHYSICAL ACTIVITIES FOR IMPAIRED, S e
DISABLED, AND HANDICAPPED INDIVIDUALS

"' A compilation of physical activities for persons with a variety of
_handicapping gonditions. Methods. equipment needs, adapta

tions, and physrcal lay-outs are included, 1‘)76
\

DRUGS AND THE COACH . \
While a mynad of drug materials exist. this is the book that ‘puts it

- tlogethe from the coach's perspectrvc Fhrs revrsod 1977 edi- :

.

tion, accordrng to the ‘National Coordinating Council on Drug

Education, is “*an excellent manual, for- coaches—objective, com’
prehensive and accurate ¥’ Geared lo the person expenenced in

youth leadership but with little br'no background in drug tounsel-
rng, this book i8 recommended “for coaches, athletic. trainers,

'physrcal qducators and athletic drrectors alike. Rev. 1977

COACHES’ MANUAL . o -

Acomprehensive and up-to-date guide for high school coaches of
all sports, with practical information on plannirlg and conducting
top quality interscholastic programs. Covers such topics as ethics,

leadership, professional preparation, budget, equipment-and fa- *

cilities, legal liability, and relationships with school personnel, the
student body, pnd the community. ltis ideal for use in professional
preparation courses and as a reference for athleti¢ directors and
school administrators. 1975,

EVALUATING THE HIGH SCHOOL

ATHLETIC PROGRAM

Amanualfor use asan evaluative instrument for secondary school
programs.-Rejommendations standards developed after consul-
tation with knoledgeable administratorsand an extensive review
of the literature.

‘PHYSICAL EDUCATION FOR HIGH

SCHOOL STUDENTS
A compléte revision of AAHPER's popular secondary school

physical- education, textbook, carefully edited to b‘e read and -

enjoyed by both boys and girls in grades 7-12. 1t presents a

well-rounded program with emphasis on the values of physical

activity. Through its use, students are encouraged to learn and
enjoy a variety of activities—from the popular team sports such as
basketball. softball and volleyball, 1o individual and group ac-
tivities such as tennis, archery gymnastrcs and dance. Each cflap-
ter is profubely illustrated and includes an overview of the rules
and skrlls of an activity, as well as' the cultural background,
sportsmanship, healthy and safety réquirements- Produced
through the cooperative efforts of more than’ 100 leaders in

* educatjon to make it the most comprehenswe up- to date and

authontqnve textbook available on this subjéct. . - ot

.
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FOR PRICES AND ORDER INFORMATION, WRITE:
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AAHPER Promotion Unit

1201 16th St., NW.' -

Washington. D.C. 20016« | *




