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CHAPTER 1

Will the Real Method
Please Stand lip?

It's likely that we all have one prevalent, emphatic, and genuine factor
in common: We want to be successful teachers.

But just exactly how do we do it?
It isn't easy, but neither is it as difficult as we are too often led to

believe it is. This is not to say that teaching is, or ever will be, a simple
matter. Or predictable. Or easily managed. Or artless. Quite clearly it's
just the opposite. Teaching is an endeavor which requires, for success, the
greatest amount of preparation, spontaneity, ingenuity, -and techniqUe. In
practice it becomes both art and sciencethe art of awakening the curiosity
of students and the science of satisfying such curiosity. Teaching affects
the future welfare and the lives of human beings and is thus a responsi-
bility not to be taken lightly. Possibly, it's the most challenging of profes-
sions.

Encouragingly, the instructional methods now available are the most
effective in the history of education. Today it is much more possible to be
realistically and legitimately successful than ever before. Best of all is the
fact that the available techniques are supremely logical and direct, with no
secrets or complexities. Everything is straightforward.

two
every contemporary teaching format has its stimulus in one

of two predominating systemsone a collection of philosophies generally
referred to as HUMANISM, and the other a science-based technique called
BEHAVIORISM. Together these systems have influenced educational thought
more than any Devious methodological approach. Consequently, it can
be accurately said that

ALL ACCEPTED PRESENT-DAY TEACHING METHODS ARE AN EXEMPLIFICA-

TION (OR A VARIATION) OF EITHER HUMANISM OR BEHAVIORISM.

Each of these systems consists of a set of associated ideas organized
around a foundational concept which serves as a guide for teaching. Each
believes that .all significant teaching is a functional variation of its basic
method. Because both humanism and behaviorism contain a great deal of
logic, it is possible to listen to one side and then the other and to be
convinced of the value of both, at the same time being confused as to
which system is better. Both make good sense. The positive feature of
both systems is that their greatest attention has been given not to trying
to convince or confuse, but to making the teaching process more effective
for teachers and more enjoyable for learners.

5



Being Lost and Being Found
Because of the many recent changes in educational methods and tech-

nology, it's easy to be confused today. All tie philosophy, theory, and
research which have become available so rapidly can make a good deal of
sense, however, if they are mixed into some usable form for the classroom.
Consequently, the task of assessing and coroparing the quantities of in-
formation has been one of the principal ventures of modern education.

Physical education has had its own particular influx of new informa-
tion. The speed in auumlating ideas and knowledge seems to have dou-
bled, tripledincreased a hundredfoldin recent years. Not so very long
ago, teaching physical education was far less complicated. Now, however,
it may include guided discovery teaching, competency-based instruction,.
behavioral objectives, systems analysis, movement exploration, gaming
and simulation, cybernetics, transactional analysis, biofeedback, visual
motor behavioral reversal, supraconsciousness, and other topics.

These developments need not be so confusing if we view them as
positive responses to achanging world and a changing educational scene.
Furthermore, we need not feel that all our new endeavors also require
drastically different teaching methods. And therein lies the real value'of
humanism and behaviorism. When we understand the principles of these
two systems, we find that they provide a readily adaptable approach which
allows us to take any direction we wish with our teaching. These systems
are not so much concerned with what a teacher wants to do as with how
it may be done. It is not nt,essary_to cloud our thinking with a multitude
of methods, because humansirn and behaviorism are essentially the only
two techniques needed. Thus we can give our attention to such matters
as deciding on objectives.

WS very similar to Vince Lombardi's comment about football teams:
"Extraordinary teams do not do extraordinary things; they do ordinary
things extraordinarily well." So it is with teaching: Excellent teachers do
not do outlandish, exotic, or mysterious things; rather, they do very
straightforward things. Humanism and behaviorism are not outlandish,
exotic, or mysterious techniques; they are, as teaching should be, very
straightforward.

This book offers an analysis, an application, and a combined arrange-
ment of both systems, particularly as they relate to the teaching of physical
education. The attempt is to make the composition of humanism and be-
haviorism as pragmatic as possible, with an overall objective of assisting
teachers in their endeavors to make teaching and learning more efficient,'
effective, and rewarding.

Before we can proceed, however, it is first necessary to establish the
understanding of a very critical element which is an absolute requirement
for successful teaching, no matter which method or combination of meth-
ods is used. It is a condition of organization, a prerequisite to any method.
Without it, teaching is merely a random occurrence.

6
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CHAPTER 2

A First Essential

Effective teaching demands purpose. All successful teachers, and in-
deed successful people in any venture, share a common characteristic.
Often, this quality is referred to as orderline,ss.

This means that success is related to responsible, goal-oriented be-
havior. Teaching must be performed with intention and resolution, man-
ifested through clear and definite objectives, with well-formulated plans
for achieving those objectives. In other words, one cannot expect to be
successful without some sort of organization.

This does not mean being narrowly confined to any set of externally
imposed means and ends. Orderliness does not demand particular objec-
tives or methods. Individual teac'ters can have individual objectives and
can employ individual techniques for attaining their objectives. Orderli-
ness does require, however, that objectives and methods be present. We
must know where we are going and how we are going to get there.

Without question, then,

FOR TEACHING TO BE SUCCESSFUL, ORDERLINESS IS AN ABSOLUTE.

And more directly:

ORDERLINESS MEANS HAVING DEFINITE OBJECTIVES AND AN ORGANIZED
PLAN FOR REACHING THOSE OBJECTIVES.

In the art and science of teaching (ignoring for the moment any per-
sonality factors which may influence success), orderliness exists as the
most useful tool available to a teacher. In fact, orderliness and success are
so closely related that one can be said to be predictive of the other (Travers
1973). Moreover, orderliness is even more important than method since its
first requirement is to establish clearly defined objectives, and the very act
of doing this, as we shall see later, will automatically determine the ap-
propriate method(s) to be used.

A Certainty Among Uncertainties
This emphasis on orderliness may sound fairly presumptuous, par-

ticularly since the teaching/learning phenomenon is probably one of the
most difficult of all human enterprises to investigate, to understand, and
consequently to make conclusive statements abciut. In reality, if the writ-



ings of recognized authorities are assembled and analyzed, the inescapable
conclusion is that there is simply no agreed-upon overall formula for guar-
anteed success in teaching (MacDonald and Tanabe 1973) for all teachers,
for all settings, at all times.

There is, of course, no shortage of research and observation on the
teaching process. What emerges from the many studies is in fact not a
complete prescription for instant success, however, but a list of factors
which appear to be related to success. Apparently there are certain factors
which by themselves cannot assure the teacher of effectiveness, but when
they are a part of the teacher's behavior, they provide increased potential
and probability for success. And the one factor which consistently shows
up as the most common feature of success is that of orderliness.

Admittedly, the idea of "success" in teaching is itself quite a variable,
subject to great differences in definition. What ohe researcher may have
considered success anotl-er may not even have thought about. How suc-
cess is determined, however, is completely immaterial; for within the wide
range of different existing definitions, orderliness still manages to,rank as
the most critical ingredient in whatever definition of success is accepted
(Gage 1963; Broudy and Palmer 1965; Raths, Pancella, and Van Ness 19h;
Travers 1973; Lortie 1975; Bennett 1976; Merrill and Tennyson 1977; Pullias
1977;'Hammill and Bartel 1978; Tschudin 1978).

Orderliness in Reality
Orderliness is a rather strange word. Like all words, sometimes it

helps to know what it does not mean. It should therefore be clearly under-
stood that orderliness does not imply that the successful teacher needs to
be businesslike to the point of using autocratic control, granting students
little freedom for decision making. Rather, orderliness means the tendency
of the teacher to be systematic and methodical in both self- and class
management. In practice, such management can occur in classes which
are relatively unstructured, where students are allowed a great deal of
opportunity for individualistic and self-directed behaviors. In fact, there
can be an almost total lack of teacher intervention with those students
who are making self-initiated progress in a setting which is completely
open. Underneath it all, however, in the situations that work, there will
always be found a purpose-a a regulation to the classes, no matter how
subtle they may be. In,some cases, atmosphere may be one of complete
student freedom. In others, there ma e co_nsiderable regularity. But in
all successful settings, the teacher involve lways has cognitive organi-
zation and responsible, goal-directed class en h nments.

The Foundation of. All Things
It's not so surprising to find orderliness as the main component of

success. In a global perspective, order is a very commonplace thing. It
exists in everything that has managed to survive the test of timenum-
bers, language, clocks, architecture, music, football, traffic lights, one-way
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streets. All of life itself seems to have an invariable organization. In the
natural world bird fits with branch, deer with meadow, and stone with
soil. This concord has'been worked out over millenniums.

Order may also be evident in places which at firs, appear to lack
structure. For example, the free play of children, which appears to be
without any arrangement at all, has its own peculiar conformations. Its
structure has been the subject of considerable research (see especially
Wade 1976). Theorists have contended that the internal formats, of play
can shape and focus lifetime behavior (Denzin 1976), or that certain psychic
and social adult preparedness is learned through free play (Kleiber 1976),

and that, acceptable play behaviors can be and possibly should be taught
to children (Ellis 1973; Wolfgang 1976).

It also, appears that there are people who do not lead organized lives
and who are still successful. In particular, creative people are asslimed to
be disorganized, without any plans, their ideas coming not fro97prede-
termined precision, but from some mysterious dark corner of their minds
in complete spontaneity. The source of their creativity cannot'beexplaiupd
simply as erratic minct-wanderings, however. Nor is it a product of black
coffee, or a few glasses of wine, or drug highs, or mystical trances. Instead,
it comes from logical, analytical, and reality-oriented brain functioning.
Creative people simply use their thinking processes differently from non-
creative people. AlthOugh they may engage in a great deal of abstract
thought, eventually their reasoning is channeled into logical, orderly, and
strategic deliberations (Martindale 197).

Orderliness Is Not Every Teacher's Virtue
If everything that is successful and all things that lave survived

through time have organization, why, then, should there be some teachers
who do not have it? Indeed, there is good evidence to indicate that dis-
orgahized behavior may possibly be the most prevalent factor in teacher
failures (Smith 1975).

Surely, this absence of'organization cannot be explained by a lack of
research studies or available writings on the teaching process, for 'there
are many of these. Instead, it must come from other sources. In a survey
of thirty American colleges, Erickson (1975) found that less than half of
the graduates in physical education felt "very well prepared" for their
first year of teaching, and a mere fourteen percent said that the teaching
methods courses they took in college were "very /- ,alpful" in preparing
them for their profession. This is a particularly cr..nral finding since it
appears that the college student of today is perhaps --lore concerned with
gaining effective professional career preparation than students have ever
been before (Rice and Cramer 1977); it may also explain why more than
half of those students who enter college with the intent of preparing for
teaching have changed their minds by their senior year (Astin 1977).

On further-analysis, directionless teacher behavior may be caused by
the prevailing atmosphere in many of today's schools. If the setting is
disarranged, it is difficult to be organized in a situation which fights it.

9
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'Another possible explanation may be that educational information has

outdone itself; that is, we know too much. By expanding our knowledge
we may have also increased our confusion. The hazard of a knowledge
explosion is that our attention is drawn in so many divergent ways that
it becomes difficult to find direct solutioi\s,to specific circumstances. Or
the real meaning of an issue may become so cluttered with details that the
rationale never appears. Two main considerations result from this situa-,
tion: (1) it is a positive conditionbecause so much information is avail-
able, it is possible to see many solutions to any specifiC situation; and (2)
the direct solution (which, will be discussed later) is to analyze the nature
of the objective in a specific situation, and in. doing so conclusive answers
relative to appropriate procedures may be found.

Method Cannot Exist Without Ordefliness
Given the commitment to orderliness, then, only two major questions

need to be asked relative to method:. (1) What educational outcomes do
you want for your students? and (2) What educational experiences will
achieve these outcomes? The first question is essentially personal, to be
answered by each teacher on an individual basis of what is most important.
The second question is the basis of this book.



CHAPTER 3

One Fence; Two Sides

During the late nineteenth and early twentieth centuries, Europe
underwent a cultural revolutionone still too close to us in time to be
'grasped in full. It doesn't even have a name, except for the vague term
Modernism. Most importantly, it ultimately set off a tremendous revolution
in educational thinking and stimuliiated the still-existing debate between
humanism and behaviorism.

me very well known people were active during this periodMax
Planck, Bertrand Russell, William James, Picasso, John Watson, Pavlov,
Einstein, Freud. Together they stirred the world into some deep philo-
sophical thinking and managed to give human beings some long overdue
self-respect. The outcome was a realization that all individuals werein-
dividualistic.

Jean Jacques Rousseau had realized this a hundred and fifty years
earlier, but when he wrote about his ideas on individualizing education,
he was thrown out of his native France. Then, when John Dewey made
his educational theories known during the early twentieth century, every-
one seemed to remember what Rousseau had said. Dewey spoke about
"learning by doing"; Rousseau had believed in-something called "natur-
alistic" education. Doing what comes naturally, they seemed to say. This
basic concept gathered a growing number' of educational revolutionists
who strongly encouragel a I:we:school and open-classioom environment
which foStered the idea that tco..thers should offer only minimal mediation
in the. lives of students:The c!egn, which came to be loosely known as
"progressive education,' was a revolt against the highly disciplined ed-
ucational process common at the time. Essentially, it held that students
should be allowed to direct their own learning in a "natural" manner, as
they saw their own needs. Not only should students determine what.they
should learn, but also how and when they should learn it.

The cultural revolution which stimulated.individualism and progres-
sive education also awakened the world to the importance of science.
Consequently, in academic circles, there was a rather widespread feeling
that education should take on the same format as other sciences. Propo-
nents of this, concept believed that a scientific methodology was the only
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way to assure that learning would occur. Therefore they encouraged an
instructional technology often referred to ac the "Science of Education,"
which featured a stronger belief than ever in traditional educationfa-
voring teacher authority, teacher-directed instruction, correct responses
from students, and a structured curriculum.

Despite distinct differences, these two factions greatly influenced
American education in the twentieth century. For a while it appeared that
the scientific approach would completely take over, particularly following
World War II when the growth of educational' technology and research,
and increasing specialization forced school curricula into concerns which
were strictly academic. During the 1960's, however, the United States
experienced the emergence of a youth-oriented counterculture. Vietnam
was a critical issue, it ligion floundered, family bonds weakened, and other
symptoms of confusion and moral drift appeared. Resultingly, much at-
tention was given to the effect of education on American society. Many
persons who saw education as the great salvation of the country believed
it was failing in this endeavor. Thus, antiauthoritarian forces, such as the
Students for a Democratic Society (SDS), arose, and the' educational lit-
erature became saturated with writings which called for radical school
reforms. The effect of these tremors was to produce the greatest philo-
sophical and technolOg;:al self-evaluation that education has ever expe-
rienced. And the results are still being felt.

Today, although the arguments of progressivism and traditionalism
are old hat, nonetheless they are still alive and influential. They exist in
their updated versions of humanism and behaviorism.. The fundamental
beliefs of these two systems are distinct, particular, and generally opposed
to each other. Both have considerable value. Both are realiStic. Together
they are the most critical concerns education has ever encountered.

Physical education has also been caught up in the humanism/behav-
iorism debate. This is a very practical issue,-and to a great extent the future
directions of the field will depend on how the two sides are harmonized.
Fortunately, there is room for both systems, and there is a way for physical
education to employ the best elements of both in a combined teaching
arrangement. But before we discuss this arrangement, let us examine more
closely the foundational concepts of both humanism and behaviorism.

Student Ir..-pendence or Teacher. Regulation
The most fundamental disagreement betwen these two descriptive

models of the teaching/learning process lies in their assignment of the
responsibility for learning, Humanism says that students are quite capable
of, and therefore 'responsible for, their own learning. In contrast, behav-
iorism states that teachers are more competent in stimulating learning and
are consequently answerable for the process. Thus, the exact difference:

HUMANISM ASSIGNS THE RESPONSIBILITY FOR LEARNING TO TIIE STUDENT,
WHILE BEI IAVIORISM ASSIGNS THE RESPONSIBILITY FOR LEARNING TO THE
'MAGI 11?12,

12
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Humanism exists today as the major nonprogrammed teaching format
in education. Specifically placing emphasis on the self-directed activity of
students, its concern is with such factors as creativity and self-discovery.
Thus it proposes that education should be very personal and characterized
by an attention to Fluman interests. Supporters of these concepts have
understandably become kn )wn as humanists.

HUMANISTS ARE COM RN ED WITH THE INTERESTS AND IDEALS OF PEOPLE.

The behaviorist model of teaching, on the other hand, is representa-
tive of a branch of psychology which relies on a stimulus-response view
of education. Consisting of a set of concepts which have arisen from the
application of behavioral technology to the interactions of teachers and
lear..ers, it includes in its framework, the theory from the programmed
instruction movement of the 1960s. Proponents of this psychology are ,
appropriately referred to as behaviorists.

BEHAVIORISTS PLACE NO EMPHASIS ON THE CONCEPT OF THE HUMAN MIND
BUT ARE CONCERNED INSTEAD WITH THE OBSERVABLE BEHAVIORS OF PEO-

I'LE.

A casual observation can only lead to the conclusion that a very ir-
reconcilable difference exists between these two philosophies of learning.
On the one hand, the behaviorists contend that humans are very law fu.

that is, they respond in predictable ways to specific environmental situa-
tions. Given a set of circumstances, they say, the reaction of people is
foretold. Therefore, to produce a particular behavior, all that is necessary
is to organize the environment into the conditions which are known to
provide the particular behavioral result. This is the old idea of reflexes,
now, called conditioned responses; the design is the product of laboratory
research which.began with rats in mazes, pigeons in boxes, and dogs who
were hungry. The countless' hours of watching these animals react to
changing stimuli brought researchers to the, conclusion that human be-
havior is subject to natural laws similar to those which operate in the
zoological world. Consequently, behaviorists Claim that people are very
predictable and therefore controllable.

Not so, say the humanists who believe that people are predictable
only in that they,are unpredictable. The only thing you can really predict
about, people is that you can't predict what they will do. Human beings
do not respond in classical ways to classical situations, and in no way do
they respond to the same laws which influence

and

behaviors of rats,
pigeons, and dogs. People are too philosophical and thus will react dif-
fere,ntlyindividuallyto the same environmental setting.

In a very general analysis therefore, a major difference in the two
viewpoints is that

BEHAVIORISTS BELIEVE THAT 'PEOPLE ARE PREDICTABLE IN TIIEIR BEHAVIOR,
WHEREAS HUMANISTS CONTEND THAT PEOPLE ARE INDIVIDUAL AND UN-

PREDICTABLE.

13
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Behaviorists believe in the simple idea of stimulus-responseSR.
Basically, a given stimulus will produce a given response. Therefore,
knowing the stimulus, one can predict the result, say the behaviorists.

The humanists make an important addition to this formula. Between
the stimulus and the response they place an "0" for the organism, the
human beingS-0R. The organism is a thinking, feeling, value-oriented
human being, interpreting the environment in unique ways and respond-
ing individually in accordance with each person's interests, evaluations,
and experiences. According to the humanists, responses are not deter-
mined by one's simply being in the environment, but by one's appraisal
of the environment.

Behaviorists can foresee human perfectability as a result of their sci-
ence. By explaining all behavior in terms of its causes or conditions and
by knowing the controls of behavior, they believe it becomes possible to
accelerate all human processes, including learning. In a sense, behaviorisni
is an approach to' the long struggle toward human perfection.

Humanists see this procedure as undemocratic and amoral. Such an
attempt at control leaves less to be credited to people themselves. Humans
are spontaneous and original, with the capacity to choose* and to be held
responsible for their choices. They are free to express themselves as per-
sons, as evidenced in Euch endeavors as art, music, literature, and sport.
Unlike rats or pigeons oi dogs, human beings can, indeed must, resist any
effort at being completely controlled.

Both humanism and behaviorism have a rightful place in any educa-
tional setting, for, basically, both are usable. Blind adherence to only one
philosophy as a teaching guide is only'a half-truth; it is far more reasonable
to use aspects of both. Collectively they can combine to make the teaching
process more effective than either one alone; and, as we shall see, both
can' be used by the same teacher, with the same students, in the same
setting. If nothing else, the very positive factor evident in both systems is
that they are aimed at producing success.

To fully understand how these two theoretical constructs' can fit di-
rectly and particularly into the teaching of physical education, it is now
appropriate to take an even more careful inventory of each one separately;
A more complete understanding of the basics and versatility of each sys-
tem iS essential before we can effectively appreciate their values. Then we
can make rational interpretations and generalizations from the two sys-
tems and apply them to our own teaching.

The Humanistic System
Humanism proposes the fundamental concept that all people are in

command of their own destinies. Each person is aware of individual emo-
tions; each is a sum of characteristics and qualities which set the individual
apart from all other persons, All attitudes, feelings, and values are per-
sonal to each individual. Best of all, humanism contends that people are
inherently, intrinsically, and constitutionally good. Every individual is

1.5
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therefore deserving of dignity and of the well-stated "inalienable right to'
life, liberty, and the pursuit of happiness." Thus, since people are the
makers of their own futures, and since they are virtuous by nature, the
best form of education is a free and democratic organization, for only in
such an atmosphere will students realize their full potential.

t)

Therefore:

HUMANISM IS A WAY OF THOUGHT AND LIFE WHICH TAKES AS ITS MAIN
CONCERN THE REALIZATION OF THE TOTALITY OF ALL HUMAN RESOURCES.

As it relates to education, humanism starts with the assumption that
teaching is a relationship between human beings which involves human
behavior, human meanings, human understandings, and unique human expe-
riences. The feelings and perceptions of teacher and students are every bit
as important as knowledge. In keeping with this philosophy, a humanistic
educational setting is one which seeks to enrich and enoble the lives of
students by liberating the full potentialities of their every resource.

Separate Meanings and Nonmeanings
Despite its widespread application, humanism remains today an often

ambiguous and misused word. It may therefore be helpful to recognize
that humanism does not have any connection with religion; neither does
it have the same' implications as the words, "humanitarian" and "hu-
mane"; nor does it have a relation to the academic study of the human-
ities. Even in educational circles the word is often applied in many ways,
including affective education, psychological education, open classrooms,
free schools. Nevertheless, in spite of sometimes erroneous or confusing
applications of the concept, certain characteristics of the philosophy appear
to be constant. They are the central doctrines which define the very spirit
of humanism. As applied to education, they are as follows:

1. The idea of human potential reappears consistently in humanistic
education. Learners are seen to. possess a great potential of positive abilities;
consequently, teaching' focuses on the development of, these abilities.
Moreover, humariism grants students a fully conscious and free will, with
the potential for each student to recognize positive individual abilities.
Humanism, then, is a very positive approach to education as it focuses on

1

the personal potential of each student.

. 2. The most prevalent cluster of positive human abilities that concern
humanists are those considered human relationsthose'abilities which help
people to get along with others. Accordingly, education should accent the
social lives of students with a learning atmosphere which encourages
everyone to 'be genuine 'with the self and others. Such an atmosphere
allows each student to be open and honest, without fear of reprisal, and
requires that the teacher be largely nonjudgmental about the feelings and
opinions of students.

15



3. Perhaps the most important aspect of humanistic education is the
recognition of the affective domain and of the critical role of the schools in
its development. Education of the affective domain involves the cultivation
of emotionsan education for "feeling"just as cognitive education is
aimed at intellectual growth It starts with a teacher who is capable of
being a sensitive, warm, emotional person "turned on" by many things;
one who is able to relate enthusiastically to students. Its major objective
is development of self-awareness and insight, which will result in an in-
creased interest in such creative endeavors as originality, imagination, and
novel interpretation, with the finalproduct a general positive feeling about
learning. When it accomplishes its aim, affective education replaces any
"I-feel-stupid" or..I-hate-school" attitudes with positive self-images and
a sincere intrigue with learning. Thus the ultimate objective of affective
education is to assist people in becoming caught up in the sheer-joy of
living. Of all the humanistic endeavors, this is probably the most difficult
to accomplish. According to the humanists, however, it is also the most
neglected dimension of formal education. The schools, they contend, are
too much involved with the cognitive aspects'of learning and should be
providing a more total education in what might be described as life en-
richment.

4. To accomplish the foregoing objectives, it is necessary that the
teacher be a facilitator of learning, which is markedly different from being
an "imposer" of learning. Humanistic education moves away from
teacher-controlled classes to shift the determination for learning to stu-
dents. Consequently, the teacher must be more supportive than critical,
mire understanding than judgmental, and more accepting than demand-
ing. Since students are given full credit fOr their ability to make choices
and evaluate their own progress, the curriculum Should thereforefocus on
the 'concerns and interests of students rather than on those of the teacher
or the school system.

Getting Beyond the Words Is Difficult
Describing the central objectives of humanism is difficult because the

words used are, often idealistic and visionary and are prone to misinter4.
pretation largely because of their freehanded implications. In addition,
although other descriptive words are available, they are too restrictive for
use with some humanistic concepts: This is especially true when narration
of the humanistic experienCe falls into the realm of existentialism. As a
concept, existenfialiim itself is extremely diffiCult to describe. In its most
undiluted sense, it means to "become." More specifically, it means that
students become "aware"not as we normally become aware of the
world in an intelledtual manner, which is a sort of object awareness. EX-

istentialistic learning is more of a subject awarenessa method of realiza-
tion; learning to know things in and of the world, witha "knowing" and
'a "seeing" that incorporate the dimensions ortime, relativity, causality,
and morality. Accordingly, humanistic education should promote self-
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fulfillment. What this means, directly, is that each student should re-
alize her/his own positive human potential, become well acquainted with
the self, as it were, and reach full functioning in art, music, sportin all
activities.

Abraham Maslow (1970) may have said it best when he called it-self-
actualization, which is now a widely used term. Maslow meant it to refer
to a sort of exploitation of individual talents, capacities, and potentiali-
tiesan actualizing, or making real, of one's own abilities. In physical
education, this can directly mean the cultivation of one's physical poten-
tial, or it can more indirectly mean experiencing one's expressive self
through a motor medium.

Castles in the Air
Unfortunately, say the humanists, education is so engrossed with in-

tellectual affairs that it never gets around to these existential and self-
actualizing experiences. Too much-time is spent on external matters and
too little given the inner person. The emphasis is certainly on external
achievements, specifically attaining high grades. Even in physical educa-
tion, with its great potential for self-actualization, concerns all too often
center on who can run the fastest, or do the most pull-ups, or win some
sort of championship.

Moreover, the humanists condemn society itself for its emphasis on
external concerns: obtaining the highest-paying job; buying .a better tele-
vision, an extra car, a second house; taking a more, expensive vacation.
Eric Fromm (1964) said that most people are "necrophilous"attracted
to the mechanical aspects of life. In contrast; some persons are ,"biophil-
ous. " infatuated with life itself. Necrophilous 'persons are attracted to
things that .are not alive ,and, in some cases, are even against life. The
like to talk of money,, gadgets, and machines: They prefer memory to

"understanding, having to being. They approach life mechanically; liking
things they can possess and disliking uncertainty. In counterpoint are the
biophilous people,' who have a love of life itself. They have the quality of
existence one describes as "full of life." Attracted to the process of life,
with: an aptitude for wondering, biophilous people have an ability to see
the "whole" of living, to examine all things, and to grow by stimulation
rather than by force. For such persons, good' is all that is conducive to
growth, and evil is all that strangles life:

Obviously, then, humanists believe contemporary education and,
technological society are both caught up ,in a'syndrome which supports
necrophilous attention.: Worst of all, they say Most people don't even
know it and consequently don't know what they're missing. Fortunately,
however, humanists also believe the situation is nothopeless.

The Preparation for and Restoration of Life I

Historically and philosophically, education has always been consid-
ered some variable form of "preparation for life." The years of formal
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schooling are intended to provide people with the equipment necessary
for an effective existence in society. Accordingly, education is often
thought to be a reflection and creator of society. The schools are therefore'
in a position to change society. In fact, humanists believe that education
must change society. It is their firm conviction that education is the most
logical place to implement the ideals of individual worth and self-actual-
ization. Thus:

HUMANISM PLACES ITS GREATEST FAITH FOR A SANE WORLD ON THE PO-
TENTIAI OF EDUCATION FOR GENERATING INDIVIDUALS WHO WILL HAVE
THE CAPACITY TO LIVE SELF-FULFILLING LIVES.

Education reaches all people, it is relatively autonomous, and it has
already demonstrated its ability to change the values of society. It is a
powerful force, one thatmore than any othercan turn people to the
more meaningful concerns of their inner selves. Best of all, humanism
incorporates physical education as an integral and extremely important
part of this potential.

But to accomplish all these ends, traditionalistic teaching must be dis -,
carded and new methods utilized wholesale. Humanistic teaching is never
a matter of "telling" things to students; instead it is made up of moments
when teacher and student reach some insight into the nature of things
and of beings. It is more an inspirational teaching, with credit for psycho-
logical respectability given teachers, and a capacity for self-discovered
learnings accorded students. The themes of thisMophilous and somewhat
existential experience include freedom, trust, and discovery. Most cer-
tainly it is self-centerednot in the sense of conceit, but of self-actuali-
zation. In the most exciting meaning of the word, it is an education for
being alive.

Self- Appropriated, Learning
The most preValent characteristic of a humanistic educational system

-is- the confidence it places in self-discovered learnings. The valued out-
comesthose concerns which are self-actualizing, biophilousr and exis-
tentialtre matters which are meaningful to each student,in an individual
and personal way. As such they cannot really be communicated from one
person to another in a traditional teacher/learner fashion, The teacher can-
not prely declare their existence,explain their fundion, and impose them
on stuldents in the same manner that faCtual information can be tutored,
Instead, these inner learnings are matters which'each student must dis4

, cover individually, without the pressure of specific time requirements.
Therefore', rather than using static techniques teachers must create an en-
vironment which stimulates student discoveries of natural things through

, 'individual initiative. To accomplish this end, an attitude of freedom is.
- necessary to allow teachers to conduct classes in an atmosphere of open

permission for student self-discoveriesa replacement for the rote mem-
orization and restricted thinking, often found in traditional education.
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The critical elements of the implementation of the humanistic ap-
proach to education, then, are as follows:

HUMANISTIC EDUCATION IS FOUNDED ON THE CONCEPT THAT THE ONLY
MEANINGFUL LEARNINGS ARE SELF-DISCOVERED.

Correspondingly, the basic humanistic belief is that all peisons are
capable of directing their own affairs. Consequently:

HUMANISTIC EDUCATION GIVES STUDENTS THE RESPONSIBILITY FOR THEIR
OWN LEARNING.

Therefore:

THE EDUCATIONAL ATMOSPHERE MUST BE ONE WHICH STIMULATES SELF-
APPROPRIATED LEARNINGS.

Overall, such a discovery-type system of education proposes a differ-
ent sequence for learning. In a traditional approach the principles for solv-
ing problems are presented first, and the various instances of their appli-
cation are given second. Facts are learned first and the value of the facts
is learned seconda standard two-stage method. In discovery learning,
however, studdnts are asked to solve problems without first having the
solutions. The teacher does not tell students the principles or generaliza-
tions (or facts) they are to learn, but instead involves them in a process of
exploration, leading them to self-discavered conclusions by presenting an
arranged set of problems, with cues given when necessary. Thus, human-
istic education proposes a reversal of the traditional system.

IN A DISCOVERY APPROACH TO LEARNING THE INSTANCES (PROBLEMS) ARV

PRESENTED FIRST AND THE PRINCIPLES (SOLUTIONS) SECOND.

Discovery-type learning is, by its own arrangement, self-appropriated
rather than imposed on students. The process involves analysis, 1 gic, and
synthesis in a self-governing operation, and the result is no only .the
knowledge obtained, but also a refinement in the l acity itself.
The psychological activities involved in problem-s ving are enhancing by
themselves, for students ,are said to 'develop 'organizational abilities".
from their experiences. What is acquired is not only the discoveries, but
also an ability to make other discOveries.

IN DISCOVERY LEARNING IT IS NOT ONLY WHAT AN INDIVIDUAL IS LEARNING
THAT IS IMPORTANT, BUT ALSO HOW IT IS BEING LEARNED.

