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v S
The National Association for Sport and Physical
Education’s publication, Undergraduate Physical Educa-
~ tion Pragrams: Issucs and Approaches is based on the

proceedings of the National Professional Preparation-

Conference in Physical Education, ""Progress Through
“Diversity”’, held November 5-8, 1980 in Chicaéo,‘ 1-
linois. Consistent with the philosophy of providing
" quality leadership to physical education professional
preparation programs, NASPE’s College and Univer-
sity Physical Education Couneil has made a significant
contribution to the profession by examining four dif-
ferent (proposed) program models in physical educa-
tion. . : _
The papers presented provide an excellent overview
of contemporary trends and timely issues in profes-
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sional preparation. The well-conceived approaches
will be of interest not only to physical educators and
department administrators but to graduate students
alike.

The NASPE College and University Physical Educa-
tion Council wishes to express its gratitude to the
authors, conference presenters, and con ference partic-
ipants whose quest for exemplary programs is never-
ending. '

Roswell D. Merrick

Executive Director(NASPE)
The American Alliance

for Health, Physical Education
Recreation and Dance
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Every profession seeks consensus among its mem-
bers. Consensus is the target on fundamental issues
such as the central mission(s) of the group, the amount
and kind of professional education, and the standards
which define good work. Without such consensus,
there is little basis for defining and uniting the profes-
sion. With consensus, the profession is provided with
a platform which guides the thoughts and actions of
members and helps to create a favorable impressionin -

- the minds of outsiders. The achievement of consensus
is,"thus, a vital element in the professionalization of
physical educators. On the other hand, the platform of
a profession, around which consensus is framed, can
be expected to change over the decades. With this
platform, research on the professions -has revealed
that the process of consensus-seeking is continuous
(Bucher and Strauss, 1961). In fact, this process takes
the form of a contest among groups of members in the
profession. These groups are formed on the basis of
differing views on fundamental issues such as those
of mission,*appropriate education, and standards of"
good work. Each has its own platform, and each en-
deavars to persuade the majority of the members in
the professxon that its own, platform serves best the
“needs of thg professién and society. As long as this
contest does not cause the profession to disintegrate, it
must be viewed as a healthy sign. Afterall, the compe-
+ting views of these groups are among the internal
checks and balahces which make the profession re-
sponsive to change.

There is, then, a balance which must be reached in a
profession like physical education between the need
for consensus and the need for adaptability. While this
balance applies to all of the operations of this profes-
sion, the difficulty in maintaining it can be witnessed
while the focus is on just one of them, professional
education.

Professional education is the major point of entry

“into the ranks of physical education. Enibraced within
it, by definition, are the field’s missions, its body of
skills and knowledge,-and an implicit set of standards
regarding good work. The task of striking the
aforementioned balance in professional education is
no mean task, and it becomes increasingly difficult
when the diversity which characterizes North Ameri-
can institutions of higher education is considered.
Tugs toward consensus attributable to members of the
profession and its association, AAHPERD, are
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counter-balanged by the pulls attributable to institu-
tional unfqueness and to members who wish to adopt
a new platform. In short, the question regardmg the
amount and kind ofprofcssmnal education in physical
education occupies center stage in the internal con-
tests of this profession.

If there are indeed differences in swhat members
view as the most appropriate amount and kind of

 professional education in physical education, and if

professional education provides a logical springboard
from which to launch into questions surrounding mis-
sions and standards of good work, then it follows that
there ought to be a forum for the identification and
discussion of issues and approaches. Such a forum
should not be viewed as a temporary measure. To the™®
contrary, it has been suggested here that there is good
reason to argue for sustained efforts in the area of
professional education. The forum so provided must
give ample recognition to this fact and one Qther. This
latter fact is that profe3snons have as one ¢f their life-
Jines, rational discourse via the written pnd spoken
word. When the target is a balance betweer consensus
and adaptability, an understanding of the alternatives
precedes informed decision-making.

In an effort to provide asuitable forum within which
professional education could be discussed and the al-
ternatives better understood, two related measures
were planned. The one called for a conference, the
other for a ptiblication of the fruits of the conference
and more.

The conference was held in Chicago, llinois from
November 5-8, 1980. It included a different, although
appropriate, format. Study papers, which were pre-
pared around four model approaches-to under-
graduate education, were distributed to conferees to
allow informed discussion during the conference in
lieu of the more usual pattern of merely listening to
lectures. In this fashion, conferees were able to ad-
dress in detail issues which ranged from assumptions,
to theoretical orempirical support, to issues surround-

ing implementation and institutional change. Authors

of the four papers were asked to frame their discussion
around a common list of questions. These questions,
which were developed by W. R, Morford and myself,
appear on the following page. They give clues to some
of the important issues surrounding professional edu-
cation and will help the reader to better understand
the four model approaches.

o
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1. Introduction
A. What is your definition of the field currently

s called Physical Education? (If you pick
another title, or set of slxpplementarv titles,
introduce them and define them accord—
ingly.) '

B. Are there any special assumptione which
must be identified so that readers may under-
stand your modél of professional prepara-
tion, e.g., questions of the nature and scope
-of our professional ‘mission, institution-
specific factors, etc.?

lI. Whatspecialized body of knowledge and/or skills

are imparted to students in the professional
P .

preparation program?

A. Isthere a disciplinary component, i.e., where
knowledge and-or skills are disseminated
without an eye toward applleatlon"

If so

1. What is the label for the discipline and
what is its focus?

2. What is (are) its method(s) of inquiry?

3. What are the different orientations (or

paradigms) which are involved in such a
study?
4. What body of knowledge results?
B. Isthere a professionalcomponent, i.e., where
applied knowledge and.or skills are dissemi-
: nated with an eye toward a professional mis-
sion?
If so
1. What career or vocational streams are in-
cluded?

2. Is the orientation theoreticaler technical? -

3. lIs there a provision for field experience? If
so, explain its role in the profess:onal
preparation program.

What is (are) the role(s) of movement perfor-

mance in your professronal preparation pto-

grams?

L. Is performance skill in an activity seen as a
nocessary prerequnsrte to” teachlng the
same skill? If not, what is the purpose of
performance? <

2. Is performance seenasan end in 1tself ora

means to other ends, or both? Explain.

What emphasis, if any, is accorded the

- analysis of performance"

4. Is performance viewed as the subject mat-
ter of physical education? Part of the sub-
ject matter? What?

II. Are there entry andlor exit requirements (com-
petencies) for students? How wilkdoes your pro-
gram accom rpodate students who transfer from
community evlleges? Explain,

Now that the components in your program of

_professional preparation have been identified,

3

- Format for Convention Papers

e.g., disciplinary, professional, performance,
field experiénees; and entry-exit requirements,

- discuss the relative weighings which are as-.

signed to each in the program. That is, what is the
relationship of the components in your profes-
sional preparation to the whole? How are they

sequenced? Why are they so sequenced? What

problems are associated with implementation?
Provide a diagram of content and structure if
_possible, in addition to your drsuxssnon of these
questions.

What is the relationship of your program to other
professional fields, e.g., health, recreation, et.
al., and to other departments, e.g., education,
history, business? Are there problems ofoverlap?
How have you evaluated this program? By job
placement? By empirical investigations of stu-
dent’s characteristics? By feedback received from
employers and graduates? What research is
needed? ‘

What.do you perceive to be the implications of
yourapproach to professional preparation for the
problems and prospects of the field?

VI

VIL

After the conference, authors of the four model ap—'

proaches were asked to revise wheére necessary. their
papers with an eye toward communicating to a much
wider-audience. Fhis publication is directed toward
this latter end, and it is offered to the profession as a
means of helping us to undesstand one anoth€r better,
while we try to strike a balance between consensus
and adaptability.

The initial papers by Anderson and Ellis set the
stage for a presentation of alternatives. Anderson
traces our history in the area of professional prepara-
tion to the present and makes it clear that diversity and
dissension are newcomers to the formal conferences
and publications on professional education. Ellis sig-

nals major challenges facnng higher education and
places faith in scientific inquiry as one means for ad-
dressing these challenges Both papers raise questions

#\which are helpful in assessing the four model ap-

viil

proaches presented in the following pages.

Enberg, Harrington, and Cady present one suck
model, an example of a competency-based approach
to teacher education. Since the competency-based ap-
proach was the only approach presented at the profes-
sional preparation conference of 1973, this provided a
necessary and valuable link with the past. .

Siedentop, Locke, and Mand also provide a model
for teacher education, one which they have called a
subject-centered approach They proceed beyond the

call of duty in their paper by presenting an invaluable
list of problems and concerns associated with all
teacher education programs. :

Husman, Kelley, and Clarke present one of the
newer models for the field. This is a model of under-
graduate education which is non-professional in na-

(]
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ture. Reflected ini this paper and the one which follows
it are recent developments in the field with regard to

disciplinary inquiry and non-professional degree pro- .

grams. Since there are a nymber of such programs
springing up across North America, and since they are
spabvned in what were once departments of physical
education, there would seem to be little question as to
whether faculty who have developed these programs®
remain pur colleagues. What they are asking us to dois
to adapt our definition of the field and its missions.
They are suggesting that we consider the generation
and dissemination of knowledge about sport and
physical activity in undergraduate education apart
from teacher edueation. The question which they raise
implicitly is whetner the profession is now ready to
accept the label undergraduate or graduate education as a
substitute for “professional preparation”. .
Morford, Lawson, and Hutton present a cross-
disciplinary model which includes the potential for a
variety of career strears, including teacher education,
as well as non-professional degree options. Like
Husman, Kelley, and Clarke, these authors introduce
the need for terms other than physical education to
deseribe important faeets of their work and-maodels.
The reader should’ feel compelled to ask after read-
ing the first six papers whether common ground in the
name of consensus can be reached, and further,
whether any or all of the models alf’v the profession
to adapt to meet the challenges which confront it. The
next three papers focus on these very coneerns. Bras-
sie takes on the thorny problem of acereditation and
shows how our dxverslt\’ clouds efforts toward quality
control through the acereditation process. Consensus,
he emphasizes, is a prerequisite to agereditation.

’\* .
X .
(]

a

Harperand Baln respond le(.h more 2,(.‘11(.‘!‘1(?51”\’ to all
of the previous papers. They have done their best to do
some blending and raise pertinent issues. Their task
was the most difficult of all, and it would seem that we
owe them a debt for their exceptional efforts. The work
* of Harper and Bain is supplemented by reactions with
a sample of colleagues to the conferenee proper, with
an eye toward the future of the field. Their reactions
constitute good reading because they both signal
common ground and identify the concerns to be raised
next in an appropriate forum.
Acknowledgement for the conference and the pub-
lication . must include Roswell D. Merrick, the mem-
bers of the College and University Physical Education
Council of NASPE from 1978-80, my colleagues on the
original planning committee (Linda Bain, Claire
Teufel, and Kate Barrett), and the thirty colleagues
across the United States who took the time to suggest
exemplary approaches and names of preséntors. Last,
and far from least, Dr. Tom Loughrey accepted the
weighty responsibility as convention manager, a job
which he performed effectively and enthusiastically.
“To all of these people and more, all of us in the profes-
sion owe a debt which we can repay by addressing the
majorissueswhich they worked so hard to raise for us.