Learning, accomplished through discovery is believed to constitute a .
particularly influential and meaningful kind of knowing. The Teal product
is a more comprehensively perceptive person. The knowledge gained is
the result of abilities unique to each student; it is therefore more persona',
more Meaningful, and more ,transferable to other situations.
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Physical Education Has Been Mold
- Physical education has listened intently to these developments in re-

cent times and has now. taken an important role in the discovery format
with a broad and sometimes misunderstood theme. Movement education
has achieved a remarkable acceptance in the profession, particularly as it
applies to the elementary school curriculum:Its philosophy includes all
the precepts of humanistic education; its method is one of self-discovery.
Therefore it can be concluded that

MOVEMENT EDUCATION IS PHYSICAL EDUCATION'S METHODOLOGICAL AN-
SWER TO THE HUMANISTS.

Movement education gives a freedom for expression and a sanction
for creativity to students, and it relies on experimentation and problem-
solving as its principal methods. It fashions originality, organizational abil-
ity, self-reliance, self-discovery, self-fulfillment, and all the other human-
istic values. In a very real sense, it is a freedom for expression through-a
motor mediumself-actualization through physical movement, or bio-
philic physical education, if you will.

The values inherent in a humanistic approach to physical. education
are the same as, and the ends identical to, the values and ends that hu-
manists propose for general education. Only the means are different. And
that difference may be the greatest benefit of all,, for in using a physical
medium to promote the aims of humanistic education the resulting de-
velopment of self-actualizing properties also incorporates the relative mas-
tery of general movement and the potential refinemeAt of specific mastery
of general movement and the potential refinement of specific motor
skillsan extra dividend which only physical education can offey in a total
school curriculum.

Logical, sensible, reasonable? But waitthere's another side to the-,story.

The Behavioristic ,System
On the other side of the proverbial fence are the behaviorists, who

find humanism far too philo'sophical and speculative. They argue that
discovery learning is very difficult to support with the sophisticated kinds
of research familiar to behaviorism; and they expreSs serious doubt that
humanistic learning can ever be as effective, meaningful, and lasting-as
claimed. Besides, even if its claims were true, it is'much too time.:consum-
ing, and legitimate education .cannot afford to stand around and wait for
the results; Furthermore, theprocess of discoliery itself contains too great
a frequency of error, hence it is much too inefficient.

The behavioristic system of education is fundamentally stimulus-
regponse teaching; that is, irT its simplest version the teacher asks or pre-.
cents a problem (stimulus) and, the students answer or solve the problem
(response). The method is unadulterated and direct; its effectiveness is
fully ,,upported by research evidence.
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The foundation of behaviorism is very clear: the manipulation of the
environmental conditions to which a person is exposed will bring about
definite and predictable behavioral results. Depending on how the envi-
ronment is manipu4ted, it is possible to produce behaviors that never
existed before, to maintain existing behaviors, or to eliminate behaviors.
The underlying theory is that behavior is preceded by causes. Everything
that people do is a product of the environmental conditions which existed
just prior tc their behavioral responses. Each behavior is a result of the
events that occur prior to the behaVior. Therefore:

PEOPLE RESPOND TO THE ENVIRONMENT (OTHER PEOPLE, SITUATIONS, AND
EVENTS) IN VERY PREDICTABLE WAYS.

Consequently; ,

BY CONTROLLING THE ENVIRONMENT, IT IS POSSIBLE TO INFLUENCE HUMAN
BEHAVIOR.

In education, the behaviorism model operates on the conviction that
teaching can maximally in ce learning by controlling the conditions of
the ,environment. Very direct it is a means of managing teaching to
produce efficiency, with the meth flological procedure based on objectiv-
ity, precision, and economy. The final result is the implementation of ,
intentional and predictable changes in the behavior of students.

It's Classical and It's Mod
There it is--change in behaviorthe end effect of using behavioristic

psychology. This objective also results- in 'much criticism of behaviorisrh,
Strangely enough, however, behavioral change is alsu the most frequently
stated dictionary definition of learning.

On this ground, at least, all educational theorists must agree in prin-
ciple with behaviorism. The intent of education is to produce learning,
which is a change in behavior, The behaviorists simply claim to know how
best to do it. In contemporary literature,. they speak of the technique as
"modifying", behavior; subsequently their strategy has come to be known

mas behavior modification.
It, doesn't really sound, too badbehavior modification. But many

people still don't like it. They see it as pure control, arid link, it with such
things as dominance, regulation, restraintr autocracy, dictatorship-7all of
which seem amoral. In truth, however, these criticisms are unjustified.
Behaviorism does mean control, but it does not mean to curb, restrain, or
hold back students through an authoritarian dominance. Rather, it means
to maximally arrange the environmental conditions for positive influences
on learning. It is a matter of 'educational management which, although it
does include a relative degree of control, is not aimed at dominance but
at making the educational enterprise more effective,
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It's the Here and the Now
Behavior modification is one of the most influential doctrines ever to

penetrate education. It has generated more writing and research than any
other teaching strategy in the history of education (Roberts 1975). If for no
other reason than its very magnitude, it has also produCed an inordinate.,
number of critiques.

The essential endeavor of behavior modification is to influence people
to perform precisely defined responses. Always, the end product is a spec-
ified behavior; thus the success (or failure) of the methodology can be
clearly seen. For example, a mother may want her six-year-old daughter
to make her bed every morning or a fourth grade Teacher may want a
student to be able to recognize all the states of America. In both cases, the
behavioral objectives can be easily stated and observed, and are not
achieved until the bed is made daily or the fifty states are identified. If a
high school physical education teacher wanted a' student to swim ten
lengths of a pool using a side stroke, then that behavioral objective is not
accomplished until the studenteswims the ten lengths with a side stroke.

It's all very clear, very, well defined, and very observable. The goal
is precisely stated and is not achieved until it is actually .observed. In this
important respect, behaviorism differs markedly from humanism. .

BEHAVIORISM STATES ITS OBJECTIVES IN VERY PRECISE TERMINOLOGY; AS
&RESULT, THE RELATIVE SUCCE5'6 OF TEACHING CAN BE EASILY OBSERVED.

The important factor is clarity. is more clearly stated the objectives,
the more easily understood they will be for teacher's and students alike,
and the more error-free the evaluation of their achievement.

Making the Subjective Objective
Of course it is often difficult to state objectives in precise, terms. Some

;are so broad in concept that theyalmost defy any description. For, example,
physical education frequently lists such standard objectives as "coopera-
tion with others," or "an appreciation for the game," or "an awareness
of strategy," or other subjective goals. FOr behaviorism; such purposes
are too vagUe and nonmeasurable and must be replaced by more precisely
defined objectives for the specifk:' behavioral responses to be expected of
students.

To satisfy this concern, the initial emphasis in behavioristic education
is not teaching, but the descriptiOn of definite objectiveg. Consequently the
essential task of teaching 'then becomes one of influencing students to
'perform the necessary functions which wirresult in the accomplishment
of these objectives. F.-am the behaviorists' viewpoint, historically educa-
tion has been relatively ineffective-because it has not defined its purposes .
in precise behavioral specifiCations. Such, concepts as "understanding,"
"appreciation," and "awareness" may be legitimate educational objec-
tives but are unacceptable to behaviorists until they are precisely defined
in terms of,what students must do to demonstrate that they do Understaid,
they db appreciate, and they are aware,
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It becomes difficult at times. For instance, an art teacher may state an
objective for an art class to "develop an appreciation of good art," which
sounds like a perfectly logical expectation. But exactly how does one de-
velop such an appreciation? Moreover, exactly what is the criterion for
good aft? Most importantly, what behaviors will demonstrate that a stu-
dent does indeed have this appreciation? Can it be ahown simply by a
developed interest in paintings? Or by the ability to recognize the works
of known artists? Or by doing one's own artwork? Or by agreeing with,
the teacher on what constitutes good art?

Obviously, there are problems. What may generally be accepted ty
the humanists as noble and logical objectives are quite unacceptable to the
behaviorists. In the opinion ofjbehaviorists, humanism is invalid because
of its philosophical values. How can biophilous objectives be defined?
How can a student demonstrate self-actualization? And as for existential-
ism, even an attempt at scientific explanation is a corruption of the concept

The point remains, however, that validity is possible only when the
objective being considered can also be exactly described. For educational
goals to be valid, according to behaviorism, they must be stated in precise
and accurate language. This is a very difficult but critical concern which
will be discussed in greater detail later in this book.

Programming. traInstrtiction
When educational objectives have been carefully defined and the de-

sired student behaviors precisely delineated, behaviorism next demands
that the educational process itself be actly outlined. The progressive
steps to be required of students must now be constructed. It is a matter
of determining how best to arrange the educational enVironment for max-

\''imum learning to \take placethat is, deciding on which student experi-
ences willtest accomplish the task of meeting the statedobjectives. These
experiences, too, must becarefully defined and the educational conditions
organized into an arrangement of tasks of increasing difficulty, with stu-
dents progressing from on step to the next' only after mastering the pre-

\vious step.
This deliberately structured series of,educational tasks arranged in.,

order of increasing complexity is often called programMed instruction. Its
first application came through the use of teaching machines specifically
designed to present programmed material to students. Such a machine
gives the. student ,an incomplete statement or a mathernatical prOblem
through a "window" arrangement that withholds the information or an-
swer until the student responds: Then, the correct response is shown, and
the machine next presents a problem of increased difficulty. This format
has also been .1,ised in textbooks. Normally, the reader covers an answer
with a card urliii the question has been read and answered, then checks
the accuracy of the respons'e, and proceeds to the next question.

Computers have pow taken over where the teaching machines and pro-
grammed textbook4 left off. Although' their ability to .interact with human
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learners is of course limited, computers can reproduce some surprisingly
complex teacherlike situations, and they have been shown to be an amaz-
ingly powerful and highly efficient instructional tool (Glaser and Cooley
1973). The major eleMent in computer instruction, as in teaching machines
and programmed textbooks, is how well the program itself is designed.
This, too, is the main task for the teacher using a behavioristic format.

In' this version of education, teaching is not primarily a stimulus to
learning; rather it is an arrangement of the conditions which will expedite
learning. Thus the effectiveness of behavioristic teaching depends on the
skillful production of the learning program itself. Therefore:

THE RELATIVE SUCCESS (OR FAILURE) OF A BEHAVIORISTIC APPROACH TO
EDUCATION IS DETERMINED BY THE EFFECTIVE ARRANGEMENT OF THE
LEARNING ENVIRONMENT TO PROVIDE THE PROGRESSIVE STEPS WHICH
WILL LEAD TO THE ACHIEVEMENT OF THE PRECISELY STATED OBJECTIVES.

This does not say that studerits can learn without a teacher. What is
emphasized is the structure of the learning tasks. In this context, teachers
are most effective when they act as "engineers" instead of companions
to students. Successful teaching thus becomes a matter of how well the
teacher can design.and administer a systematical "program" of instruc-
tion rathef than how.inspirational one may be.

t's Not Who You Area But What You Do
Behavioristic education seems to give its attention to the precise de-

s gning of instructional programs with little concern for the act of teaching
itself. One may easily conclude that teaching is subordinated to and some-
hovV1 less than the design of the instructional program. Indeed, this is a
rather perplexing characteristic of behavioristic philosophy. Behaviorists
do not; deny that the'personality of the teacher is important, however. All
they are really saying is that the character and personal idiosyncrasies of
the teacher are simply less dependable in promoting educational efficiency
than those factors which can be more dependably designed.

FUrthermore, the analysis ,of what constitutes effective education is
made by observing students; not teachers. When students show tliat they
are learning prescribed material through a specifically designed Pro-
grammed instructional arrangement, the problem of teaching is-largely
solved. It's all in the meticod. The distinctive deScription of,objectives and
the precise organization of the steps to attain them constitute not only
what it is that is to be taught, but also 1how to teach it. Teaching in a
behavioristic scheme is therefore mostly a matter of managing and pro-
gramming the overt behaviors of.students,

Incompatible Inferences
Should it, then, be humanism or behaviorism? One philosophy says

that flexibility and adaptability are the teacher virtues, while the other says
teachers must adhere to carefully planned programs. One side says teach
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students, and the other says teach subject, matter. One says promote in-
dividuality, and the other says produce predetermined skills. One seems
to so), freedom, the other control.

Both si s do appear to exist in a realm of apparent truths, and each
see s to founded on indisputable fact and/or theory. 'Unfortunately,
how ver,:the proponents of each format have often become obsessed with
convincing others of their value and in the pro-dess have overconfirmed
their own opinions within their own viewpoint. Further, both sides have
missed some of the substance of their philosophies which, when ap-
praised, is actually an agreement between the two.

It seems that a sensible midpoint of synthesis is yet to emerge. What
needs to be done, then, is to combine the two sides into a reasonable and
usable package. The value of the two approaches to education does not
lie in the absolute acceptance of only one, but in the consolidation of the
best elements of both. Even more logically, instead of a sort of middle-of-
the-road compliance, there is instead an apparent situational point which
moves between the two, for there are times when the teacher needs to be
openly humanistic in the educational environment, and other times when
the setting must be behavioristically controlled, even with the same stu-
dents. The effective teacher' is therefore one who, rather than holdin6,
strictly to the doctrines of either side, is able to apply both formats, in
varying degrees, as the situation warrants. Without question:

EDU&17;n1 CAN READIY UTILIZE THE COMPONENTS OF BOTH HUMANISM
AND OCHAVIORISM; AND THE PERCEPTIVE TEACHER IS ONE WHO RECOG-
NIZE. WHEN TC' USE COMPONENTS OF EACH METHOD

Productive teaching is a matter of timing the use of each method. The
intriguing thing is that .physical'education, as we shall see later, by the
very nature-of its subject material has a built-in and direct way of telling
the teacher when to use humanistic attitudes and when to rely on behav-
ioristic techniques. )

On Stage, Where It All Gets Serilius
The discussion so far hi's provided a theoretical and philosophical

perspective of humanism and behaviorism. It is now appropriate to step
outside the conjectural confines and envision how each system can be
used in an educational setting.

Foilr examples, falow.EaCh is hypothetical, although a random sam-
pling of any sizable school district would probably turn up situations sim-
ilar.

a
to those presented here: two examples are third grade class

roomsone with an open, humanistic atmosphere, the other with
behavioristic format. The next two illustrations are of high school golf'
classesone taught with, humanistic discovery-type techniques, the other
utilizing behavioristic principles. These examples are probably extremes
that is, the teachers involved.are showing relatively strict adherence tovne
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\\,of the two teaching strategies, and it is not likely that very many teachers
are so singular in their method at all times. Nonetheless, these examples

re presented in this fashion to illustrate the possibility of approaching the
e educatir-nal setting in two entirely .different 'and distinctive ways.

A Humanistic Third Grade Classroom

It's difficult to tell when you first enter this room what sort of organi-
zation it has, if any. The room is arranged into "centers" of particular
themes. One corner contains books to serve all curricular needs, along with
recreational reading material and books specifically designed to help children
improve theirreading skills. Another area is a viewing center with filmstrips,
slides, %-iewmasters, and stereoscopic viewers. A listening center contains
records and tapes, with earphones so that users will not disturb the rest of
the class. There are also an art center, a science center, and a math center,
each with appropriate educatio{ial material for children to explore freely; as
well as a cooking area, a construction area, and a discovery table which
contains piles of what might otherwise be considered "junk. ' A very no-
ticeable feature of the room is the lack of traditional rows of student desks.
In fact, there seems to be an insufficient number of desks for all students to
use simultaneously.

Students in this classroom are dispersed into small groups which they
have spontaneously formed in keeping with their particular interests at the
moment. They change groups and centers frequently. A teacher and a
teacher's aide move around the room, dividing their, time into small, con-
centrated periods_ with the groups. Each gives- attention as stimulator, ad-
viser, consultant, and resource person, ra r than giver of knowledge. Each
listens and watches a great deal and less than a traditional teacher.

At this particular moment, the teacher is with a group at the science
center, while the aide is sitting on the floor with other students. The rest of
the class is clustered in groups at the various centers, working independently
of anyleacher attention.

At the science center students and teacher are watching sand filter
through an hourglass. The conversation goes something like this:

TEACHER: Why does it do that?

MICHELE: Why does it do what?

TEACHER: Why does the sand in the hourglass flow downward?
DAVID: 'Cause there's a hole in the thing.

(Some muffled laughter occurs.)

TEACHER: No, no, I mean, why does it go down instead of up?

(Silence)

The saw: has now filtered through the hourglass. The teacher picks up a
pencil, then drops it to the floor.

TEACFIER: Why did the pencil fall down?

KYLE: Because you dropped it.

(More muffled laughter.)
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TEACHER:

ANNE:

TEACHER:

MICHELE:

TEACHER:

DAVID:

TEACHER:

ANNE:

MICHELE:

TEACHER:

KYLE:

TEACHER:

MICHELE:

TEACHER:

I know) but why didn't it fall upward? Why does everything fall
downward when it falls?

'Cause it's heavy.
Mm, well, that's right, but heavier than what?
Oh,'I know! I know! Heavier than air.
You',e right! That's good. Heavier than air, which hardly weighs
anything, and so objects fall through the air. In fact, almost every-
thing is heavier than air. But can you think of something that's heav-
ier than air and doesn't fall down?
Is it in this room?
Well, not the thing I was thinking of, but let's see, there is at least
one thing in this room that could be like that.

How about an airplane? They're heavy.
Birds!

That's right, too.
And balloons!
Well, sort of. That's actually the thing I was thinking of that's in this
room. Bui you must do something to a balloon to keep it from falling.

Yes, blow it up.
Yes, but not just with air., David, go get one of the balloons and blow
it up, and we'll see if it stays in the air.

On the floor, three children and the teacher's aide have a map of the United
States spread out in front of them. Each child has a small toy car with which
to make a simulated trip on the map..

AIDE: Why do ,we sometimes need maps?

JANET: To see where vi:e are going.

AIDE: That's true. And how do we do that?

DONNICA: Well, if we wanted to go to Pennsylvania, we'd get a map and see
which roads would take us there;and then we'd go on those roads.

AIDE: Great. That's really good. How come you know about Pennsylvania?

DONNICA: Because that's where my grandma and grandpa live, and we drove
there last summer.'

AIDE: Well, that's a very good reason for making a long trip like that. I bet
your parents used maps to help them find the way. Tell you what
can you all think of a place in the United States where somebody
lives that you would like to visit? (All three children nod their heads.)
OK. Then let's put our cars here on the map, in Denver, where we
are now. Let's see, can anyone find Denver?

JOHN: Here it isIt's kinda right in the middle of the map.

AIDE: Yes, it is. Let's all put our cars right on Denver. (All place their cars.)
Now find the road you need, and then drive your car to the place
you would like to visit.

(After much studying of the map to find their locations, and some help from the,
teacher's aide) eventually the children get their cars to their destinations.)
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AIDE: Well, it looks as if we all made it. Let's see now, who made the
ongest trip?

JANET: L oks like John did.

DONNICA: Wow! He went a long. way!

JOHN: This is where my grandma and grandpa livehere in New York City.
To get to their house you gotta cross this big bridge. I mean it's really
a giant thing. My dad says it's the biggest in the world, I think. He
called it a stupendous bridge:

DONNICA: A what?

JOHN: Wellit's sort of, well, I meanit's got these wires, like big pieces
of rope, that hold it up.

AIDE: Could you draw us a picture of one?

JOHN: Yes, I think so.

AIDE: Great. After we talk about our trips, if you'd like, we'll go over to
the table and build some bridges out of boxes and see what we can
learn about them.

A Behavioristic Third Grade Classroom
-16

Most of the space. in this classroom is taken up by the permanent desks
and chairs arranged in rows. There are "centers,'.' however, just as in the
humanistic classroom, although they are fewer in number and the materials
at each center have an approperiate storage. place. Even though it is very
organized, the room somehow seems crowded. This class has no teacher's
aide.

At the moment'all the students are seated at their desks after having
seen a filmstrip about planets. The teacher has followed up with a demon-
stration using a globe and flashlight to illustrate the movement of sun and
earth in relation to each other and the earth's rotation on its axis.

TEACHER: Now that you have seen the filmstrip and demonstration, who can
tell me why we have a night?

(Most of the hands go up.)
TEACHER: Yes, Nathan, do you know?

NATHAN: Because the sun isn't shining.

TEACHER: No, the sun is always shining. It didn't stop shining in the filmstrip,
and I never turned off the flashlight to make a nighttime. (Some hands
go back up.) Maria, do you know?

MARIA: It sets.
TEACHER: Well, that's what we call it. But what really happens is the the earth

does something. Remember in the filmstrip when the sun was setting,
what was the earth doing to make the sun set?

HOWARD:. It was turning! (He calls out without raising his hand, and the teacher does
not recognize him.)

TEACHER: Stacey, thank you for raising your hand. What is the answer?
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STACEY: The earth was turning I 'mean, it turns away from the sun, or at least
the part of the earth we are on, and so the sun isn't shining on us
anymore,

(Howard mumbles aloud that he had just said that, but the 'teacher still ignores
him.)
TEACHER: That's exactly right, Stacey. Now, can someone show us again haw

this happens by using the flashlight and the globe? (Some hands go
up.) Thank you for raising your hand, Troy. You may come forward
and show,the whole class.

The lesson concludes with, questions and answers, and the teacher
makes an assignment in a science workbook which is coordinated to the
filmstrip. The class then disperses into preassigned groups, which go to
centers for preassigned work, except for one group which remains seated
and begins to work on the science assignment.

One of the children at the math center has a very difficult time sitting
in his, chair and concentrating on the work. He gets out of his seat several
times and watches others in the room for a moment, then sits down to try
to attend to the math problems. When he is sitting and working, the teacher
comes over to him as often-as possible to tell him how much it is appreciated
that he is trying to solve the problems, and then gives appropriate assistance.
When he is out of his chair, he is ignored by the teacher.

The teacher then goes to the reading center and talks with one of the
students.

TEACHER: Donald, I know you are a few days behind in your reading assign-
ment.

DONALD: Yes, I know. There doesn't seem to be enough- time to get it all done
here. All the other kids read faster, anyhow.

TEACHER: Well, I've got an idea. Why don't you get as much done todarat-
you can. Then you can take your book home tonight, and if you get
caught up,. tomorrow I'll have a treat for you. Maybe a candy bar.
Is it a deal?

DONALD: You bet it is!

TEACHER: Great. That's amagreement between just you and me.

After twenty minutes, the teacher indicates it is time for all groups to
change to a new center. Students who have completed the assignment at
their center take gold stars and stick them next to their names on a chart. At
the new centers, all groups begin work on other assignments.

A Humanistic High School Golf Class

Students are dressed in street clothes. A. come into the class, each
selects a golf clubSome go to an area where they begin hitting some practice
balls, others move off to the side and practice their swing. Some students
experiment with their grip and stance, a few go to a practice sand trap near
the hitting area, and a few stand around talking. The teacher, dressed. in
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casual street clothes, is with the students testing their grip and stance, help-
ing each one individually, making suggestions but never actually telling them,
how to hold the club or how to stand. Students change from area to area at
will; the teacher also moves from one group to another. Although there is
much verbal interaction between teacher and students, the teacher does not
demonstrate. Twenty minutes after the official start of the class, the teacher
calls all the students together.

TEACHER: Yesterday I suggested to you some of the things' which most people
agree are important parts of a good golf awing. Today I'm going to
ask you to do a strange thing. I want you to forget about all those
details and let your mind and body be as relaxed as you possibly can.
Put aside 'any attention you might give to complicated muscle move-
ments, and fre4 your body for a fluid swing. I ,want your mind to
allow. your body to feel related. To do that you Must free your mind
from any concern about details. Forget about thinking how to move.
If your mind thinks it can control your muscles, it will tighten some
of the tendons and chords which will interfere with a natural swing.
It will inhibit your muscles from stretching, and they will hold back
on the flowing motion which is so important for a good golf swing.
Let your mind be free. Then your swing will happen. Instead of trying
to make it happen, just let it happen. Trust your body to know how
to do it.

(Although the students seem a bit puzzled, nevertheless they are willing to listen.)

TEACHER Now, find a space where you will not be ,hindering anyone else'. (All
students spread out.) OK. Now put your hands on the club in a way
that is comfortable for you. --

And now, this may sound weird, but I'd like you to tighten the
muscles of, your' forearms and, hands as hard as you can. Really
squeeze the club.
Now relax them and feel the difference. Feel how good it is to have
your hands and arms relaxed.. Notice the sensation of having no ten-
sion in your muscles. Yet*they.feel sensitive, ready to respond.
Now, as you begin to swing the club, feel the rhythm of the motion
loose and flowing. Let your body go. Your mind is not in the way,
not trying to figure out the best way. It is giving freedom to your
body. Let your swing happen. Let your muscles be like a stream flow-
ing out of the mountain, with no obstacles to stop its course.

(With that, several students laugh a bit, and Adam feels compelled to make a
comment. As he speaks, a few students nod their heads in acknowledgment.)

ADAM: Ahmaybe this is unusual, but I really have a hard time following
this. I mean, I've never played golf in my life, and I don't have any
idea what a ,good swing is, much less letting myself do it. I really
don't know what it is I'm supposed to let happen.

TEACHER: I can sine appreciate that, and I know exactly what you are saying.
I felt the same way when I first tried this. But you must allow your
body the privilege of learning. To do that you must let your mind be
free of whatever it is you think you ought to know. Even those ex-
perienced players who might know which muscles control the swing
must still let go of the mind so that they are not telling their muscles
what to do. You have an advantage over them in that no one ever
showed you exactly how to swing. No one has cluttered your mind
with details. It's just like learning how to walk. No one ever told you
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how to do it, and even if someone had tried, you wouldn't have
known what the words meant anyhow. Yet you learned, because you
didn't think about it. You couldn't. When you learned, 'it 'just oc-
curred. It's the same with golf. :.You must let the natural, impulses of
your body take (-tier: Keep away fromanyconscious attention to the
how, and just d. it: Every time you swing the-club, your body will
remember the kmd of swing you took. If it feels tight and mechanical,
then you will know you need to let go of your mind even more, so
that you allow yourself to have a free and easy swing.

LINDA: I think I know what you're saying. I can do it without the ball. But
as soon as I step up to a ballI don't know, something happens. I
swing differently when there's a ball to swing at.

TEACHER: Probably you are thinking in your mind that Somehow you must force
the ball into the airthat 'you must use a lot of effort. That's not true
because the ball has 'very little weight; and when you are swinging
the club, because of some definite laws of physics, the clubhead has
a tremendous amount of power in it, and it will easily get the ball on
its way. Take your attention away from the ball and focus it back on
your swing. Let yourself have the feeling you already know, just like
in the practice swing. _Then, all that is happening is that you are
letting a ball get in the way of your swing.

KATHY: I think this is gonna take awhile. I feel really tight when I swing.

TEACHER: We all feel that way sometimes. Maybe that's not really a discredit
because it means we have our minds active as we swing. But we must
give our muscles the faith they deserve for being able to get along
without our brains.

(Students go back to swinging the clubs, trying to sense what the teacher has been

saying. For the next few moments, the teacher offers no verbal reinforcement.

Then, as the students continue swinging, the teacher periodically reminds them

of the feeling of the motion.)

TEACHER: Keep your swing simple and natural. Take the club back only as far
as your body allows, then let the flow of the swing build its own
speed.
You are not a machine, but a human being with a system that can
feel the smoothness of your swing.
Fall into a rhythm. Try not to be overly purposeful with your swing,
but be sensitive to the free and flowing motion. Keep that good feel-
ing inside your muscles.
Release all tension. Golf is a "touch" sport, and if you hold your
muscles back, you will not be able to feel the sensation of it.
Swing outside your consciousness. Experience your swing. Let your
senses inside your body be the receivers they were meant to be. Tune
in to your own self.

A Behavioristic High School Golf Class

As thestudents arrive they stand around talking, waiting for the start
of class. They are casually dressed, as is the teacher, who is talking with
them. At the moment the class is to start officially, the teacher tells everyone
to take a golf club and calls them all together.
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TEACHER: Yesterday some of you tried swinging a golf club for the first time in
your lives: I didn't say too much to any of you then because I wanted -,
to 'see how everyone would swing. But today, before you develop
any bad habits relating to the swing, you need to become accustomed
to some of the basic techniques for a good golf swing. The most basic
of all is to learn the proper grip. It may seem like only an incidental
thing,' but it is your only direct contact with the club, and it is your
indirect contact with the ball. So it is essential that you learn a grip
which is sound and dependable.
The proper grip is not an accidental thing. It has been developed
through experimentation and analysis, 'and it is based on principles
which make a great deal of mechanical sense. Actually, there is more
than one accepted way of holding the club, but almost all professional
golfers who obviously use the best techniques known since it is their
livelihood, use something called the overlapping grip. It is the one
that 1 am going to teach you today.
Now, place the ,clubhead on the groUnd. Make sure the face of the
club is at ninety degrees to you.
Put your hands on the club with me, and you will have the proper
grip. First extend your left hand with the palm facing away from the
direction you would hit the ball, then place it on the grip of the club
just below the top end, as I have done.
Close your fingers so that the club lies across the second joint of your
index fuifer, at an angle. This will give you a combination finger and
palm grip invyour left hand.
Now close your hand over the club. Your thumb should be slightly
to the right of the top of the shaft, and the index finger should be
separated from your other fingers slightly.
Next, put your right hand on the club as I am doing, with the palm
facing toward the direction you want to hit.
Notice that I am holding the club mostly in the fingers of iny right
hand.
Now move your right hand closer to your left by taking the little
finger and overlapping it over the index finger of your left hand.

(At this point many students have a difficult time with the finger placement, so
the teacher circulates among the group to place the students' hands together. In
some cases the teacher must literally force student's hands into the overlapping
grip.)
TEACHER: All that needs to be done, now, to complete this grip is to fold your

right hand over the thumb of your left. Extend the index finger of
your right hand down the shaft' of the club in a "trigger finger"
fashion and keep your right thumb off the top of the handle, placing
it slightly to the left.

(The students still seem confused by all this information, and_the teacher circulates
among them again; assisting each one. Again, some students need the teacher to
physically place their hands on the club. Many indicate how uncomfortable it feels,
and after the 'teacher has attended to all students, some respond.)
JERRY: Man, this really feels strange. I feel like I'm all tied up. It seems like

it would be more natural to hold this thing just like a baseball bat.
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TEACHER: I'm sure it does. That's what makes the proper grip one of the more
difficult things to learn about golf, because it feels unnatural. If I left
you all to yourselves, I'm sure most of you would not pick up the
golf club in the fashion I've shown you, and yet this grip allows your
hands and .wrists to have more leverage and poWer than the grips
most of you would use.

CONNIE: Really? That's amazing..i've just been swinging the club, and with
this grip I feel like I've got to force my way through it. Before; when
I held it any way that -felt right, it seemed that the swing was, y6u-
know, more natural. Now it's a strain.

TEACHER: 0 It's understandable that when you first learn the proper grip your
swing will feel strange. But to develop an effective and repeatable .
swing you must start with sound basics. A good s'...!=ng is a product
of other factors, the most fundamental of which is how you hold the
club. If no one_had ever thought about the best way to grip the club,
he top golfers and everyone else would probably all have different

styles, and the swings would probably also be different. But a lot of
people have studied this game and have come to conclusions about
the most. effective techniques. That's why almost all the top golfers
in the world use this gripbecause it's the most effective. And the
top golfers want to know the most effective ways because they make
their living at the game.

SUE: That may be fine for them, but I'm not going to be a professional
golfer. I just want to play for enjoyment, and I think I ought to, do
what feels best for me if that's alt.! want out of golf.

TEACHER: Trust me, in a few weeks this grip will feel right. It will give you the
sensation that you are holding a Of club instead of a baseball bat or
an ax. You'll settle your hands into this grip quite naturally, and
what will feel unnatural then is the grips that many of you would like
to use now. What's more, .if your main objective is to enjoy the game,
I've never known anyone who didn't enjoy any sport more when
playing it well. So you see, instead of just letting you use any old
grip that may seem right for you, I'm really helping you to enjoy the
game by showing you the best techniques for playing it well.