H.A.L.
December 15, 1980
Vancouver, B.C., Canada

-
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'One More Time =~~~ ™~

Professional Preparation -
Conferences: -

" William G.”Anderson e
Teachers College, Columbia University

2

a

' Introduction

The 1980 conference is one in a distinguished series -
. . e . ® .
of -national professional preparation. conferences in

physical education, most notably the Jackson’s Mill
Conference 0f 1948, the 1950 Graduate Study Confer-
ence in Pere Marquette, 2 the 1962 Professional Prepa-
ration Conference,® the elementary school specialist
conference in 1972,4 and the New Orleans Conference
0f 1973.% In some ways this conferente follows in the
tradition of its predecessors. In a number of other very
important ways, however, it departs from tradition. In
fact, it may be different enough to constitute the start

~ @f a new tradition, or it may even be the professional

preparation conference that ‘ends all professional
preparation conferences. It is, therefore, appropriate
to examine some of the substantive. and procedural
characteristics of the 1980 gonference in relation to
characteristics of ‘past conferences. Hopefully, this
exercise will provide some historical perspective for

-our deliberations and will provide a useful way of

thinking about what we may be dealing with in the

1y

4
! —. The National Conference on Undergraduate Profes-

_sional Preparation in Health Education, Physical Education, and

ERI
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Recreation. Held at Jackson’s Mill, West Virginia in 1948,
Chicago: The Athletic Institute, 1948, -

*——— Graduate Study in Health Education, Physical
Education and Recreation.” A Report of the National Confer-
ence on Graduate Study in Health Education, Physical Edu-
cation and Recreation held- at Pere Marquette State Park,

Minois in 1950. Chicago: The Atidetic Institute, 1950,

1. . Professional Preparation in, Health Education,
Physical Education and Recreation Education, Report of a National
Conference. Washington, DC: American Alliance for
Health, Physical Education and Recreation, 1962,

Yoo Preparing the Elementary Specialist, Proceedings
of the National Conference at Lake Ozark, Missouri in 1972,
Washington, DC: American Alliance for Health; Physical
Education and Recreation, 1973, ‘ "

*omaememe Professional Preparation in Dance, Physical Educa-
tion, Recreation Education, Safety Education, and School Health
Education. A Report of the National Conference held in New
Orleans in 1973. Washington,” DC: American Alliance for

Health, Physical Education and Recreation, 1974. |
‘ . ,

e -

new future. For the sake of brevity historical refer-
ences have been limited to the 1962 Professional Prep-
aration Conference and the 1973 New Orleans Confer-
ence. ° o

. Conferénce Participants

The 1962 Professional Preparation Conference wasa
joint conference with representative groups in Health
and Safety Education, Physical Education, and Recre-
ation Education. Even though each group worked on
its own distinct program standards and the major pro-
tion of the conference was devoted to group meetings,
nevertheless, there were joint planning committees,
joint meetings, and even joint statements of philoso-
phy, objectives, and strategies that represented com-
monalities across these allied fields. Health educators,
physical educators, and recreation specialists actually
agreed on such things as the percentage of the under-
graduate program that should be devoted to general
education, and that the basic professional preparation
.program in all fields should be five years.

In 1973, the conference was once again a joint opera-
tion, put by this time the groups had proliferated.
There were now separate divisions of dance, and
safety education, in addition to the health educators,
physical educators, and recreation specialists. Of
course, at this point in time the association of profes-
sional groups was moving toward a more loosely knit
Alliance, and the conference reflected this movement.
Joint meetings, committees, and statements of posi-
tion were more limited. It seemed apparent that the
main reason for holding the conference for all the
groups at one time and in one place was logistical
efficiency. And yet, the effort to retain some

2

- semblance of unity persisted. The theme of the confer- -

ence, interestingly enough, was ""Unity Through Di-
versity”’. o
In 1980, the %onference brought together a single

group of physical educators, unencumbered by these
allied: fields, free to focus exclusively on more nar-
rowly circumscribéd concerns, and'in a favotable posi-
tion, therefore, to make genuine progress through
unity, or so it might seem to an outsider.

4 <
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But is today’s group of physical educators really less
diverse than_'the ones that gathered at those earlier
jointconferences? There is no smallamount of irony in
the fact that this apparently singular group had in 1980
as its conference theme “progress through diversity”.

. Meanwhile, therc may be something distinctly in-
gpportu ne about the fact that conferences do not now,
and_may never again in the future, bring togethe
dance educators, recreators; physical educators, and
health educators. This development arises- at a tigne
when school physical education prpgrams are fmallv
, developing sertous fitness programs closely tied ta”

" relategl health concepts, expanding the scope of their

. activities to include a much more substantial emphasis

-7, On what were previously thought to.be recrgational #,,
activities, and extending the Omphasns on Creative .
movementas d fu ndamen tal feature ofthe elementary -
school offering. By- -convening at’separato conferences,
a serious side-cffectis nurtured, namely the lsolanoxh
of allicd professionals from one anothe rat tho Vor»’f‘
time when their common subject matter is bogmnlng”
to flourish in school programs. Furthermore, the body
of knowledge in physical education is s& much mere
generic than it once was in its applicability across pro-
fessional specializations (at least two of theensuing

« model approaches provide vivid illustrations of this
development). Yet, strangely enough, by convéning at
separate conferences the walls are built between phys-
ical educators and other professionals who should be
involved in both the utilization and’ dovelopmont of

. the body of knowledge.

Another dimension of the concern for “who part1c1-
pates” in these professional preparation conferences
relates to the constituencies within physical education
ropro%ontod by conference plafgners, presenters, and

.

.

-~

- partlupants To a certain extent, teacher educators

_have dlways been the dominant force in all of the
“conferences. b past conferences, partlcularlv in 1962,
attempts were made tq') involve roprdsentatlvos of
other constituencies such as public school teachers,
prospective employers, state education department
- officers, ¢oaches, and so on. These efforts me} with
only modest success as reflected in the rosters of past
steering committees, task forces, and conference par-
licipants; the overwhelming majority of those in-
volved were teacher educators. This conference, too,
iv. dominated by teacher educators: 100% of the plan-
ning committ/oo, most of the presenters, qnd virtually
all of the pasticipants are cither teacher educators or
are engaged in the preparation of allied professionals.
On one hand, this is as it should be. Persons in
. higher education run the professional preparation
programs and have the sustained commitment to, and
expertise in, the business of professional preparation.
Why shouldn’t these people be expected to coordinate
these conferences? On the other hand, there are some
liabilities attached to this relatively exclusive reliance
on teacher educators (or, if'_vou will, “preparers of
‘professionals”). Itis possible that this group might not

Q
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justly represent the bést interests of undergraduate
students be they prospective teachers, aspiring exer- .
cise scientists, future sports administrators, or liberal
arts majors. Therc is also the possibility of losing sight
of the on-the-job requirements that face students as
they enter the professional world, requirements that
can best be represented by practicing professiondls. In
addltlon it may be difficult for professors to accurately
account for the employers’ needs, i.e., the people who
will be hiring the students. Indeed, it does seem possi-
ble, however unwittingly, that profossors create pro-
fossmnal*prcparatlon programs which, first and
/‘forom.ost srepresent.their own best interests, i.e., pro-
gramswhad\ieﬂect the talévits, research interests, lim-
.‘- itations, andulti 1a'tel)[0ur ssurvival needs, as profes-
~sionals. A case,in pomt is that enormous list of com-
petencies that‘v_h CTged from the 1973 conference, a list
that satlsﬂeg,, Lhe special interests of all the different
. spéc hstszjathoro at the conference,.and, at the same
tigyd, a ist. that would frighteg any sensible person
faced, with having to meet the regujrements of all the
C()mpotonuos- One mjght. also peint tokcertain aspects
of some of the four program mudels which follow .in
this book and ask: In whose best intesest was this
program feature developed? The, pomt is, then, that
professors need to.remain mmdful of sthe jLCt “that -+,
there are other clienteles to serve,.and that*mgost of
these clienteles are not in attendanceat Lonferemos on .,
professional proparetlon to represgnt thomsgl_vo L.

- ..
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Conference Ob)ect1Ves, Goals, an
- - ! Outcomes -. “_“-'. s v,

- M

7 Itis appropriate to turn'now to another set of vital
features of thesc professional preparation confer-
ences: obJoctlvos, goals; outcomes. The term objectives
refers to the nfore immediate aims of the conference,.,
while goals refer to the longer range purposcs, and

outcomes refer to whether or naot the ()b]CCtl\’C and 8

goals were accomplished. .

The overriding goals of the last two conferences
were essentiallygthe same, to'improve the standards
(and conseq uently the conduct) ofmprofossmnal prepa-

“ration programs in physical ¢ducation. Ty achicve,
these goals, th\o more immediaté con ference ob]octlvos \
were to bring together leaders within the profession,
have them dis¢uss and reach agreement on standards,
put those stanlards in writing, and publish and dis-
tribute a reportithat was to be used directly by physical
education departments and others as a basis for up-
grading what they were dcing. For example, in 1962
there were SPC‘lfl(_ guidelines for how department
chairmen were tt) use the standards to evaluate their
programs, and int 1973 there was a clearly stated intent
that the listed competéencies should be used by-state +
education departients to review and revise thieir cer- &
tification requirements.




In both conferences the ”profession”” referred to wag
“teaching physical education in schools”. It is true that
some peripheral attention was given to standards for
coaches and athletic trainers,.but aside from these brief
digressions, they were concerned with the profession
of teaching school. By implication, therefore, the ulti-

“mate goal of these conferences was to improve the

¢

Ppractice of physical education in the schools, although

curiously enough, this ultimate goal was left unstated."
In retrospect, these goals, objectives, and proce-

dures seem quite logical. They certainly resemble
* time-honored’ paths to improveament used by other
dlStln&LllSth professions throughout the world.

And whatabout the outcomes? Well, the immediate
objegtlves were apparently achieved. Leaders were
-involved, agreements (of a sort) were reached, and
standatds were promulgated As for the longer range
goals, it’s probably safe to suggest that the standards
did have sybstantial influence on the design of profes-
sional preparation programs, \l.e., many institutions
_changed their programs to brn\kthem more closely in
"line with the standards. Whather these désign
changes resulted in program improvements is more dif-
fig-ult to assess. At the very least, howeyer, it can be
stated that programs were changed .in a direction
judged to be desirable on the basis of professional
consensus. ‘ ' .

As for the ultimate goal of improving the conduct of
elementary and sécondary school physical education
programs, it would appear that the impact was very
modest. After all, there is an extraordinary array of
powerful factors influencing school programs,’and a
substantial number of variables that stand between the

- design of professional préparation programs and the

i
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on-the-job behavior of teachers in schools. A profes-

sional” preparation conference is not likely to have a

marked effect on what gocs on in the gym unlcqq it
makes a very ‘special effort to do so.

The immediate objective of this publication and the
1980 conference was to presentand discuss alternative
approaches to professional preparation in physical edu-
cation so that readers will be better informed profes-
siortals, i.e., their perspective of what's'going on in the
. field will be broadened. The longer range goal is im-
phed in the conference theme "’ Progress Through Di-
versity”,
professional proparatlon So, as in past conferences,
improvement is sought. But this time, instead of striv-
ing for agreement and issuing uniform standards, al-
ternatives agg,presgated. Furthermore, this time there
is a more open-cdd conception of the profession, or
professions fot which students are being prepared.

While some persons continue to think in terms of

preparing people to teach physical education in
schools, others have a much broader notion of the
professions encompassed by "'physical education”

_Indeed, there are some who prefer to abandon the

term physical education in favor of a more accurate
description of the professions represented here; there

which suggests that the) hope to improve -

.

are still others who are not even concerned’with pro-
fessional preparation, but with a new form of liberal
arts program.

With this sort of bunlt in ﬂexnblhtv it is not easy to
‘envision what the ultimate goal of this conference and

itsattendant publication might be. For some, it will be
to have a favorable impact on the practice of physical
education in schools (as was the case in previous con-
ferences), Others are apparently interested in improv-
ing the preparation of a variety of professionals, e.g.,
teachers, sports managers, exercise therapists, and so
on. Others are “clearly interested in improving the
structure and utility of a discipline called Kinisiology,
or Sports Studies, or Human Movement.

- At this point it seems reasonable to ask: Why have
the time-honored goals, objectives, and procedures of
physical education been forsaken? Why was this con-
ference so different from past conferences? At the risk
of oversimplification, it is suggested that the overrid-
ing reason for change is that the real world of profes-
sional. pre daration programs in physical education has
changed’and-a responsible professional preparation
conference must reflect those changes. College physi-
cal education departments in this tountry and

elsewhere are training people for alternate careers, .

and the modes of training differ substantially both
within and across career specializations. As the reader
should well know, many of these departments have
changed their names to suit their new mission. In the
face of this diversity in the real world, how could a

conference possibly be held with the eipectatlon of

reaching consensus on a uniform setyf standards or a
single program model?

Next, it"is appropriate to ask a related questxon
What are the possible outcomes of a conference in
1980, in view of the diversity in the fleld" A few conjec-
tures are in order.

First, the immediate objective will certainly be
achieved. Readers will encounter alternative ap-
proaches to professional preparation, and .will have
thechance to dissect them, challenge them, and hope-
fully better understand them. In fact, readers should
come away from this experience as better informed
professionals. The same can be said for the thousands
of other professionals around the world who will care-
fully study the conference report. Invitself, this can be
viewed as a very worthwhile outeome. All who come
in contact with the materials will have been educated.
Furthermore, they will have a clearer sense of the
options available to us as we develop protessional
preparation programs in the future.

But what about our longer range goal, “progress”?
Will progress occur? Well, if one thinks of “progress”.as
not having a positive valence, but merely denotm[
movement on to the next stage, then it is this author’s
judgment that the canference and the publication will
definitely yield progress by accelerating the already
established movement in the, direction of dwersnty
Put simply, there will be witnessed progr"ss toward
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. greater diversity within physical education. Why will
these twin efforts produce greater diversity? They are
* going to make people more aware of the options avail-
able to thenw and given no professional: consensus
regarding which option to pursue, some will follow
one option, others will take up other alternatives.