An Abstract of the Basic Differences
To recapitulate, certain fundamental disagreements divide the hu-

manists and the behaviorists. Some of the more important ones follow.
The basic contentions of humanism include:

The centering of attention on the experience of people and thus a
focus on experience as the primary phenomenon of learning
Emphasis on such distinctively human qualities as choice, creativ-
ity, valuation, and self-realization
Commitinent to making the actual process of leaining meaningful
An interest in developing the positive potential in every person
Ultimate concern with and value of the dignity and worth of every
individual as an individual.

Humanistic schools are those where the environment encourages suc-
cessful personal encounter;` where ideas, facts, and feelings are openly
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expressed; where conflict is not hidden; where emotions share equalim-
portarice with intellect; and where learning activities are a combination -of
student interests and the goals of the school.

The basic cont(:itions Of behaviorism include:
The intentional altering of human behavior in the direction of de-
sired ends ,

Emphasis on human responses that are ,directly observable and
measurable
Commitment to making education efficient in evolying students to-
ward desirable end products
An interest in developing usable skills in every person
Ultimate concern with specific objectives and specific steps to
achieve those objectives.

Behavioristic schools are those where the environment is scientifically
arranged for efficient learning; where the students know exactly what their
goals are; where individual achievement is openly rewarded; where the
teacher is an acknowledged source of information and authority; and
where the learning activities are sequentially structured for observable
progress.

Separate, Then Together
The next two parts of this book present a more thorough analysis of

humanistic and behavioristic educational principles, with particular ern-
phasis on their application to physical education. The final section brings
the two systems together in dual use for teachers of physical education.



CHAPTER 4

The Referent of Freedom

Much has been written on the subject of freedom throughout human
history. Among the many writers and thinkers wrestling with this prob-
lem, 'Will Durant in'The Story of Civilization (1968) concluded that human-
kind can never be truly free. Because of hereditary physical and psycho-
logical inequalities, external controls in the form of laws or government
are necessary to check the growth of inequities. Consequently freedom is
sacrificed in the process of maintaining equality. Desmond Morris in The
Human Zoo (1%9) explained human behavior in biological terms, contend-
ing that any struggle for freedom results from biological proceSses inherent
in and automatic to the human organism, rather than from any "will" to
be free. Thus we tend unconsciously to avoid or escape from aversive
features of .the environment (crime, crowding, pollutioneven technol-
ogy). Kahlil Gibran in The Prophet (1965) considered freedom a state of
spirit, mind, and feelinga liberation of the soul, or psychic freedom,
rather than an escape or avoidance of something.

An important first recognition for humanistic teaching, then, is that
freedom comes in a variety of formsamong them Durant's freedom from
bureaucratic control, Morris's freedoni from physical technology,and Gi-
bran's freedom from psychological constraints. Thus one may be free from
events, from things, and from psychic confinement.

Over the centuries, we have learned how to generate many of our
own freedoms. We have constructed a. technological civilization which
allows us to be relatively free from uncomfortable events and environ-
mental conditions. We can, for example, turn up the thermostat when the
weather is cold, or we can swallow some pills to neutralize physical pain.
We can move to the country to av the crunch of a city, or we can avoid
heavy labor by finding a seden job. We can ride an escalator instead
of climbing stairs, or we can push a button at night to have our coffee
ready in the morning. We can choose not to wear seat belts; we can become
an alcoholic; or we can tear up the national forests with a trail bike. We
can, literally, be "free" about almost anything we want to do, at least in
the sense that we can choose whether pr not to do "it.

Freedom in this sense is afkind of possession, in that it can be attained
through effort (or noneffort, as the case may be). We seem to have a great
propensity toward this kind of freedom, for we are constantly tending to
escape from or avoid or even destroy any form of control which interferes
with our attainment of such possessable freedom. Perhaps this is because
es nsg-Iiir1we know how to gain such freedom. There are also well-known
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ways to avoid certain unfree conditions of family life, or occupation, or
friends, or religion, even government. But the literature is somewhat un-
clear about how to avoid the psychological condition of unfree feelings. We
have never found an exact way to provide all people with the freedom of
which Gibran speaks: freedom of the mind.

This is a more discrete kind of freedom, one which concerns human-
ism directly. It is a sort of "inner liberty"a freedom of the inner person.
It exists aside from any outward choices or alternatives which we may
have from environmental situations. It does not refer to the daily decisions
we make about physical and situational constraints in our lives (such as
whether to take an aspirin for a headache or attend a disliked class). In-
stead, it implies a:freedom of a far greater dimension. It is subjective rather
than objective, psychological rather than physiological, attitudinal rOter
than behavioral.

This phenomenon could be masked by what might be called "attrib-.
uted" freedom, where we are told that we are free and given such "free-
dom" as the right to lead a private life, the opportunity to choose a
profession or to decide where to livenone of which guarantees a freedom
of the psyche. In this respect, some educational theories have assumed
that if students were provided with an "open" environment and the
opportunity to make their own choices, they would automatically become
liberated, happy, and creative persons. While such an environment may
be a necessary beginning for total freedom, it does not assure that students
will have the inner resources to know what to do with it. The environment
lone cannot establish the self-reliance, the excitement with learning, the

creative spirit, and all the other psychic operations which are the outcomes
of a truly free mind.

It is true, however, that the environment can be a major factor in
freedom. People are essentially products of their environmental stimuli.
On that one particular point all educational philosophies are agreedhu-
manism even agrees with behaviorism. Accordingly, then, one of the foun-
dational tasks of education is to define. those conditions which are most
likely to generate the attitudes which are the qualities of free states of mind.

Why are such definitions so important? First of all, the humanistic
approach to education begins with freedom as the absolute prerequisite
for all its objectives:,

THE IMPORTANT LEARNING OUTCOMES OF HUMANISTIC EDUCATION (SELF-
ACTUALIZATION AND THE LIKE) ARE POSSIBLE ONLY IN AN ENVIRONMENT
WHICH PROMOTES FREEDOM OF MIND.

This inner, subjective, psychological, and attitudinal freedom predis-
poses to all other kinds of freedom.

- How can the teacher create such a climate? It begins with a willing-
nessa readiness to allow freedom, which is more than the mere giving
of permission to students to be more self-directive. It means a sacrifice of
some presumed "control" over students, which must be made if one
believes in the basic concept of humanism and wishes to use it in teaching.
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N
Befor we discuss the technique for establishing a. free climate in ed-

ucation, it N first necessary to analyze mole completely the nature of this
inner freedoi.

/
'Freedom on the *inside

As, we have seen, it is one, thing to be free from famine, pestilence,
pain, danger, and other physically uncomforatble situations. It is another
thing to be free from governmental, cultural; and societal constraints. It
is still another thing to be free inside oneself.

Inner freedom is difficult to describe It is rather complex, but it cannot
be ignored.' Principally it comes in two forms, and 'in its application to
physical education it involves a third co sideration.

1. Psychological Freedom. The freedom to think, to feel, and to perce've
is a condition which fosters the emergen e of a more capable self. It is an
attitude about being free, existing as a disti ct state of mind which norm.illy
comes from the nature of the environment. Carl Rogers (1969) has said
that such a state of "feeling free" can be a eality only when the complete
educational environment allows students t express their feelings, impul-
ses, and percepts without fear of punishm nt for doing so. Psychological
freedom, then, is the result of an environ ent intentionally arranged t.
permit full expreision of values. It allowsfc5r the openness, spontaneity,
and creativity which are released with a free ng of the inner spirit.

Such is the condition of the "open" scI ools. When the teacher, or
an entire school, allows for the complete freedom of symbolic expression,
students are presumed to beconie more at lib6ty to be their own selves,
to pursue their own interests, and to determine their own values. Thus
the fundamental air of open education is to assist students in developing
an independence of thoughtnot a general antagonism to all ideas outside
their own frame of reference, but a positive receptivity to all ideas and an
ability to discriminate among them freely and symbolically. And this ca-
pacity, as we shall see later, can liigsenerated through physical education.

The basic criterion of psyChdlogital freedom, then, is that students be
allowed the freedom to think anythfing and .to express their thoughts with:-
out the potential of being told they are wrong. It must be recognized,
however, that sometimes this .fi'ee expression must be made symbolically.
There are certain behaviors Which, if overtly executed, would result in
harm to others. Psychological geedom therefore permits thinking about all
emotions' and sensations, but it forbids any action which could result in
a reduction of the psychological freedom of other persons. Thus, while a
student may think about hitting someone elge, or disrupting a class, or

-- breaking the windows in the school, such acts are forbidden on the ground
that they interfere with-the freedo'm of others. While psychological free-
dom is a total allowance for the liberal wanderings Of the mind, then, it
also implies the responsibility to outward, respect the freedom of others.

Probably the most important element of such psychological freedom
is that the environment must be nonjudgmental. The teacher cannot con-
stantly tell students they ire right or wrong. There must be a feeling that
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each person is the authority for individual decisions. To accomplish this
the teacher must lay aside any judgments about opiniond that students
may express. Rather, students must sincerely feel and know they are free
to think and respond in their own ways and with their own intuitions.
This is a psychological sensation of being mentally liberated, unlimited,
ungoverned, and uncompelled.

2. Intellectual Freedom. Closely related to psychological freedom is the
concept of intellectual freedom. Whereas the former is'essentially an at-
titude and a feeling about freedom from. ,externally imposed constraints,
intellectual freedom is'the condition whereby students are encouraged to
think in a self-reliant and original fashion.

First there must be A sense of being freean internal feeling of inde-
pendence which teachers can establish by taking the threats out of the
environment. Intelltual freedom then specifically relates to the fostering
of expressions of on,ginal thought and the generation of creativity. Psy-
chological.freedom May be thought of as an allowance, intellectual freedom
as an expectation. \

Perhaps an illustration will add some clarity. Suppose for a moment
that your hobby is photography. You do it on your own, when you feel
like it, with themes of yOur own choosing, and with no feeling of com-
pulsion or commitment. One can then say that you have complete psy-
chol gical and Intellectual freedom in this interest, since there are no con-

\ stra nts and you are responsible to no one but yourself. Your own
sp taneity is the sole guide for the directions you take in your hobby.
Th n, assume that your interest develops to the point that you believe
yo would enjoy using it as a vocation and you do indeed find employ-
m nt as a professional photographer; What was formerly an interest of
c plete independence now becomes a responsibility. There is now a
d mand, however subtle, to satisfy certain job requirements. You are now
u der obligation to provide results which are probably dictated by your
e ployer. No longer can you give jn completely to your own impulses.

us some of the psychological freedom which was yours when photog-
phy was a hobby is now lost, replaced by the particular mechanisms of
job responsibility. This may, in turn, be reflected in a reduction of in-

ellectual freedom, for it is likely that you must now attend, to the themes
ssigned by your employer instead of acting on your own intuition. Es-
entially, then, intellectual freedom will have suffered some confinement

by the very structure of the job. Psychological freedom will also have been
severely curtailed by the fact that. the job demands time commitments in
prescribed amounts and products of prescribed quality.

As it is, total psychological and intellectual freedom are probably
rarely achieved in a vocational setting. Schools, however, are in a far better
position to grant both. The open education movement has been relatively
successful in providing the _atmosphere for students to think, reason, and
express their impulses without fear of reprisal. Humanistic philosophy has
always promoted educational conditions free from any suppression of the
psyche, and also encouraged being- self-generative in thought, with no
compulsion for channeling one's thinking into prescribed directions..
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3. Movement Freedom; The third freedom concerns physical education
more directly. In broad perspective, movement freedom is the allowance
and the encouragement to be expressive through the use of the body
medium. This freedom has had a considerable influence=on the direction

; taken by physical education in recent times. .

Generally viewed, most physical movement is habitual (walking, run-
ning): Or it can have a definite and prekribed function, as in the perfor-
mance of specific sports. skills. Or it can be a subjective and subconscious
representation of our states of mind. However bodily actions are seen, it
is now an accepted stan d that the mind and the body operate as a unit.
There is no longer a ques to whether there is a mind and body
separatemental and phySical phenomena are interrelated, one: depend-
ent on and influencing the other.This mindlbody linkage is very important
for humanistic physical edikation.

The ramification .of this harmony between mind and body (to be dis-
cussed more specifically later) begins with the fact that there is ample.
evidence (Field 1970; Lengyel 1971; Lytton 1972; Gowan 1972; ,Hearn, Bur-
din, and Katz 1972; Schroder, Karlins, and Phares 1973;'Spodek and Wal-
berg 1975; Arieti 1976; Aspy and Roebuck 1977) that when the educational
atmosphere .is one.of freedom, the resulting intellectual liberty will enable
students to be mare original and creative. When teachers minimize rules
and encourage discovery and self-appropriated learning, then education
is fostering the kinds of freedom that result in more meaningful knowl-
edgegenerally referre, to as conceptual learning. Moreover, an atmos-
phere of psycho!ogical and intellectual freedom appears to assist students
in becoming organized, cons'stent, anctself7controlled human beings.

There is no question, then, that

WHEN EDUCATION PROVIDES AN ATMOSPHERE OF FREEDOM, STUDENTS
TEND TO BECOME MORE SELF-RELIANT AND CREATIVE.

Therefore, it is easy to carry the logic into the physical domain, for-

1. Since chological and intellectual freedom appear to facilitate
iscovered and creative 'earnings in menial matters, and

2. Ince the mind and the body are so closely related to each other,
then

3,These _same_ self-appropriated and creative impulses can be mani-
fested motorically.

Not only is it possible that creativity can be expressed through a motor
medium, but it may also be possible that the motoric expression of crea-
tivity can actually increase the general ability to be creative in any fashion.
In other words, self-expression in one medium may assist self-expression
in another medium. Thus if a student is encouraged to be creative in
physkal education, the inner and self-discovered benefits learned in this
manner will transfer to a more creative aptitude in art, music, language,
and other endeavors. (Some evidence does exist. See Arieti 1976.)
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In this context, self-actualization becomes a major objective of physical
education, and the instructional technique becomes related .to providing
the conditions which will foster individuality and self-discovery. This
means that physical education must exist in a setting of psychological and
intellectual freedom, with the added allowance for the motoric interpre-
tation of inner thoughts and feelings. Students must be given the freedom
to be expressive within themselves through the use of their own bodies.
Furthermore, it will also be, seen that this attitude can be used for the
teaching of specific sports skills. Freedom does not simply provide a liberty
for the expression of inner feelings without the recognition of any potential
for motor skill learning. Nor does it work only in the lower grades. Its
dimensions and its spirit can be a distinct assist to all persons, regardless
of age, in the learning of skilled motor achievement.

Unfortunately, psychological, intellectual, and movement freedoms
are not so commonly found iti physical education programs. All too often,
constraints such as the, following are imposed on students, resulting in a
loss of much spontaneity in self-discovered 'earnings.

1. A prescribed curriculum gives at least the implication that all stu-
dents should learn the,,same motor activities.

2. Standardized tests compare all students to some norm, not to
themselves.

3. Such tests also reflect other-imposed values rather than student
interests, with grades assigned by such values instead of attained
by each student relative to the self.

4. The teaching of specific movement patterns implies that all stu-
dents are anatomically and neurologically identical and will there-
fore learn motor skills in exactly the same way.

A humanistic approach to physical education cannot tolerate such
mistakes. To do so would be an injustice to the rights of students and a
violation of their individuality. and would impose a program of "doing"
rather than "being," thereby distorting the very essence of the profession.

All People Arc Cast in Different Molds
No matter how trite it may sound, all people are individualsan ob-

viously supportive fact for humanism, which not only recognizes but pro-
motes individuality.

To begin with, all persons are anatomically different. Within that dif-
ference, some people have been born with a body type which predisposes
them for potential success in particular motor skills, while others have
been born with a body type which places a limitation on them for the
attainment of such success (Hebbelinck and Ross 1974). Unfortunately,
most of us are born with a sort of "have-not" body type, for seventy
percent of the range of variable types of bodies in the world are never
seen in Olympic performers (Leonard 1975). This fact alone may be enough
to declare the unfairness of any prescribed curriculum or standardized
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testing, because in any standardized situation most persons are relegated
to comparative failure.

Furthermore, the manner in which we receive, interpret, and respond
to our environment is different in each of us. We do not all agree exactly
on what we see, hear, and feel from our surroundings. Sensory phenom-
ena vary with individuals; thus all will perceive the same controlled light
stimulus with different perceptions about its intensity or feel different
sensations from an auditory stimulus. Our tolerance of pain differs; the
way we respond to stress varies considerably. Most importantly, our motor
organization shows us to be very individualistic in every respect (see es-
pecially Leukel 1978).

The foregoing differences argue for an educational environment which
provides the necessary freedoms for students to be individuals. An intrigu-
ing bonus may be the possibility that by removing the constraints placed
on students by older methods of teaching, the learning situations in phys-
ical education. will tike on a much needed outcome of freedomthat is,
a great quality of relief Rather than feeling they are being judged by some
remote and unreasonable standard or average, students will then feel they
are being seen and valued for themselves, with the teacher making deci-
sions relative to the innate potentials of each individual.

Giving classes back to the students through the provision of freedom
will promote a renewed sense of significant, self-fulfilling, experiential
learning. Sthdent attention (and possibly that of teachers as well) will do
an inversion, going from externally constructed and imposed values to
personal involvement in the learning process. The whole personmind and
body in combinationwill take on a genuine feeling of being in the learn-
ing environment, with the values internal to the students. The very essence
of learning will in fact be in the actual learning itself, as the process becomes
more important than what is achieved.

Freedom Is Not Free Play
The principle of providing freedom for students sometimes appears

so effortless that it can lull us into a potential blind faith that all that is
needed is to be a sort of "nice person," or to show compassion, or to be
fair or some other magical quality. Or we can deceive ourselves into think-
ing that if we throw out the basketballs (where have we heard that before?)
and retreat to the office to be out of the students' way, we have satisfied
the requirements of freedom. Such a reaction, however, is collective am-
nesia about something called responsibility. An honest freedom-oriented
physical education has a commitment to purposeinvolving planning, dis-
position, progression, and that notable trait of all successful teachers, or-
ganization.

Movement freedom in particular does not imply the kind of liberty
which is mere free play. Instead, it is the encouragement for students to
experience the full potential and variability of movement responses of
which they are capable. It is a motoric self-actualization, and it occurs only
when there is a facilitation of movement experimentation.
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It must be continually remembered that the ultimate objective of any
physical education program, no matter how open and freedom-based it
may be, is to enhance the physical abilities of students. Humanistic anal-
ogy does not disagree. It simply states that the process of skill attainment
is rooted in discovery, not in a teacher telling students how to perform.
Humanistic physical education is based on the conviction that motor skill
learning grows from movement. It is the experience in and experimentation

. of movement which provide the grounds for the development and refine-
ment of motor skills. The greatest accomplishment in such an approach
to physical education is that students learn to feel, to kinesthetically sense,
their own movement activities. This is a very specific declaration of the
concept of "knowing oneself," for to know oneself kinesthetically is to
know oneself internally, and to know oneself internally is a primary ob-
jective of all humanistic education.

Freedom in Summary
Being free can mean merely having uncommitted time; it can exist as

a "nothingness." In contrast, psychological, intellectual, and movement
freedoms exist as a "somethingness" which is both a provision for and
an enlistnient of learning. Freedom is thus expressed as a capacity, for in
a freedom-based education students are less likely to think in terms of
"What must I do?" and more likely to think in terms of allowance and
encouragement. This is a psychological feeling and.an intellectual and motoric
stimulation for self-discovered 'earnings.

It may sometimes be a difficult environment to create, but certainly
not an impossible one. The important question now becomes HOW?
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CHAPTER 5

The Facilitation of Humanistic
Teaching

Freedom works slowly. It requires patience, the courage to see it

through, and preparation. It also requires trust, from both teachers and
students, and an acceptance of the adjustments often necessary in the
early stages. It is not so much the mere presence of freedom that is im-
portant, however, as its nature and the manner in which it is granted.
Freedom cannot be given as a sudden allowance, particularly in settings
which are presently unfree. It is not an absolute to be handed out at will
with instant results. In fact, when given as an unexpected allowance, it
may actually result in effects which are the opposite of those desired (Hart
1970) and may even produce student rebellion (Rice and Cramer 1977).

Fundamentally, students should be given only as much freedom as
they can handle, within their sense of responsibility and capacity to func-
tion. Random freedom, without purpose, simply does not work. When
provided in gradually increasing quantities, however, freedom will en-
courage students to accept the responsibility and share in its directions.
Ideally, students will become essentially self-governing.

Realistically granted, freedom does work, and it appears to result in
the self-reliant student impulses valued by humanistic educators.

Letting Go
There may be one major initial difficulty. Creating an environment of

psychological, intellectual, and movement freedom, with little or no con-
straint and few rules, may be inconsistent with many teachers' ideas of
the educational process. Ferinitting an attitude of freedom to exist requires
that teachers Sacrifice some of their "power" status and meet students on
more equal grounds. Consequently:

TEACHERS WITH PERSONALITIES THAT INCLUDE STRONG NEEDS FOR CON-
TROL MAY NOT BE ABLE TO ACCEPT SOMETHING WHICH TO THEM IMPLIES
DISORGANIZATION AND A GREAT POTENTIAL FOR DISRUPTION.

Such teachers are more likely to equate freedom with chaos, a free
atmosphere with loss of conrol, and therefore a loss of status, with stu-
dents.

This may be especially true in physical education. By the very nature
of its content and setting, physical education tends to foster more volatility
in studentsmore noise, interaction, movement, and so forth. Such spon-
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'taneous happenings can be interpreted as a loss of the regulation that
some teachers believe to be more necessary in physical education than in
other disciplines.

Additionally, teachers may reinforce each other's controlling behav-
iors (usually subconsciously) through informal discussions on the various
ways of conducting classes. The lunch room, the teachers' lounge, and
other meeting places can become planning stations for the exchange of
ideas and idiosyncratic "secrets" about class control. Consequently teach-
ers may directly reaffirm to each other that control is an essential of the
occupation.

Further, even* the students can be a factor in prompting the use of
control procedures by teachers. When given freedom which did not exist
previously, students may supply the permitting teacher with such subtle
comments as "Better, not let the principal see you do this," or "No one
eise lets us get away with this," or "You won't last long around here,
you're too nice." The events then set in motion may move the teacher
back to more traditionalistic control. Thus there may be a compromise in
favor of maintaining student serenity, or faculty status quo, or even one's
job. And humanism becomes the loser.

It's A!! Part of the Scene
A professional teaching career is a demanding endeavor. Students,

curriculum, administration, other teachers, and perhaps even parents may
sometimes appear overwhelming. It is easy to understand that teachers
may feel the need to establish some sort of "position" as a defense to
these factors. The most expedient method is to resort to measures of au-
thoritarianism. Research presented by Dunkin and Biddle (1974) indicates
that the more insecure the teacher feels about any threat' to leadership, the
more likely that teacher will use tactics of control. Furthermore, there
appears to be an inherent and conscious feeling on the part of most teach-
ers that "something ought to be happening" within their classes; con-
sequently there is a subtle pressure for more dominant and directive reg-
ulation than a freedom-based atmosphere seems to provide. Also of
interest in this regard is the research of Walberg (1967), who found that
a common circumstance in beginning a professional teaching career is a
dramatic reduction in self-esteem. This reaction appears to be an outcome
of the teacher's realization that preconce_, ed ideals about the effects of
education on students' lives may have been overestimated. Resultingly,
in an effort to "make things happen" more rapidly, the teacher reacts
with domination, Dreeben (1973) has presented research which indicates
that this loss of self-esteem may be due to the fact that education is too
much involved in matters which make it a "workplace" as 'ell as a
learning center. As a result, the nonteaching functions (filing reports,
keeping records, gradirig tests) tend to animate teachers into a more me-
chanistic attitude toward the totality of the profession.

Significantly, there is apparently an even greater tendency for physical
education teachers to employ command Tnethods in their classes than is
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evidenced in other subject areas. Perhaps this is an outgrowth of the fact
that physical education' is an active affair, with more potential for disorder
and accidents. It may also be due in part to the psychological characteristics
of those persons who enter the profession. Kenyon (1965) and Hendry
(1973) have shown that physical education teachers possess more tradi
tional ideas about education than other teachers. In fact, physical educa-
tors tend to be more psychologically similar to persons in business fields
than to other educators. On this basis it may be concluded that they prob-
ably feel uncomfortable in settings that allow the freedoms which are the
foundation of humanistic teaching. Dunkin and Biddle (1974) show evi-
dence that there may be some relation to the fact that teacher preparing
institutions are themselves traditionalistic. We may therefore conclude that

IT MAY BE MORE DIFFICULT TO ESTABLISH HUMANISTIC TEACHING IN PHYS-
ICAL EDUCATION THAN IN OTHER DISCIPLINES.

Teachers who do approach physical education with a freedom-giving
attitude seem to be .nanifesting personality traits that were part of their
makeup before they chose the profession (Hendry 1970). These teachers
sometimes face serious resistance from other faculty members, or the gen-
eral atmosphere of the shoot, or even students (Dunkin and Biddle 1974).

A Gradual Ascent into Freedom

If we were to draw any conclusion based on the numbar of books
recently written and the number of articles appearing in professional jour-
nals, unquestionably that conclusion would have to be that there is a
widespread and sincere interest in utilizing the philosophy of humanism
in physical education Indeed, it appears that

IN RECENT YEARS PROFESSIONAL PHYSICAL EDUCATION HAS MADE A CON-
CERTED EFFORT TO INCLUDE HUMANISTIC PRINCIPLES IN ITS TEACHING
METHODOLOGY.

The literature proffers innumerable suggestions as to exactly hoW to
go about introducing humanistic arrangements into a setting not presently
humanistic. Since there is little research in this area, however, it is nec-
essary to listen to the empirical opinions of those who have been on the
real scene (those who have taught in the schools) along with those who
may never have taught in the schools but who write books and articles.
Although the quantity of suggestions is enormous and the range of advice
wide, there seems to be a central point of agreement in all the literature:.

THE MOST COMMON SUGGESTION IN THE LITERATURE ON HOW TO DEVELOP
AN ATMOSPHERE OF FREEDOM IN AN OTHERWISE UNFREE EDUCATIONAL
SETTING CAN BR SUMMED UP IN ONE WORD--GRADUALLY.

It is generally agreed that any sudden declaration of independence for
previously formal classes will usually be met with instant failure. The

45

46



students themselves, the greatest benefactors of humanism, may not be
able to accept the sudden responsibility for self-direction given by a well-
intentioned teacher. More realistically, the bestowal of freedom should
occur in gradually increasing allowances, directly proportional to the abil-
ity of students to handle the new freedoms. It may logically be concluded
that the more formal and traditionalistic the present educational atmos-
phere, the more gradual the giving of freedom should be.

Getting Freedom Under Way
Although the question of how to implement humanistic teaching

methods has never been a subject of pure research, there is much opinion
available. Havelock (1969), who assembled four thousand of these opin-
ions, concluded that the worst thing to do was to make sudden drastic
changes in the prevailing class orientation. In a sense, then, the less in-
novative an innovation, the more likely it is to be successful. This does not
mean that one should use only "non-innovative" techniques, but that
any innovation must proceed gradually. On that basis, the following rec-
ommendations can be made:

1. Bits and Pieces. It is necessary to start by experimenting with small,
self-contained dispensings of freedom. Less formal roll call, a reduction
in the number of class rules, discarding the whistle, more tolerance of
minor disturbances, allowing students to aid in developing objectives, and
other concessionsall may assist in the transfer to a more open feeling.
In some cases, when specific rules are to be changed, it may help for the
teacher to make perfectly clear to students which rules. will change and
the reasons for change. Cole (1972) has shown that policy changes gen-
erally work best when students have been given a prechange readiness.
With such preparation both teacher and students appear to be more willing
to give the new policies a fair trial; furthermore, classes also seem prepared
for future alterations in management.

It is also necessary to "hold" the class at each new stage of progres-
sive freedom until it becomes clear that the class is able, at that stage, to
assume a sense of order, equity, and responsibility. This is another ad-
vantage for giving gradual allowancesone is not committed to a total
alteration, and it is therefore easier to back off a bit if necessary.

2. Purposeful Allowances. The teacher must make clear to students that
there is a purpose within any new liberty. It cannot just be hollow free
time; rather, it must be an allowance for working more independently on
specific projects. Thus more responsibility is placed on students. As a
giving of intellectual freedom, a new liberty is given.af a stimulus.

Moreover, there is some evidence (Borton 1970) that when freedom
is given without purpose, it results in the rather strange side effect of
increasing student antagonism toward each other. On the other hand, when
the new freedom includes an understanding of the inherent responsibili-
ties, the problem of student aggression is drastically reduced,
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3. Implicit Feelings. Freedom must carry with it an attitude about the
process. It must be given without strain and received without conflict.
When this is comprehended by both the giving teacher and the receiving
students, there is a mutual psychological and intellectual understanding.
Any insincerity will be found out; there can be no pretending about it.
This means there are many implications, for the attitude itself must exist
without the demand for verbal verifications. Thus, while it is advisable to
tell students that particular rules or policies are to be changed, it is not
necessary (and may be impossible) to explain the feeling underlying the
changes. This must come instead as an impresSion which is developed
through the process of opening up, the class.

Briefly, then, the gradual evolution into an atmosphere of freedom
appears to involve three basic considerations:

1. A FREE ATMOSPHERE BEGINS WITH PARTS OF THE WHOLE. INITIAL FREE-
DOMS SHOULD BE GIVEN ONLY IN QUANTITIES THAT STUDENTS CAN
RESPONSIBLY RECEIVE.

2. MEANING SHOULD BE PROVIDED WITHIN THE GIVING OF FREEDOM BY
SHOWING STUDENTS THAT AN INCLUDED PURPOSE IS TO ALLOW FOR
INDIVIDUAL VARIANCES IN LEARNING AND MORE SELF-RELIANCE.

3. IF FREEDOM CANNOT BE GIVEN SINCERELY AND WITH CONVICTION, IT
SHOULD NOT BE GIVEN.

When it all works, the allowances are recognized by students and are
attitudinally received, student responsibility is increased, potential reper-
cussions are minimized and possibilities for positive results maximized.

Sources of Information
Students are excellent sources for recognizing which freedoms they

may be most in need of: One need merely ask them. Their intital answers
w11 generally come as some form of "relief" from whatever autocracies
are currently in effect. Occasionally we all have difficulty getting outside
ourselves, seeing things from other people's perspective. Thus, by asking
students their opinions, cekain constraining events which otherwise may
no 'lave been noticed will'ibecome clear. Further, when students have a
voice in the new directions to be taken, they are more likely to give whole-
hearted cooperation to the changes. Anything resembling "homework"
in this process will mean that students will need to practice the common
ccr s ..ins of humanistic behavior outside the class, with at least a theoretical

sibility that they may incorporate such concerns into their overall lives.
It must also be understood that freedom does not limit itself to posi-

tives. To be open to growth is to be open to setbacks as well. Allowing
students the freedom to express themselves openly also includes an allow-
ance for them to criticize. Honesty, when fostered, can bring some hurt
along with it. Students must know, however, that if they are truly open
and sometimes critical, they will not be punishedeven though it may
sometimes be difficult for the teacher to absorb all their opinions.
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Physiological Internalization
A very intriguing result of a humanistic educational system is the

potential it gives students to maximize their capacity for respOnservari-
ability. They canecome flexible in their ability to adjust to changes in the
environment and also able to generate their own internal responses. These
outcomes are manifested through an inward rather than an outward view
of existence. Students become more a part of themselves, more expressive,
more creative, more in control of their own behavioral systems. And this
presents a fascinating possibility in physical education. If we begin with
the theory that the ultimate objective of a humanistic approach to physical
education is to enable students to internalize their perceptions, then we
must concur that the freedom for movement expression can specifically
produce kinesthetic internalizations. Very realistically, the encouragement
of motor experimentation brings student attention inward, to the sensa-
tions that arise from within their own muscles. They experience an in-
creased perception of movement and an internalization which are poten-
tially the most influential of all factors in motor skill learning. This
important matter is discussed at greater length later in this book.
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CHAPTER 6

The Process Within

Humanistic education cannot live by freedom alone. An extreme,
too-open approach to learning does not work. Those schools which have
tried it have been short-lived, lasting an .average of only nine months
(Kozol 1972), mostly because they provided only freedom, nothing else.

A relatively structure-free atmosphere is a first prerequisite of hu-
manistic endeavors, but for ultimate success there triust be some substance
within. Artful ,teaching is achieved through planned learning experiences,
not through the mere provision of freedom. Self-actualization rarely occurs
without environmental stimulation (Aspy and Roebuck 1977). The teacher,
then, becomes the most important ingredient for success, for the catalyst
of learning originates from the educational experiences designed by the
teacher.

Often, such experiences may take on a father curious aspect. For ex-
ample, the teacher may ask students to fantasize themselves inside a
strange object, to think of themselves as a political leader, to imagine
themselves an outer -spac! visitor to earth, to invent new ways of using
a common piece of string, to take a tour of their own uninhibited day-
dreams or any other imagining which will give a different perspective to
their lives. In physical education, students may engage in the silent im-
provisations of a free expressive dance; or exaggerate spontaneous body
movements; or imagine themselves an animal, an object, a force, or any
other variety of motor expression not usually manifested in conventional
teaching.

The intent of humanistic education is to increase the number of chan-
nels of communication, external and internal, available to students for
their development and exploration. It is an attempt to break down the
barriers of narrow ways of viewing things, people, and oneself. In its
consummate form, humanistk education becomes a process of seeing, of
becoming, of being.

Two Kinds of Learning: Content and Process
Traditional education considers academic :excellence its major goal. It

has been mainly concerned with the "what," the "how much," and the
"how fast" of learning. Its emphasis has berm placed on raw information,

which is usually nr.a.sured by tests or some ether academic 5tand3rd show-
ing the quantity factors of student accompli,Pmoi;o,

The requirements for living,, however, than
mechanical. Information, by itself, is necessto.:; t.ar'. operation, but
life is a processan ongoing flow of assirnil:atl ls, iztz7g, and using
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basic information. These are the intangible events of lifethe perceptions,
the abstracts, the feelings. Humanistic education attends more to how peo-
ple learn rather than to what they learn: the process of learning is more
important than the learning itself. Thus, while traditional education cen-
ters on the content, hu,nanistic education gives its attention to the events
inherent in the process:

Content Education Is Easy
Parents do it. Books do it. Advertisements do it. Machines do it.

Teachers do it. We all do it at some time or another.
Providing content is often a simple matter. It amounts to giving facts,

codes, propaganda, or announcements to any receiving person for storage
and retrieval at some appropriate time in the future. For example, when
learning to count to ten, or to recite the alphabet, or to read, a child first
performs by rote. There is not yet any concept of how numbers relate to
each other, or how letters can be rearranged to form words, or how words
in sentences can form different meanings. Probably such fixed, mechanical
acquisitions are the only way early learnings can realistically occur, but
often the emphasis may remain on this pattern of learning after the basic\

\information has been acquired.
\ In physical education, a content approach occurs when the teacher
demonstrates a particular motor skill and then requires students to attempt
a replication of the demonstration, without allowance for variation.
Achie'vement is measured relative to accomplishment of the storybook
standar\d, or, worst of all, by comparison with other students in the class.
Learning\thus becomes a passive reception of information, external to the
inner resoUrces of students. Emphasis is outside the existence of the learn-
ers.

In truth, content education is a highly effective way of achieving re-
sults. As a matter of expediency it is easier; it requires less versatility in
teaching, less ingenuity in planning, and less consideration for individual
variance, than process education. According to Schroder, Karlins, and
Phares (1973), content teaching has three characteristics:

1. A fixed teaching pattern
2. Emphasis on passive learning
3. Little (if any) student/teacher interaction.

Whereas content-centered education tends to emphasize external fac-
tors, rocess-centered education aims at the development of the inner
pe o Relying on externals, the former is conducive to authoritarian and
aut r tic teaching methods; the latter, in contrast, allbws students to be
the authors of their own learning.

Although content education does have some desirable outcomes,
when the complete emphasis is placed on volume learning with prescribed
times, students will not acquire the creative and adaptive abilities neces-
sary for using information in the real world. Conclusively, then, the overall
effect of content education can be seen in a series of generally negative
consequences which follow.
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1. Student dependency on others, rather than self-reliance is developed. In-
formation gathering overrules information processing. Students in
physical education become conditioned to depending on the
teacher for all information and feedback about performances in-
stead of attending to their internal, kinesthetic resources which
they could learn to use as individual feedback systems.

2. Motivation is external rather than internal. The teacher determines
what student interests should be. Therefore a genuine intrinsic
regard for the joy of *learning is less likely to evolve. Such an atti-
tude in physical education leads to the mistaken idea that students
really want drills in basketball fundamentals for twelve consecutive
years.

3. Learning is irrelevant rather than relevant. Any learning which is rel -.
evant can be effectively, resourcefully, and flexibly used in life.

.Standing on a prescribed spot for roll call is not such a !earning;
nor is having to respond constantly to a whistle; nor the suppres-
sion of individuality.

4. Students become resolute rather than adaptable. Content education
tends to foster an avoidance of uncertainty. But much of life is
fluid, changing from moment to moment, with inherent uncertain-
ties. This is also the case with motor performance. Effective spurts
performance is a matter of constant adaptability to changing situ-
ations. Such abilities are less likely to develop when all students
are expected to perform skills in the same prescribed fashion.

5. Evaluation is standardized rather than individualized. In physical edu-
cation the evaluation of achievement often takes the form of how
many, or how often, or how accurately. A test which measures
how many baskets a student can make in one minute is unindivi-
dualistic; and requiring students to hit tennis balls into a marked
area on the court does not tell much about overall playing ability.

6. Insecurity rather than flexibility of both teacher and students is developed.
Since it is based on uniformities and dependables, content edu-
cation tends to develop a strange form of security. When taken
away from such a standardized setting, both teacher and students
may feel insecure and uncertain. Physical education is particularly
vulnerable, because the nature of the setting (greater. frequency of
noise and movement) often conditions teachers into imposing more
rigid controls on students."

In summary, content-centered education reduces spontaneity, inter-
est, curiosity, and creativity. It tends to increase narrow-mindedness, in-
tolerance, conventionalism, and aggressiveness: Humanistic education
cannot allow such injustices,

A Less Travelled RoadProcess Education
In the time-honored practice of content learning, the student who is

given a problematical situation pulls out a prepackaged rule or concept
stored as memory and uses it on the problem. This is a utilization of rote,
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In process learning, on the other hand, the student is encouraged to crPite
concepts instead. Here is a test of such an ability:

A man and his two sons must cross a stream in a small boat. The man
weighs 200 pounds and each son weighs 100 pounds. The boat can carry
only 200 pounds. How will they get across the stream?

To arrive at a solution, you must ponder the facts without trying to
fit them into some preconceived judgment. You must have a "feel" for
the problem and reason it out intuitively. (The answer.The'two sons cross
first, then one son goes back and, gets off the boat. Wd rows over alone,
gets off, and the other son returns to pick up his brother.) Too easy? Try
this one:

On the basis of the information given by the following three cubes, can
you tell the arrangement of the dots on the bottom of cube 3?

2. 3.

Here you cannot, obviously, pull out a prepared answer. You must
be able to organize information from several vantage points, abstractly
picking up the cubes, and rotating them visually. You must be both per-
ceptive and receptive, even though the information may appear conflict-
ing. For example, suppose you are told that the three cubes shown are not
standard dice. Are your first perceptions now unreliable? If so, it is nec-
essary to change your way of discerning the situation. Note that on cubes
1 and 3 the two-dot and the three-dot sides are in different relationship
to each other. Does that make it seem that you cannot be seeing different
views of the same cube? But these are not real dice, so on further abstrac-
tion, it is possible that one cube is being viewed three ways. (That is
in fact the case. For the answer see p. 55.)

These examples point out, rather playfully, that a certain kind of in-
telligence is not necessarily related to concrete fun tions. It is a more open,
receptive, flexible, abstract, and inventive kind mental abilityan ap-
titude for logical and analytical thought, a capacit to 'get outside a situation
to see it more clearly. There is nothing unusu I about such an ability.
Everyone has it to some extent. It is the same resource one uses when
creating a written composition, or planning a home redecoration project,
or painting a picture. It is the kind of intelligence needed to respond to
the flowing motion and constant changes of a soccer or basketball game.
And it has a name--fluid intelligence= -and is to be distinguished from its
opposite, crystallized intelligence.
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An Intelligence for Motor Performance
Memorizing a poem is an example of crystallized intelligence; under-

standing the meaning of the poem demonstrates fluid intelligence. Crys-
tallifed intelligence is "book learning." .Fluid intelligence is conceptuali-
zation. Crystallized intelligence is rote. Fluid intelligence is common sense.
People who have a high degree of crystallized intelligence can deal with
concretes and absolutes: two and two is four, the moon is 240,000 miles

away, red and blue mixed together make purple. Those who have a high
degree of fluid intelligence can think in abstracts: 2 x 106/5 x 102 = 4 x
103, outer space is infinite, red and blue mixed with white will not change
the hue. When you pay for a ski lift ticket and count your change, you are
using crystallized intelligence. Coming flown the hill, responding to the
variations of terrain, is a fluid event. In fhct, it hasbeen demonstrated that
the more fluid intelligence a competitive_ skier possesses, the more likely
is that skier to be successful (Gensemer 1974).

Analytically, one can conclude that most sports performance requires
fluid rather than crystallized intelligence. According to Horn and Cattell
(1966), who are largely responsible for these concepts, persons with Well
formed fluid abilities*have a greater capacity to receive perceptual infot-
mation, organize it conceptually, and respond variably (but appropriately)
to the environment. These findings exactly, match the demands made of
performers in field hockey, or tennis, or football, or lacrosse, or hagketball,
or almost any other sport. The environment is not static, and neither are
the players. A game is a constantly changing, moving, circumstantial thing.
In a real sense, it is a fluid happening. The ability to respond effectively
requires versatility and adaptabilitythe properties of fluid ,intelligence.

A content-centered educational setting aims at crystallized intelli-
gencethe teacher tells, the students repeat. Process education attempts
to maximize fluid intelligencethe teacher suggests, the students dis-
cover. Telling qtudents an exact, undeviating way to serve a tennis ball is
content-oriented and appeals to crystallized abilities; allowing students to
experiment with various ways of serving the ball 'is process learning and
a utilization of,, fluid abilities.

At this point, then, a series of conclusions are in order.

INTELLIGENCE CAN BE CONSIDERED FLUID OR CRYSTALLIZED.

Crystallized intelligence is pure know? dge. Fluid intelligence is con-
ceptualization. You can have both. Or you can have neither. You can have
one without the other. One does not necessarily relate to the other. One
does not necessarily influence the other. You can facilitate one, or neither,
or both, or one without the other, or one while affecting the other. More
significantly, however,

FLUID INTELLIGENCE IS MORE IMPORTANT FOR THE EVENTS OF DAILY
LIVING.

Life itself is variable, always changing. Pure information, which is
,crystallized intelligence, is an essential base for existence, Fluid intelligence
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is more functional for the dynamic totality of life, and educational settings
can be arranged to facilitate this ability. Accordingly:

PROCESS EDUCATION IS AIMED AT STIMULATING FLUID INTELLIGENCE.

It is the promotion of expressiveness, of self-reliance, and of the flex-
ibility to adapt to a changing environmentthe qualities so important in
the performance of motor skills.

THE EXECUTION OF MOST MOTOR SKILLS IS ESSENTIALLY A FLUID EN-
DEAVOR.

The accomplishment of any motor performance generally requires that
the performer be either versatile, adaptable, or self-expressive.. Activities
can range from the largely self-generative (as in some forms of dance or
free gymnastics) to the more stylized (as in golf or formal gymnastics). In
no case, however, is everything static. Situations are always changing.
Thus it can be concluded that

PHYSICAL EDUCATION SHOULD BE PROCESS ORIENTED.

Physical education may quite possibly have the greatest potential of
all educational endeavors for developing the qualities of fluid intelligence.
It is the only discipline which approaches learning from both the mental
and the physical domains; resultingly it is a total enterprise.

Physical Performance as Process
Moor performances can generally be thought of as free affairs, dis-

tinguishable f-om "work." We usually do them froip free will, voluntar-
ily, because we Want to. Often, the reason for participation is the pleasure
derived from h? activity, and winning may be a secondary concern.

Physical education can provide a preparation for the pleasures which
are available in sports participation. Too often, however, the learning may
become lost in content concerns., There seems to be a technique for the
playing of any sport, a proper way to do it. Therefore physical education
is professionally involved in showing students the proper ways. The dan;
ger is that the very facilitation of motor performance, which is the essence
of the profession, can supersede, or completely eliminate, the qualities of
the experience itself.

Of course, some content is necessary. (Which end of this strange stick
do you hit the little ball with?) Not everything can be absolUtely experi-
mentive. There just isn't that kind of time. SO we need to save students
certain frustrations that would assuredly occur if they were left completely
to tnemselves in learning golf, cr any other activity. There is always a
limit, however, to content; it's too easy to overdo it.

54



Knowing Too Much
We cannot lose sight of tI c. fact that the great majority of our students

(or ourselves, for that matter) do not aspire to physical perfection. Few
people are gifted enough to earn a living from physical performance. Con-
trastingly, most people participate in sports activities as a recreation, or a
diversion, or an intrinsic experience. Golf, tennis, jogging, skiing, dance,
cyclingall provide a .more intensified experience with our own body,
bringing mind and body together in a focus' not otherwise easily accom-
plished. These activities offer a process in which we can be totally in-
volveda.feeling, a sensation of execution, and a satisfaction in generating
our own inpetus. These are moments we can enjoy without the need for
winning, or even doing well. It may be that performing for the pure pleas-
ure of it is one of the few remaining human capacities where we can be
truly free.

Why ruin it? Why not keep it innocent? If we clutter an motor exe-
cution with an overabundance of content concerns, we can force the opin-
ion that in order to be enjoyed a performance must be done well. And that
would doom most people to failure, for we are imperfect human behigs,
vulnerable to motor mistakes. But, even though we slice the bell off the

wfirst tee, we can still dismiss the world .and focus on an experience which
is agreeable, sensual, and pleasurable.

We know a great deal today in physical education. We know that the
slice comes from certain determined laws of physics. The people who have
analyzed those laws of physics, or who have sat in front of video machines
watching runners, or who have otherwise studied human motion can pro-
vide the necessary information to help us hit the ball 'straight, or do a
sprint with maximal efficiency, or remove a flaw from a dive, or topspin
a forehand. It is possible, however, to know so much about a motor ex-

' ecution that ire forget about the fact that most students are average, that
their idea of activity is enjoyment, not perfection. Physical education must
conserve that attitudenot entirely, not exclusively, and not to the point
of ignoring the content of learning. But certainly the characteristics of
motor execution itself and the abilities of the great majority of students
oblige us to attend largely to the Process of the experiences which physical
education can provide.

SOLUTION TO THREE-CUBE PUZZLE: Cube 3 has one dot on the bottom.
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CHAPTER 7

Enlivening the Physical

When we were children, we had a natural inclination for physical
movement. There was a pure pleasure in it. We used it for feeling free.
No one made us move. No one showed us how. We just did it. In some
unexplainable way, we learned more about ourselves by doing it. Could
we walk on the fence? Could we jump the stream? How high a tree could
we climb?

Movement was us, and we were it. Even before we could speak, we
moved and movement was our language. We learned to buy affection with
bodily movements; when we warjed to say no to something, our whole
body said no. Later, when we .-aw a bird, we became the bird through
movement. When we watched an ant at work, we watched and imitated
with our whole body. We learn d to count by using our fingers. When we
painted a picture, we did it with our body; our brain, our entire self.

Then we went to school and were told to sit quietly all day, watching,
listening, being unobtrusive. When 1:40 on Tuesday and Thursday after-
noons finally arrived and we went to the gymnasium for physical educa-
tion, all we wanted to do for five minutes was to run` all over the place
just to do it, to let it all out for awhile,,to remember that we really still
had our physical selves. But, we may have been told we were too boister-
ous.

Over the years we learned to repress our body's impulses. Language
took over for physical gestures. We sat motionless while watching movies
of birds. We looked at bugs through a microscope and needed only one
eye for that. We punched buttons on a calculator for math problems. We
were taught to paint using only small hand movements. The body was
disappearing. We didn't need it anymore. Even now, when turning, on
the television, we are reminded of how we can disguise, mask, camou-
flage, and otherwise ignore our own body. Moreover, any drugstore can
provide the pharmacological help needed to subdue a pain, to fall asleep
at night, or to wake up in the morning.

The Revival of the Physical
Today, however, there is a renewed interest in the human body. Once

again we are attending to the physical self. No longer is there a mind and
body separate. We now recognize that mental and physical events are
interrelated, dependent on each other; influencing each other. Quite
clearly, we are one whole, complete person.
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The ancient Greeks told us this truth long ago; we have only recently
rediscovered it. Eastern philosophy has provided some help. Zen is now
used on tennis courts, on ski slopes, and on golf courses. Additionally,
the popularity of books on "body language" has made society aware that
we are, in fact, overt actors of inner states of emotion. The intriguing study
of biofeedback has made it clear that the mind can exert control over
physiological states once thought to be involuntary (Brown 1977). There
is little question today, then, about the distinct and close linkage between
mind and body.

A Responsi e Answer to a Responsive Matter
Intriguingly, physical education has a process available to it whereby

the mind/body harmony can be heightened. It is a process usually called
movement education. Sometimes it may be called movement exploration, or
basic movement, or.just plain movement, or educational gymnastics. The
most accurate term, however, is movement education, and it means just
thatmovement and education.It is not simply a technique for the edu-
ca Hun ,.t movement; rather, it also includes the very important concept of
education through movement.

In essence, movement education is a means of using a physical me-
dium for becoming one's own best self. It is an enhancement of the total
beingfirstly of the body and its capabilities, and secondly of the psyche,
with the body as its expression. In its most complete application, it de-
velops a conscious receptiveness to the proprioceptive impulses that arise
from movement and then generates an ability to utilize that information
for the effective control of muscular activity. The effect is to increase the
communication between the mind and the body, with positive influences

on both.
Specifically, movement education attempts to provide-

1. An educational environment of freedom, with a correlated en-
couragement for students to use the physical self as a means of
expressinrstates of mind.

2. Experiences specifically,designed to increase the conscious aware-
ness of the proprioceptive sensations that arise from within the
physical self.

3. An educational arrangementswhich will promote an increased abil-
ity to execute purposeful, effective, and skillful motor responses.

It was first thought (and is still, unfortunately, believed by many) that
the technique of movement education was suitable only for children. The
original contentions were that by providing the. freedom ,to run and climb
and jump and explore and discover and create, children would somehow,
osmotically, become more perceptive and creative individuals. Some did,
of course, but they probably would have become so without the freedom.
For most, however, the conceptual and creative stages never arrived, and
important learning years were spent running and climbing and jumping.
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Today the concerns of movement education are more than a mere
"allowance" for physical expression. Understandably, an atmosphere of
movement freedom is a part of the method, but only as the starting point.
The technique ig,actually designed to use movement freedom as an expe-
rimentive self-discovery process of motor skill learning. Most appealing
of all is the fact that the method can be used for all students, regardless
of ability, previous experience, or age.

The Foundation of the Method
In its most fundamental form

THE METHOD OF MOVEMENT EDUCATION IS BASED ON THE TWO PRINCIPLES
OF EXPLORATION AND PROBLEM SOLVING.

In application, the teacher normally offers students a "problem"
which requires that they respond with a motoric answer.To arrive at the
answers, studehts are encouraged to use exploratory behivior, trying one
response after another until the most effective answers are self-discovered.
Accordingly, the teacher does not demonstrate movements and expect
students to mimic them; rather, the teacher acts as a catalyst to stimulate
the students' use of motoric experimentation for their own solving of the
problems. The intent is to encourage self-initiated trial-and-error motor
behavior and the self-appropriated learning of the most efficient uses of
movement.

Always, the learning experiences begin with a free allowance for ex-
perimentation; they evolve into teacher - suggested responses as needed.
For example, a teacher may introduce a learning unit in volleyball by sim-
ply allowing students to experiment with different ways to keep the ball
in the air.' Then, the teacher begins to,make suggestions to students, in
effect presenting a series of problems, such as"Discover the parts of your
hand that you can use to keep the ball in the air," or "Is there one best
way to control the ball?" or "What do you 'need to do to receive a ball
and keep it in play without catching it?"

The encouraged movement responses in any learning situation are
never expected to be picturebook in form. Often, there is no single correct
response. Individualism is ,always recognized and is in fact promoted.
Exploration remains 'a constant in the. method; but,in the "art" of the
method, the teacher is expected to direct' the explorations toward prede-
termined objectives. The degree of direction'depends primarily on the
nature of the subject being taught.. Modern dance, for instance, requires
less specific direction than golf. Always, however, the spirit of the ex-
ploratory allowance is maintained.

To illustrate the versatility, of this method, two examples follow. One
presents a situation where the teacher encourages the free experimentation
and learning of generalized movement with children; the other uses the
same technique to teach a tennis forehand. In the first situation, using no
equipment, the teacher merely gives the children an open space. The sug-
gestions from the teacher may be like those in the first example.
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1. Move around the room in any way that you like.
2; See if you can move quietly.
3. Can you find more than one way to move on your feet, not just

running?
4. Be as heavy as you can while you move; now as light as you can.

Can you be very low? How about very wide?
5. When I clap my hands, freeze into a position.
6. Now, make a turning motion as you move around the room.
7. Move any way that you like, now, and, try to stay as far away

from everyone else as you can as you move around. Now, move
very fast, still staying far away from everyone else. e

8. Find a space on the floor away from everyon.. else.
9. See how many different ways you can support your body on the

floor. Try different partsnot just standing or sitting.
10. Use four parts of your body to support your weight; now, three;

now, two; now, one; now, a different one; and, now, a different
two.

11. Find a partner, and see if you can help your partner to achieve a
balance that could not otherwise be achieved alone.

12. Can the two of you find a balance position in which both of you
are dependent on each other for that balance? Can you move that
position around, high andlow, and in a circle?

13. Now, you and your partner find a way to keep your balance
steady while trying to pull away from each' others Can you find
more than one way to do this?

14. Now, let's move around the room again. This time see if you can
change from moving very quickly to moving very slowly, then
back to moving quickly again, as often as you like.

15. Can you change from being very strong in your movement to
being very weak and back again?

In the tennis class, the conversation may be something like the fol-
..

lowing:

'TEACHER: You've all had an opportuniy to experiment 'with your forehand for
the last fifteen minutes. What are some of the things you learned?

1HARRY:- Well, I found out that if you swing upward, the ball goes-oVer the
fence.

ANNETTA: Me, too. I kept hitting the ball too far, but then I could change it And

make the ball go into the court.

TEACHER How did you make that change?

ANNETTA: Well, ahI'm not sure, really. I just sort ofswung the racket differ-
ently.

TEACHER: Actually, you're describing one of_ he basics of an effective forehand.
Does anyone know what I mean?

DONALD: I think you mean you can hit the ball wherever you want it to go by
changing your swing.
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TEACHER: Yes, exactly. It means, mostly, that the ball will go in the direction
you are swinging. If you swing up, the ball will normally go up, and
if you swing down, that's where it will go. There are some excep-
tions, as we'll see when we experiment with changes in the angle of
the racket face. But essentially the ball goes in the direction of the
swing. Now, is there is anything we can do to help us in this respect?

HELEN: I don't think I know what you mean.

TEACHER: Well, is there anything we can do with our body during the.swin
to help the ball go in the direction we want it to go?

BOB: We can turn it.

TEACHER: That's true. But what is happening at the very tno,nent that you hit

CONNIE:

the ball? How is the body moving?
I'm not sure this is right, but do you mean we have stepped into the
ball?

TEACHER: In a way, yes. I'm glad you said that, because that's what most of
the books on tennis say that youtshould do. But if we want the ball
to go in that direction, how can we step to help us hit it that way?

ANNETTA: Oh, I see what you mean. We should step toward the net orI mean,
toward where we want the ball to go.

TEACHER: You're exactly right. That's good. What it really means is that our
feeling of body momentum should be such that we are moving in the
direction we want to hit the ball at the time we make contact. We can
help ourselves by stepping not so much "into ". the ball, but more
toward the spot that we want to hit the ball. Do you suppose this
will also help our swing?

HARRY: It seems as if it would help the swing to go in that direction.

TEACHER: Indeed it does. So now you havetwo of the most important principles
in hitting a good forehand. They are that both the swing and the
body movementshould be going in the direction you want to hit the
ball at the moment you make contact. Sometimes, of course, we are
on the run and it isn't so easy to do this, but when the ball gives us
enough time to collect ourselves before we hit, we should try to do
both. Now,I'd like you to hit some more forehandS, and as you do,
try to sense that all your impulses are going in the direction you want
the ball to go as you make your hit.

Although the second of these two scenarios is not movement educa-
tion in the classical sense, the- underlying principles of experimentation
anctproblem solving remain. In this way, the students become responsible
for their own learning, as the teacher becomes the stimulus but not the

dictator of their discoveries.,

All Problems Have Answers

In the most literal sense, a "problem" is a situation which is proposed
for consideration or solution. Generally, the implicaion is that there is a
soluticin. However, in the presentation to students of an open-ended sug-
gestion to "Move on the balance beam in any way that you like," or
similar statement, there is no real solution. Instead, there is only the doing.
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But as the educational objectives become more specific, the pure explo-
ration of this method becomes replaced by what Mosston (1966) has called
"guided discovery." This is a nonstructured technique whereby the
teacher narrows the range of potential responses to a problem by giving
students verbal suggestions to guide their experimen6tion: Never does
the teacher actually tell students how to respond, instead the guidance
remains only suggestive. In this way the process of education is preserved,
for the students have the freedom necessary to invent and experiment,
and the teacher's function is to e courage self-appropriated learnings.

This technique has wide ap lication. Generally, it begins with explo-
ration and then evolves into guide iscovery. No matter what the learning
unit, the age of the learners, or their abilities, the method always includeS,N
the following sequence:

THE INITIAL LEARNING EXPERIENCES ARE PROVIDED AS AN OPEN ALLOW- /
ANCE FOR AND AN ENCOURAGEMENT OF UNSTRUCTURED EXPLORATION.

Thus a teacher may begin a unit in soccer by offering such suggestions
as "Move the ball around the field in any way that you like," and "Try
to use as many different body parts as you can to move the ball." Then,
is the learning sequence progresses, it begins more and more to take on

the characteristics of guided discovery. Thus:

THE FACILITATION OF LEARNING IS PROVIDED THROUGH PROBLEM-
SOLVING EXPERIENCES.

And:

STUDENTS ARE ASSISTED IN THE PROBLEM-SOLVING EXPERIENCES BY THE
GUIDED SUGGESTIONS OF THE TEACHER.

In the soccer unit, the teaches 3y next say, "How can you-move the
ball without using your hands ?" 01 Can you move the ball while keeping
it on the ground?" or "Is there a part of your foot which can best keep
the ball under control?" Since this guided discovery technique is com-
paratiVely unstructured,

THE PROCESS OF MOTOR EXPERIMENTATION IS THE MEDIUM OF LEARNING.

With some skill learning, there may be only a small range of -effective
responses; consequently teacher guidance .needs to be relatively specific.
In other instances where the activity permits a wide range of answers, the
guidance may be more of an encouragentent for the purity of exploration.

Being Willing to Do Nothing
In movement education, the product of the experiences is not the dom-

inating factor. Rather, it is believed that by giving the responsibility for
the learning to students (instead of to the teacher), the process of their
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involvement in self-discovery is also an educational experience. Not only
do students learn, but they "learn about learning," which requires of the
teacher the patience to await responses which may often seem low in
occurring. Since the method provides students the freedom to generate
their own responses, the process is very individual. Resulting ly, students
will need sufficient time to arrive at the solutions at their own rate.

This requirement for individual time allowances is based on the per-
sonalized nature of problem-solving activities. Before anyone' can respond
to a problem-solving situation, a period of cognitive organizationa time
for "thinking through" the problemis necessary. Depending on the
difficulty of the problem, this period may be an interval in which abso-
lutely nothing appears to be happening. In this event -ome psychological
stress may be placed on a teacher who interpretS the inactivity as a state,
of "nothingness" and reacts by offering preliminary clues to the solution.
In fact, such assistance may only confuse the original problem (Stein 1975).
It appeals that there must be an interval in which students are allowed the
freewheeling information processing which is an essential start to solving
problems (Newell and Simon 1972). This preliminary brainstorming is an
organizational process which varies widely from individu o individual
(Scandura 1977).

Further, the second stage of problem solving is experimentation. Not
only is it necessary to allow time for cognitive processing, it is also im-
perative that the fiisi responses -be completely trial and error and that no
help be given during this time (Maltzman 1960). The introduction of
guided assistance, which should be added to the learning experience at
about the time frustration begins to plague a student, then becomes a
matter of teacher judgment (Schmuck, Chesler, and Lippitt 1966).

Finally, teacher assistance must consist of open-ended suggestions,
never a mere providing of answers; for the problem-solving experience
will be effective only if it culminates in personal self-operation on the
situation and a self-discovered answer (Rickards 1974).

The moral heze- is that the teacher can ruin it all by teaching. Certainly,
any person professionally employed as a teacher feels a natural inclination
to help students learn. The humanistic 'ideal of providing freedom for
learning, however, does not imply any attempt to make students learn.
Instead, it Conveys an allowance for learning. In problern-sOlving endeavors
this means providing the time individually needed by each student to
arrive at solutions. In this sense, then, .doing- nothing is actually doing
something, and oververbalization at this critical time may be one of the
most hindering factors in the-learning process (Marteniuk 1976).

The Inside Story
Traditional teaching methods place a reliance on outside sources

(teachers, books, tests) for the gathering of information. In movement
education the sources are mostly internal.Holistically, this may be the
greatest service to learners that the- attitude engendered by movement
education can give.

1 .
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The psychologitai t Aom !11 necessary starting point for
problem-solving emk-... V:T. -,.:'call y turn students to themselves.
The intellectual free&rii powided :hrough teacher suggestions will also
generate internalizations of learninz. Moreover, the movement freedom
which accompanies the method is a means of focusing on impulses which
are entirely internal. Interestingly, the last of these freedoms may have a
neurological reality.

As humanism can free the mind, so can the method of movement
education free the body. First the mind must be relieved of any constraints
by providing psychological and intellectual freedom, which in turn alerts
the mind to what the body is saying.

This is a kind of biofeedback. Broadly seen, biofeedback is a return of
some input from an output; that is, any action of the body sets off nerve
impulses which are a result of that action. All actions are informative:
when we stub a toe there is feedback; when we add too much hot
sauce to a taco there is feedback; when we take a golf club into the
backswing there is feedback. What this revolutionary technique does is to
teach persons to listen to their internal sources of information and then
use them as guides for the control of internal affairs. In essence, when we
learn to monitor our internal proprioceptive information, we become more
acquainted with our inner selves, and with practice wcan exert conscious
influence on physiological states through a sort of mind-over-matter pro-
cess:

Probably, the technique originated with Jacobson (1962), who has
used if to teach .countless numbers of persons self-relaxation. This method
alerts people to the differences in their muscular sensations. Not only are
they asked to focus on their proprioceptive impulses, they are also taught
to perceive and then to create changes in muscular states. The deceptively
simple method of this technique requests the person to tighten a particular
muscle group as hard as possible and then focus on the sensation arising
from the tension. Next, the muscle group is allowed to completely relax,
and the mind is attentive to the new and different sensation in the muscles.
Then, the muscle group is tightened half as hard as previously, and the
attention is again given to the feedback coming from that state. The theory
underlying this awareness is that if the brain learns to recognize physio-
logical states of relaxation, it can then create them.