Moreover, many will followt the path of intel Iguntu Iu—
ticism, choosing the best features from the v arlous
altérnatives and puttmg them together to form a
unique program that suits the needs of their clienteles

and their institutional resources. And then there will
be the Hevious eclectics who choose the wrong program
features for the wrong reasons. All in all, this adds up

tothe potentlal forabundant diversity. (An altar,natx\'c

hypothesis is that one of these models or proposals ,

will be viewed as so supérior to the ¢thers and its
proponents will be so persuasive in their discussions

. that everyone in physical education wilt rally to its

support and completely abandon those blatantly in-

ferior alternatives. Frankly, in the author’s eyes, this is
not a very plausible hypothesis.)

Now, if the reader accepts this controversial predic-
tion about progress toward greater diversity, then the
next relevant question is: Will greater diversity yield
inipraovement? v
. For sure, there are those who Will answer with a

-resounding “NO!” They foresee impending disasterin

- this inexorable drift toward diversity. They see exces-

sive fragmentation,, increasingly narrow specializa-
tion, disunity and distrust, confusion, powerlessness,

~and eventually extinction. o

They may be right. The next round of professnonal
preparation conferences may be held separately and
titled: Professional Preparation in Movement Sci-

ences; Professional Preparation in Movement Arts;

Professional Preparation in Sports Studies; Profes-
sional Preparation in-Teaching Physical Education;

~ Movement Studies in the Liberal Arts Curriculum. Of

Q

course, within each of thesé conferences there will be
sub-groups which eventually blossom into new, au--

tonomous areas of specialization, whichin subsequent
years hold their own separate conferences. Imagine,
for the sake of example a conference in 1995 on "'Pro-
fessional Preparation in Therapeutic Movement, for

" Handicapped Sports Managers of Aquatic Facilities!”

This conference will be sponsored by the appropriate
sub-division of our national organization; now re-
ferred to as the AL A.H.P.E.R.D.CSK.T.F.N.O.L.
Thirteen people will attend the conference represent-
ing_the three existing professional preparation pro-
grams which have a total enrollment of 11" students
who are destined to compete for the two jobs available
in this specialization world-yvide. The conference will
split on the issue of whether or not’ ”therapeutic
movement for handicapped sports managers” is a dis-

.cipline or a profession. The conference report and the
specialization.itself will be totally disregarded by the™
powers that be and by society at large, will simply fade
“away as will the hundreds of other diverse movement

RIC:
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arts and sciences that have become too narrowly frag-
mented to wield any influencé in the real world.

On the other hand, there are many=persons in phys-
ical education who regard this increasing diversity as
both a naturat and healthy developmental stage. They

view the incorporation of more professional spe-
cializations within our sphere as a way of enhancing™

the quality of preparation in already existing profes-
sions and of creating appropriately specialized train-
ing programs where none existed before. Besides,
they point out, the need for school teachers in general
and for physical education teachers in particular has
fallen to zero and below. (In some states the number of
teachers released or excessed surpasses the number of
new job openings.j Under this sort of market condi-
tion they suggest that professors in teacher education
bettar darn well train people for alternate careers or
search\for alternate careers themselves.

Theréare those who view the growth in the body of

knowledée in human movement, mcluglmg the sev- 7

‘eral new sub-divisions of knowledge that are emerg-
ing, as adcung‘peeded depth and breadth t&thé prepa-
ration of physical education teachers, and at the same
time serving the needs of other allied professional
preparation programs; undcrstandably, there are
others who argue that this growth in the body of
knowledge is self- Jusﬁfymg and parallels“the de-
velopment of other disciplines and fields of profes-
sional knowledge. ‘

_In addition, there are those who see great virtue in
providing an array of alternate training models, mod-
els thatare perhaps competency based, or humanistic,
or problem-centered, or modularized, or indi-
vidualized, or field-based, or behavioristic, or com-
puterized, or accountability-based, or some combina-
tion of the above. These models provide the raw mate-
rial for makingintelligent dec1510ns in designing prep-
aration programs. Further, they argue, alternate mod-
els focus attention on a long-neglected dimension of
professional education, the methods of delivery, instead
of permitting professors to.persist with an exclusive
concernifor the subject matter of professional prepara-
tion. In fact, authors of one of the models presented in
this book argue very convincingly for making the
mode of delivery our principal concern in designing
professional preparation programs.

So, there are professionals who regard this move-
ment toward increased diversity. with considerable
foreboding and-other who greet it with enthusiastic
approbation. Where do you stand with respect to this
issue?

Before readmg all of the papers in this book it is
suggested that the reader engage in self-examination
on the issue of diversity. Feelings uncovered in the

process will influence your perception of the forthcom-

ing models as well as your reactions to them,

If the reader yearns for unity in this profession,
Prepare to be disappointed: there are some deep and
pervasive differences to be found. They are apparg nt

: , r) : .
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listings were grouped under

in the program proposals which reflect not only differ-
‘ences in format and substance, but differences in the

way people view the world. Further, it is suggested
that the reader resist the temptation to try to create a
false vision of unity by pretending that all these di-

verse points of view can be neatly fit together in some’

grand design. Instead, it is better to assume a lack of
unity within the profession, and seek umty within
yourself through intelligent eclecticism, i.e., pick and

.choose what makes most sense to you and ascertain-
ing that what you do choose fits together. The profes--

sion can tolerate extensive diversity, but you, as indi-
viduals, will need personal integrity and cohesiveness
in your views if you expect to effectively carry on.

Substance of the Proposed Programs

Certaln!y the most important characteristic of a pro-
fessional pre paration conference of thissortis the sub-
stance of the preparation programs (or standards) that
are proposed. Here, the reference is to the recom-
mendations for precisely what people should study or

experience in their professional training and 0w their -

professional training experiences should be arranged.
These substantive recommendations, if followed. dic-
tate how thousands of people spend millions of.hours
during their collegiate years and, quite ljterally, shape
the kind of professionals they becorme. :

In the 1962 conference report, the areas of study to
be included in the programs were listed in a form
roughly equivalent to courses that might be taken. The
’general education”,
“general professional &ducation”, and “'specialized
professional education”. The latter group contained
some familiar entries: introduction: and orientation to
the profession; administration and supervision; cur-
riculum -and instruction; history, philosophy, and prin-
ciples; measurement and evaluation; personal acquisi-
tion ofskills to be taught; skills for teaching and coach-
ing; foundational sciences (which included kinesiol-
ogy and physiology of activity); adapted physical edu-
cation; health and safety education; recreation. In ad-
dition, a two-page list of the speciﬁc sports, games,
conditioning activities, and dance activities to be cov-
ered, was appended. Finally, special emphasis was
given to carefully describing the nature of the profes-
sional laboratory experiences (including but not lim-
ited to student teaching) which were intended to be a
dominant feature of the program.

In 1973, the conference identified the program’s
substance by describing "“competencies’” to be
achieved using “'performance-based’’ terminology.
The competencies were grouped under broad areas:
socio-cultural; philosophical; historical; growth and
development; physical and biclogical sciences; behav-

ioral science; research foundations; personal perfor-.

mance competencies; modes facilitate learning; cur-
riculum planning and organization; administration;

_intramurals,

%

‘common,

While the two sets of recommendations had much in
there had been considerable change. be-
tween 1962 and 1973. Some of the changes were
semantic. A-sizeable number were legitimate altera-

. tions jn substance. For exaniple, several new areas

appeared within.the science foundations, including
perceptual-motor learning, sport psychology, and
sport sociology. What was once the history of physical
educatign as a profession and a school subject, had
become the history of “play, games, dance, and sport”.
Where once there was a specification of each sport
area, the second conference made only generic refer-
ences to “motor activities” or “motor patterns‘
”Growth and Development” had emerged as a majlo_r
component of the program. There was, of course, the

.-dramatic shift from courses to competencies with all of

the attendant changes that accompany that kind of
shift. The enumeration of teaching and program de-
velopment skills (in 1973) reflected the increasing at-
tention being given to pedagogical skilis and the

"~ knowledge base which underlies them; as a conse-

quence the nature of the field-based experience was
much more explicit. In general, the differences be-
tween the program recommendations of the 1962 and
1973 conferences signalled a discernible shift in em-
phasis from developing the technical skills and knowl-

“edge required to teach sports and games, and produce
‘physical fitness,

to studying the ever-broadening
body ofknowledge in hyman movement and applying
that knowledge in an instructional setting.

Now, at the 1980 conference and in this publication,
four separate program proposals, each with its own
very distinct substantive features, are presented. The
principal business at hand is to present, examine, and
discuss these substantive features. A preliminary
analysis of the substance of the proposals is inappro-
priate at this time. It is suggested, however, that as
these substantive features are probed, give some at-
tention to the manner in which authors relate to what
has previously occurred. In this author’s judgment,
each proposal, in its own way, departs significantly
from the programs outlined in 1962 and 1973, and yet, -
each one manages to conserve important substantive
features from the past. In thissense none of the propo—
sals preaches total revolution (although when com-
pared in particular to the 1962 recommendations, all of
the current proposals represent a radical departure
from an earlier tradition): Interestingly, the proposals
differ substantially from one another with respect to
the features they have chosen to retain and to discard.
No doubt much time can be spent debating  which
proposals reflect the “right”” choices.

In closirig, two suggestions are offered to readers, in
the interest of enhancingthe fruitfulness of the discus-
sions and in the hope of maintaining a relatively con-
genial atmosphere in the profession, in what might
othcr\\rlse become a somewhat contentious encpunter.
Readers should recognize that in most instances the
proposed programs reflect the very deep commit-
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ments of the authors. These authors have worked for
years developing the kind of programs they are pres-
enting: at the very least, they avidly support the ideas
embedded in the proposal as a consequence of their
own experiences. In a very real sense, these proposals
are the expressions of the * 'selves” of those who pres-
ent them.

It is suggested that the proposals differ not only in
terms of the means they proffer, butin termsof the ends
they seek. Readers face questions not only of which
course or tield experience to include and how to pack-
age that experience, but which, if any, professionals

-shall be prepared. Shall physical educators continue to

concentrate primarily on preparing school teachers? If
so, what is the nature of the subject they are expected
to teach .
embrace more careér alternatives within our field? If
so, which ones . . . or, should professors in higher

. or shall physical educators continue to-

education devote much of our effort to becoming a
viable part of thé liberal arts curriculum? And what
reasons are offered for moving in one. direction or
another? The author contends that these questions
relating to ends are the more important issues facing
this conference and confronting our field. Readers
should feel free to explore these issues and not restrict
themselves to a more narrowly circumscribed discus-
sion of means; so, don’t be afraid to probe for a clarifi-
cation of the program’s goals and the rationales sup-
porting the goals. To be sure, the discussions which
ensue from reading are not likely to proceed without
some serious controversy, nor do they hold the prom-

ise of prompt resolution of the issues. Nevertheless, it

is important that physical educators address these
questions because they are the ones that will most
decisively influence the future. . .

b
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Current Context and Future

Curriculum

M. J. Ellis
Un/'ve_rsity of Oregon

Introduction

The preparation of this presentation revealed, to my
chagrin, that I am not a scholar of the curriculum.
Instead of concealing that or engaging in a massive

- re-education process, [ decided to integrate and ex-

)

press some ideas about the physical education: field
today that have 1mplications for.the way the curricula
is conducted.

Caveat emptor. Some of the ideas are expressed
forcefully rather than tentatively Deliberations will
temper and refine these ideas given the nature of the
complementary purposes, mine as a scene-setter and
yours as a delegate. Because of this, forcefulness
seems appropriate. '

Pressures from the Two Meanings of
Physical Education

Physical eduration has come to acquire two mean-
ings. The first implies the delivery of activity services
to a client with developmental intent. This is merely a
restatement of an old and well-understood purpose:
However, it avoids a traditional association’ with
schools,and thus, permits the contemplation ofa mul-
titude of settings where there is a guide or leader, a
client, and a developmental movement activity.

The second meaning is even looser and implies the

body of knowledge, and the procedures that contrib-
uted toit, about the interaction of moving humans and
their environment. This aspect of physical education
implies questions about the impact of humanmove-
ment on some aspect of human experience, and formal
and informal attempts to answer those questions by an
individual.

These two aspects of the field are the.potentially

" complementary processes‘of practice and scholarship.

Q
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Since Henry’s proclamation that physical education
could be an academic discipline (1964), the field has
been divided into-two camps Recently, the polemic
& Siedentop, 1980) and one purpose of this address is
to terminate the battle and to obtain a solution to this
problem rather than to joust it.

The complementarity of scholarly research and
practice resides in their two functions. Physical educa-
tion-practice is involved in managing the activity of a
client and a setting so that the probability of desired
outcomesisincreased. This function clearly rests onan
understanding of the network of relationships that

~_ exist between the manageable elements of the client’s
" activity and the setting. When these interrelationships

are understood, then the physical educator can ar-
range matters so that goals are reached. Clients are
served by manipulating their actnvnty and influential
features of the environment.