It's legitimate. This internal feedback system provides information for
the self-recognition of something often referred to in the psychological
literature as "just noticeable dif erences." Specifically this is the ability of
a person to perceive small differe s in sensory feedback. As an example,
suppose you went to the grocery store and picked up ten pounds of sugar.
But waitthat sack felt too light. Sure enough _there's a hole in it and
some sugar has spilled out. Pick up another onethis one is all right.
Now,- then, how much sugar had to spill out' of the first sack before you
could test its weight and know, by comparing it with the other, whether
it is lighter in weight. An ounce? A few ounces? A full pound? In fact,
almost all persons can recognize a ten percent difference between two
different stimuli. Therefore, almost all -persons can sense the difference
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between ten pounds and nine pounds. Not so many persons, however,
can recognize a di ence of just a few ounces. This same neurological

functioning permits on olfer to shoot in the 70s and keeps another for-
ever over 100. No golfer can really watch the club when swinging it. It is
therefore necessary to rely on the information which is generated propri-
oceptively. The muscular system, then, uses its own feedback system to
guide the finite movements required for effective golf play. Quite ob-
viously, some persons are given a more refined feedback system than
others.

Discouragingly, we can do very little tq alter the particular efficiency
of the system we happen to be born with (Singer 1975); but, encouragingly,
we can learn to use what we have more effectively. Both the Jacobson
relaxation technique and biofeedback use this same principle. It's a matter
of tuning in to the sensations that are there, a matter of changing the
attentiveness from a dependent reliance on external sources (including
teachers) and, giving it instead to the internal proprioceptive sensations.
This is also the philosophy and method of movement education.

The Dimensions of Inner Space
Rudolph Laban, the originator of movement education, ,started it all.

His writings consistently emphasized certain differential qualities which
distinguish human movement: space, weight, time, and flow (see espe-
cially Laban 1947 and 1948). The meaning of these qualities is not so im-
portant as the fact of their existence. Collectively they remind us that
Movement and its control are a multidimensional affair. There are differ-
ences in speed, intensity, pace, rhythm, tension, and everything else. In
Laban's opinion a movement education program must provide experi-
ences which will alert the participants to these dimensions of human'ac-
tion, with the final consequence of increasing the ability to_ make minor
adjustments in their execution.

The relationship between these movement qualities and the internal
feedback system can be developed when: the teacher of young children
suggests that they "Find a different way to move in a space" or when
the high school teacher asks the golf class to "Change to more of an inside-
ou, swing and see what the effect is." Such teaching attempts to change
the student's usual ways of perceiving. When artfully administered, the
final product is a biofeedback kind of learriing which is available to each
student.

The Choreography of the Methodology
In summary, by using the,technique of movement education at all

levels of learning, the teacher

Provides a three-dimensional freedom: psychological freedom to es-
. tablish the foundational atmosphere; intellectual freedom to be en-

couraged by guided discovery; and movement freedom to enable stu-
dents to recognize that they are-not performing to imitate some
preestablished motor patterns as the only acceptable responses.
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Allows an initial time in a new learning for student exploration.
During this time there should be no actual instruction, only the
permission for an unstructured trial-and-error motor experimenta-
tion. ,

Introduces "problems" specifically designed to direct student ex-
perimentation toward predeterrn,ned objectives. These problems
must be presented in open-ende,, fashion, with the teacher offering
suggestions but never providing answ( fs to the "solutions."In this
way, the method always allows the appropriate responses to be
self-discoyered by students.
Consciously directsthe final attention of students-to their internal
feedback systems. The curtain call of the movement education
method comes when students can leave the educational setting and
take with them the -perceptual abilities that were always within
them but were generally unused. This is the art of the art. In a very
realistic sense, the more effective this endeavor becomes, the more
students evolve into their own best critics. This is humanism's fin-
est hour, for the internalization is not only psychological, it is also
physiologicalan educational experience which deals with the
whole person.

The Bottom Half of the Ninth
It would be unrealistic to deny that humanism is founded on a great

deal of common sense. It would by myopic to ignore its importance for
-physical education. In an educational endeavor as fluid, as personalized,
and as internal as physical education, humanism offers a great deal of
logic. But before we add up the final score, we must allow behaviorism to
have its time at bat.

fr
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CHAPTER 8

An Emergent Style of Learning

Ivan Petrovich Pavlov may have started the whole affair by such an
innocuous thing as giving meaning to saliva. He had watched his hungry
dogs salivate every time they heard a bell which signified that food was
on its way. Was something in the mind controlling something physiolog-
ical? For four years he had asked himself that question; and when he had
finished, the, world of physiologists, psychiatrists, and psychologists was
standing at attention. Froth' these craving canines came the new concepts
of inhibition,"extinction, and, most importantly, the conditioned (and con-
trollable) reflex.

Then there was, and still is, BurrhOlitderici'i-S1urmer Whose. exper-
iments showed,: in effect, that not only can you lead a horse to water, but
you can make the horse drinkby using something called reinforcement.
Skinner first became aware of this phenomenon by observing pigeonSin
a box. In this container called, however rhetorically, a Skinner box, he
coerced unwilling pigeons into performing. certain predetennined,behav-
iors for the reward of food. With this little device, hundreds of experiments
produced mountains of data on the effects of reinforcement (Skinner 1959).
In a less. serious mood, Skinner once taught pigeons fo play ping-pong.
The significant fact, however, is that he.eventually found the same prin-
ciples to work on human beings. Ultimately his scheme, which he called
operant conditioning, became the most widely used behaviOral manage-
ment technique that education has,eveiemplOyed.

Finally, there is the family in Oconomowoc, Wisconsin,' whose three-
year-old son, Ronnie, will not eat: Althoughhis 'Parents have offered him
every kind of food, Ronnie refuses it all. Refusing Ronnie. Mealtimes have
become a pr em. His mother believes there must be something physi-
cally wrong 'ith the boy, and she is sympathetic. His father just gets-
angry. At other times, both parents simply ignore Ronnie. They have too
ma things to dodad is involved with his profession and mom with
the housework. But when Ronnie is eating, or more accurately not eating,
they give him attention both sympathy and anger, but attention. It is a
scene-played daily, by the thousands, in homes allover the country.'

Each of these illustrations has a common elementbehavioral con-
trol. Pavlov was able to induce salivation in dogs through. the use of a
previously unrelated stimulus. Skinner used pellets of food to produce
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certain responses in pigeons. And Ronnie receives some usually absent
attention by refusing to eat. In each case, a behavior was influenced by
the way the environment reacted to that behavior. Because of the envi-
ronmental reaction (the giving of food or attention), the chances are .in-
creased that the same behavior will occur again in the future, under the
same circumstances. Rionnie, foi example, will probably continue his re-
fusing behavior as long as his parents give him attention (the environ-
mental reaction) for not eating. The immediate response of the environ-
ment has, therefore, influenced future behavior.

There it isthe surprisingly simple ground floor of behavioral psy-
schology. In a few words:

BEHAVIOR IS AFFECTED BY ITS CONSEQUENCES. THE FUTURE OCCURENCE
OF ALL BEHAVIORS IS INFLUENCED BY THE WAY IN WHICH THE ENVIRON-
MENT (WHICH USUALLY MEANS PEOPLE) RESI'ONDS TO THOSE BEHAVIORS.

Direct. genuine, and candid. So unadulterated that even Skinner him-
self, considered the quarterback of the behaviorists, admitted that the basic
principle was so simple it was embarrassing (Skinner 1966b).

If there is any art in behavioral science, it lies in its simplicity. It is
amazingly forthright, eliminating anything unnecessary. All programs of
behavior modification are based on this single, most important premise.

Imagine a father in Hoxie, Kansas, absorbed in the weekly autumn
ritual of watching Monday night football when his two-year-old son asks
for a piece of candy. "No, not now, candy isn't any good for you," says
dad. The son begins to cry-Hust a whimper at first, but loud enough to
disturb his' father. "Quiet, son. I can't hear," implores dad. "Want
candy!" .pleads the boy, beginning to cry(iouder, "Wait till your mother
gets home; she'll get you some," dad snaps. Then the crying becomes -
even louder. "All right, all right!" says dad, quickly finding a piece of
candy, which he -gives his son who predictably stops crying. The not-so-
naive two-year-old son realizes that if he cries again he will probably get
another piece of candy. He is gaining control:1

In Punxsutawii .:y, Pennsylvania, there is a !very autocratic, unsym-
pathetic physical education teacher whose students dislike his classes.
Rick, who can't tolerate-it anymore, decides to create a disturbance, shov-
ing a couple of other students-around and throwing a basketball agiinst
the wall: As a result- he is dismissed from class and is sent to the school
disciplinarian. That's not so bad; it's better than the class. Rick knew he
would get tossed out of class by causing a disruption, and he'll probably
do it again. It is Pick, not the teacher, who is controlling the behavior. _

A piece of candy is pleasurable. A certain class may be aversive. By
crying the two-year-old was able to obtain candy. By disruptive behavior
Rick was able to avoid.the class. Therein lies the second important prin-
ciple of behaviorism:

PEOPLE WILL TRY TO ACHIEVE SITUATIONS THEY FIND PLEASURABLE. AND
TO AVOID SITUATIONS THEY FIND AVERSIVE.
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In effect, it says that we do ,what we like and we don't do what we
don't like. Crying was a behavior that achieved a pleasurable state; disrup-
tive_behavior avoided something aversive.

A whole science of human management has been built on these two
very direct and obvious principles. These principles contain nothing pro-
vocative. It is not their uniqueneSs that has made behavior modification
effective. Rather, it is the reliability of their occurrence which has led to
the widespread utilization of behaviorism in contemporary education.

Laws Are r Things and Laws Are for People
Certain laws in the physical world cannot be violated. Apples always

fall downward. When you step into a completely filled bathtub, some
water will.spill over. A billiard ball responds in direct opposition to the
force of another ball striking it. As complex as it is, human behavior also
appears to follow certain basic laws. Countless numbers of rats, dogs, and
pigeons have given early evidence. And more recent observations of hu-
man beings have verified the contention that people do indeed respond
in highly predictable ways to specific environmental haPpenings. When
the principles by which human behavior operates are known, it becomes
pOssible to effect changes in the future behaviors of people, or to modify
behavioi.

Nothing New
The techniques now used in behavior modification have been .known

for some time. The principles were first formally documented in writing
in 1800 (Verhave 1966). Some early controlled research was accomplished
in the mid-1800s (Williams and Long 1975), and John B. Watson (1920)
clearly outlined the foundations decades ago. Still, it did not really become
a stronghold in education until the .1960s. 'Since then, behavior modifica-
tion has been successfully employed in an astounding variety of circum-
stances. The following are, some examples of its use in altering the 4:tehav-

iors of younger school children:

Reducing hyperactivity
Increasing physical activity
Eliminating children's rejection of adults
Reducing children's dependency on adults
Promoting social interaction with other children
l'roducing increased verbal competence
Eliminating excessive crying
Eliminating isolated play habits
ReduCing disruptive behavior in class
Eliminating noncooperative behavior
Increasing attention span and reading performance
Producing creative writing skills
Promoting conceptual understandings and memory
Increasing mathematical performance
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Increasing spelling competence
Eliminating letter and word reversals
Encouraging interest in physical skill development

(Further examples may be found in Klein, Hapkiewicz, and Roden 1973.)
No magical secrets are used to effect these changesjust pure and

basic behavioristic principles. For teachers, the best part is that even
though behavior modification is part of a highly technical system based on
organized laboratory research investigation, its application is not difficult
to learn and to use. No exotic technique is necessary, nor does one need
long experience. The only requirements are to translate the laboratory
experiments and written words into action, and to interact with others.
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CHAPTER 9

The Qua lift tion of Behavior

Behavior, by itself, may literally refer to anything a person does. In
behavioristic terms, however, it is never used in such a broad sense as in
tin. sentence, "Randy is behaving today," or in the question,"How did
your class behave?" More accurately, it means any human response of
observable and measurable activity. Driving a car is a behavior that is easily
observed and measurable by distance traveled, speed at any moment, and
so forth. Bowling is a similar type of activity. In this regard, behavior is
what people are doing, what can be seen as their activity, an obseivable

product. It is not an attitude, nor a state of mind, nor a feeling. In a
gymnastics class students might be seen to exhibit the general behaviors
of bouncing on a trampoline, doing a mount on the parallel, bars, swinging
on the high bar, spotting, just standing idlyall of which are overtly
observable activities. Behaviors do not tell us how students may feel about
the class, however, only what they are doing.

What You See Is What You Get
The criterion by which all behavioristic schemes are tested is observable

behavior. It is the real indicator of success and the only valid means of
judging the outcomes of teaching. Therefore:

A BEHAVIOR IS IMPORTANT ONLY IF IT CAN BE OBSERVED,

Some behaviors are easily observed, others more difficult. For in-
stance, the next time you have an activity class, observe some of the things
students are doing.. In a soccer class, for example, some students may be
seen shooting at the goal, another playing goalkeeper, some practicing
dribbling, a few doing heading, some just fooling around. Such behaviors
re fairly easy to observe, since they are overt and clear evidences of what

is happening. But if you were to ascertain the behaviors of students in a
classroom setting, it might be more difficult to determine exactly what they
were doing. In this situation the behaviors are more subtle. As an example,
at your next opportunity, observe students in a classroom and mark down
the number you see doing the following:

List Jning to the teacher
Thinking about what the teacher is saying
Daydreaming
Taking notes
Doing work for another class
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Writing a letter
Reading a book
Falling asleep -

Sleeping

A little trial such as this can indicate the difficulty of categorizing
human behavior. How can you know if students are listening to the
teacher? By their attentiveness? By their watching the teacher? They may
be daydreaming instead, whereas someone staring out the window who
appears to be daydreaming may be listening to the teacher. Moreover,
someone who is thinking very intently about the content of what the
teacher is saying may appear to be sleeping. In these cases you can record

only what you can seein overt behaviors. Perhaps all that can be said-
about a particular classroom is that three. students are "sitting quietly."
That may be the only behavior which is apparent. And unless we can
come up with some very definable way of knowing the specific behaviors
which are evidences of such vague terms as thinking, listening, and day-
dreaming, we can speak only of the outward behaviors of students.

Another blurred concept is this thing called attitude. How do you
measure it? By itself, attitude is not a behavior because it cannot be directly
observed. Therefore, it cannot be measured. Since it cannot be measured,
it is not important. Yet attitude may be a component of physical education
teachers' evaluations of students.

It may of course be a surface deduction, for certain behaviors are overt
reflections of student attitudes. But it is not enough to say, for example,
that a student has a "negative attitude" about school. Instead, it is nec-
essary to find evidence in such acts as frequent truancy, failure to turn in
assignments, creating class disturbances, verbal statements made by the
student, and so on. Otherwise, according to behavioristic standards, any
conclusions made about a student's attitude are invalid.

This illustration indicates the difficulty of describing human behavior
by using only hypothetical constructs. Attitudes, feelings, and emotions
by themselves are not behaviors, although certain behaviors may be con-
sidered evidences of those concepts. One cannot measure what one cannot
see, however, and one cannot see a feeling. In the realm of behaviorism,
then: '

BEHAVIOR IS AN OBSERVABLE AND MEASURABLE ACT OF A PERSON. BEHAV-

IOR IS WHAT PEOPLE OVERTLY DO, AND ONLY WHAT PEOPLE OVERTLY DO

IS IMPORTANT.

In effect, then, to judge the effectiveness of any teaching, it is nec-
essary to observe the overt products evidenced in student behaviors.

Observable Behavior Qualifies Teacher Effectiveness
Much human behavior can easily be recordedheart rate, blood pres-

sure, brain waves, golf score, number of situps. Suppose, however, a
teacher said to you, "Jeff is a troublemaker." Your retort might be, "How
do you know?" The teacher might reply, "Just look at the way he be-
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haves." And the question might then be, "But exactly what behaviors
give you the opinion that he is indeed a troublemaker?"

Behavior is often stated in terms,' and conclusions are
frequently hypothetical. For examp1-:, an objective of physical education
may include the statement "to meet the needs of students." But exactly
what are those needs? How can they be defined? What are the observable
evidences of those needs?

Further, how do you define some other recurring objectives such as
"cooperative play," or "competitive spirit," or "respect for the rules,"
or "appreciation of the game," or "leadership"? These concepts exist as
standards in the profession; yet if any teaching efforts actually accomplish
these ends, it is largely unknown for the concepts themselves are difficult
to define. Thus it is not easy to decide on the behavioral components of
the concepts; and therefore the evidences cannot be seen. Since they can-
not be seen, they cannot be measured; and since they cannot be measured,
they cannot be evaluated; and since they cannot be evaluated, they are
not important.

AccordinglY, when a human trait cannot be defined in observable
behavioral components, that trait cannot be included as a legitimate ed-
ucational endeavor. The evaluation of teaching effectiveness therefore be-
comes extremely difficult to determine when the objectives are stated in
nonbehavioral concepts. This statement does not deny that such compo-
nents may in fact exist. Rather, it emphasizes the importance of determin-
ing the evidences of their existence.

As a critical example, one of the main objectives and purported out-
comes of humanistic teaching is the development of creativity. What is
creativity? Can it be defined as a feeling? an expression? a process? an
inner happening? By behavioristic standards, it must be definable through
observable and measurable products. To exemplify the difficulty, list some
of the behaviors you believe are evidences of creativity.

If you mentioned such traits as flexibility, originality, expressiveness,
or spontaneity, then you listed some of the commonly accepted coinage
often used to describe Creativity. The words themselves, however, are also
open to varied interpretation. Flexibility can be an inner trait, shown by
the ability to generate diverse solutions to the same problem, or it can be
an external trait, reflected by an ability to adapt to new situations. Origi-
nality is a factor specific to each individual; that is, what is original thought
or behavior to one person may be old hat to another. Expressiveness may
be the exemplification of frustration rather than any creative impetus, and
spontaneity may be a product of disorganized thinking rather than of
abstract abilities.

Behaviorism requires that creativity be given a more specific and def-
inite description. To this end, we might (emphasis on the "might") then
arrive at some conclusions which resemble the following:

Creativity'is-;71. Causing something to ,come into existence for the
first time.
Arranging things in novel ways.
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3. Originating a new idea.
4. Conceiving of solutions to abstract problems.
5. Exploring available equipment and showing new

me 'ement patterns on that equipment.
6. Joining together elements that are customarily

thought of as separate and dissimilar.
7. Forming new combinations of associative elements

which are in some way useful.

--Even these definitions are vulnerable to speculation and interpretation
as diverse as the'people reading them. Creativity, may be one of those
amorphous human aptitudes that simply, cannot be defined. Jones (1972)

thought so, for after a thorough literattfre search for an' approvable defi-
nition, he was led to conclude that "The process of creativity is so complex
that to define it too precisely might do it a disservice" (p. 7). Skinner
(1968) agreed, but he also emphatically stressed the necessity for an at-
tempt at some sort of behavioral definition. Whatever it is, said Skinner,
creativity probably does exist, somewhere; but until it can be defined it
must remain outside the objectives of behavioristic education, for until we
know exactly what it is, we cannot know what to look for as behavioral
evidence of its presence, and so we cannot know what to teach for.

Defining Behavior Provides Directions for Teaching
This concern with definitions may seem a bit exaggerated, but such

sensitivity in describing human conduct will become extremely useful
when we begin to consider the specific characteristics of motor skills. As
a reward for this meticulous scrutiny, we will be given specific cues about
the teaching of those skills. Further, the more exact one is in this endeavor,.
the more guidance it provides. In addition, communication problems will
be reduced. Students and teachers will begin to understand each other
more easily because they will have a defined set of objectives, a means of
attaining those objectives, and a method for evaluating progress. All de-
pends on the human capacity for precision.

This specific, behavioristic approach to teaching leaves no room for

some of the more universally accepted but indistinct objectives of physical
education. For example, how do you now define the two following stand-
ards which purportedly occur from participation in physical education
emotional stability and cooperative play?

This is more than an exercise in semantics. While it is understandably
difficult to describe and evaluate many behaviors thought to accrue from
physical education, it is nonetheless important at least to attempt defini-
tions. This practice will encourage an attitude of careful observation of
human behavior. It will remind teachers of exactly what they are trying
to teach, what they must look for in their students, and what their students
must do to show that they are learning. If teaching is ever to enter the
realm of science, it will happen only when there is a thc rough acceptance
of the behavioristic attitude.
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Knowing What to Look For
Assume that you have a swimming class where the lesson is on the

crawl stroke. You have a list of the following behaviors to observe in
students:

1. Showing fear of the water
2. Thinking about doing the crawl stroke
3. Doing the crawl stroke
4. Learning by watching others doing the crawl stroke
5. Listening to verbalizations about the crawl stroke
6. Thinking about how neat someone else looks in a swimming suit
.7. Wishing the water was warmer
8. Wishing they were somewhere else

Of the eight behaviors, which are more clearly observable? Probably
only the third. The others may all be happening, but until we have defined
their observable consequences, we cannot definitely conclude that we see
evidences of their existence. Thus:

DEFINING BEHAVIOR IS THE FIRST STEP TOWARD CHANGING BEHAVIOR.

The first requirement for eliciting positive changes in people's behav-
ior is to objectify the behaviors to be effected. This is simply a precision
required of any science, and behavior modification can literally be consid-
ered a "science" of education.

Nothing Is Permanent
According to behavioriSm, there is no 'or that cannot be changed

provided it has been carefully defined.

ANY BEHAVIOR CAN BE CHANGED AF i3ONG A, CAN BE STATED IN OB-

SERVABLE TERMS.

This is a critical item in the behavior m L1a -ation format. Were all
behavior not subject to influence frolt, olltsIdt 'rces, then all concern
about specificity in defining the coittp(in,!nts numan acts would be
meaningless. Of course, then, it follov,s °Lai:

BEHAVIOR CAN MOST EFFECTIVELY I : IANGED THROUGH THEE S1 1.7M-

ATIC APPLICATION OF THE METHODS Ot BEHAVIORAL SCIENCE,

This means that not (3,11v are all behaviors open to change, but then;
is a best way to make the change. By pair;ng behaviors with their ',,,tv.lvor,
consequences, it becomes possible to increase, reduce, maintain, restrict,
or eliminate selected behaviors. All that is necessary is to r ol the con-
sequences of people's actions in order to influence the fittule o:.currence
of their behaviors. This is a return to the basic principle of the science
people will try to gain pleasurable states and to avoid discomforting ones.
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What May be most meaningful of all is that the use of behavioral
technology makes it possible to select certai Oehal. iors for alteration while
leaving others unaffected. This selection._ean be made at will, at the dis-
cretion of the teacher. One can elect to have students do more math,. or
increase their reading speed, or complete more projects, or develop a more
effective tennis serve. Or one can choose goals that are not specifically
academic, such as having students sit in rtte'r seats more often, or raise
their hands before asking questions, or f01,:w directions more accurately,
or' work independently, or be attentive to roll call. or eliminate disruptive
actions. In addition, teachers who wish to do so may purposefully change
their own behaviorto become more or:,inized, or to give more attention
to slow learners, or to be less negative, or to smile more frequently.

The behaviorist approach to learning also implies that behavior is sub-
ject to varying degrees of change. For 1,,,imple, the teacher may wish to
effect changes such as the following:

Increase self-directed practice of motor skills.
Reduce aggressive play during a toecn football game.
Maintain teamwork among player.; en a basketball team:
Restrict student talking to tin-....F when the teacht:. is not presenting a

lesson.
Eliminate periods of class time when stader:t5 Hu nothing.

In a physical education class we 1,1ay orw teacher who is man-
aging student responses with the objective of r.,:ecnting a perfect forward
roll, while another is trying to increase student experimentation with tum-
bling maneuvers. The science of behavior trodification will not question
which one is right; it will provide the means for each teacher to accomplish
individual objectives. This is because the cf,ncern of behaviorism does not
lie in the particular behaviors to.be ch-..iged but in the techni we that can
be used to make the changes.
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CHAPTER 10

The Most Influential Strategy:
positive Teaching

Most of us never really think too much about our daily interaction
with the environment. We just go through routines subconsciously. We
put a key into the ignition of our car to start it. We drop a few coins into
a vending machine for a can of soda. We turn on the microwave for a
quick supper.

But suppose some of these automatic associations suddenly do not
produce the expected results? Our behavior under these new conditions
will change. Now we may need to call a mechanic, or kick the vending
machine, or cook the meal on top of the old gas burner. Further, if we buy
a certain product and do not like it, we'll try another brand next time; if
we go to a restaurant and the food is awful, we'll not go back; and if we
see a certain type movie and find it absurd, we may not want to see
another of the same kind. When we don't get what we want, we are not
inclined to repeat the behavior.

Behavioral Consequences
It's all very direct and connecting. We know we can normally depend

on the environment to provide certain results for our actions. If the en-
vironment fails us, however, we will probably change our actions in the
future. 0. It behaviors are quite literally governed by the consequences of
our actions.

So enters the principle of reinforcement.
In those situations where the consequences of our actions will

strengthen our behavior (that is, make it more likely to occur in similar
future situations), the consequences themselves can be considered to pro-
vide reinforcement. This is sometimes thought of as a "reward" system.
In circumstances where the consequences of our actions make a particular
behavior less likely to occur in the future, the consequences can be con-
sidered in a broad sense a punisher. If a behavior results in pleasure (or
at least in an expected outcome), we will probably repeat that behavior.
If, on the other hand, action results in displeasure, we are less likely to
repeat it.

The Most Powerful Factor in Behavioristic Teaching
In its broadest interpretation, reinforcement refers to anything which

may influence the future occurrence of behaviors. It is the most meaningful
function of the application of the science of behavior modification.
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Through its use, the teacher is able to arrange the environmental condi-
tions which will result in selected behavioral outcomes. Thus:

THE USE OF REINFORCEMENT IS A PROCEDURE WHICH CAN INCREASE, MAIN-
TAIN, OR REDUCE SELECTED BEHAVIORS.

Reinforcement can be thought of as providing people with pleasurable
states as a kind of reward for something they have &tine. Conversely, it
can also administer an unpleasurable state for something they may have
done.

In application, reinforcement makes human behavior controllable. It
is the ammunition of behavior modification and is therefore extremely
influential.

REINFORCEMENT IS THE MOST POWERFUL TOOL THE TEACHER CAN USE TO
AFFECT BEHAVIOR.

This is a return to the basic fact that people are pleasure seekers.
Behavior modification has simply taken that basic fad and devised strat-
egies for arranging the environment to supply pleasure as reinforcement
for specified behaviors. When students accomplish a previously stated
educational objective, they should be justly paid (reinforced). In this plan,
successful teaching is associated with the successful arrangement of the
environment. The instructional design maximizes the environmental con-
ditions which will provide the reinforcement to expedite the learning of
specific objectives. In its implementation, students are given reasons for
doing things.

Candy Is Dandy
It is sometimes illuminating to find out what can be used as a rein-

forcer. Some things are already knownpeople will generally work for
praise, attention, a new car, a high grade, athletic achievement. For many
children, a simple piece of candy is a very powerful motivator. Research
studies of behavior modification have found M & M's to be a favorite.
Promises of a few M & M's, or a couple of jellybeans, or a chocolate-
covered cherry have been used to elicit remarkable behavioral changes in
children (see especially Azrin and Lindsley 1956).

But reinforcement is more than the giving of a reward as an induce-
ment for students to do something they may not otherwise do. In fact, it
is not always the giving of a reward. A more specific term than reinforce-
ment, reward means a positively valued factorthat is, something a per-
son considers in a positive way, something worth,having and worth work-
ing for. Reinforcement, however, can include factors generally interpreted
as negative. For example, pain is a negative state of affairs, something
people will not try to attain. People will therefore try to avoid it, and the
avoidance of pain is a positive state. When you have a headache, an aspirin
may reduce that headache. The aspirin thus becomes a reinforcer since it
results in the avoidance of the aversive state.
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Further, what may be reinforcing to one person in one situai. -r..jnay
not be reinforcing to another person in the same situation, or to the same
person in a different situation. Although winning an athletic contest is
normally a rewarding, reinforcing event, it can actually be a terrifying
experience to a dependent, overprotected athlete (Ogilvie and Tutko 1966).
Most of us interpret winning as inherently pleasurable, often with accom-
panying cultural advantages. An insecure athlete may find, however, that
by winning the dependency needs are reversed. Such a performer can no
longer look to others, who instead will look to the winning athlete. Because
of the winning, the individual's dependency on others has been taken
away. As another example, it has been shown (Nuttin and Greenwald
1968) that verbal praise given a student who has completed particular
academic endeavors is generally very meaningful when given by the reg-
ular teacher; but when given by a stranger, it loses its potential, even 14

though the stranger uses exactly the same terminology.

It's Not What It Is: It's What It Does
A reinforcer can be anything a person is willing to work for. What it

is does not matter; its effect is what counts. As an illustration, consider
the following brief account of an interaction observed between a practice
teacher and a seventh grade student in a physical education class.

Andy was considered by most teachers a serious discipline problem. He
initiated disruption in nearly every class, regardless of teacher or subject.
Almost always he was given some fomt of punishment for his behavior,
varying from an angry glance to verbal beratement and even physical in-
fliction. Nothing seemed to work. In physi6I education class, the practice
teacher's standard reaction to his disruption was to stop what she was doing
and simply wait silently for Andy to "settle down." As time went on, she
began to add verbalizations such as "The rest of the class is waiting for you
to stop, Andy," or "Do you mind if we continue?" or even "Let me know
when you're finished so we can go on,"

It was obvious that Andy, not the teacher, was in control of the class.
The supervising teacher suggested that the attention given to Andy by the
practice teacher was strengthening the disruptive behavior.

Can this be true? Of course it can. Attention is normally a very strong
reinforcer. Even if the teacher had administered punishment for his dis-
ruptive behavior, Andy may have been willing to endure it for the rein-
forcement of the attention it afforded. His classmates, in fact, might also
have added to the attention by giving social approval for the disruption,
thus reinforcing the reinforcement itself. Although in many situations this
may be true, in Andy's case it was not, for the class generally did not
favor him as a person and disapproved of his meddlesome antics. Never-
theless, a psychological assessment indicated Andy's strong needs for
attention which he was receiving in the physical education class. Graph
ically, the following was happening:

Andy's Teacher Strengthening
disruptive reaction of of the disruptive
behavior attention behavior
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thnce attention was the reinforcer, Andy discovered that by creating
a distUrbance he could receive attention; therefore the disruptive behavior
was being reinforced and consequently was more likely to occur in the
future. `.

To eliminate the disturbances, it was decided that a different reaction
was necessary. The answer seems quite clear, but its execution is difficult.

The supervising physical education teacher and the practice teacher de-,
tided that what had to be done was to ignore Andy when he was mischie-
vous and instead give him attention and praise when he was not disruptive.
Previously, Andy had been ignored when he was not creating a disturbance.

At first it was perplexing and awkward. When Andy did not receive the
usual attention for his annoyances, he began to increase the intensity of the
disruptions which made it particularly difficult. It appeared for a time that
ignoring the\ disturbances was only going to increase their incidence. But
suddenly, one day, Andy ,eemed to give up, seeing that he was not getting
results. In the meantime, the practice teacher had made a concerted effort
to give Andy \attention for the times he was not causing an agitation, and
often, following the class, she would spend a few moments in nonspecific
conversation with him. He seemed especially to enjoy those times. Recog-
nizing that, thelteacher would talk to him only after class on the days when
he had not created a disturbance for the entire period. Resultingly, in four
weeks, Andy's discordarit conduct almost disappeared.

We can see, then, a new cycle of events taking place:

Andy's Teacher Weakening
disruptive reaction of = =of the disruptive
behavior ignoring the behavior

disruptive
behavior

Or we can look at it a different way;

Andy's Teacher Lengthening
nondisruptive--reaction of of the nondisruptive
behavior attention behavior

It is of course difficult (if not impossible) to completely ignore disrup-
tive behavior at all times, Nonetheless, the principle of modifying behavior

..states that

Any behavior which\ is reinforced will increase in frequency in the
future. .

Any behavior which is ignored will decrease in frequency in the
future,

In this regard, we can consider the two opposing behaviors in Andy's
situation: disruptive and nondisruptive. Further, we can consider the dis-
ruptive behavior undesirable ond the nondisruptive behavior desirable.
Consequently, we are left with the conclusion that if desirable behavior is
reinforced it will increase, and if undesirable behavior is left unreinforced
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it will eventually disappear. This procedure is often a large order. But
thorny as it may be at first, it involves a predictable human response,
based on the important behavioristic conviction that

NO BEHAVIOR WILL PERSIST IN THE ABSENCE OF REINFORCEMENT.

Whatever does not receive attention will eventually be gone. Andy's
disorderly conduct, difficult to ignore, must nevertheless be ignored; and
although it will take the patience of time, it will then go away. Further-
more, it will be replaced by the opposite behavior, nondisruptionAndy
cannot be cooperative and uncooperative at the same time. So, if the non-
disruptive times are reinforced and subsequently increase in frequency,
they will simply replace the disruptive times.

Opposites Do Not Always Attract
To a great degree, then, behavior can be thought of in terms of op-

posites. One behavior supplants the other. A student cannot be simulta-
neously antagonistic and concurring, nor respectful and disrespectful, nor
listening to the teacher and talking to other students.

Moreover, these behavioral opposites normally are also opposite in
desirability. A teacher wants students to be on time for class, not to be
late; or to participate in activities, not to avoid them; or to improve in
motor performance, not to regress.

Thus, we can usually make a list of behaviors considered desirable
and find opposites considered undesirable. For example, suppose a desir-
able behavior for a movement education class is for students to devise new
ways of moving on a balance beam. Obviously the opposite is wit devising
new ways, which is something of a contradiction. But since the two are
in opposition, if the plan of behavior modification is accurate, the teacher
need only attend to the desired behaviors, while ignoring the others.

Desirable Undesirable
Behavior Behavior

Inventing new movement Using the same
patterns on the balance movement routines on
beam the balance' beam

Using this contraposition analogy, it is possible to devise 'a whole
series of desirable behaviors, each of which may he paired with an op-
posing undesirable. behavior. For example:

Desirable Undesirable
Behavior Behavior

1 Being on time for
class

L,
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2. Dressed in
appropriate attire for
class

3. Standing quietly for
roll call

4. Attending to the
presentation of the
lesson

5. Being involved in
class activities

6. Working on class
assignments

7. Handing in
homework on time

8. Practicing specified
movement skills

9. Exploring new ways
of doing movement
skills

10. Practicing movement
skills independently

11. Cooperating with
others

12. Showing respect for
others

13. Increasing scores on
fitness tests

14. Improving movement
skills

15. increasing knowledge
of mechanics of
movement skills

2. Not dressed in
appropriate attire for
class

3. Being disruptive
during roll call

4. Annoying others
during the
presentation of the
lesson

5. Showing avoidance of
class activities

6. Ignoring class
assignments

7. Handing in
homework late or not
at all

8. Performing
movement skills
haphazardly

9. Repeating the same
way of doing
movement skills

10. Annoying others
while they are
practicing movement
skills

11. Exhibiting isolate
behavior

12. Being inconsiderate of
others

13. Maintaining or
decreasing scores on
fitness tests

14. Maintaining or
decreasing movement
skills

15. Failing to understand
mechanics of
movement skills

Always, any behavior that is included on the desirable side can be
considered an objective. Whatever is listed, however, the important fea-
ture of such dichotomous pairings is,that only the desirable behaviors receive
the reinforcement. The undesirable behaviois should then disappear.

Doing Nothing, Forever, About Something
Suppose it's a cold day and when you try to start your car, nothing

'happens. You try again and the engine still does not start. You turn the
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key more firmly and the engine still refuses. Now you get angry and grind
the key into the ignition. Does this help? Of course not. But it is a natural
human reactionwhen we do not obtain the normally expected results for
our efforts, ¶he immediate reaction is often to try the same behavior again,
but with more feeling.

Think again of the situation with Andy. As long as his teacher was
willing to ignore the undesirable behavior (the disruptions) the probability 4,
of its disappearance was increased. But if the teacher had given him a
revival of the attention he was accustomed to receiving, everything would
have returned to square one. Not only that, but the disruptions would
probably have reached a new intensity by the time they were again rein-
forced. Why? Because when Andy no longer received the predictable re-
sponse of attention from the teacher for his disruptionS, his initial response
would be to increase the intensity of the disorderly conduct in a more
serious effort to get his payment. Just like turning the key harder in the
ignition, Andy would try harder. Suppose the teacher, at some future
time, reaches a saturation point with Andy's new effort at disruption and
once again responds to his actions. What will Andy have learned? That
he has to work a little harder for the attention. Consequ 2ntly, the attention
is now reinforcing the heightened disruptive performance, and a new pat-
tern is evolving.

Originally, it was a matter of

Andy's Teacher Strengthening
disruptive reaction of Hof the disruptive
behavior attention behavior

Then, the situation became changed to

Andy's Teacher Unexpected
disruptive reaction of response from
behavior .inattention Andy's standpoint

With the withdrawal of the expected response, Andy's immediate
reaction may be

Increase in Teacher Strengthening
disruptive reaction of of the increased
behavior attention intensity of

disruptive behavior

The cycle may be repeated, for Andy may learn that he has to increase
the increase, in effect heightening the intensity of his disruptions each
time to obtain the attention. Thus the actual increase in disruptions may
also be reinforced. In different form, it looks like the following chart.
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x

Factor of time
Each "x" represents the teacher giving attention.

Reinforcement will strengthen whatever behavior it follows. There-
fore, if it occurs after any of Andy's new and intensified disruptive efforts,
that reinforcement will set off a potential chain of events which will result
in greater and greater increases in the discordant behavior. The moral:

WHEN REINFORCEMENT IS WITHDRAWN FROM A PARTICULAR BEHAVIOR IN
THE ANTICIPATION THAT THE BEHAVIOR WILL SUBSEQUENTLY DISAPPEAR,
SUCH REINFORCEMENT MUST BE COMPLETELY WiTHHELD UNTIL THE BEHAV-
IOR DOES IN, FACT DISAPPEAR.

It's all or nothing. A slip here and there ruins the whole affair. Once
a decision is made to take reinforcement away from an undesired behavior,
that decision also requires the fortitude to see it through. It may be difficult
at time 3, but it's an absolute necessity.

You Might Not Be Doing What You Think You Are Doing
, The events happen daily, in classes everywhere, with students con-
trolling and teachers unawarean aversive class, a well-timed disruption,
and a product jof avoiding the aversive class. We probably all fall victim
in some form,. at some time.

The influencing force is not so much the attention given as when it is
given. Here's a little exercise on timing. Suppose you are teaching a swim-
ming class, and one of the established rules is no running on the deck. Of
course there is no absolute obedience, although the violations generally
occur during '"free-swim" times.' In such a situation, how would you
answer the following questions?

1. What is the behavior you want (the desired behavior)?
2. What is the behavior you do not want (the undesired behavior)?
3. Which of these two behaviors is more likely to receive 'attention?
4. On the basis of reinforcement theory, which of the two behaviors

Is more likely to persist in the future?
5. What can you do to promote the desired behavior?
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In this situation the running may be a spontaneous happening rather
than an attempt to secure attention. If so, it may not increase in occurrence,
but neither will it necessarily decrease unless it results in an undesirable
state for the students involvedusually, some form of punishment. In
contrast, some sort of trade-off may be worth a try. For example, when
a free-swim period results in no running on the deck, the time of the next
free-swim will be lengthened. The reward for no running is more free-
swim time. The shortcoming in such an arrangement is that the entire
class may be "punished" for the actions of a few. That still may be all
right, for when a reinforcer is desired by the entire class (as free-swim
time presumably is), it can be a powerful influence which exerts intragroup
pressures on all members to perform the behaviors required for the reward
(Axeirod 1977).

Positives Always Increase the Result
Any stimulus which maintains or increases a behavior has, in a broad

sense, a positive influence on the person. For that reason, it is usually
referred to as a positive reinforcement. The stimulus itself may be anything
that results in such an effect.

A POSITIVE REINFORCER IS ANY STIMULUS FOLLOWING A RESPONSE WHICH
WHEN PRESENTED WILL RESULT IN AN INCREASE OR A MAINTENANCE OF
THAT RESPONSE.

It isn't what the reinforcer is, but its effect on behavior which is
important. The most important feature of the reinforcer is how it is viewed
by the individual. To have a positive effect, the reinforcer must be some-
thing desired by that person.

WHATEVER IS MEANINGFUL TO A PERSON CAN BE USED AS A REINFORCER

FOR THAT PERSON.

In the true sense of behavioristic analogy, if it works, it is effective.
Whatever reinforcer brings about the desired behavior, that reinforcer
should be uced,. One simply needs to observe the effect of a particular
reinforcer to decide whether or not it is working.

One precaution should .be noted: the reinforcer must match the per-
son. Whereas a gold star beside their names may be *einforcing to younger
students who achieve particular goals, it may not be so valued in high
school. Wearing different colored jerseys in accordance with scores at-
tained on a fitness test may be reinforcing to some students, offensive to
others. Grades themselves may be more reinforcing to some students than
to others.

Stimuli can be divided info primary and secondary reinforcers. Primary
reinfnrcers are those which someone is willing to work for directlyat-
tention, prestige, and free time, for example. Even food has been used as
a reward for eliciting certain motor behaviors (Meyerson, Kerr, and Mi-
chael 1967) and the learning of certain academic skills (Wheeler and Sulzer



1970). More often the reinforcers used to achieve desired behaviors are not
in themselves the influential factors, rather they represent other satisfac-
tions which can be obtained through them, in which case they are referred
to as secondary reinforcers. Money is one examplepeople do not nor-
mally work just to have the money but for the possibilities it represents.

Glaser (1971) has itemized a complete series of secondary reinforcers
which seem to have no logical connection to the stimulated behaViors they
have produced, yet each has been successfully employed in behavior mod-
ification, programs. They range from poker chips given retarded children
to shrunken heads awarded in primitive tribes. The conclusion remains
that anything can be used to produce desired behaviors.

A Token Economy
Secondary reinforcers are generally easier to use. A customary ex-

ample is the awarding of certain "tokens" to children in exchange for
achievement, with the understanding that these tokens may be turned in
at a future time for some more desired type of reinforcement. For instance,
the teacher may give gold stars to students who spell twenty words cor-
rectly. When each student accumulates five stars, fifteen minutes of free
time will be given to read magazines, work puzzles, talk to someone else,
or engage in some other desired activity (which is acceptable to the
teacher). In physical education, a swimming teacher may award students
a point for every length of the pool swum with a prescribed stroke and
ten minutes of free swim for every ten points accumulated.

Descriptively, the following illustration of the token system has been
used in a real occurrence:

Carl introduced in his second grade physical education class a unit de-
signed to assist ball handling skills. He organized the class into a series of
"stations," each of wr.ich ha i task objectives. At one station, for example,
students were to bounce a ball as many times as they could, at another they
were to throw a ball at a target, and so forth. A rotation system .was used
whereby each student spent five minutes at one station, then moved on to
the next, until all stations had been visited. Each day Carl awarded poker
chips for certain performances or improvements over previous performances.
He also made available a lisrof reinforcers which students could work for,
including such things as helping to get the equipment ready, choosing the
Friday activity (free-activity day), announcing the time for station rotation,
helping to give out poker chips, free time to look at comic books, and being
pushed on a rope seat by the teacher. Some reinforcers iWre "five-chip
rewards;" while others were ten, and so on. Each student kept a box with
the accumulated chips which could be saved up for any reinforcer the child
wished.

And in another actual example:

Debbie had a small high school physical education class (seventeen stu-
dents) which had requested not to participate in the upcoming gymnastics
unit. The group wanted to play basketball instead. Debbie decided to use
basketball as a reinforcer. An empty auxiliary gynasium was available during
the class time, and Debbie arranged an agreement with her class whereby
students could "buy" their way into the empty gym to play basketball. And
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"buy" it was, literally, for Debbie used play money to pay students for
performances in gymnastics. Certain accomplishments were worth more
than others. Each piece of apparatus had a series of suggested tasks with a
stated value, ranging from $.50 to $2.00 for each maneuver. To become eli-
gible to play basketball in the free gym, every student had to accumulate
$5.00 each day, earning the money through the gymnastic performances. "

Money, could be saved from one da. to the next.

Such examples are no different from the football coach who plasters
the players' helmets with decals for .D.Itstanding performances. The rein-
forcers, not necessarily valuable in themselves, are used to elicit behaviors
which are desirable.

Grandma Knew It a Long Time Ago
Looking back,-Grandma really knew what she was doing. She said

things such as:

"When you eat your potatoes, you can have some ice cream."
"After you take your bath, you can watch some television."
"If you clean up your room, then you can go out and ploy."
"If you get all your homework done this week, on Friday we'll take
you to a movie."
"Keep your room clean this week, and you can have a friend sleep
over this weekend."
"If you're quiet in caurch, I'll give you some candy."

She asked for a specific behavior before allowing you to have some-
thing you wanted. She knew that by giving access to something you de-
sired, she could get you to do something you migl3t not otherwise have
done. With due respect, in behavioristic circles this principle is called
"Grandma's Rule." In definitional terms:

ACCESS TO HIGH-FREQUENCY BEHAVIORS CAN SERVE AS REINFORCERS FOR

THE PERFORMANCE OF LOW-FREQUENCY BEHAVIORS.

More formally called the Premack Principle after its originator (Premack
1959), in its simplest form, it says that all one needs to do is watchcreople
and see what they like to do, and then use those things as reinforcers for
their doing the things they might not normally do. In other words, use
what people want to do to get them to do what you want them to do.

Carl did it. So did Debbie. They offered student-desired reinforcers
in exchange for student performance of teacher-desired behaviors. The
most appealing feature is that this method is based on a positive rather
than negative f6undation. Students know what they must do, not what
they must avoid. There is no threat involved.

The Premack Principle is another statement in support of the basic
premise that people will work to achieve satisfying states. To be totally
effective, however, certain factors must be observed.
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1. A valued reinforcer must be available. The reinforcer cannot be
something the teacher thinks ought to be reinforcing; it must be
something that has proven value to students. Usually this implies
a wide selection of reinforcers' froin which students can choose.
The only difficulty may be in first determining the available rein-
forcers. This issue may be settled directly: find out by observation
and inquiry what students value. In othei words, watch what they
do in their free time in class, or simply ask them what they would
like as reinforcers.

2. The reinforcer must be given only after the desired behavior has
taken place. The low-probability behavior shoo.:.. Occur first, fol-
lowed by the high-probability reinforcer. Students ,,arn their
rewards.

There may, however, be certain exceptions. In sortif.. ;ances
a reinforcer may be lied first. For example, if
teacher has agreed wit-n ,lcients that an occasional
be given as a reward for hare' work in practice sessiov:3; .71 sui
scrimmage may be a cataiy ... is the following practl.7e .

is the basis of the American eci...,ornya credit card fen p.
before the pain. But failure to 1: off the credit ,:tt a later time
incurs a penalty. So it must 5e wizif students. If the class (or in-
dividual student) does not it-iil.;!w up with the retroactive earni.Ag
of the privilege, there should. some form of penalty--if nothir,g
more than the withholding of tuttire reinforcements.

3. The reinforcement should be stated in positive terms. It is less
effective to say,"If you don't practice these swimming skills this
week, you can't have a free swim on Friday," then. it is to say,"If
you give art honest try to thes1/4: swimming skills, you can Imre.
some free-swim time on Friday." This is a contrast to the presen-
tation of threats as stimuli for performance. Thus it is working for
reinforcement rather than trying to avoid punishment.

4. The reinforcement must he given as soon after the desired behavior
as practical--in some cases immediately. Social reinforcement, for
example, is most potent when given as soon as possible following
a reinforceable behavior; its effectiveness tends to dissipate with
4ime (Skinner 1969). In other cases, an unavoidable delay in tine
;q:ainment of the teinforcer can actually be used to advantage, for
there is evidence (Sulzer and Mayer 1972) th.:.t ,delayed reinforce-.
ment can res'ilt in greater persistence in the desired behavior than
ii the reinfor_ement were given immediately. That is, in fact, one
of the features of the token system (the delay is a sort of "bridge"
to keep interest high until the reinforcer can be. earned).

Frugality of Credit
Reinforcement can be overused. Too generous a dose of any reinforce-

ment may reduce its value. Praise, for example, will be viewed with sus-
picion if it is very easy to obtain or if it comes too ablidantly.
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The amount and quality of the reinforcement given should be directly
related to the obvious nature of the individual's behavioral responses.
Thus credit should be withheld when the causes of the behavior are ob-
vious. For example, we do not ordinarily corn! liment someone for cough-
ing, even though the result of the coughing is quite valuable. There is
usually not much of an alternate choice for such behavior; therefore no
credit is deserved. So it k with students. When they behave in desirable
ways in the midst of great possibilities for exhibiting undesirable behav-
iois, they deserve more cre:I.it than when alternative possibilities are not
available. In this regard, an atmosphere of threat reduces the students'
deserving of credit because the, threatening atmosphere itself removes
many alternative behaviors. Reinforcement therefore should generally be
given in inverse proportion to the conspicuousness of the causes of the
behavior. There is no need to waste credit on behavior which is reflexive
or near-reflexive in nature. Nor should reinforcement be given for what
someone has done by accident'. We can also withhold it when others will
provide it anyhow, such as when esudents provide each other with rein-
forcement. These are matters of good managementfor when students
realize they must legitimately work for it, reinforcement will be received
with more value when it is obtained.

A Lesson from One-Armed Bandits
Assume you are in Las Vegas standing in front of a slot machine. You

drop in a quarter and nothing happens, ;ust lemons. Another quarter,
more lemons. Still another and anotrier. Atter ,',ree dollars and seventy-
five cents, you are ready to quit. But the machine won't let you, for just
about that time it pays off. Then it will keep you there until it has it3
money back.

Slot machines are programmed. (heir payoff is based on behavioristic
principles. They are set to reinforce the gambler at the moment when most
people are. ready to quit. Their; mechanical control comes from research
which has determined how long the averatTc person is willing, to, pet
at a given tack without receiving any reinforcement. These machines ore
telling us that teachers should do'thc

It's another lesson in the effective management of reinforcement: Us':
only as much reinforcement as necessary to elicit desired behaviors. Get
as much for your money as you can, in effect.

Here's an illustration. A story is told :-,s an example of Zen
(although a teaching principle is involved ,.vellt about an archery in-
structor who was extremely successful "through teaching by "nonteach-
ing." Hypothetically,, here is the response of one of his students:

I was starting to get frustrated. I mean, we had spent two whole weeks
just drawing the bow and not shooting an arruw. He kept talkin,; about how
we need to be in full control or our muscles before we coui,i expect to hit
our target. I was trying: My arms were still fighting me, however. And [IP:-
my persistence was also. He'd come around to me and watch me draw
bow and,say. nothing-. I mean nothing. More and mon' I tried to ao what he
was telling us. I was actually .beginning to get the feeling he was tnNing
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abouta sort of controlled relaxation. Then one day, as he stood next to me,
I felt particularly at ease and in control at the same time. I looked at his face,
and he smiled and nodded. Only later was Ito realize how much that small
gesture meant to me at the moment. (Adapted from Herrigel 1971)

Slot machines and Zen archery instructors both reinforce only at the
moment when performance is ready to drop off. Both use only what is
necessary to keep behavior going.

Very directly, the research (see especially ,Fave111977) says that in the
beginning stages of learning, reinforcement should be given often. Then,
as behavior becomes stronger, its frequency should be decreased. The
outcome is greater persistence in the selected behaviors, for students will
work harder for the reinforcement they are accustomed to receiving.

Think back for a moment to the scenario with Andy. When he did not
receive the usual attention for his disruptions, he tried harder. Then, in
response to the increased intensity of disruptions, the teacher could either
continue to withhold attention or to give it, .in which case Andy would
either drop his disruptions (if he received no further attention) or continue
his augmented disturbances (if he received attention at the new intensity).
We can now take that same arrangement and apply it to the intentional
promotion of desired behaviors. It's a matter of purposely waiting until the
desired behavior begins to show signs of fading and then providing the
reinforcement to get it going again. A picture would look something like

this:
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Factor of time
Each "x" represents the teacher giving reinforcement.

In the beginning, reinforcement is given often. Then it is progressively
withheld, requiring students to work harder to obtain it in this simple
format, reinforcement finds its most effective employm,mt.
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CHAPTER 11

Starting New Be::aviors

The discussion thus far has dealt with the means for dealing with
behaviors already existing within the repertoire of individuals. The affairs
of behaviorism could be considered complete at that, and sometimes they
are. Even the classical function of education (to change behavior) is based
on the supposition that the only behaviors needing alteration are those
that students already have. The more ultimate objective of education, how-
ever, is to initiate new behaviors in studeritsthose which are not already
part of their total conductwhich isn't quite so easy.

Reinforcement theory specifically states that a behavior must first occur
before it can be reinforced. But how, for example, can a parent reinforce
language development in an infant who has never uttered the semblance
of a word? Or how can a physical education teacher reinforce a seat drop
on the trampoline until a student actually does it? Can a swimming teacher
reinforce jumping off the high board for a child who has never jumped
off the high board_? Can a tennis teacher reinforce a topspin serve before
it occurs?

What can be done? Must we wait until desired behaviorS accidentally
happen before we can reinforce them?

Accepting Near Misses
In a sense, new behaviors can originate out of existing behaviors. They

can be, in effect, refinements of gross behavioral patterns. Thus a child's
illegible scribbling becomes recognizable handwriting. Or a young bike
rider learns to coordinate movements with the bike. Or a beginning golfer
develops more control of the bat.

In behavioral terminology, this is railed response differentiation. In the-
ory it begins with the common technique cf reinforcing desired behaviors
while leaving others unattended. In however, it spreads the re-
inforcement to include not only the desired oehaviors, but also the ap-
proximations of those behaviors. It directly incc,1 porates a wider range of
potentially reinforceable behaviors. stated, response differentiation
gives credit for a near miss. Therefore,

TO INITIATE A NEW BEHAVIOR, IT IST:SUALLY NECESSARY TO REINFORCE
APPROXIMATIONS OF THAT BEHAVIOR,

Under this broader scope of behavior modification, what now qualifies
for reinforcement is behavior which is roughly correct, similar to, or even
related to, a goal. Parents wishing to reinforce their infant's attempts, to
say "mama" will naturally respond to approximations by smiling, re-
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pealing the word, or hugging so that the child will continue the attempts.
The physical education teacher who wishes a student to learn a forward
roll must first accept and reinforce any kind of legitimate approximation
as evidence of the desired behavior.

The following real situation is given as a sample case of a teacher's
use of response differentiation.

Connie is a physical education teacher at an elementary school. One day
her second grade group was joined by a withdrawn child named Marie
whose parents had just moved to town. Every class day upon entering the
gymnasium, Marie immediately went to a corner and sat down, refusing to
participate in the activities. At first Connie tried to encourage Marie; then
she tried some mild threats. Nothing worked. Then she decided to ignore
Marie for awhile to see if it would have any effect. It did not.

The desirable behavior was for Marie to become a fully participating
member of the class. Because no approximation of that behavior was occur-
ring, there was nothing to reinforceuntil one day when Marie stood up,
just stood up. Trite as it may seem; standing was better than sitting, for at
some time standing was needed as a first effort to join the class. When she.
saw Marie standing, Connie went over to her and made some idle conver-
sation and then told her some things the class would be doing next time. At
the time of the next class, Marie went again to a corner. This time, however,
she did not sit down but remained standing. Again Connie went over to tell
her of the things the class was doing, never once suggesting that Marie
should join. After about three days, Marie began to move out of the corner
and to take up a position along the side of the gymnasium. Minor as it may
seem, this was another approximation of the desired behavior. So Connie
reinforced it. Then one day, in a sudden emancipation as she watched an-
other student performing a ball-bouncing skill, Marie said to Connie, "I can
do that." Connie's short response:"I'll bet you can." Marie made no fur-
ther response; but at the close of that class period, as the other students were
preparing to return to their rooms, there was Marie at the side of the gym-
nasium, bouncing a ban. "By golly, you're right," Connie said to her. "You
do that really well. And I think you could probably do some of the other
things the class is doing also."

It took,several months before Marie became a fully participating class
member. It did happen, however, as the result of the principle that

REINFORCEMENTS 'GIVEN TO APPROXIMATIONS OF A DESIRED BEHAVIOR
USUALLY GENERATE CONTINUED PROGRESS TOWARD THAT BEHAVIOR.

There were times when Marie regressed to a previous behavioral pat-
tern, but this is a fairly common occurrence in response differentiation.. It
is the same kind of situation as when we play the game where one person
hides an object and then gives verbal cues to another trying to find it:
"Cold." "No, you're freezing." "Now warm." "Getting warmer." "Hot!"

In a similar, documented case (Johnston, et al. 1966), a three-year-old
boy's extremely low level of physical activity was changed to a normal
level through the systematic application of social reinforcement. The boy
was spending all his free time (at a preschool)' in idle, solitary play in a
sandbox, when his teachers decided on a target behavior of having him
climb on a set of "monkey bars." To do so they first reinforced behavior
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which would get him out cf the sandbox. Then they reinforced behaviors
to move him closer to the bars and finally to touch the bars. At each stage,
the teachers reinforced his approximations of moving toward the bars and
then withheld further reinforcement until the boy made the next overt
approximation. Finally, they reinforced him only when he made his first
attempts at climbing the bars, withholding the ultimate reinforcements
until he was actually climbing. At the end of the academic year, through
this program, the boy's physical activity was considered perfectly normal
in every respect.

Shaping Up
The process of generating new behaviors is usually referred to as

shaping. Part of the technique imludes response differentiation, but more
specifically it refers to the actual application of systematic reinforcements.

SHAPING IS THE SYSTEMATIC REINFORCEMENT OF SUCCESSIVE APPROXI-

MATIONS TOWARD A DESIRED BEHAVIOR.

Note the inclusion of the word successive. This means that to reach an
objective, one must normally proceed in a series of stages rather than
arriving instantaneously at the target behavior. Connie had to reinforce
small overt progressions toward the end behavior of having Marie become
a participating member of the class. The three-year-old boy needed rein-
forcement for every movement toward the initial objective of having him
stand next to the climbing bars. Furthermore, as we shall see in the next
few pages, the technique of shaping may be the most important aspect of
the behavioristic method of teaching motor skills. It may also be one of
the more difficult yet truly artful applications of behavior modification.

Getting There Is Half the Fun
In order to fit a +-rue behavioristic format, a learning experience must

be adaptable to the present performance level of each student. It must also
provide each student with the same opportunity to attain relative success.
Such a program can be designed and effectively applied in physical edu-
cation. In its basic form, it can look something like the following:

Objectives of the
learning experience
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8
7
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3
2
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Each number represents a gradual increment in difficulty from a basic
performance level (1) to an advanced performance level (10). As such, the
numbers also represent a serieaf performance objectives arranged in
successive order as a step-by-step outline of sequential learnings. In ad-
dition, they represent the content of teaching, as we shall soon see.

At the very top of this outline is an overall objective for the particular
learning experience. For illustration, assume that this objective relates to
students learning a tennis forehand. Then, supporting that objective are
the ten levels of successive performances which are the steps toward ef-
ficient skill in the forehand (which will be discussed later).

Now, suppose you have a high school class of thirty students begin-
ning a unit on tennis. Assume that twenty students have about the same
nresent level of skill attainment. They are able to perform at, say, the
fourth level of difficulty. Of the remaining ten students, assume that five
can perform at the seventh level of difficulty and the remaining five are
true beginners, able to execute only the first level of difficulty. Thus the
"entering" ability levels for this class of thirty students are as follows:

Objectives of the
learning experience

10
9 N,

Five students 7 .
6 ;Levels of
5 ,' difficulty

Twenty students 4 i
3
2

Five students 1

If it were assumed that all thirty students were ready to perform at
the fourth level of difficulty and that the lessons for the entire class should
begin at that level, then there would be a somewhat certain guarantee that
five students would be bored and five others would be frustrated. Instead,
the lessons-inust begin at the present performance level for each student. ThiS
means that at least three (and potentially thirty) programs will occur si-
multaneously.

This isn't as 'impossible a task as it may seem. It begins with the
normally neglected-operation 'of finding out exactly where each student is
at the beginning of the learning experience. The progressive levels of per-
formance have already been Outlined, sometime before the unit began;
thus the first event is to test or to observe all students in the class. In our
hypothetical example, the testina has shown that twenty students do not
need to attend to the first three levels of difficulty, five have already ac-
complished the first six levels, and five more are at the first level. So we
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have found out that certain steps can be eliminated for some students. The
three programs therefore look like this:

Objectives Objectives Objectives
10 10 10

9 9 9

8 8 8

7 7 7

6 Five 6

5 students 5

4 4
Twenty 3

students 2
.1

Five
students

It is not necessary to compile a different learning sequence for each
student; rather it becomes a matter of students starting at different levels
in the same program. The variable is the number of specific objectives already
accomplished by each student. Accordingly, the expectations also vary in
relation to the present level of performance that each student brings to the
learning situation. Thus the five students presently at level 1 would not
be expected to get as close to level 10 as the students at level 7. If a student
at level 1 advances to level 4, however, then that student deserves the
same credit as one who starts at level 7 and makes it all the way to level
10. Therein is another advantage of this discrete system: it clearly illus
trates what is normally called "improvement" and does so in such fashion
that there is no doubt of the relative nature of the improvement.

Inside the Levels of Difficulty
The real science of this system begins even before it is put into use.

The applicability and the validity of the technique are dependent on the
content of the levels of difficulty. This means that each level must be de-
scribed with the attention to detail characteristic of behaviorism.

At the very top of such a teaching strategy must be an overall objec-
tivesomething co..sidered an accomplished performance, even though
it is recpgnized that the majority of tudents may not reach -. that final
objective. The purpose of this overall pbjective is to give direction to the
subgoals which arc then listed as the pirogressive steps toward the overall
end productthey are the levels of difficulty. In the previous illustration,
the overall objective was to facilitate the learning of an effective forehand
in tennis. This target behavior can be described as finishing in "the ability
to hit a forehand, from behind one's o n baseline, to land the ball within
ten feet of the opposing baseline, va g the height and placement of the
ball at will." Although the language used in such objectives can be rel-
atively liberal, the successive levels of difficulty must be described in def-
inite and observable terms.

I
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The levels of difficulty are sort of rungs on a ladder, each one more
accomplished than the preceding lower one. Thus in arranging a series of
steps for a tennis forehand, we may come up with descriptions resembling
the ten in the following list, starting with the most basic and progressing
to the more difficult.

Level 1. The racket is held in the paver forehand grip.
Level 2. The entire body rotates into the backswing, arms remain

relatively low, with elbows close to the body. .

Level 3. At the moment of contact with the ball, the racket face is
perpendicular to the intended line of flight of the ball.

Level 4. The weight shifts from the back foot toward the front foot
during the foreswing, moving in the intended line of flight
at the moment of contact with the ball.

Level 5. The racket head accelerates at the moment of contact with
the ball.

Levi 6. The ball is contacted off the "front surface" of the body,
with the wrist in laid-Lack position at the moment of con-
tact.

Level 7. The speed of the !racket head is adjusted relative to the in-
tended force cf ifie hit.

Level 8. Arm swing describes an inside-out plane in the foreswing.
Level 9. Body position is adjusted relative to the oncoming ball, al-

lowing the player to execute as many of the preceding levels
as often as possible, regardless of the position of the ball.

Level 10. The direction of the swing can be varied for intentional im-
parting of spin on the ball.

In describing these levels, each of which, in theory at least, is more
difficult than the preceding, the list not only provides the behavioral ob-
jectives, it also presents the teaching plan.

Several recognitions automatically accompany the construction of
such a list. First of all, the levels of difficulty must be stated in terms that
students can understand, for they are involved with the performances.
Students should be shown the list of_ objectives so that they may fully
understand what is expected of them. If it becomes evident that students
do not understand the content, the original wordinz; may need alteration.

_...The list of tennis objectives given is a brief illustration of how the levels
of difficulty might be written for students. Leirel 2, for example, may need
rewriting in some form such as the following:

As the ball approaches your forehand side, your entire body rctates as
a unit, feet shifting as necessary. In this rotation your elbows stay F s !ow as
they were whet; you were in the ready stance, waiting for the ball, and both
hands stay on the-racket handle. in the early part of the rotation. Then, as
you reach the end of your rotation, the hitting hand alone takes the racket
back another foot. At the end of this backswing, your racket should hal,e
been taken back no further than a half-circle away from the direction you
want to hit the ball.
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Even this description may leave some students puzzled, and one may
eventually conclude that it is almost impossible to write descriptions of
the levels of difficulty which will be received with the same meaning by
all students. Therein lies the intrinsic value of a visual demonstration of
the skills accompanied by verbal explanations. Further, the teacher can
provide the reasons for the content of the objectives, such as in leve1,2
where the underlying-factor is to prevent the very common tendency of
beginning tennis players to lift the elbow to draw the racket into the
backswing. Thus the description also complies with the behavioristic con-
cept of informing students what to do instead of what not to do.