The more reliably the practitioner can move clients
toward their goals, the more potent is their contribu-
tion and more highly valued will be their services. This
reliability derives from understanding cause-effect re- -
lationships that exist between clients, activities, and
settings. So, practice, in the sense developed above,
requires abody of knowledge thatempowers the prac-

titioner to reach the clients’ objectives. It seems clear

that much of what is known by anyone comes about
by consequences of unique events. Some of those
events involve formal attempts to learn and some are
the results of the consequences of personal experi-
ences in specific settings. Both formal and informal
knowledges are important. - :
Informal knowledge is often subjective, intuitive, or,
non-communicable and accumulates from the conse-’
quences. of a practitioner’s actions over time. These
unique learnings contribute to a practitioner’s success

-or. failure. We recognize this by providing hands-on

experience in our curricula and delaying final ac-

ceptance until after a period of successful practice.

Nevertheless, despite its value, informal knowledge
suffers the major disadvantage of being essentially
subjective. Knowledge can be subjective and correct,
but there is the possibility that it is wrong and it is less
amenable to automatic self-correction. This kind of
learning by experience:only increases a practitioner’s
reliability if it is systematized by questioning and ob-
servation, by rendering it scientific. Practitioners need
to know how to turn their streamq of experiences into
verified generalizations.

Formal knowledge is learned as the result of a con-
scious effort by teachers and/or-learners. Experiences
are’created with the expectation that the learner will

10
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acquire truths and incorporate them into their method

of practice. Formal attempts to teach and learn must
be based on more than idiosyncratic interpretations.
The stuff of the formal curriculum should have been
- successfully tested across many settings.

The deliberate generation of objective knowledge
‘about phenomena requires the processes of science.
That does not preclude practitioners from being scien-
tific. The important feature about the asking and re-
sponding that renders the process scholarly is the at-
tempt to create answers that are objective and
generalizable to a class of settings or events.

When a generalizable ansiwer is generated it be-

comes potentially useful to those who practice. The -

general statement of the relationship between features
of a setting can be used by a practitioner to the advan-
tage of clients. Thus the bedrock of physical education
“practice is a body of objective knowledge about the
phenomena associated with physical activity and its
effects.

Each'member of the field must have the knowledge
to support their practice, but must also appreciate the
‘dynamic nature of knowing. Since the field of practice
isemergentand thearenas in which servicesare deliv-
ered are many and changing, a practitioner must be
prepared in ways that reflect this dynamlsm, prac-
titioners must be prepared to change. To do this they

~ must be able to generate knowledge and comprehend
new knowledge brought into the field by others using
the formal processes of getting to know things—
science. They must know how to learn. Faculty must
now, more than ever, go beyond narrow technologies
tied to specific occupational niches and educate prac-
titioners so that they can define their own avenues to
service. :

To summarize, practitioners must be able to do
things for clients. To do these they must know how tb
learn the things they will need to know over a career
that will be characterized by change. These assertions
say much for the structuring of experiences for the
entering as well as the continuing practitioner.

Next, the reader’s attention is directed to the role of
research. The call for research has its roots in the belief
that somewhere in the field there has to be a mecha-
nism for systematically questioning that which passes
forknowledge and is transmitted through instruction.
It is commonly believed that the closer this process is
to the curriculum the simpler and better it is, and
because of this members of the university! are. ex-
pected to engage in research besides acting as agents
of the curriculum. -

Now, before the reader’'s hackles rise, research is
defined here as the activity whereby persons systemat-

‘Neophvto practitioners may not alwaysbe prepared in universities.
When other institutions engage in preparation I believe it impor-
tant that the, agents of these other curricula also be expected to
engabe in the agony of research. To excuse them of the responsibil-
ity for questioning: their tenets and the practices dupenddnt on
them is to pcrmlt stasis.

.

P

ically and objectively .question and refine what is
known about the interaction of moving humans and
their environment. The research can and should ask
infinitely varied questions concerning human move-
ment. The methods must be those of science.?

A dangerous trend has developed to constrain re-
search to the exploration of questions immediately
relevant to current practice. There is less tolerance of
individuals who follow their noses.

An obscure but significant document, Technology in*
Retrospect and Critical Events in Science (Falk, 1968)
prepared for the National Science Foundation argues
vigorously for non-mission oriented research, the re-
search conducted by someone playing with ideas and
questions because they are there. Careful historical
analysis of major technologies revealed the followmg

‘important facts:

® 90% of key findings and scientific events necessary
fora technology were already known by the time the
application was conceived;

¢ the majority of the contributory findings occurred
20-30 years prior to use; '

.® 76% of these critical findings were conducted in

universities;
¢ the findings for any application or.innovation oc-

curred across many disciplines and-cross- -

disciplinary communication was critically lmportant
for the emergence of a technology.

These findings from the science of science point
dramatlcally to the fact that innovations of the next
generation- depend vitally on the non-mission
oriented research of today. We cannot predict which

- findings or events will prove critical. It is necessary to

explore, play if you will, so that a body of ideas and
findings await cross-disciplinary integration far in the
future; so, there must be carefully-planned efforts to
hand-on the results of a plethora of explorations .for
the future of health of physical education. A currently

K bewildering body of knowledge is our bequest to fu-

10

ture practlce )

While planning the curriculum, reflect on the fact
that it must not squeeze out the non-mission oriented
research by teachers and learners. Room must be
provided for both teaching and reséarch. Further,
there must be provision for the preparation-of future
researchers in physical education, persons who are
ready to explore the unknown reaches of both the
curriculum and research to be prepared for the un-
known future. :

-

*Science in this context means disciplined enquiry in scarch of .

objective truth. It ingludes, to my mind, phenomenology. logie,
historiography as well as the more conventional notions ol science
(physiology, anthropology, physics, kinesiology). The methoils
vary operationally in each’of the areas, but they have in common
the press for objectivity. It is this essence that I mean to capture in
this sentence, and this footnote is added because scveral readers
argued forcibly that most people have a more restricted notion,
redolent of white coats, in.mind for the word "science?'.
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The university by tradition and by virtue of its spe-
cial relation to the future must create new knowledge
and new curricula. Itisenough to answer the question
“Why did you ask that about human movement?”
with the statemént, “’Because | could”.

Thus, research and practice are intimately con-
nected, but different. Ideally, practice consumes or
uses the output of scientific research in addition to the
fruits of experience. It uses the body of general theory
about a set of events to produce a specific outcome.
Science is concerned withg bomgbcvondfhnﬁpemfrcrtv
of multiple observations in particular settings to
statements of relations between events that are gen-
eral. Science is not involved with adding values into

the statements. Its goal is understanding.
Practitioners ‘are, however, concerned with value -

judgments: They are expected-to produce outcomes
that are desirable. So practitioners selectively use
known connections between events to move toward
the goals of their client. To decide on a goal to be
reached requires valuing some outcomes over others.
Ultimately those choices involve valuing outcomes,
and when that is.done consistently and knowingly it
implies following a philosophy. A practitioner may
honor the philosophy of the client (Hey Coach! Can
you help'me do . . .?), a guiding set of axioms set
down by others responsible for the client, e.g., a
statement 0f beliefs set down by a YMCA board, or in
the absence of clear axioms from such sources, im-
poses a personal set of beliefs (I think it would be good
for you if you did . . .). Thus scholars are value-free,
objective, and responsible for simplifying the chaos of

_the interconnections in the world by creating general
‘statements. On the advice of their experience, and

guided by a set of values and beliefs, they alter out-
comes in specific settlngs in lhe service of particular
clients. :

Pressures from Tradition

Ag an area. of practice, physical education involves
the orgam/ed transmittal of ideas from one to another

until the rectpient is enabled to become physically

educated. This enabling function is the central task of
declared physical educators who can practice wher-
ever there is someone requiring assistance in becom-
ing physxcally educated. Clients are sending this mes-
sage to physical educators.

This paints a new picture of the physical educator. It

clearly includes face-to-face in addition to a less re-
mote impact, i.e., from the one-on-one ecoaching or
counselling qetting to one in which the en abling effect

‘is transmitted via the media or indirectly via others

(Bryant, 1979; Considint, 1979). The picture stretches
across ages, categories ofchehts, and settings in which
clients are established and activated. Our curricula
must reflect these changes, and it is the central task of
the parent conference and this resultant publication to
accelerate the process to accomodate new realities.

'
i

- Pressures from Clients

Clearly, changes are afoot. Clients seem to finally
have recognition of PE as a process that extends over
their lifetimes. Many accept thatthey must continually
prepare and maintain the state of being educated
about their changing body and its dynamic constraints
and potentials. Thus, physical education does not stop
but is an updating process in which individuals learn
how to deal with the impact of the biological and social -
changes on their physical being. This involves all three
domains: motor; affective; cognitive. It is education

of” and “through” the physical throughout life.

Continued blindness to the fact that programs of
preparation for service reach further than teaching the
young in schools, but include a host of sexvices in a
variety setting for persons somew here between birth
and death, will end physical education as it currently
exists. Support for the field comes from myriad deci-
sions to divert society’s surplus resoutces to people
delivering programs of activity services. Dissatisfied
clients mean withdrawal of support. Unless physical
educators learn to deliver prized services, exhortation
is uscless in the long run. -

Recently, collective action has.effectively insulated
nearly all physical education teachers in schools and
many practitioners in_university physical education

Clearly, those in practice should be capable of deliv-
ering the goods. To that end, established programs of
education exist which attempt to provide competence
at entry into-'areas of practice. These programs are
massive in one particular area of service, teaching.
They are established in such areas as coaching, athletic
training, and exercise technology, and they are emerg-
ing in a plethora of new fields of service in correctional
and-24-hour institutions, community development,
activity businegs and retailing, risk managementin the
imsurance business, sport journalism, etc. The provi-
sion of narrow technologies to deliver -high quality
service in the short term only is myopic. Professional
preparation must provide the necessary education to
recognize changing circumstances and modify prac-
tices over the long term.

History has shaped our thinking and program de-
sign in physical education to the extent that efforts are
concentrated on an extremely narrow range. The
majority of effort js concentrated on developing
neophytes ra‘ther than on the continuing education of
existing prac&tloners conducting the preparatory ex-
periences in
of settings, firmly limiting those experiences to prepa-
ration for teaching youngsters in schools, institutions,
and universities rather than for a multiplicity of occu-
pationalavenues for the delivery of activity services to
humans and animals, and placing very little emphasis
on development ar\d enrichment of the body of com-
municable theory on which good practice rests.

niversities rather than in a broad range
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programs from any ongoing monitoring arid correc- -

tion of performance once in practice. What is impor-

_tant for physical education as an area of practice is to

arrange for all of its areas of contribution to be respon-
sive to the laws of the marketplace. There must be less

dependence on decisions made based on conservative
views of what is right, the products of adherence to a

static view, and recognize that the client’s views have
merit. :

Because of this, readers are urged-not to spend any
time debating the issues of whether physical educa-
tion is a profession. The clients could care less. They
want the service for which they have paid. The ques-
tion is irrelevant unless there is maneuvering to create
a monopoly over the delivery of services, as has been
done in accounting, teaching, medicine, law, plumb-
ing, etc. If the search for professionalism is motivated
by a desire to protect the clients’ interests, well and
good; but, other restrictive professions have a poor
record. The professions are replete with ineffective
practitioners who are protected rather than elimi-
nated. Attempts to satisfythe definitional critdria for a
profession are low on the author’s priority list for
physical educatton these days. Whatis important is to
ensure that entering and continuing practitioners are
subject to the evaluative decision-making by and on
the behalf of, their clients.

Pressure of Current Circumstance

Inthe USA a major curriculum shjft takes about 7-10
years to work its way through a cycle.3 The cycle
comprises: the original recognition of the lack of fit
with circumstances; the garnering of support for
change; the process of determining and choosing the
desired change; the publication of the change to satisfy
legal constraints on relations with current and future
clients; implementation of a complete -cycle (today
which is 4 years for a bachelors degree program but

may well be 5 before long); the evaluation of the effec-
tlveness of the modified program. Now the dilemma is
clear. The existing curriculum ‘must be geared to a
future that is alarmingly distant. To predict the cir-
cumstances for 1990 should be worrisome to everyone.
For example, could you, the reader, predict what this
year would be like back in the troubled years at the
start of the 1970s?