Another important consideration in writing such lists is that transi-
tional steps may be needed between the levels. For example, a student
may have difficulty in going from level 1 to level 2. The student is able to
demonstrate the appropriate forehand grip (level 1), but becomes a bit
entangled when attempting the backswing. Consequently, it is necessary
to insert a step between th.- two levels, level la. Thus the teaching of a
ready stance may facilitate the backswing. If not, sublevels lb and-lc may
need to be inserted until the desired behavior for the bacIsswing is ob-
served. The point is that each level of difficulty will have certain supportive
behaviors which will assist students in making the jump from one level to
the next; but to state all these behaviors would clutter the list, particularly
when most students will perform them anyhow. Nonetheless, the teacher
must know what the supportive behaviors are, keeping them in reserve
and pulling them out when a particular student needs those sublevels in
order to progress to the next stage of learning.

Furthermore, it must also be recognized that any list of levels of dif-
ficulty is subject to student individuality. While the original list may be
constructed on the basis of increasing difficulty, in,practice the levels may

not necessarily represent increrneths in difficulty for every student. Hy-
pothetically, the levels are/supportive of each otherlevel 1 is prerequisite
to level 2, level 2 is essential to level 3, and so forth. Some students,
however, will have accomplished the upper levels without having achieved
the lower ones. Therefore, the list of the levels of difficulty may in fact not
be arranged in an increasing order of behavioral'demands for all students.
Still, the list is not invalid, for it represents a logical' teaching sequence. Thus

it serves not only as an outline of the behavioral objectives but also as a

guide for the arrangement of the educational experiences.
The levels of difficulty also provide stages at which it becomes logical

to offer students reinforcement. Each level is an achievement within itself.
Advancing from one level to the next deserves recognition, whether going
from 2 to 3 or from 9 to 10; and such advancement affords the teacher a
series of checkpoints at which reinforcers may be made available to stu-
dents. Included in this potential is the reinforcer of achieved grades, for
reason has it that the student who advances from level 1 to level 4 may
be just as deserving of a high grade as the student who advances from
level 7 to level 10. However, this conclusion is predicated on the assump-
tion that movement from one level to the next is always of equal difficulty.
In reality, this may not always be true.
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The final major factor to consider is that the step-by-step improvement
in student learning is a matter of performance, not of time. In other words,
the levels of difficulty are performance factors and do not demand that
advancement be made with regard to certain time stipulations. Theoreti-
cally, no time factor should be involved. When a student moves from one
level to the next, no matter how long it takes, it is the result of an ability
a successrather than a product of imposed time demands.

Just the Facts; Nothing but the Facts
Now for the real substance of the matter. Behavior modification is

only as good as its content. In the preceding example, if the levels of
difficulty are illogically constructed; or if they contain unrealistic expec-
tations, or if there are meaningless behavioral demands within the levels,
then the list does not meet the behavioristic requirement of efficiency.
Contrastingly, the levels of difficulty must contain only the absolute essen-

tials to meet the overall objective of the learning unit. Therefore

THE LEVELS OF DIFFICULTY ARE STATEMENTS OF THE PERFORMANCES
WHICH ARE ABSOLUTELY NECESSARY FOR THE EFFICIENT EXECUTION OF

SPECIFIC MOTOR SKILLS.

These levels are, in effect, those behaviors that all performers must do

in order to learn the skill well. Furthermore, they are the only perfor-
mances necessary for efficient execution. Resultingly, they will maximize
teaching effectiveness, for this list of performances cancels out any atten-
tion to unessential behaviors.

This is the most difficult aspect of a behavioristic approach to the
teaching of motor skills. It plays on the teacher's specific knowledge of
the mechanical essentials of any skill. For example, look again, at the' list
of the ten levels of difficulty 'given for the tennis forehand. Notice that
nothing is really said about footwork. Does that mean that footwork is
unimportant and.'does not need teaching attention? Not really, for "foot-
work" is actually built into level 4, which describes the shift in body
weight that accompanies the foreswing. The implication is that when level

4 is performed, the appropriate footwork will be Ificluded; thus isolated
attention need not be given. Certain patterns of footwork may exist as
sublevels, however, and with some students the teaching of footwork may
assist the transition from level 3 to 4. But the assumption is that it is not
necessary for- all students. Furthermore, observation of the performances .
of top-level tennis players leads to the conclusion that footwork ieso vari-

able that an exact statement about it cannot be'made. Footwork changes
with each forehand and seems to be more related to the position of the
ball than to any standard performance criterion. Consequently, it can be
concluded that if the top players are not executing any stylized footwork,

then footwork is not an absolute essential for top-level performance, and
it therefore does nc need specific teaching attention for novice players.

The advantage such a critical appraisal of the specific motor skill .

being taught is that liminates needless attention to the teaching of non-
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essentials. It avoids teaching efforts based on lore, or on what are assumed
tc be the essentials for effective motor skill performance, which in some
cases may hinder rather than help learning.

An excellent example is found-in the study, by Breen (1967). Using
slow-motion films to analyze the swings of major league baseball players
bailing over :300-and-comparing--thern-with the_swings of hitters under
.300, his analysis showed five (and only five) factors to be common to the
swings of the top hitters. Every top hitter was performing all five factors,

while at least one factor was absent from the swings of the lower group.
Thus the distinguishing feature of the two groups was their ability to
perform what appeared-Ito be five performance essentials. Now. here's the
interesting thingfootwork was important for successful performance, but
not in the usual sense. It is generally believed that the foot placement in
the stride of a baseball hitter should be variable, depending on the location
of the ball. Breen's study showed this belief to be false, fir one of the five
factors common to all the top hitters was that their stride and foot place-
ment were the same each time, regardless of the type of pitch or where
the ball was thrown. It can therefore be stated that variable foot placement
works against success in hitting, and yet every spring all over the country,
swarms of baseball coaches and teachers of softball are telling their stir
dents to "Step into an outside pitch and away from an inside pitch.'

The Art of the Science
Every motor skill has its own peculiar performance essentials. For

some skills the list is quite extensive, for others it may be rather brief. For
instance, in shooting a free throw in basketball, is it conceivable that the
only performance-requisite is to project the ball higher than the rim? Is that
all someone needs to do? It seems illogical but when one observes profes-
sional basketball players, the differences are evident. Most of these players
have a similar finger placement on the bail, a certain alignment between
the ball and the elbow, or a certain seqverrial movement pattern for pro-
jecting the ball, and so forth. But not at. players will do the same
things; consequently one is left with the conclusion that some of the nor-
mally accepted performances considered essential for success in free-throw
shooting may not be absolutes since professional players appear to do quite
well without them'. Instead, in constructing a list of the levels of difficulty
for free-throw shooting, only those factors which can be evidenced in the
performance of every demonstration of success qualify for inclusion.

Even here, we run into some problems. Suppose we observed and
charted the swings of skilled golfers. We would find that they all perform

a curious little idiosyncratic movement prior to the backswing called a

"waggle." It's used, as a preliminary movement to generate the feeling
of timing for the swing. The confusing thing is that while every golfer may
execute this movement, each one does it in a slightly different fashion. So
how do we teach it? It warrants inclusion in the levels of difficulty, but it
cannot be described specificallya requirement of behaviorist theory.
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First of all,- there is room in the behavioristic scheme for relativity. In
other words, within each particular motor performance certain skill essen-
tials are "relatively more essential" than others. In golf, for example,
certain elements clearly are absolutes, for they are determined by laws of
physics. To.hit a ball into straight flight requires that the club be brought
into the ball in a fashion predestined by the physical principles of colliding
masses. Nothing can change in that respect. But the"waggle," because
it is used by every skilled golfer, must be accepted in a relative sense. It
appears to be an absolute only in presence, not in the exact manner of
execution. Therefore, it should be included in one of the levels of difficulty

with perhaps an open-ended description.
Another relative matter is that of the time available for the teaching

of a particular skill. Usually, curriculOrn demands are such that only lim-
ited time can be allotted to each particular learning unit. Thus it is even
more imperative that the levels of difficulty include only the essentials of
each skill being taught. It may be, however, that a specific skill has certain
"relative absolutes" (such as the waggle in golf) which could legitimately
be included in the lists of the levels of difficulty, but because of constrain-
ing time limits, these not-quite-so-absblute factors must be left out. Never-
theless they remain in reserve, to be inserted into the teaching plan when
time permits or when a student successfully completes all the original

objectives.
This. brings us to the most relative matter of all. Because of the fact

that all learning units normally have time limitations, the teacher who
designs the unit must make decisions regarding which performance ob-
jectives do exist as absolutes. Sometimes such decisions are not so com-
plicated, as, for example, if ten weeks are allowed for learning archery. If
only five weeks are available for gymnastics, however, the decisions about
performance objectives will involve more possibilities. It is a true test of
the rationale of the teacher. Insight and observation are sometimes better
than written words; that is, on some occasions the recommendations avail-
able in books and articles are contradictory to an individual's observation
of accomplished performers. Consequently, the construction of a list of
absolutes must accrue from perceptionthe teacher's ability to recognize
the real essentialsand not from what 'other sources say is. essential. If
there is an absolute in the effective utilization of behaviorism for motor
skill learning, it is that the substantive content of the levels of difficulty
must be the performances whichare, in fact, the absolutes.

Adding Up the Score
Behaviorism seems to make sense. It is based on the very defensible

position of being able to show observable results. In the slays of account-
ability and related movements, something as demonstrable as behaviorism
suddenly becomes a very valid approach to education. Before making any
final decisions, however, we must see the total picture.
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CHAPTER 12

Concord Out of Discord

Normal/abnormal. Good/bad. Pass/fail. Up/down. Black /white. Stop/

go. Out /safe. Winner/loser. One but not the othernever both.
Many real-life situations contain events which are mutually exclusive

of each other. We cannot go east and west simultaneously, or ride and

walk, or serve and receive. When we have a choice, a decision is frequently
made on the basis of which alternative is either more appealing or less
aversive. These things seem quite obvious. But that's because these are
situations in which the alternatives are restrictive. One Option automati-

cally excludes the other.
This is not the 'case, however, with humanism and oehaviorism.
On the surface they do seem to be opposed, perhaps even exclusive.

It may appear impossible to be in control of a class while at the same time

allowing an atmosphere of freedom. No one can teach in a programmed
manner while simultaneously promoting self-discovered learnings. It's

not possible to be two people.
Or so it seems.

It's Not a One-Choice Option
There is undeniably an intrigue to both sides. Each appears to be well

founded in creditable theory and fact. Both are supported by recognized
educalional authorities. Both seem to answer many questions about what
teachers should really be doing (or not doing). Both contain definite guide-

lines about (1) how to arrange the educational setting, (2) how students
should be behaving, (3) what performances are to be expected of students,

(4) how those expectations can best be facilitated,and (5) how they can be

evaluated. However, both sides also leave some questions unanswered.
In the final analysis it can be concluded that neither side is perfect. Neither

system should be accepted by the teacher or bequeathed to students as

the only and exclusive methodOlogic:" approach to education.
The debate between these tw thing schemes is not just an aca-

demic exercise. It affects people', , ,.c.both teachers and students. If a
teacher were to accept either syt completely to the exclusion of the

other, the teacher's canduct would be greatly influenced: The setting of

goals, the means for attaining thoge goals, and the appraisal techniques

to be used would be predetermined. Additionally, the manner in which

the teacher overtly related to students, both in and out of class, would

probably be determined. Such a nearsighted view would be seriously con-
-stricting instead of enlarging and would lead to a, restricted awareness of

the potential of education.
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Logically, men,

BOTH HUMANISM AND BEHAVIORISM HAVE DECIDED ADVANTAGES FOR

TEACHERS AND STUDENTS; THUS THE EDUCATIONAL ARRANGEMENT

SHOULD COMBINE THE POSITIVE ASPECTS OF BOTH.

After a careful scrutiny of each side, what ultimately emerges is a
functional state of dual utiliiation. It is possible to consider students in
terms of their observable behaviors and also to regard them with respect
to their consciousness. It is possible to see students as subjective beings
in an objective world. People are both absolute and relative. Teaching is
both exacting and permissive.

What needs- to be-decided-is not-which _teaching scheme is best, but
rather which is best in certain circumstances. It is not a question arf km to
be regulative or, open, for those issues are well settled in theory and fact.
The real question is when to be directive and when to be nonintervening.
Using both systems is a matter of timing in their application, for there is
a time to give freedom and a time to use control.

THE EDUCATIONAL APPLICATION OF HUMANISTIC AND BEHAVIORISTIC

PRINCIPLES IN A COMBINED FORMAT IS A MATTER OF KNOWING WHEN TO

USE EACH ONE. IN SOME SITUATIONS THE TEACHER NEEDS TO BE VERY, VERY

CONTROLLED, AND IN OTHERS THE TEACHER NEEDS TO BE VERY, VERY OPEN.

-

The resolution of this timing rests on a multitude of factors. Clearly,
not every situation calls for humanisin or behaviorism in its extreme form.
Instead, a combination of the two is normally most effective.

A Common Ground
, Appealingly, both humanism and behaviorism have based their ob -.

jectives on producing success, although with different means and ends. For
the humanist, the criterion of success comes in the form of inner values:
self-determined learning, aesthetic pleasures, creativity, and the like. Be-
haviorism exists more on the outside, with realistically established external
goals and appropriate steps for their successful attainment. The common
factor in both philosophies is the ultimate objective openly incorporated
and promoted in the two techniquespositive growth for students. For that
effort atone they deserve the plaudit of merit.

FUrthermore, each system has based its educational methods on pos-
itives rather than negatives. Humanism says that the inner feelings gen-
erated through free-discovery experiences are manifested in heightened
positive self-attitudes; behaviorism supports its technique on the foun-
dation of positive reinforcement. In fact, both accentuate the positive.

Two Forms of Truth
If humanism and behaviorism were forced into a head-to-head eval-

uation on the single criterion of tangible substance, behaviorism would be
declared the winner. Behaviorism is clearly founded on legitimate re-
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search, with volumes of precise data to support its affirmations. Yet hu-
manism is no less a truth merely because it cannot brandish as much
research. Rather, the lack of research is directly due to the fact that hu-
manism has the scientific disadvantage of finding its meaning in concepts,
feelings, perceptions, and other internal happenings which are less ab-
solute and more elusive of measurement. To deny the existence of such
values, however, simply because they are difficult to observe overtly is to
deny the reality of consciousness. .

The real powers of the mind are untouchable. They cannot be found
somewhere in the dark recesses of the brain or excised and kept in a jar
to collect dust in biology laboratories. Sure, we can easily name the parts
of the brain and describe their basic functions, but where is the control for
thought, the locus for common sense, creativity, coordination? \

With-more-careful_analysis, behaviorism, too, is not so scientific and

lawful as it may first appearrThe operation ofit-STetlinique lioes-not-work--_,
for all persons, at all times, in all settings. For example, the generally
influential reinforcer of attention may not be so positively received by an

extremely rec sive student. Or a recess period may not be pleasurable for
s frequently subjected to abuse from other students.'a student who

In further defiance of the compartmentalization of these two formats,

it can be argued that humanism is evolving into a behavioristic attitude.
In an effort to reduce misinterpretation, humaniSm has taken to stating its
philosophy with ever-increasing verbal precision. These attempts to dis-
cover and define more carefully the conditions which stimulate humanistic
endeavors (creativity, for example) are actually behavioristic enactments.
Maybe Socrates was right: "Nothing is permanent."

Three Concessions
To be rational about resolving the issues between the two sides, it is

necessary first to grant three provisos which affect the relative rather than
the absolute way people learn. These three conditional factors account for
the individual variations that violate the inviolate laws that apply to every-

one in general but to no one in particular. Said differently, whether hu-
manists or behaviorists, people are and always will be people.

1. Different physiological bases. Everybody is biologically different. Some
persons have more efficient nervous systems than others. Some seem to
have a higher order of neuromuscular integration. Some have mechani-
cally better muscle-bone attachments. Muscle fiber structure differs among
all people, as does circulatory efficiency. The sinew and chemistry. and
molecular arrangement of each of us differs enough to make us vulnerable
to ourselves. Some persons quite simply have parents who gave them a
physiology which allows them to learn more quickly than others. Other
persons literally get in their own waynot because they want to, but
because of the functioning of their neural system. By virtue of our subjec-

tion to the capriciousness of organic determinants rather than biological
computerization, we are in fact individuals, physiologically. There are
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those who, with 'their refined inner telegraphic system of neural trans-
missions, can seemingly do anything. There are others who can seemingly

do nothing. In between there are the great masses who are forever des-
tined to be averagebut not typicaland forever individualistic.

2. Different cognitive bases. If any facet of human behavior is subject to
individual differences, it is the mental encoding process. The internal
workings of the brain are so far removed from a complete understanding
that it is impossible to conclude that all persons receive, interpret, and
respond to stimuli in exactly the same fashion. To be sure, the chemical
processes of the brain are relatively known, and the physiology of neural
doings is understood, but thought and feeling and values are highly in-
dividual. Past experiences, selective attention (and inattention); personal
preferences, and momentary psychological states all add to the variability
of individual cognitive processing. Further, each person possesses differ-

ent degrees of perceptual integrative ability. Fluid and crystallized intel-
-ligeik-e-Vatio does pure cognitive energy. Although the brain can be

biologically.deciphered, it still belongs to each of us personally.

3. Different laws of learning. If for no other reason than the fact of the
first two diversifications,, the laws affecting the acquisition of knowledge
and skill are also subject to cik.ctmstantial variation. In an absolute sense,
a "law" is something unmitigahng, holding true in all instances. But the
laws which apply to learning are averages based on probabilities, noon
absolutes. What seems to work for most teachers in most situations provides
the laws. Even behaviorists will admit as much. Laws are approximations,
e..s close as anyone can come to ttvlity in dealing with the inconsistency
of human behavior. Although we aro all regulatory in a great many re-
spects and. are therefore vulnerable to considerable predictability in re-
sponding to certain situations, we remain in charge of our own volition.
Thus no matter how pcedictable and lawful we may be, individual excep-
tions remain. Consequently, teaching will continue to be influenced by the
unconformity of individual responses.

Defining the Teaching Process
Perhaps the problem can be resolved by an examination of the teach-

ing process itself. It is a not-too-difficult concession that any definition of
the teachinQt is essentially a behavioristic endeavor. The more one de-
fines teaching, the more behavioristic it becomes. Any model of the teach-
ing/learning phenomenon, then, must incorporate some behavioristic def-
initions. No matter which side-of the fence one may be on, the following
considerations are most important:

1. The learner. Any approach to teaching must consider the learner
the first and foremost factor. Whether there are global goals such as self-
reliance or creativity, or more isolated objectives such as specific skill de-
velopment, the concerns must revolve around tie welfare of the learner.
In this regard, humanism and behaviorism are 'n absolute agreement, for
both consider students their focal' point.
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2. Educational objectives. Although devoted humanists may find any

attempt to specifically define the intentions of ethication somewhat op-

posed to their ideals, even the desired outcomes of free-discovery learning

must at some time be stated. To be stated, they must be understood; to

be understood, they Must be specific; and to be specific, they must be

definable. This adds up to an exact delineation of what is expected of the
particular teaching format to be used. No matter how programmed or

lication of the objectives -Ray be, the process
rather specific definition Of objectives.

ving defined the.objectives, the next logical

to reach those objectives most feasibly. This
e educational environment and experiences
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4. Individualization o the experiences. Humanism and behaviorism both
recognize that learners operate on different levels and at different paces.
Consequently, an important facet of the educational setting is to arrange
it in such a fashion that all learners may start at their current performance
level and then progress toward the objectives at their own ;fate. Neither
humanism nor behaviorism supports the traditional teaching technique of
presenting an entire class with the same material, at the same level of
difficulty, and with the same expectations for the time allowed in learning.

In both formats individualization is possible and absolutely mandatory.

5. Performance monitoring. Although far easier in a behavioristic for-
mat, both teaching strategies demand that constant attention be given to
the relative progress or students: This may involve behavioral analyses
(tests, skill performances) or more open-ended empirical observations. In

any case, some means of assessing student performance is necessary to

determine if the educational arrangement is accomplishing the stated ob-
jectives. Without such evaluative methods, the four preceding consider-
ationsare meaningless.

In an overall perspective, humanism and behaviorism are not so far
removed from each other as they may at first appear. Certain character-
istics of each blend into an agreement on the important concerns of edu-
cation. On those issues which appear hopelessly lost in disagreement, we
find that each can offer a portion of the answer. Thus the effect is to make

us aware not so much of the argument, but of the alternatives.

1 0 3.
104



CHAPTER 13

Four Essentzal Steps

Having considered the most important' general factors in analyzing
the teachingflearning process, it now becomes necessary to attend to the
procedures essential to the internal workings of the educational endeavor
itself. Not surprisingly, the formal arrangementof an educational design
must be predicated on-components similar to those discussed in the pre-
vic us section.

The following four progressional steps appear to'be a universally ac-
cepted approach to the process of teaching. They are part of both human-
istic and behavioristic arrangements; in fact they are primary to any teach-
ing plan. They exemplify the first absolute for teaching successorderliness.
In essence, their overall message is that you must know. where you are
going, how you will get there, and whether or not you have made it.

,

One: Identifying the Target Behaviors
As everyone knows, the- objectives of physical educatiori are often

stated in rather loosely defined terms. Recognizably, some of the cognitive

aspects of a humanistic physical education program are difficult to put into
words. Nonetheless, in- the broadest sense of the term "behavior," ob-
servational evidences of the internal conditions of students are always
available. Thus this initial step is not so much an argument as to whether

or not a particular educational objective can be observed s it is an effort
to carefully define the evidences of that objective.

In effect, the result is a statement which is both an identification of
the objective and a means for its evaluation. If, for exa ple, an objective
for a volleyball class is for students to be able to pla the ball without
carrying it, then the statement of that objective also beco es the definition
of the observable evidences of the anticipated learning tnd the means for

evaluation.
This dual utility of definitionlevaluation is reflected in the fact that

objectives should always be stated in terms of what students should be
like after the lesson, not during the lesson. Therefore, it is not functional
to state such an objective as "to provide students with learning experiences
in golf." This is merely a statement of what is going on during the sessions
and says nothing about the purpose of the experiences. Furthermore, it
stands as a normal expectation of a method, whether humanist -or beh-w-

iorist or something else.
An additional consideration in stating purposes is that they must be

expected to occur within the time allowance of instruction. For example,
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some activities in physical education are characteristically thought of as
"lifetime sports"golf, tennis, bowling, badminton, swimming, to name

a few. In defining objectives for these activities, it is easy to outdistance

the learning experiences with such far-reaching objectives as "to provide
students with lifetime skill in tennis." Although the teacher sincerely
believes this to be a reasonable,purpose (and philosophically it may be),
the possibility of observing its accomplishment is simply not realistic. It
is more logical to consider the specific ways that a short-term experience
in tennis can contribute to the more distant (but never stated) objective of
a lifelong interest.

It is also necessary to caution against "being-aware"-type objectives.
Any ambiguous objectives such as "comprehending the strategy of bas-
ketball play" are simply too broad and do not define the evidences of
accomplishment. Thus the potential for evaluation is also seriously 're-
duced. The key to the elimination of such ambiguity is to state the objec-
tives in operational wordsas performances which can be expected as'Stul
dent behaviors resulting from the learnings. Quite simply, thek are.
definitions which make the observation of progress possible. Therefore the;:'''
use of such words as "understands," "appreciates," or "respects" is
automatically eliminated. These words do not readily communicate the
same meaning from one person to another.

-A/-

Accordingly, in keeping with this atteh-pt to be operational, of the
following objectives for a tennis class, none is acceptable as stated:

To develop an appreciation of tennis
To respect the rules of the game
To develop social attitudes toward the game and other players
To become an intelligent spectator of tennis.

As written, they are too difficult to evaluate, and therefore it may be
impossible to design educational experiences which are presumed to 6cn-

erate their outcome.
Clear definition of attainable objectives is the most functional means

of indicating to all involved the exact purpose of physical education. Such
definition provides the most useful criteria for_ selecting content, for ar-
ranging the learning activities, and for deciding on the ldnd of teaching
procedures to be used. It does, in fact, guide all other teaching activities.

This seems to point to a decisive victory for behaviorism -since it
clearly states that absolutely nothing can be accomplished without first
defining the target behaviors which are the objectives of any educational
endeavor. It must still be recognized, however, that many legitimate con-
cerns of physical education, particularly those of a humanistic nature, are
in fact difficult (and sometimes impossible) to define. Attempts at such
definitions of purposes (Annarino 1970; Murphy 1970; Varnes 1970; Mohr
1971) often dig the verbal hole even deeper, without denying their reality.
Humanistic ideals a 1.e not disqualified on the basis of definitional elusive-
ness. Rather, it is incumbent upon the humanistic teacher to consider the
acceptable evidences of humanistic objectives more carefully.
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This means that a behavioristic attitude toward the defining of objec-

tives for any physical education experience is the most realistic approach.
Such an attitude does not discard any objective; rather-it demands that the
objective be as specifically determined as possible, particularly as it relates

to the student performances which will be accepted as indications of, the

learnings.

Two: Selecting the Educational Experiences
Having defined the objectives, the next step is to determine the ex-

periences in physical education which are likely to attain the objectives.
We begin with the foundational belief that the experiences of the learner
constitute the real meaning of education. What the teacher does is i.npor-
tant, but it is possible for two students in the same class with the same
teacher to have different educational experiences. More significantly, stu-
dent interactions with the environment are the determiners of learning.

In a general view, it can be concluded that many different kinds of
experiences can accomplish the same objectiveas long as they meet the
criteria of effective learning. This means that the teacher may have a wide
range of possibilities available in planning for educational experiences. It
also means that the teacher should not be limited by strict adherence to
one teaching arrangement. Indeed, it appears (see especially Hyman 1974
and Bennett 1976) that teachers who are more versatile in their apprcacli'
to educational planning are more likely to accomplish their objectives.

Some educational experiences are relatively easy to determine. If, for
example, an objective of a t.initn basketball is to improve free-throw
shooting ability, then obviously the answer is to provide for directed prac-
tice in that skill. Other objectives, however, may be more evasive of spe-
cific promotion. In certain instances it is possible that educational experi-
ences cannot be arranged to facilitate particular objectives. As an illustration,
an educational arrangement designed to promote the learning of social
skills may in fact produce social interaction and nothing else. To proclaim
that it facilitates a "skill," which is transferrable to other settings, and
which is probably unassessable, may not be valid.

The problem, then, is to select those experiences lficely, to achieve
objectives that can be considered realistically attainable. In some cases the
objectives will lend themselves to behavioristic programming,..in other
instances to discovery-type learning. In all cases, one overriding factor
must be part of the plan: the experiences should be directly related to the
objectives. A behaviorishL discipline is therefore requiredto attend di-
rectly to the desired ol*-;:tives and to establish an environment ,wFiich

reinforces the behaviors _ctly related to those objectives.

Three: OrganLing the Educational Experiences
Closely related to their selection is the consideration of how the learn-

ing experiences can be organized into a coherent program. No supreme
law of psychology dictates the-organization of the experiences; it is a ques-
tion of what seems to make sense in any given situation, with any given
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teacher and students. Even so, 'occasionally intuition may be the only
guide. Always, however, there is flexibility.

It is possible to achieve behavioristic ends through humanistic means
and vice versa. For instance, a discovery method may be particularly valu-

able in the beginning stages of teaching a new 'Motor skill to inexperienced

performers. With an initial period of time for exploration and experimen-
tation, students may generate their own motivation and consequently may
be more receptive to any programmed instruction which follows. For ex-
ample, the teacher may introduce a unit in gymnastics to children by
arranging equipment for a first experience of nothing more than explora-

tion. To stimulate early interest, he/she may offer some open-ended sug-
gestions such as the following:

Move around, under, and over the apparatus in any way that you

like.
See if you can find different ways to move across the apparatus.
What different parts of your body can you use to give you support
while you are on the apparatus?

Later, .the comments may become more specifically suggestive:
Since your center of gravity changes during that maneuver, what
can you now do with your arms to help maintain your balance?
Can you use your shoulders in some way to help you in that turn?
Does it seem that a change in the rhythm of that maneuver would
give you the time you need to execute 'without rushing through it?

This, of course, is the technique of movement education. The standard

format begins with an allowance for totally unstructured exploration and
then progresses into guided problem solving, always providing students
with the opportunity for self-discovered answers. In its purest form, how-

ever, movement education remains steadfast in the use of experimentation

as the learning medium. Contrastingly, the teaching can evolve into a

more programmed fonn by becoming more and more specific in assisting

the learning objectives of the experiences. Accordingly, the conversation

may then be as follows:

This time, as you do the roll, tuck your knees as close to your chest
as you can and see if it makes any change.
Do you think, you might need a pause for a support position be-
tween those two maneuvers to help them blend together?
I see you're having some difficulty with that mount. Let me dem-
onstrate a little something, and see if you think it may help.

The process of student self-discovery remains, but the teacher has
made more specific suggestions for the learning which was intended in

the, first place.
Perhaps, in the best humanistic sense of student-centered education,

any unit of instruction may be started by enlisting the help of students to
formulate objectives and to decide on procedures. Following that group

process, the instruction itself can be relatively programmed toward the
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agreed objectives. Or, if the unit begins with the experimentation which
is the philosophy of movement education, it is conceivable' that program-
ming may never become formally used, since the students may be "dis-
covering" answers to the problems (and also accomplishing the ,stated
objectives) without much need for the external assistance of the teacher.
When utilized r wever, programming is not to be thought of in the iso-
lated sense of presenting information, but as the.skillfut use of questioning
and suggesting in an effort to channel students into the desired responses.
It can be used in any learning; For example:

Now that you know how the tennis ball should be spinning so as
to arc downward in its flight, let's find out how we need to hit the
ball in order to give it that kind of spin.

Since you have discovered that a soccer ball can be most effectively
passed for short distances by using the.inside of your foot, can you
now discover how to change your kick to make the ball travel a
great distance?.

Now that you know the most efficient position on the bicycle for
riding on level terrain, can you determine how that position should
change when going up a steep hill?

In this fashion students are "discovering" the answers to problems
which relate to the specific objectives of the teaching plan. The particular
learning was always there, always part of the original set of objectives. All
that has happened is that students have been subtly "programmed" into
their own discoveries by the teacher's use of artful communication. The
students think they have been self-monitored, when in fact they have been
directed. The only real change needed in this procedure relates to the
degree of suggestive direction given by the teacher to obtain the desired
behaviors.

A further consideration may be that some students will discover that
the most efficient way of learning is to be taughtthey may come to want
the teacher to help them through the frustration of not discovering the
answers to open-ended problems. If experimentation is the only technique
used, the inherent danger is that some students, left completely to them-
selves, may never arrive at the objectives. Consequently, the more "for-
mal" teaching becomes a welcome addition to the learning experiences.
In this respect, the regarded value of the teacher's assistance may have
been increased, in much the same fashion as we receive clues to a problem
in logic found in a magazine (before we turn to page 79 for the solution).

This whole affair can work the other way as well. It is possible to
teach students systematically to discover answers indipendently. As an
example, a unit on tennis may begin with a relatively programmed instruc-
tion in the essential phases of the forehand and the backhand Then, at
some appropriate time after the basics have been learned, the educational
arrangement may evolve into experimentation with the !earnings. The
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teacher may ask students to intentionally vary their grip, or the 'plane of
their swing, or their transfer of weightwith the intent of discovering the
effects of these changes. In other words, the lessons begin with the pre-
sentation of the known mechanical standards for the efficient performance
of ground strokes, and when students have demonstrated a learning (at
least to a degree) of these standards, the experienCes are opened up to the
self-discovered effects of variations from the basic techniques. In effect,
the teacher "saves" some time in the beginning, for it may take longer
than the available time for students to discover the efficient mechanics of
ground strokes through experimentation. This is particularly true when
there is a mechanically effective way of performing a skill. In such in-
stances, the teacher must bring students to a certain performance standard
as quickly as possible so that the following allowance for experimentation
can have meaning. It is a philosophical deduction that there must first be

a ground floor of known information before a variation can have any rel-

evance. The variation can then be compared to what is known.
There is, in fact, a built-in guideline in motor skills which, indicates

whether they should be approached from an experimentive or a pro-
grammed standpoint. It will be discussed fully in the next chapter.