How can physical educators deal with the conflicting
demands of the eternal verities, 3 conservative posi-
tion, with those of a rapidly changing set of circum-

stances and knowledges? The difficulties inherent in

resolving this conflict sustain the rest of this presenta-
tion. Identified for the reader are the problems in
planning for professional preparation where theré ate

YThelasts ma]nr conference suchas this that tam aware ()f was hold at
‘New Qrleans in [972.

conservative and idealistic demands vying with a
press for a liberal experimentalistic structure. There
are constraints here that have not been faced before,
but there are also opportunities previously unavail-
able. o

The constraints upon the actions of physical educa-
tors noted above present a choice. between protec-
tionism created by legislated constraints on student
choice or encouraging a laissez- fazre free market. Legis-
lated protectionism may often be clothed in the tenets
of essentialism. Itargues for the status quo by pleading
thatthere are constraints, eternal verities, that must be
communicated to our neophytes of any age- It‘argue
thatitis merely convenient that the faculty engaged.in
professiona! preparation is well versed in the eternal~
verities of yesteryear. :

The opposition argues that there is a collective wis-
dom in the actions of cients. They should choose from
among offerings as they: respond to their perceived
indjvidual goals and circumstances. Thus individuals
have freedom to succeed and to fail. The benefits
system-wide are presumed to outweigh the costs born
by those who make poor, choices.

In a democracy, as in nature, varlablllty is a virtue.
The outcome of variation in programming creates a
system which, under market pressures, pushes into
the nooks and crannies of the unknown. An emergent
field of practice, like a playful individual, receives
early warnings of onrushing change and may develop
practices to deal with it. .

Homogenizing influences like dogma, au-

-thoritarianism, insensitive legislation, rigid standards,

accreditation systems, and even graduation require-
ments, are dangerous. While they provide a skeletonic
structure, their boney form is resistant to modification
by the exercise of judgment and the fine tuning of the
market.
Clearly, adopting either the extremuc@nscrvatxve

‘position or the ultimately liberal position on this con-

tinuum is dangerous. For example, physical educators
work with a basic biological system that is evolving
slowly, and one cannot argue that there are no con-
straints. Debates will rage over warm-up, transfer,
hyperplasia, and the role of exercise in mobility five
years from now. Even if there are startling changes in
long-held scientific bases of the field, a long time will
be spent determining how to alter practices to have
them considered. The important question concerns
the relative rate at which change is occurring com-
pared with the rate at which the field responds.
However, it is clear that it is not possible to confi-
dently predict circumstances several years ahead. The

“unknowns of the middle-range future will demand

rapid-responses. Physical educators should be ready.
This will be a better-prepared field if strategics that
natur¢ uses are adopted; then phvsncal educators can
prepare for rapid unknown changes that may present
critical challenges. There is a need to explore, investi-
gate, and manipulate the settings in which physical

.




educators are located.[There is a need to adopt a play-
ful attitude to the possipilities presented by the discon-
tinuities in the social fabric. Rather than scorning new
ideas, they should be actively encouraged. If physical
educators are not imaginative enough to fail, and
thereby learn, then.it may be concluded that the ¢hal-
lenges of the future will prove too hard. The key then,

is to tread a precarious path between knee jerk op-

timism and destructive pessimism. The two prevailing
attitudes to the future, optimism and pessimism, must
occupy our attention as we proceed becaugt they need
to be identified as influences on our thinking. (Law-
son, 1974) In fact, the author would argue that physical

" educators must be equally ~ttentive to the threads of

H

both attitudes in planning.
First there is the darker side. The field exists in a
society buffeted by political and economic turbulence

that stems from world-wide storms. The beginnings of -

a new industrial revolution are here. There are re-
quirements for redesigning lifestyles to permit renew-
able cycles rather than consumption. This will come
gradually and may take many generations, but clearly,
challenges will surface again and again which require
an accomodation for the scarcity of once’plentiful re-

_sources. The responses will vary between a mix of

learning to do without, substitution of other resources

made possible by further application of technology,

and tailoring outputtoinput. Thereis no question that
during this process there will be severe effects on the
lives and thoughts of everyone. =

PHysical education draws its sustenance as a service
to society funded from taxed economic surpluses or
expenditure of discretionary monies by individuals.
The pessimistic view is one that points to shrinking
surpluses and discretionary income as more of the
available cconomic energy diverted to realigning the
existing system to run with the narrower limits of a
closed ecosystem. It is presumed there will be less
resources to fuel programs. An example of this was
raised by the ex-President of the University of Ofegon
(Bill Boyd) when he recently publicly predicted the
end of varsity sports as we know it in 10-15 years.
(Boyd, 1980) He predicated his statement noton a final
thirst for reformation by a disgusted public, but on
simple economics. He argued that there would not be
the fuel to: jet hordes of athletes, officials, and boas-
ters hither and yon; to build, heat, and maintain

myriad vast sport arenas used a few times a year; to

move thousands of tiny groups of people in autos,
vans, and moblle homes to events; to energize the
hype necessary for continued addiction. His simple

Jdea was that sport would become diseconomic and

would change.

It is wise to extend that example to physical educa-
tion. This field is expensive at the moment. Much of
theimaginations of physical educators.are constrained
by the past to a physical education taking place in
contrived settings that depend on massive economic
support from an affluent surplus economy to heat,

maintain, and operate both physical plants and pro-

grams.

Pessimism is hard to take Running through the
field are strong threads of optimism. As educators
there is the obligation to lead people out from their
present state toward their potential. Things get better;
whatis known and done rests on making things better
forindividuals. Physicaleducatorsare thoroughly Vic-
torian in their concept ofemergence and progress.

It is convenient to believe that’our technology will
somehow thwart the predictions of the pessimists.
There is some truth to that. The challenge of capturing
the sun’s energy now rather than using the deposits of
the sunshine of the past have spawned a vast array of
technical possibilities. For example, catalytic hy-
drolysis of water into the fuel mixture of hydrogen and
oxygen is attractive; photovoltaism is possible. Re-
versed thermocline salt pools can capture massive

-amountsof heat, and so on. For the optimists, the slide
to extinction is not begun, but the slipping and stum-

bling through a period of adaptation to new circum--
stances is being witnessed today.

Nevertheless, even the optimists must be nervous
about the immediate erosion of their personal share of
our finite resource. While all may turn out well in the
end, the learning phase during the next 20-30 years
will be troubled and painful.

Without doubt a period must be faced' in whlch the
battle for the resources to lead people toward their
potential in sport, "dance, exercise, and play, will bé,
intense. It takes seven years to seriously modify, im-
plement, and assess a university curriculum. The
period of upheaval will last for longer than the time it
takes to redesign curricula. So there can be no hiding
behind response latency. The time to respond is-now.
- What other challenges must be faced beyond the

" problems of expensive energy and resources? The first

is rapidly increasing accumulations of regulations
governing student and faculty choice. These can be
seen in the curriculum, Title IX, affirmative action, and
working contracts. Litigation besets the field on all-
sides. While each starts with the ideals of improving
existing affairs, the strategies in each case lay out -

. policies and procedures, actions rather than perfor-

mance criteria. Given the rlgldlty of decision-making
structures the author fears that one such result will be
an imability to respond adequately to changing circum-
stances. Failure is feared to the point where hands
become tied and opportumtles for success remain un-
explored,

The next major challenge lies in the special problems

-of an aging professoriate. None are .exempt. The pas-

sage of time robs all persons ofenergy and jadesappe-
tites. For example, as-a researcher the author was
educated in the halcyon days of Analysis of Variance.
Now he is ill-prepared for an era that now uses multi-
ple regression analysis to dissect its problems with
greater precision. Multiply that example many- fold
throughoutthe professoriate, and itisa problem How




can one cuathre the declining energy of our aging
professoriate and persuade themn to learn afresh, to
risk, to change rather than enjoy the well-understood
status quo? It is a complicated problem and it needs
to be made an explicit problem of curriculum reform.
The agents.of the curriculum, the professoriate,
must at the same time be prepared.

A further reality is that the interests of the areas
formerly thought of as physical education, health edu-
‘cation, recreation and community development, and
others like music and dance, are moving back towards
each other. The movement is being slowed because of
resistance to integration and presumed loss of iden-
tity. In universities, where the majority of professional
preparation is taking place, departmentalized faculties
chafe under this and new non-departmental entities
are the bellwethers of reorganization, of the new con-
cerns and the new content required by a changed
world. Centers, institutes, and dangling inter-
disciplinary programs are proliferating and maybe
therein lies salvation. The words Women’s, Black,
Hispanic, Indian, Asian, Environmental, Advanced
Computation, Solar, Energy, Policy, Foreign Policy,
Government, Neuro-science, Genetic, African, Chil<
dren, Gerontology, altappear in the names ngnon—de-
partmental entities created outside the petrified de-
-partmental structures of today’s universities.

Perhaps the current departmental structures with
their protectionist impact on the definition of majors
and the labels which are given to them, should be
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" physical plants built for different p%ms in a differ-

downplayﬁd. Conventiohal caréer structures are
changing t()o\f:‘st. Forexample, in the Fall of’79, just as
du

physical ¢ tors in Oregon were congratulating

themselves on reducing the number of teachers -

headed for carcers in elementary education, com-

plaints were received that the employment
Pt

opportunityteacher applicant ratio in Oregon was too
low, a ratio of 1:1.75. Four months later the first signs
of a new baby boom was apparent. By 1985, Orego-
nians face a possible elementary teacher shortage.
“Another pressure which tends to maintain the

status quo are the rigidities in'our physical plant. To-

day’s physical plants were, in the majority of cases,
built for an era in which physical education was
oriented toward youth and sports. By contrast, there

" «can be now found a dramatic influx of life-long lear-

norg and an equally dramatic loss of interest among
y‘otmw\[n team sports. Yet there are pressures from
mortgages.and the momentum of budgets to retard
new develop u{;lts. Yet these tendencies exhibited by
clients are lauctable from first principles. Having
struggled to build the pool physical educators find
now that aquatic progr: rys have broadened to include
non-self eritical activitiesN\in natural waters. Who
knows what the next ten years\\'ill bring. Itis clear that
ent time are part of the challenge. 7
Another challenge before us lies in thc\increasing
popularity of non-rationalistic ways of kndwing and

deciding. Self-actualization is increasingly stemming
from the mystical rather than rational, oriental rather

than occidental, from the gut rather than the mind.

This runs counter to rationalistic.objective ways of
knowing that are the basis of physical education and

the:core of western universities. )

It can be accepted that things can bé known by
individuals outside of science, i.e., personal knowl-
edge. (Polanyi, 1958) |Further, in physical education
the disappointment felt by practitioners concerning

. the progress made bf science, can be accepted. We had
high hopes, ‘these are still largely unfulfilled.
(Locke, 969; Campbell & Stanley, 1963) Problems in
practice turned out to be far more complex than origi-
nally thought. Maybe there is a need for a new science
of personal knowledge; it is clear to the author that the
processes of a science .are the -basis for confidence
when it comes to knowing things as a group. In short,
the trend to non-empirical ways of knowing stands as
a challenge to a field that must go beyond quackery to
become reliable and therefore desired. '

Preparing for the Future
Progressivism, the instrumental pragmatism which
is rooted in Dewey’s works and thought that had al-
ready bloomed among intellectual educators and
philosophers by the 1930’s, was already being tem-
pered by a wary counterbalancing with essentialism
by the 40s and 50s. Ironically, but maybe typically, the
heavy pendulum of educational institutions was still
moving towards experimentalism as philosophers
began to argue that there were fixed standards and
higher ideals beyond the context. Now it appears that
the pendulum is on its way back towards essentialism.
. The ”back to the basics’”” move, the hoopla” about
the Harvard curriculum, will influence everyone in
curriculum planning. Existing academic, decision-
making processes in universities render everyone sus-
ceptible to changes in the fashion of education.. For
example, persons at Oregon are at the mercy of any
large voting block in the Assembly where every
academic has a vote. A few years ago this Assembly, in
response to a quite short-lived perturbation of its phi-
losophy, liberalized the university-wide curriculum. It
slashed away at language and math group require- -
ments and clusters. Colleagues in physical education,
being essentialistically inclined, filled the space with
their own requirements, Now this same Assembly is
- restoriig requirements, and electives are pinched out.
This tale is introduced because it is typical, and
because it exemplifies another powerful pressure on
what will be permitted by University curricula. The
“reality of the climate of opinion in the University
swinging rapidly in response to new forces and old-
positions must be reckoned with, yet one cannot easily -
look ahead. Itis the author’s intent in this paper, while
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calling for diversity, judgment, and experiment, to be ~ ~ the basis o‘f‘a‘CCUm'plishm'ent—andpotent»ialrto.méet.th

part of the emergent counterforce that decelerates the
current swing of the pendulum. As to the role of har-
binger of the philosophy extant in the 1990’s, it is safe
to say that nobody knows.

The common thread uniting procedures for dealing
with all of these challenges involvesquestioning. Cur-
rent arrangements miist, as a’ matter of course, be
questioned. Change itself is good] It brings informa-

tion. Failure can lead to further change or changing

back. It can no longer be assumed that on the basis of
personal experience alone that any way is best. These
experiences were garnered in other times. Physical
educators must continually explore and communicate
the fruits of exploration by means of science.

The author objects to the rising tide of essentiaiism.
There is a need for the systematic de-systematization
of the field and the curriculum. There is a need for a
wave of deregulation to create the circumstances
whereby new approaches, new careers, new struc-
tures, and new curricula are tried. There is a need for
the feedback from myriad individual programs to
permit physical educators to chart a course into the
unknown. So this paper makes explicit that the central
challenge of the next decade is to diverge. Each act that
constrains without a formal effort to judge a particular
proposal, an action, a curriculum, a way of delivering a
service on its merits, retards the eventual emergence
of a field of practice uniquely in tune with changing

" ‘circumstances.

I hope that what was conceived in Chicago results in
a pluralistic attempt to meet the future with widely
distributed philosophies and practices. Futurism,
while important, is frail. We need checks and bal-
ances. [ fear the institution of any one system of doing
anything. I fear uniformity and prescription like a
chicken farmer fears fowl pests. Our best bet'is to en-
courage heterogeneous solutions. We need to create
the diversity that will permit us to pick and choose on

—a
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circumstances of our emergent world. The content of
this conference enshrines the concept; four different -
approaches have been identified and maybe more will

“surface. I hope so.
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Introduction

Specnal Assumptlons

For the past 10 years, the state of Washmgton has
beenembarked on an adventure,jn competency-based
teacher education (CBTE) and certification. The jour-
ney has been exciting, frustrating, rewarding, confus-
ing, thought-provoking, the quest never dull and not
yet complete. The decision to move toward
cofpetency-based teacher education and certification
was made in the late 1960’s. It grew out of national

_forces And conditions at that time as well as the milieu

w©

and idiosyncracies of Washmgton state in teacher edu-
cation and cex;tlflcatlon

It was coincidental that at the same time a thOrough
review of program standards, certification require-
ments and structure, and program approval proce-
dures and criteria was underway in the state. The
objective of the review was to determine if new or
different standardscriteria/procedures could be iden-
tified which might increase the probability that those
prepared would, in fact, be effective in the classroom.
Among the many ideas which emerged, ithree

suggested a CBTE framework and came to undergird -

the standards subsequently adopted by the State

-Board of Education:

1. If the ultimate purpose of preparation and certifica-
tion is to ensure effectiveness on-the-job, training
programs should be designed to develop those

knowledges, Skl”S theoretical bases, and attitudes

deemed essential to effective performance in the
specific professional role, e.g., teacher, principal,
etc. :

Profesqlonal preparatlon programs for teachers

should reflect and be consistent with what is

19
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known about learning and about individual differ-
ences in learning stylesand rate and characteristics.

3. Preparation programs must be relevant to the ac-
tual and current world of the teacher (the classroom
and school setting), student populations, cur-
riculum, organizational patterns, etc.

- Historically, six assumptions underlie the state ap-

proach to teacher education and certification:

1. The design of teacher education programs must be
based on a clear statement/concept of the role to be
performed and, following therefrom, specific com-
petencies (knowledgés, skills, theoretical under-
standings) needed to perform such role.

2. Preparation and certification should be integrally
related; that is, certification requirements should
provide the framework for the design of teacher
education programs.

3. The education and certification of teachers isa pro-
fessional endeavor necessitating differant and/or
additional preparation from that for the degree
Degree and certificate are not viewed as synonym- -
ous nor simultaneous achievements. In Washing-
ton state a degree is a requnrement for certification.
However, in-and of itself it.is not evidence of the"
degree holder’s competency to teach.

(It is interesting to note that many' professional
associations with special interest in teachéer educa;
tion, such as the National Education Association,
AmericanAssociation of Colleges for Teachér Edu-
cation, and Association for Teacher Educators, as
well as higher ediication faculty and administrators
are suggesting that professional training in educa-
tion; as in other figlits, should be distinct from and.
subsequerit to completion of a degree. The “’Point
of View'’ feature in the July 7, 1980 issue of The

a8




5. Professional organizations, e.g.,

Chromcle of Higher Educatmn addresses this posn-
tion.)

A fourth assumption posits the existence of some
generic competencies in pedagogy and the disci-

=

~ pline to be taught, e.g., physical education, which ‘\

are-believed to be essential to effective instruction.

- A number of efforts have been undertake?}fto deli-
neate the generic teaching competencies. Florida,
Georgia, and Washington state serve as examples
of such efforts.

unions, spe-
cialization associations such as WAHPERD, and
other agencies such as the employing school dis-
tricts as well as colleges/universities, share the re-
sponsibility for and must be involved in identifying
competencies and designing the professional prep-
aration programs, i.e., the content, process, and
outcomes of training. '

6. The pre-service program cannct identify nor de-

velop all competencies needed for effective teach-

ing. Some competenciesineeds can be identified .

only after the individual has begun professional
praCtice; they are unique to the person involved
and to the milieu in which he/she is teaching.

These factors and assumptions led to the develop-
ment-and adoption of ‘Washington state’s first
competency-based teacher education and certification
standards in 1971. The standards emphasized two key

" notions: first, preparation programs must be designed
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around competencies derived from a clear role
staterment/definition; second, competencies relevant
to the respective role, e.g., physical education teacher,
must be identified by a ’consortium” representing the
various special interest groups, i.e., a college/
university physical education faculty, school dis-
trict(s), a teacher union, and the appropriate specnal-
ized professional association. The consortium was re-

ponsible for defining the professional role and essen-
tial competencies, since no generic or specific com-
petencies were set forth in the 1971 Standards. In 1978,
the State Board of Education adopted revised program

The Consortium comrpised of:

¢ college/university

e school district(s) )
e collective bargaining unit/union
. p,rofessioélal association (e.g., WAHPERD) .

.\.

kY

standards and certificatioi\requi’rements which iden-

tified three components of\professional training pro-

- grams. These elements must be included in any pro-
gram to be approved by the State Board of Education: a
degree component; an experience component; a com-
petency component (see Appendix A).

Although the 1978 Standards provxdeﬂmore struc-

i ture and specify requirements in the degree, experi-

“' ence, arid competency components, they retain some
of the principles from the 1971' Standdrds. Chief
among those notions is that of the consortium'and the
necessity for all who have special expertise and vested
interest in teacher education to also share the respon-
sibility and accountability for the design and im-
plementation of the program as'well as its outcomes

(producy). Figure 1 depicts the role of the consortium -

in Washington state’s CBTE programs.

Definition
: ‘ -~ 3 I3 k3
Given the preceding assumptions and limitations,
ourj"efinition of a physical educator was arrived at by

congensus of the program unit, Teacher Education
Standards in Physical Education, known by its ac-

ronym, TESPE. The following member agencies par- -

ticipated in the development of definitions, role
statements, and performance indicators (see Appen-
dix B): Kennewick School District No. 17; Kennewick,
Education Association; Richland School District No.
400, Richland Education Association; Department of
Physical Education for Men, Washington State Uni-
versity; Departmentof Physical Education for Women,
Washington State University. The TESPE document
describes a phy51cal educator as a specialist in human
movement and the play element in culture; therefore,
the departments of physical education use the follow-
ing working definition for the body of knowledge: the
study of human movement phenomena, including the

. play element in our culture.
The TESPE document further delineates roles which
“a physical educator fuifills: teacher of physical skills
and related activities; program planner; promoter of

1 ) £

o

%‘
X
e developing the role statement and defining
subject-specific and role-specific competencies
L desngmng/recommendmg program contcnt,ar\d
process to address competencies
® assessing student progress toward competencies

and other program outcomes
9 verifying {o state that students meet all certification
[

“ requirements including competencies

e periodically evaluating and, as necessary, recom-
mending program changes

The Consortium responsible for:

a

Figure 1. The consortium function in CBTE programs in Washington State. -
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health and safety; requisitioner of equipment and
- maintenance thereof; public relations interpreter; ad-
viser (counseling and guidance); member of school

team (physicians, staff associates, special education,

other faculty). Although-the definitions, roles, and

" competency indicators were originally developed im

' 1971, they appear to be consistent with the 1978 stan-

dards of the state 6f Washington (WAC 180- 79) inas-

~ much as the latter generic competencies required for

- initial certification. of teachers include: instructional

skill; classroom management techniques; subject mat-

ter knowledge; pupil-student persornel competencies
(fearning, growth; development); pupil discipline.

Arriving at a definition, or ingeed at roles or compe-

° tency indicators, by the process of consensus'is notan

easy task. That this 1971 defmmon is still valid speaks

to the foresnght and in some instances, fearlessness of

the participants. The public school people for exam-

ple, indicated that they could not convince their audi-

ence that a study of play constituted an educational

experience. Conversely, some of the university people

had difficulty-accepting any of the b,ody of knowledge
literature at that time. Thus, while the definition may
have imperfections, it has pernﬁtted us to collaborate
‘with'the publicschools, meet state certification stan-
: d'ards, survey our own curricula for omissions, and
generally talk with each other about alternate means
forachieving the agreed-upon competencies. The pre-
ceding rhetoric is another way of saying: “we know
‘that we are not perfect, but we do have a vehicleand a
* direction which allow us to move toward a solution of
some of the problems inhererit.in teacher education”.

A second definition should be included here, that”

for curriculum. Within this program, curriculum is

taken to include both the content (discipline clements,

professional Llerpents, movement elements) and the

. means of delivery to students (competency base). As

will be noted in the next section, although the curricu-

lar changes have been occurring over a nearly 10-year

: penod, not every course in the physical education

curriculum has a complete competency base. Perhaps
there are some which never will, y

Course Number Name A

faculty~and professional organizations; member of a -

- - - .

Professional Preparation
. R ‘

Se condary\ /

The curriculum fo;‘professionaf‘ preparation §tu-
dents in the secondarv school program ¢ at Washington

- State Unwersnty (WSU) has thie following compo-’
nents: core (mostly what others would, term “disci-
pline’’, some professional, but required of all secondary
preparation students) coursework or competency
(basically movement- oriented); analysis’ of skill-or,
teaching of skill (mayement base with a high level of
cognitive and affective competency indicators that are
professional in nature, i.e., indicative of*effective

teachers). -
Core component. While many of the courses in the
core could be considered as those where knowledge is -
disseminated ‘without ap eye toward application, in

almost all cases, the mstructors who appeared before
the Professional Pre paration (P2) Committee (see Ap-
pendix_B) have indicated that app]xcatlon to the
teaching/learning situation is one portion of each
course. Therefore, within -our competency-based
: model, what is generally identified as a study of the
discipline by othters is partially translated into compe-
tency statements (outcomes) that are geared toward
one or more of the eight roles for the physical educator

previously identified as part of the TESPE document.

3 There are two ways in which a curriculum can be
changed to a competency base. All courses could be
.dropped, and new ones created to speak to the specific
roles and outcomes. Two, competency itvdicators
which have been developed could be attacﬁed to exist-
ing courses, cross-indexing until the stated outcomes
can be accounted for within the curriculum, We have

- retained the traditional course structure, and have at-

tempted to match the competencies tb course content,
*adding and dropping courses in the refining process.
~ Table 1 indicates the core courses in the WSU cur-

riculum for the secondary school major.

Some cautionary sta'tergents with regard to the link-

age of competency statements and discipline courses
are necessary here. Becauise of the changes within 01L1r

s *
-

7

Table 1. Core courses in the secondary curriculum.