Four: Evaluating the Effect.

Eftluation is a process of determining to what extent the educational
experiences are accomplishing the objectives. While it may be understand-
ably difficult to suggest all the pgsible schemes that may serve as teaching
plans for fostering the learning objectives, the evaluative process for any

plan is relatively uncomplicated.
It begins where students were. Without knowing where students were

at the beginning of a learning unit, it is impossible to tell what changes
have taken place throughout the unit. Hence evaluation involves at least
two appraisalsone at the start of the unit, the other at a later time.

Behaviorism may appear to have another voteit requires that any
learning unit start by first determining the entering performance level 'of
each student. When this is known, then progress above that level can be
accurately demonstrated. It is simply a matter of comparing the entering
student behavior with the behaviors acquired as a product of the learning
experience. The difference is the learning.

Although, this seems like a simple answer to evaluation, there is a
precaution. In behavioristic analogy, the only learning which can be val-
idated is that which can be directly observed and overtly measured. In
other words; the student can be given credit for having learned something
only when the student can do it. Learning cannot be assumed to have oc-

curred if it is not openly demonstrated.
This opinion sounds logicalespecially as it refers to' the accepted

standard definition of learning, which says th..' it is a change in behavior;
and a behavior is, of course, anything that can be observed as an actual
performance. Even if one agrees with this behavioristic interpretation, how-
ever, there is still the possibility of accidental performance. A student may
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do something by chance while being observed. Therefore a more accurate
definition' of learning may be that it is a relatively permanent change in
behavior. Even that one is not satisfactory, however; for a behavioristic
discipline would not accept the use of, a word such as :`relative," which
has no real meaning. The important point to be made, then, is that learning
can be considered legitimateonly when it can be observed as a repeatable
part of someone's behavioral repertoire. It cannot be a chance occurrence.

Perhaps an illustration may add some clarity. Suppose. you were
teaching a class in bowling, a skill relatively easy to observe. First of all,
the performer needs to execute movements which are quite stylized. These
movements need to be repeated each time, since the approach does not
deviate markedly from ball to ball. The approach is relatively short in terms
of the space and the time required. Consequently, the skill is openly avail-
able for mechanical analysis and overt evaluation. As a result, the tech-
niques for the skillful performance of bowling are well known.

In the best behavioristic tradition, then, you devise a list of the im-
portant performance components which you plan to use as a basis for
teaching. The list includes the factors which you believe are the essentials

for efficient bowling, and they comprise both the objectives and the means
for evaluation.

Assume that your list has fifteen items. On the first day of class you
observe everyone performing, and you check off the behaviors on each
person's list as you see them executed. There's Mary, for example. She's
already doing twelve. Tom is doing ten. But Jill is able to perform only
four, and Ray only two. After the first day you chart all the observed
behaviors of each student, and as a result you have a tangible guide to
use as a`basis for helping each student. Then, at the next class meeting,
your lesson plan is already partly predetermined. Your chart shows that
Mary knows how to execute the pushaway, and so does Tom, so there's
no need to teach that skill to either Mary or Tom. In fact, there is no need
for a group lesson on the pushaway since some students in the class
already know how to do it. Neither Jill nor Ray, however, can execute this
behavior. Thus your checklist shows a need for some individual attention
to the pushaway for them.

It's all very neat. Your list tells you exactly what to attend to with
each student, and also what to ignore, since'each student has already
shown some performance abilities. As a result, you can spend some time
with Mary, who, according to your checklist, is not getting the proper lift
on the ball at the time of release. You explain it to her, perhaps demon-
strate a few times, and in a short while she is able to execute a proper lift.
Greatcheck that item off her list; the next time youcan go on to some-
thing else. Then you give some time to Ray, who still has not learned the
pushaway. After a few minutes with him, he picks up the technique and
the rhythm of the maneuver, and he tiro receives a corresponding check
on his list. No need to attend to the lift for Mary or the pushaway for Ray
anymore, since they obviously have now learned these movements as
evidenced by their behaviors in performing them.
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It's the same with all the other students. All are on paper, with their
present levels of accomplishment right in front of you each day. This
checklist offers a visual justification for all your teaching efforts, and it
most certainly personalizes the instruction.

But waitsomething is wrong. On the next class day, when teaching
Mary one of the items her checklist has shown she is not performing, you
notice that the beautiful lift she. executed yesterday has disappeared.
Didn't she learn it? Of course she -did, because she did it. Can she have
forgotten so soon? And look at Raysure enough, he is not doing the
pushaway today although he did yesterday. What's going orhere?

Probably, it's not so much a. matter of forgetting as of not learning.
Performance and learning cannot always 1,e considered synonymous. Be-

havior is not invariably a permanent thing. It varies as a function of many
factors, one of which is time, and the time between one class and the next
may be enough for behavior to revert to the original state.

So here you are, making checkmarks one day and erasing them the
next. People learn and then forget, or learn and then unlearn. Whatever,
happens, the fact that it does happen should'create a bit of caution for
accepting a one-time performance as evidence of true learning. It would
be convenient and behavioristic, but . . .

An even larger cloud in evaluation concerns the diffiCulty of apprais-

ing the achievement of all objectives.- Some learnings are not easily ap-
praised by standard means. The humanistic objectives related to the inner

person may in fact be impossible to evaluate. Furthermore, the founda-
tional philosophy of humanistic teaching is that evaluation 'is not so im-
portant a part of the learning scheme anyhow. At the Jery least, evaluation

is not considered in the sense of 'any kind' of threat to students or as a
comparative factor which gauges student performances against some norm

or against each other. In fact, from the humanistic viewpoint, the evalu-

ative process is Often,considered best determined by the. students them-
selves in self-appraisal. Certainly many objectives of humanistic learning
do not have a right/ wrong dichotomy, and some probably cannot be ex-
ternally appraised. Instead, their meaning is entirely individualwithin
the value system of each person.

With due respect to the precision of the behavioristic technique, it
must be recognized that some human behaviors are not readily evaluated.
At the very least, evaluation plays a less dominant role in their learning;
and in some cases, the environment must be intentionally nonevaluative.
This means that unless the evaluative process closely parallels the edu-
cational objectives, it is not serving its function. Conclusively, then, if the
educational objectives can be clearly defined, such'definition provides the
means for evaluation. In other cases, if the objectives cannot be so precisely

delineated, the 'evaluative means are not automatically provided. How-
ever, such objectives are not necessarily disqualified. Rather, in these cases
the evaluative process is not so critical a factor in the total picture.
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CHAPTER 14

The Motor Is the Method

One of the major objectives of any physical. education program is to
promote the learning of motor skills. Both humanism and behaviorism can
make valuable contributions to this end. Best of all, the issues here are not

so philosophical. In fact, there is a convenient package into which both

can fit and little argument about the logic involved. As they relate directly
to the teaching of motor skills,1humanism and behaviorism come closest
to complementing each other.

We start with the classification of motor skills as either open or closed,

a concept first stated by Poulton (1957), who originally used it to describe
differences in the skill requirements of industrial occupations. As it applies
to motor skills, a closed skill is one of high complexity, and an open skill
is one of lower complexity. In a very broad perspective, the complexity of
a skill refers to the degree of difficulty inherent in its execution. The more
complex a skill, the more difficult to perform. Thus, to determine whether
humanism or, behaviorism may'fit the teaching of a particular skill, only
the degree of complexity of that skill must be established.

The Perplexity of Complexity
It isn't quite so easy, however. Just what is a highly complex skill?

Gymnastics, maybe? For most persons, but not for all. How about ;olf?
Perhaps, but enough 70s are shot every afternoon to keepusieom lying

gall is complex for' everyone. Maybe riding bicycle? Or walki:; on a
railroad track? Or .throwing darts at the local pub?'

As a matter of fact, the fundamental.consideration of skill Complexity

is not the degree of mastery a particular individual has Of the skill; rather,

it is the essential nature of the skillitself. Accordingly, it may be concluded'

that skills which require strength, enduran9, speed, or power are nor-
mally uncomplicated in their execution and therefore 'rank on the low end

of a complexity scale. Conversely, skills which, reqUirofine muscle control
Or high levels of coordination are normally considered complex skills.

Determining the complexity of a given ,skill can be a complex under-
taking. Because we must always admit to the humanistic recognition that

!people are individuals, what is complex for one person is not for another.
Moreover, what is complex for one person on one ,day may not:be so
complex for the same person on another day. Nevertheless,, the funda-,
mental criterion remains that a complex skill is one that requires the per-:

former to 'execute fine, discrete, and precise movements. Contrastingly,
skills of lower complexity are those often referred to as "gross" skills,
because their successful 'execution does not ,demand the same precision of
movement. Thus the mechanical analysis of the relative precision of the skill
determine's its complexity.
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Clearly an example of a complex skill, golf requires any player to
execute a series of very precise actions in order to accomplish effective
performance. Any slight deviations in clubhead path will send the ball
into the slices, dribbles, skulls, and hooks that are the daily standard rather
than the exception on any course. We are all too keenly aware that the
ball magnifies our smallest mistakes. In contrast, a football defensive line
player can effectively perform the skills of the position by executing rela-
tively unrefined movements. Success in this case does not require so finite
a sequence of movements. When' a golfer 'is a quarter-inch off-center in
bringing the clubhead into the ball the result will be a drastic deviation in
ball flight. When a football defensive line player is a quarter-inch off-center
in contacting an opposing ball carrier, however, there will be no effect on
the resulting performance.

This distinction does not imply, of course,, that football players are
less skilled individuals than golfers. It merely says that the physical de-
mands of the two sports are different. In fact, all motor skills can be cat-
egorized on the basis of the degree of precise movements required for
execution. Oxendine has offered a brief example (1070, p. 29):

#5 football blocking and tackling
(low performance on the Rogers' PFI test
complexity) running (220 yards to 440 yards)

sit up, push up, or bent arm hang
weight lifting

#4 running long jump
running very short and long races
shot putt
swimming races
wrestling and judo

#3 basketball skills
boxing
high jumping
most 'gymnastic skills
soccer skills

.#4 baseball pitchers and batters
fancy dives
fencing'
football quarterback
tennis

#5 archery and bowling
(high basketball free throw
complexity) field goal kicking

golf putting and short irons
skating figure S's
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The interesting feature of this effort is that it reminds us that a par-
ticular sport is not a singular thing. Within what we thara,cteristically think
of as a distinct sport are various phases of the totality, either with different
individuals performing different functions or with the same individual
performing different activities. For example, notice on the chart that bas-
ketball appears at two places, which illustrates the fact that there are two
distinct aspects of the gameone wherethere is free-flowing motion and
another where the game is halted for the more static execution of a free
throw. Similarly,. football blocking and tackling rank as low-complexity
'Allis, while the demands of the quarterback rank as relatively complex
skills, and field goal kicking gets an even higher mark for complexity.

The implications for humanism and behaviorism: The categorical com-
plexity of the particular skill greatly influences the teaching methodology.

The Qualities of Open and Closed Skills
Open and closed skills are considered to have several qualities which

add tp their total picture. Thus a closed skill is not only one of high com-
plexity; it is also ,Ine which is performed in a static environment. This means

that no objects are in motion prior to the skill execution and the environ-
ment is also motionless. For instance, when a golfer prepares to hit, no
ongoing changes are occurring in the playing conditions, and no other
players are in motion. Furthermore, there is no time factor, for the envi-
ronment is perfectly content to await the golfer's swing. Accordingly,
closed skills are also considered self-paced; that is, the performer can initiate
the activity at will, without regard tooany changing environmental 'con-
ditions or time:demands. The same is true of bowling. The pins will remain
ready, waiting patiently. for the bowler to impose a fourteen-pound ball
on them. In the same way, the target does not move for an archer; nor
the en ..ironment for a discus thrower; nor the water for a diver. All these
skills are performed in a stable environment and are self-paced in execu-

tion.
Contrastingly, open skills, are generally performed ina changing en-

vironment. An object, or the environment, or other players, or the per-
former, or all of them are in motion duiing the execution of the skill.
Soccer is an example. The ball itself is in motion; when the ball hits, a rut

in the field of 'play, the environment affects the action. And twenty-two
players are in constant movement, resulting in a continual change in the
performance demands. Consequently, such skills are additionally consid-
ered externally paced, since the environment forces the, performer into re-
sponsive and immediate action, and changes the requirements from mo-
ment' to moment.

Accoidingly, the attention of the.performer is determined bythe na-
ture of the skill being executed. In a closed skill the environment is not
doing anything, and there is no need to devote much attention to it. You

can hit a golf ball whenever you're ready to do so, and in preparation you
can concentrate on the actual mechanics of the skill you know you are
about to perform. In the flow of a soccer match, however, or a basketball
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game, or a field hockey match, the attention of performers must be given
to the ever-changing events of the environment. In these sports the per-
formers must be "open" to a variability in skill execution.

These factors can be summarized in the following chart:

Closed Skills Open Skills

High complexity

Self-paced

Performed in stably
environment

Performer's attention on
mechanics of execution

Low complexity

Externally paced

Performed in changing
environment

Performer's attention on
variability of execution

Therein is the significance for humanism and behaviorism.

A Predetermined Lesson Plan
Humanism has always promoted individuality and variability and

adaptabilityall of which are critical to the performance of an open skill.
Behaviorism has always promoted precision and attention to detail and
certaintyall of which are critical to the performance of a closed skill.

Let's consider this a little more carefully. The answer is not as une-
quivocal as it may seem, but there are undeniable relationships between
open skills and humanism,and closed skills and behaviorism.

'Think first of that-rvlassk exainplp of a dosed skillgolf. Because it is
, self-paced, executed in a stable environment; and highly complex, effec-
tive performance in golf requires a mechanically efficient -and repeatable
swing. Not surprisingly, the effective performance techniques are known,
because golf hasbeen thoroughly analyzed oyerthe years. Accordingly,
since the. technique for, effective play in golf' is already known,. student
learning experiences can be easily arranged into the "levels of difficulty"
described' earlier. Furthermore, the content of each level can be readily
defined in specific behavioral objectiva.

Looked at from the standpoint of effective teaching, it is only logical'
to conclude that, golf, or any othek closed skill, is best taught by a scheme
which is administered in logical step-by-step order. If an open-ended ex-
perimentive approach were used for a closed Skill, the end, product of
student experimentations would be the same anyhow. In other words, the
objective in a closed skill is not to produce individualism and ,variability
so much as it is to learn exact. ways ofPerforming. This must be the in-
tended effect of the learning experiences when a closed skill is involved,
because the laws of physics'say so. No variable performances are possible
in golfat least in the absolutes. The performances, which must be executed
are predetermined by physks: And behaviorism says that these absolutes
are everything the teacher needs to be primarily concerned about.
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Thus the answer ior a closed skill is to approach it with a behavioristic
attitude. Telling and showing students how to perform is a time-savirig
endeavor of effective management. Perhaps after students reach a certain
performance level, some experimentation with the swing may be intro-
duced; but until they learn the absolutes of golf, such experimenting will'
haveess meaning.

On the other hand, an open skill does no,demand so confined a ritual
of exacting performance. The fluid nature of basketball play, for example,
provides opportunity for considerable variability in individual perfor-
mances. The mechanics are not so stylized or static. Since basketball play,
or any other open skill, requires a response to the changing environment,
the players who can be versatile will be successful. It is entirely logical,
then, to conclude that a humanistic attitudeone of experimentive prob-
lem solving as the learning mediumis the reasonable way to arrange
these educational experiences. Open skills require adaptability, and hu-
manism facilitates it. Thus the 'movement freedom of the humanistic ap-
proach is an asset, for there is no need for all students to arrive at the
same end of mechanical performances. Rather, there can be an acceptance
of any technique which accomplishes the objective.

Somewhat conclusively, then;

CLOSED SKILLS ARE BEST TAUGHT WITH BEHAVIORISTIC ATTITUDE,

WHEREAS OPEN SKILLS ARE BEST FACILITAT THROUGH A HUMANISTIC

APPROACH.

This statement does not imply one approach to the exclusion of the
other. It is simply. guideline for the arrangement of the learning envi-
ronment. Further, it offers implications about the use of reinforcement.

The Means or the End
Reinforcement is not exclusively a behavioristic technique. No teach-

ing scheme, regardless of how open it may be, would ever deny the po-
tential of reinforcement for promoting learning. As it is used in teaching
motor skills, however, there is a difference in its direction.

Behaviorism reinforces the specifically defined approximations toward
overt behavioral objectives. Humanism is more concerned with promoting'
variations on themes. In a closed skill, the actual physical performance is
.critical.,'While in an open skill the result of performance is important. In
other wordi, a closed skill operates on the principle that if the performance
itself. is mechanically efficient, then the result of that performance will also
be effective. In an open skill, however, the performance does not matter
so long as,it achieves, the end result. Accordingly, in the learning stages.
the 'student attends. to the mechanics of skill execution in a closed sport
and to the product of the performance in an open 'skill. This difference
also foretells the use ,of reinforcement. With a dosed skill reinforcement
should-be directed at the overt motor approximations of efficient perfor-
Mance; with an open skill reinforcement should: be directed at the results
of any acceptable execution.
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Said differently:
11.

IN A CLOSED SKILL THE TEACHER SHOULD REINFORCE HOW TO DO IT; IN AN
OPEN SKILL THE TEACHER SHOULD REINFORCE GETTING IT DONE.

One says technique, the other says results. On the basis that it in-
creases the behavior attended to and decreases behaviors not attended to,
reinforcement of a closed skill resultingly increases the precision of exe-
cution; whereas reinforcement of an open skill increases versatility of per-
formance.

,

A Partly Cloudy Affair
It must of course be recognized that all skills are not clearly open or

closed. There are mans' shades of gray in between. Golf may be definitely
on the closed end of the scale and football tackling on the open end, but
the great majority of sports have elements of both. A baseball swing may
seem like a closed skill, but because a ball is in motion adaptability is also
required. Tennis may seem like a sport that requires a great deal of pre-
cision, yet both a ball and another-player are constantly, changing the
environmental demands. Wrestling may seem like an open skill, yet the
initiation of offensive maneuvers must be considered to have closed qual-
ities.

Moreover ;' it m t also be recognized that most open sports have
closed elements. Alth ugh the game is played in an open setting, the
football quarterback m t execute skills which are essentially closed. The
baseball pitcher performs a self-paced, mostly closed skill, while the field-
ers must be prepared with externally paced responses. A basketball game
is a flowing, changing, open sport; but the game stops periodically for foul
shooting, which is,'. a' closed skill. Likewise a field hockey gairte a soccer
match or other open sport is frequently halted for the execution of more
specific-dosed performances.

FurtherMore, the learning 'of an open skill often occurs in relatively
closed fashion.. Dribbling a basketball in a game is an open affair, but the
.learnin$ of that skill had to have some closed quality, for there are certain
mechanically efficient ways-of doing

Such factors lead to caution against making blanket evaluations of the
relative complexity of sports skills. What must be considered instead are'
the individual requiiements within the sport, and the environment which
,will best facilitate the learning ,of those requirements. Therefore it seems
that the giotindwOrk of skill learning for any sport should occur in a closed
setting, while the application-ol many ofthose skills should then take on

'open qualities. In effect, the attitude of behaviorism provides the begin-
ning stages clearly defining the objectives and determining the steps for
arriving at those objectives. Then, as skill learning progresses, the attitude
of humanism can provide the adaptability required by many skill& in the
real. performance Of competition.
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Attending to the Desirables
Behaviorism proposes that the teacher give attention to desirable be-

haviors and ignore the undesirable. This proposal is not denied by hu-
manism. Certainly.both methods wish to promote desired behaviors.

To this end, suppose you Observed the following happenings among
students in a class learning tennis backhand:

1. Weight on the back foot at the moment of contact with the ball
2. Use of the backhand grip
3. An accelerating racket head at the moment of contact with the ball
4. Weight on the front foot at the moment of contact with the ball
5. Initiating the foreswing with the elbow
6. A decelerating racket head at the moment of contact with the ball
7. Initiating the foreswing with the shoulder.
8. Use of the forehand grip

Some of these behaviors are effectiye contributors to the backhand, "
and others are not. They may be easily divided into desirable and unde-
sirable categories. Such an either/or list results in the following division:

Desirable Behaviors

2. Use of the backhand grip
3. Accelerating racket head at contact
4. Weight on front foot at contact
7. Initiating the foreswing with the shoulder

$'''''..-wr'''' I Undesirable Behatiors
1. Weight on back foot at contact,.
5. Initiating the foresWing with the elbow, .

6. Decelerating racke-t_bead at contact
8. Use of the forehand 'grip

These categories of behaviors' are incompatible with each otter. A
player cannot use the backhand and forehand grips simuitaneouso.- Be-
havior 3, accelerating' the racket head at contact, is opposite to 6,41dece-

lerating racket head, Behavior 1 is incompatible with 4, and 5 with 7.
Macht (1975) has named' them "behavioral pairs," indicating that

such combinations always consistoof one desirable and one undesirable
behavior, opposite and 6clusive of each other, one of which should be
reinforced and the other ignored. Unfortunately, in the real setting, it is
often easier to, call student attention "to the undesirable behaviors rather
than to The desirables, Some research ,(Patterson and Gullion 1968; Sie-
dentop and Rife 1975) shows that physical education teachers give more
verbal attention to undesirable than to desirable behaviors.

There is no disagreement between humanism and behavioiism in, the

attempt to -promote desirable outcomes. Both focus' on the positive. In
,teaching motor skills, this means givin primary attention and reinforce-
ment to the essential mechanics of s Cessful execution. This is not just

a behavioristic techniqueit is simply an effective promotion of learning.
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CHAPTER 15

Selected Short Subjects

In almost any debate, the final resolution comes from an arbitration
of both sides. This is also the case with humanism and behaviorism. Fur-
thermore, since both have certain common features, they jointly answer
some very real concerns in physical education. Some of these concerns
have already been discussed; others are presented here.

A Disciplined Affair
One of society's oldest techniques for controlling behavior is the use

of punishment. If we do not pay our bills on time, we must pay a penalty.
If we are caught speeding, we receive a ticket. Actually, we do learn from
punishment. We learn to pa) our bills on time and to avoid speeding; as_
well as not to touch a hot stove or not to talk out in class.

Sometimes included in behavior modification programs, punishment
can be' astronger influence on human behavior than positive reinforcement
(Stedman, Patton, and Walton 1973); however, for the most part, it tells
people what not to do and creates behaviors which avoid the penalties: It
generates within people, a sort of automatic goodness, but even in that are
certain benefits. In an educational setting, however, the aversive condi-
tions created by punishment may have some undesirable side effects.

PuniShment may be an immediate answer to a discipline problem,
and it may seem to settle an issue quickly and forever; but some punished
behavior may reappear later, after the withdrawal of the punitive situation.
Thus a student might displaCe punished behavior by directingaggression
toward things that cannot fight, back, such as physical objects (Wilson
1971). Or there may be compli +e submission and a heightened state of
fear (Hart 1968). One of the strangest potential outcomes, is that of in-
creased student aggressions on each other .(Wheeler and Caggiula 1966).

While punishment may be a ,convenient response to a disruption,
alternative ways of educational housekeeping are nevertheless more ef-
fective in the long run. One strategy is to reduCe the opportunity for the
occurrence of punishable behavior in the first place. Humanism contends
this is best accomplished by eliminating many standard managerial acts
so common in physical education, such as strict arrangements for roll call,
inspection of uniforms, explanations of rules, and so forth. It must also be
cautioned that a reduction in such regimentation will likely result in an
initial increase in student disruptions, and only with time will students
recognize that the new fieedom is actually beneficial to them. Thus, al-
though the incidence of disruptions may at first increase, later they will
drop off to. a lower level than under the strict managerial atmosphere'
(Chamberlin 1971). This finding supports the humanistic technique of giv-
ing freedom to'students in gradually increasing amounts rather than sud-
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denly discarding all regulations. Relinquishing managerial tasks also al-
lows the teacher more time to interact with individual students to facilitate
individual learning in whichever method is most appropriate.

If you are a humanist, you probably believe that all students will
behave in civil ways unless they have a reason not to do so. Such a belief
is part of the innate goodness which humanism automatically bestows on

/students. But it is also easy to misinterpret freedom as being synonymous
with random permissiveness. There are certain advantages in being per-
missiveit may eliminate the need,of supervision, and it normally does
not generate the student counterattack which sometimes occurs in a re-
strictive atmosphere. Total permissiveness, however, is an illusionary ar-
rangement and does not seem to work (Hearn, Burdin, and Katz 1972).
Students must know that some behaviors cannot be tolerated, no matter
how freedom-oriented the setting may be. Further, there must be a rec-
ognition that if these unacceptable behaviors occur, they will result in an
aversive circumstance. A major factOr is what constitutes the aversive cir-
cumstance. Rather than outright punishment, such a circumstance may be
the removal of a positive reinforcer. Thus the teacher can respond to .in-
appropriate behavior by taking away something that the student desires.
Calle% negative reinforcement in behavioristic terms, this response acts to
promote certain behaviors on the basis that a failure to perform them
results in the withdrawal of a positive state. Such an event can thus be
viewed as a negative occurrence. The "threat" imposed on students,
however, is far more humanistic, for the "punishment" involved is the
loss of a positive reinforcer rather than the administration of some sort of
standard punishment. Further, this technique appears to be a workable
alternthire to the use of any threatened infliction (Skinner 1977).

The ust. of negative reinforcement does, however, place a demand on
the ie;.01...4 to construct programs which enable students to work for pos-
itive reinforcers. In the analogy described by. Macht (1975), these positive
reinforcers should be incompatible with the .undesired behaviors. This
means that positive reinforcers should be available for students who per-
form behaviors whit' are the opposite of those considered,disruptive. In
contrast, the classic approach to discipline problems has been to attend to
the problems only after they have occurred. Probably the reason is because
it's easy to forget to'reinforce behavior which is considered appropriate;
resultingly there is no recognition for being "good." It does take effort to
respond to desirable behavior, but it can be accomplished by such small
reinforcement contiibutioni as merely saying to a Student, "Don, you
haven't pinched anyone else for two whole days. That's great!" or "Helen,
you haven't been late for class all week. That's super!" Reinforcements
can also include a more planned outline of "rewards" available to students
who display cooperative behavior. Such techniques haveproVen value in
reducing disruptive behavior (Boe and Church 1968; Brown 1971; Glaser
1971; McGinnies and Ferster 1971; Gilbert and Millenson 1972).

In situatiyns where disruptive behavior does persist, even in the pres-,
erice of suclf arrangements, behaviorism offers an outline of the procedure
which can be used to eliminate the undesirable occurrences.
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1. Specifically identify the behavior considered undesirable.
2. Identify the reinforcers which are maintaining that behavior.

3. Eliminate those reinforcers.
4. Make similar or equally valuable reinforcers available for the per-

formance of the desirable behavior.

These suggestions are, of course, easy to say and much more difficult

to do. Here's an example of how the procedure may be used:

David had a habit of stealing sports equipment from the physical edu-
cation lockers. Always he revealed the stolen equipment to his friends, who

in turn supplied him with a perverse hero worship.
Whenever something was missing from the equipment room and David

was suspected of 'stealingby the physical education teacher, he and his locker

were Searched. David, who had hidden his cache in the meantime, reacted

to the searching with verbal protests about an invasion of privacy, his in-

nocence, etc., while his friends gave him further hero worship.

A chain was in motion. David stole, he was searched, and he attained

hero worship. The chain needed to be broken if the stealing were to be

stopped. The physical education teacher therefore withdrew the searching,

assuming that omitting it would stop the stealing since the hero worship

occurred along with the searching. This technique did not work because hero

worship was still available to David without the searching link in the chain.

Thus it became app.arent that the hero worship was maintaining the stealing

rather than vice versa.,
A competing set of behaviors was needed. It just happened that David

was quite skilled in swimming. The swimming coach agreed to make David

a special project by giving him extra attention in swimming classes and ul-

timately inviting him to try out for the team.. David did so, after much hes-

itation, and his performance was such that he became a team member. At

this point, his teammates (with some encouragement from the coach) made

an extra effort to provide David with a feeling of being an important member

of the team. The result was a complete cessation of the stealing behavior, for

a new route had been developed for David's need for attention.

The preceding incident happened. It illustrates the fundamental prin-

ciple of reinforcing desirable behaviors. Specifically, research indicates

(Campbell and Church 1969; Pai 1973) that the most effective plan is to

reinforce those behaviors directly opposed to the undesirable actions.

Cautions About Creations
The methodology of humanism purports to foster spontaneous, ex-

pressive, and creative outcomes..Students are believed to develop inven-

.. live abilities through programs of self - discovered learnings. But a more

cautious position must recognize the void in the available research sup-

porting this contention.
This is a complicated matter, beginning with the fact that there is no

universally accepted definition of creativity. The confusion is multiplied

by frequently mistaking spontaneous behavior for creativity. Nonetheless,

, there is some evidence that certain forms of creative thinking can be stim-

ulated through educational experiences which are specifically designed for

that purpose (Eberle 1969; Schmidt, Goforth, and Drew 1975; Larsen 1976).

Furthermore, there are enough references to lead one to the conclusion
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that creativity can be facilitated through a motor medium (Rugg 1963;
Massialas and Zevin 1967; Feldhusen and Hobson 1972; Lieberman 1977).
The real difficulty, however, is the very ,elusive nature of creativity.

In spite of the vagueness of the concept, one trait appears with a great
deal of consistency in studies of creativity. Generally called divergent think-

ing, this trait refers to the individual's ability to initiate a variety of ways
of looking at the same situation, and-it appears to be a strong prerequisite
to the development of whatever one considers creativity (Feldhusen, Tref-
finger, and Elias 1970). Divergent thinking, moreover, is a quality which
can be independently facilitated (Taylor 1972; Luthe1976; Scandura 1977).

Thus, while the research shows trends toward acceptance of the belief
that creativity can be stimulated, the question then becomes how to pro-
mote it. A critical matter in educational environments is the requirement
that the teacher provide for and stimulate student experimentations. Fur-
thermore, during this time there must not be any evaluation of the re-
sulting behaviors (Torrance and Mr.rs 1972). For a humanist this is not
a difficult stance to take; it is, in fact, a normal function of the philosophy.
But a behaviorist may have a methodologiCal block to such a position. Pure
behaviorism cannot tolerate the uncertainty of something which is first of
all indefinable and then is nonevaluated.

A conclusion to this dilemma may require behaviorism simply to make

a concession. Not everything which exists in the world must have proof

of its existence, and not every human ability needs absolute definition.
While the research may be somewhat inconclusive, there is nevertheless
a foundational collection (see especially Arieti 1976) which indicates that
creativity, .no matter how one defines it, does exist and can be facilitated
through the problem-solving approach promoted by humanism.

The Monaural World Becomes Stereo
Properly given, an education is an adjustment between real life and

the growing preparation for it. In a sense, it is making people fit company.2
for themselves. It is a massive responsibility.

Physical education exists as a multidimensional avenue for the total
development 'of all students. That's better than any bookbetter' than
television. In fact, physical education provides experiences which probably
cannot otherwise be acquired.

Humanism and behaviorism provide physical education with concepts
designed to increase the effective !earnings of students. Both teaching
formats offer new ways of looking at people; both are supremely con-
cerned with enlisting positive outcomes. Behaviorism sees the reality of
central issues; humanism says those issues lie inside people. Together they
offer process and product.

If teaching is a science, behaviorism quantifies that science. If teaching
is an art, humanism holds the brush. Yet the application of the science of
behaviorism is a true art, and the timing in the use of humanism is actually
a science. One is the artful use of a sciencethe other a scientific appli-
cation of an art. Whatever it is, it isn't just one, but both.
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