Semester Credit Hours

MPLE WPE 104~ Art and Scienge of Mov -\)mnt 1 (lab) .
PEP 199. Disciplines of Human Movement 2 2 (lecture)
PEP 261 . Human Anatomy - ' 3 (2lecture, 1 lab)
PEP 313 - Motor Skills Acquisition s T 2(1lecture, 1 lab)
TEP 362 Kinesiology 3 (2 lecture, 1 lab) ¢

. PEDP 382+ Secondary School Programs 4 (3 lecture, 1 lab)
PEP 463* The Atvpmal Studont-u__mq Educ 2 (T lecture, 1 lab)
PEP 465 Physiology of Exercise’ 3(2 Iocturo 1 lab)
PEP 482 _ [’svdmlogual Socmlo&mal Principles 3 (3 lecture) *
PEDP 494 , - Evaluation in Physical Education , 3 (2lecture, | lab)
HEd 363* © First Aid . 2 (1 lecture, 1 lab) ot

: . . . Total 27-28 semester hours
*professional, rather than discipline o
Q . - ' . :
ERIC , : N ee '
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" two departments: e.g., a mandate to- merge. curricula,
~and those from the Superintendent of Public Instruc-
 _tion, e.g., 1978 Staidards, our work in revising com-

petency statements in the discipline area has not kept
pace with the curriculum4vorkin the professmﬁal and
movement-based sequences However, in the last
year, the P2 Committee requested that the instructors
-.of the discipline core courses evaluate their course
content in relation to existing competency indicators.
! We are convinced at this time that, although revisions
: are necessary, the courses offered still respond to the
xoles identified by TESPE. ’
One further explanation is necessary. The format for
- ‘conférence papers viewed the disciplinary component
as purely=knowledge-based, with no eye toward ap-
plication. Our conceptualizaticn of the physical educa-
“tor as, po.ssessmg specific competencies necessary to
function in a variety of roles presupposes application
of kn@wledge from the discipline of human move-
ment. This application is currently seen_as occurring
through “laboratory experiences. The only course
within the secondary curriculum which does not carry

and soc1olog1cal area (WPE/MPE104 servesas the labo-
ratory for PEP 199). All of the other courses provide for
.- some application and exploration of the principles,
theories, and concepts associated with that portion of
) ‘the discipline of human movement. However, be-
’ cause there has not'been a‘concerted effort to specify
the competengies for all courses, some classes are cur-
rently concerned more.with transmission of knowl-

edge in'the traditional pattern of a university.

A schematic of the roles, competenc1es and specific
courses withbe more helpful as seen in Table 2. The
complete hstmg of competencies and courses will be

“available upon request. It should be noted also that the
curriculum for the elementary school concentration
and .for the K-12 specialist elementary courses has

. been reviewed and keyed'to the competency indi-.

cators. Each course in that series carries primary and
secondary responsibility toward the attainment of a

The modes of inquiry used in the core courses vary
for each class. The paradigms employed exemplify

" those associated with the area‘addressed: scientific

method, cinematographic analysis of movemeftt,
problem-solvings and/or creative expression, among
others. Ideally, the resultant body of knowledge at-
tained from the core courses is seen as specific compe-
tency sets necessary to perform the roles identified by
the TESPE middel, that is, to make the student a spe-
cialist in human movement phenomena.

The professional component courses pr0v1de a

. combination of theoretical ahd practical experiences to
*. support four areas of teacher preparation: the elemen-

a laboratory;related experience is in the psychological-

tary school physical educator (degree in education);
the K-12 physical education specialist (degree in phys-
ical educatio
tor (degree in physical educatlon)ﬁghe coaching minor
(an approved teaching, minor offéred through the de-
partments of physical educatlon). In addition to these
professional areas, but not included in this paper are
the health éducation teaching minor, the options in
athletic training, aquatics, and dance, @and the recrea-
tion degree programs. Each of the areas of specializa-
‘tion, except coaching, requires students to take

~courses identified in the physical education theory
core, but the professmnalcore dlffers foreach. Ineach .

case, there are theory -based courses which lead to

field experiences. Three of the courses for teacher.cer- .
_tification requ1red by the departmentofeducationalso
provide field experlence These are EDUC 300 (assist-

ing, at the student’s local high school or junior high

school prior to the start of the university academic -

year), EDUC 303 (observatlon and limited teaching in

the Pullman schools), and EDUC 405/06  (student - -

teaching). These opportunities through the education
department may or may not be in the phlysical educa-

“tion sett{ngl Within the physical education cur-
riculum, students have a variety of field experiences

related to their major area (elementary, etc.). .

One of the, major courses In. the secondary cur-.

riculum is a theoretical-practical pne, Secondary

n); the secondary school physical educa-

specific listing of competencigs, . \ " School Programs (PEP 328), which provides lecture,
. ' . . s .
o : T S -
p Table 2. Example of roles, competencies, anrdAcourses. N
. ’ ’ & R - ¢ . .

_RQLE: T_gacherrof Physical Skills and Related Activities

SR P )

o B
/ Competenaev o o \ “Discipline” Course -

1. ’Analyaés skills, rules, theory, and strategy of gen- i Kmesmlogy (PEP 362) .

eral program activities appropnate to all levdls of Motor Skijlls Acquisition (PEP 313) - L

.- Co ablllty
2.. Can generalize mechanics of performance from one

of

v a. niechanical pnnc1ples . .
" b. moyement principles ) ‘
c. time, space, force, and flow concepts

. 3. Evaluates pupil pe@rformance

dcth vxtyfo*arroth@r'whe wappropria te byapplication- - -

Kinesiology (PEP 362)

s —-MotorSkills-Acquisition (PER-313)— . . .

.

-
e

Evaluation in Physical Education (PEP 494)’

. L NP
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laboratory, and practicum experiences. The course
content isorganized to cover teaching strategies, some
-learning theory, class organization-and conduct, and
- legal liability. The laboratory portion.of the class fo-
cuses on Mosston’s (1972) spectrum of stjlles. Stu-
dents participate in a micro-teaching activity where
they choose a particular style, teach the lesson, are
evaluated,. and reteach the lesson based on the
changes suggested by the evaluation.
As part of this course, each student is assngned to
assist an instructor in a university activity course.
These courses are part of the elective program offered
- by both departments of physical education. The PEP
382 sfudents are required to act as both aides and
teachers. They assume organization duties and, when
ready,-gradually begin teaching. At first they teach a
portion of the class period then have full responsibility
for at least two class periods. This segment of PEP 382
- is not graded but is evaluated by the instructor of the
activity class. The eyaluation is conducted twice dur-
ing the semester. The forms used are those developed
from the TESPE roles and competency statements and
become part of the student 5 closed file retained by the
academic adviser.
5 .. . The newly established 300-series courses (analysis
of sport or'teaching of dance or aquatics) also offer the
- secondary preparation student an opportunity for
theory-into-practice work. An examination of some
sample compétencies from these courses (see Appen-
dix C and the next section of this paper) will illustrate
how the student must translate knowledges into
higher order cognitive activities in these courses.
Students atthe secondary level have the respon§ibil-
ity for middle school, junior high, or high school
classes during, the 8-week student teaching experi-
- ence. They also have the option at several of the stu-
dent teaching centers to remain for a full semester and
teach atone level or, if they are K~12, at both elemen-
tary and secondary levels. If the student is assigned to
one of the two student teaching centers associated
with the TESPE unit, he or she'is supervised by mem-
bersofthe consortium. Such students are evaluated by
their supervisor and cooperating teacher with the

dents appear to remain for the full semester, and this

~ additional time commitment may soon become a re-
quirement. -

In the student teaching centers associated with

TESPE, the evaluation forms are returned to the phys-

: ical education departments for review and reference.

‘Because only two” of the eight teaching centers are

involved in the collaborativé unit, other centers do fot

—__return the evaluation forms._to _the physical education.

departments. The cooperation extended by the TESPE
,members,is voluntary.

N A brief explanation is necessary here regardmg the

“student téaching experience. Much of Washington is

, r!ural with .only four “densely populated’’ areas.

| )
\ AC . N

Aruitoxt provided by Eic:

TESPE-derived form. This senior year practicum is
usually eight weeks in duration although more stu-

- -~

Therefore, it is impossible for departments to travel to
the various student teaching centers to supervise their
own candidates. The education department provides

the supervisory work by hiring and placing individu-
als in the communities surrounding the centers. These

individuals have the rcsponstblhty for stzt{&xents from

ali disciplines, with the master teacher pyc
major role model during this period. The education
_department has riot yet employed the: competency-
based, collaborative modelin theirapproach to teacher
preparation; they must do so to comply with,the 1978
Standards upon the next site visit by OSPL. '

; I’rofessxonalcomponent—professmnalmxssxon The -
purpose of the professional component of the cur-
riculum is to help in the translation of theory into
practice at some point before the student enters the
field as a certified professional. The courses discussed
are seen as providing the knowledges and under-
standmgs essential to planning, organizing, and

~ executing learning experiences. The P2 Committee
made a philosophical commitment, or acted upon the
assumption that, the primary goal was to prepare pro-
fessionals, rather than technicians. By our definition, a
professional teaches children and adolescents rather
than content as the overriding goal: Therefore, it be-
.came necessary to make hard decisions based on what
‘was required in the way of preparation for teaching.
The assumptions. under which curricular decisions
were made. (ultimately accepted by the joint faculty)
were:

1. We cannot prepare every initial candidate in every
area of phystcal skills and related activities.

2. Either the scientific base &urses are important as
leading to competent decision-making, o anyone
with knowledge of the specificsskill or sport can..
teach physical education.

. 3. The ability to solve problems, read, and gam infor-
mation about subject matter not taken in under-
- graduate (initial) work isan important competency.

4. TFhe courses should be taught in a manner which
will permit transfer of learning from one skill area to
another, from one teaching situation’ to another,
and from the scientific base to the practical situa-
tion.

-

_ Conversely, a technician was seen as an individual
who has specialized competence in a limited range of
activities and whose goal is to teach these activities. It
has been our intentiori*to prepare professional indi-
viduals who fulfill the definition of physical educator
and can function in all eight specxfted roles.

Movemeént performance. Durlng the decade in
——-which Washington-State-University-has been involved -
with an on-off affair with CBTE, the curricula for the

two departments, at the undergraduate level was
formulated upon two separate madels with two dis-
tinct philosophies about the role of movement perfor-
mance. In March, 1980, following-a 3-year intensive




studj,' by the P2 Committee, a combined under-
graduate curriculum for the secondary school spe-
cialist was approved by the two faculties. The previous
work of the Department of Physical Education for
Women as reported by Hulac, et al. (1975) was an
1mportant underpinning for this project.” However,
consénsus for the combined-curriculum is attributable
to P2 efforts to develop common competencies, in

‘three domains, for what would be, in the new cur-

riculum, the PEP 100-level’skills courses and the PEP
300-level analysis courses (see Appendix C).
Performance: meaus, ends, or meaning. Performance in

movement is important in the preparation of the sec-

ondary school major. Of the 39-40 hours required fora
major in physical education, students must elect 8

-hours of activity courses. The choices are somewhat
controlled, but students select 5 to 8 hours from PEP *

100-series courses, 0 to 3 units from among a number

of MPE/'WPE general activities, andlor pass compe-

tency examinationis in the three domains for each activ-
ity in which such competency is to be demonstrated.
Performance in activity is seen both as an end, as

- indicated in the competencies below, and as a means
to advance to other stages of the professional cur- .

+ riculum. Thus, the value of movement performance in

"‘Enberg (1974).

the WSU curriculum can b¢ judged externally by three
indices: proportion of the total hours; kinds of com-
petenciesrequired in mov ementcourses; the sequence
of courses.

As indicated, students spend approximately 20% of
their major course work in activity unless they pass
waiver examinations. However, the general compe-
tency indicators for' the PEP 100- level courses pre-
pared by P2 and approved by the joint faculties
number six in the cognitive domain, seven in the affec-
tive, and four in the psycho-motgr. Therefore, it may
be said that, while movement performance is impor-
tant, the performer is viewed as a thinking, feeling,
doing person. ‘ ’

The current list of competency indicators for both
the 100-level skills courses and the 300-level analysis
courses isincluded in Appendix C. Some of the earlier
work at WSU was reported by Coleman (1972) and
In the psycho-motor domain, for
ex ample the last of the four indicators states

“students swill execute a movement pattern with
finesse and with good form. There ‘should be evi-
dence of mastery of movement pattern, a quality
performance (rehmng) Desirable, but not required
to pass the course.’

The taxonomy for the psych-motor domain isbased on
Jewett and Mullan (1977) and earlier, works from that
group.

In the 100-series skills classes, students are expected
to operate between 1.00 and 3.00 in Bloom’s (1956)
taxonomy. General level statements were originally
attached to the competency indicators, but P2 deter-
mined that, with the bulk of information that our col-
leagues had to consider, it was not necessary that they
wrestle with the problem of levels at that point. The
competency indicators were arranged in hierarchical
order for consideration by the faculty, however.

The work in the affective domain was patterned
after the efforts of the Department of Physical Educa-
tion for Women (Hulac, et al, 1975) and generated

many healthy discussions within the P2 committee.
For a.task which utilized so much committee time, the
number of competency indicators is relatively few.
Flowever, the faculty (followed by the University
Catalog Committee and the Umver51ty Senate) agreed
that the competency format was valid, understand-

able, and an adequatg Jasis for the generation of the

.100- and 300-level courses.

The third index of importance is sequencing. Within
the new curriculum, the 100-level skills classes are the
base of the professional preparation program. Figure 2
indicates the thinking of the P2 Committee for the
sequencing from learning the skills of an activity to
learning about teaching an activity. )

Analy51s The new 300-series, analysis of Sports

performance of teaching of dance or aquatics, is ar- .

ranged upon the competency indicator base so that
students must pass the exit competencies for the 100-
level skills classes to be able to enter the 300-level

analysis course. The emphasis_in these .courses—is-

mainly cognitive and affective. Thére is only one
psycho- motor obJectnve

“The student will invent or construct unique or

_novel options in motor performance. These may be’

different ways of performing the same skill, extenm-
'~ poraneous performances or combining of learned
movements into unique motor designs new to the

former (varying, improvising, composing; the’

creative processes).”

The assumption is that the discipline course, kinesiol-

ogy., gives the student tools for analysis of human

movement. In addition, four units are required in

~analysis of the chosen sports activity or in the teaching

of the selected dance or in water safety instruction.

PEP 100-serjes . PEP313 PEP 300-series PEP 382
(8 units) (2 units) _(4 units) (4’units)
B R R e analﬁygsieg the teachmg strategles matched
andSkT:’ g;g'ss s > how learning -~ performance of ——» with learning theory:
. progression oceurs. others “curriculum; liability
Figure 2.. Concept of progression in the “professional” sequence. : » Sy .
Q . ' ,
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The evaluation course is also a requirement, so stu-

. dents have the equivalent of 10 hours in analysis-

oriented work: kme51ology, plus four special activities,
plus evaluation.

Summary. It would be a fair assumption that
‘movement performance and analysis are viewed as
valid subject matter both by the scope of the cur-

- riculum ar.d by .the definition of physical education as

the study of human movement. Table 3 indicates the
patternofclasses placing theiremphasis as theoretical
(body éf knowledge) or practical (professional). It will

~ again’ be noted that most pure discipline classes are
expected to emphasize application to movement .

events.

Elementary

The course work for the elementary specialist has a
similar distribution pattern, although the courses dif-
fer. There are two possible combinations; the elemen-
tary major, which is really housed in the Department

of Education, is “on loan”” to physical education for 30 -

hours, of course work; the K-12 specialist is a secon-
dary major who adds the elementary core courses to
hisfher.curriculum, Practicum experiences are offered

‘\‘\tQ these students in PEP 254, a creative dance class in
which childrefi are taught by the students at the uni-

versity or in another setting. Two courses in activity,

PEP 379 (primary) and 380 (intermediate),-offer stu-’

dents the opportunjty to teach peers and use video
replay as a device for identifying strengths and weak-
nesses. Students in these courses are urged to contract
for additional work in programs for handicapped chil-
dren or.in the elementary-school program for an in-
“formal class day once a week. The practicum, PEP 389,

+

schools for two afternoons or two mornings each week
for a full semester of observation and teaching. The .
experience is supervised by both a district and a uni-
versity specialist. Again, the evaluation is keyed to
TESPE roles and competency indicators and parallels
the form used for the secondary student on campus
and in student teachmg ‘In addition to these experi-
ences, the K-12 student has PEP 382, previously de-
scribed. The culminating professional experience for
the elementary school and K-12 major, as for all teach-
ing majors, is student teaching (EDUC 405-06). .

Coaching .
In the coaching minor, the courses are labeled pro-
fessional, analysis, application, and movement. This

teaching minor, urlike the parent, physical education,
lacks a true ""discipline’- component-and is thus more

professionally (practically)-oriented.. The theory-- - -

into-practice courses are Care and Prevention of Ath-
letic Injuries (PEP 266) and Administration (PEP 488)
along with twoto four courses in-the coaching of a
given activity. There is also a practicum (PEP 390)
which may be taken in the athletic programs of the
public schools or with one of the many youth sports
programs in the local area. For the practicum, students
must centract with both the coaching minor adviser
and the agency involved. The student may choose
more than one coaching practicum. Where possible,
students in the coaching minor are given some coach-
ing responsibilities in addition to their student teach-
ing assignment. This experience is not related to the
practicum just described and is dependent on the

PEDP 362 \

places the student in one of the Pullman clementary

nceds of the school district.

f

Table 3. Emphasis of course work in secondary curriculum:

Body of K howledge

Professnonal

WPE MPEH 104 Art and Science of Movement =—--e-mseoeemmm oo : e
PEP 199 Disciplines of Human Movement - e
- : . PEP 100-series skills classes
PEP 261 Human Anatomy --=-=--a-re-sacmmoeanoan R e e ===~
[ ’ . . . L. ‘ . -
PEP 313 Motor Skills Acquisitinn --------------------------- - —--p

- o

o Kinvsiolng)_v M e e

PEP 300-series analysis classes

_______________ o

HEd 363 First Aid
PEP 382 Secondqry Programs
PEP 463 Atypical in Phys Educ

PEP 465 Physiology of I Ta T — -- - 4
PEP 482 7 \\\ Psychological.Saciological I’riﬁciples >
-PEP 494 \ \ [\aluatmn in Physical qumtmn --- - >
Q ’
ERIC . R SO
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Entry and Ex1t Requlrements

Entry and Exnt

- Entry may be dealt with in two ways: entry into
courses; entry into, or acceptance into, the program. It
is assumed thatstudents admitted to the university are
able to enter the 100-level coursés in skills and any

other university courses. Entry into -other than-

freshman level course work may depend upon com-
pleting prerequisites. For example, at least two of the
100-level skills courses must precede the motor learn-
ing course, at least two of the 300-lével courses must
precede the secondary programs course, anatomy is a
prerequisite for kinesiology, and so on. ’

Acceptance as a certified major student is consid-

ered-a serious professional commitment. University
policy states that students should declaré a major be-
fore they have accumulated 60 semester credits. Stu-

* dents interested-in physical education, entering as
freshmen, are assigned to advisers in the two depart-

ments via the university Curriculum Advisory Pro-
gram (CAP). Competency reporting forms are com-

“pleted for students in the 100-level activity courses,

the 300-level analysis courses, and the secondary pro-
grams course. These forms become part of the perma-
nent.advising folder and are utilized to counsel stu-
dents regardmg strengths, weaknesses, and petential

as major students. When a‘student requests to major.

in physical education, this accumulation of reports is
considered by the Advising and Scholarship Commit-
tee which may vote to accept a student or suggest that
the student acquire more skill, higher grades, etc.

prior to becommg certified. The committee may also
suggestthat the student seek another major. Twelve of
the TESPE competencies are included on the reporting

"form for certification and semi-annual review of stu-

dents. Three sample competencies are:
A 11 b understands self and realizes possible be-
haviors that could occur while under stress;

G 1'a maintains rapport with peers;

G 2b completes class assignments.
Exit requirements are stnpulated for all courses, but

_not all courses are based’ solely upon competqncnes

ERIC

An example of exit com petencies from the course, PEP
383, which is the development and learning class for
the elementary school specialist, is given in the table
below.

For those c¢ourses™>whichs are completely
competency-based, e.g., PEP 383, the exit depends
upon meeting all of the criteria at the specified level.
Such experiences are based on a TOTE (test-retest)
model (Miller, Galanter, and Pribram, 1965), and stu-"
dents may repeat evaluation experiences until satisfac-
tory performance .is shown. Exit from other courses
depends upon ‘meeting the requirements stated with
an acceptable grade; students must repeat major
courses where the grade earned is a D or below..

A third means of exit-is the competency test. Early
on, the curriculum committee of the women’s depart-

ment developed standardized competency examina-

tions in the three domains for beginning skills classes
(PEP 100-series).. Waiver examinations in the men'’s
department were treated by individual instructors and
at random times during the semester. For the new
combined curriculum, competency examinations will
be given during the first two weeks of class, but the
student must register to take the examination. A’
waiver is given with a passing score. The student may
then elect other course(s).

Transfer Students

~

Ifa transfer student has less than 45 hours, he orshe
is normally assigned to a departmentadviser via CAP.
Transcripts of students entering with more hours are

" evaluated by the DepartmentChairpersons. In the former

case, students may request to certify after a semes-
ter of successful work if the proper requirements have
been fulfilled. In the latter case, once the Chair signs
the transcript, the student becomes a certified major.
Currently there is negotiation with the Admissions
Office to permit the departments to place these stu-
dents ina holding pattern for one semester so that the

-same basic competencies can be checked for them as

for the native students or for those who enter with
fewer hours. In either case, transfer students are as-
signed to one of two experienced advisers in the de-
partments who further evaluate their course work and
assist the students to project a two- or three-year plan
of study. Any errors.in first semester planning reduce —
the: degrees of freedom for future semesters. How-

ever, if the student has taken the proper sequence in

community college, chooses an appropriate minor,
and has no grade difficulties, it is possible for him/her

~ tocomplete degree work within the normal time span.

‘Table 4. Sample indicators and experiences for PEP 383.

TESPE # Indicator Learning Experiences " Evaluation
A 'l7a(3) " Recognizes perceptual and motor Viewing tapes, films; Performance on
development stages : . reading; lectures film evaluation
(TOTE model)
Can make adjustment within Discussions; lecture; . IF. .. THEN

. actjvities so that each pupil
" can participate at histher level of ability

readings; role play

paper (may be
co-authored)
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Ai:tivity Courses Practicum

PEP 254 Creative
dance {practicum
with children)

4 hours required
in PEP 100-series

" Children’s Activities

Culminating Experiences'

>PEP 389 practicum
PEP 383 motor devel/learn
PEP 381 curriculum/evaluation

PEP 379
PEP 380

3

__>

Figure 3. Sequencing of professionally-based courses for elementary.

.

Barriers to completion within this time frame are: sélec-
tion of multiple minors; need to repeat courses; previ-
ous preparation which is inadequate, e.g., not having
completed GUR's; indecision concerning career goals:

A trend in recent years is that community college -.

transfers arrive with few science courses. Such prepa-
ration places pressure on the student to complete a-
tight, laboratory-oriented curriculum within_the nor-

- mal time span. A second trend is that students appear
to prefer a longer preparation period, and often avail

-themselves of other teaching options to become more
employable, e.g., selecting a K-12 specialization, ad-
ding coaching or a second minor, taking an aquatlcs
specxalty, etc. ‘

Relatlonshlps Sequences, and
Problems

Relatioi\ships -and Sequencing

The relatichship and sequencing of courses in the
_secondary school major has already been explained.
Sequencing of professional courses for the elementary

&
%
)

school majer is shown in Figure 3. The K12 specialist,
in addition to the secondary major, takes the following
courses in the sequence: 254; 379; 380; 381; 383; 389.
The concept of sequence, as shown is: activity; experi-

.ence with children; experience with children’s ac-

tivities; teaching children in the public schools while
studying motor development motor learning, cur-
riculum, and evaluation.

" The balance of courses between body of-knowledge
and professional orientation in the elementary cur-
riculum can be explained, as was that for the secon-
dary school major (see Table 5). :

The coaching minor has a base which is strongly

- professional. For the physical educator, who has taken

both kinesiology and physiology of exercise, the
course PEP.330 is not réquired. Obviously, the physi-
cal educator who also takes the coaching minor has-a
more discipline-oriented approach than does the
coaching minor student from another discipline.
General competencies for the coaching minor have

" been developed, but they have not yet been approved
through TESPE. The prospective coach could fulfillthe -

teaching minor requirements by taking as few as two
movement (skills) courses. For this minor, courses are

Table 5. Emphasis of course work in the elementary curriculum.

Professnonal

Body of Knowledge

‘K

Activity courses (4 hours of the PEP 100-
series spetcifically required).

" PEP 254 Creative Dance‘

-PEP 261 Human Anatemy 4
PEP 362 Kinesiology ----=-mmmsmemm e o e e >
HEd 363 First Aid _l'
PEP 379 Primary Activities
PEP 380 Intermediate Activities
PEP 383 Perceptual—motﬁr learning

and development ---

ERI

PEP 389 Practicum -
PFP 381 Curnculum and Evaluatlon

Note 5 additional hours are chosen. PEP 463, atyplcal physxcal education, is an unwritten requlrement which has not yet been
approved through channels as a major change. The other 3 hours are usually taken in 100-level or 300-level skills or
analysis work. It should be temembered that these 30 hour students are not physical education majors but Ldu/eatxon

malors

Aruitoxt provided by Eic:




Table 6. El:nphasis of course work.in the coaching minor.

Biological and Mechanical Aspects

Speech
PEP 220 Officiating

PEP 226 Care and Prevention of Athletlc In-
Jurles ’

Of SPOrts (PEP 330) - -mmmmme e oo oo e e e >

PEP 488 Administration of Sport

Behavioral Aspects of Sport (PEP 489)

v

Advanced Skills (200-level) and Coaching-of
(300-level) courses (Total of 6, at least 2 from
each category)

Practicum (PEP 390) can satisfy one coaAching
credit

sequenced only by number and are identified with
normal university progress, e.g., 200 = sophomore.

Problems in Implementation

~ 1. Time is the most pressing of all problems. All of
the changes in curriculum have been accomplished
without time compensation to the individuals in-

volved (commlttee chair now receives 10%). It is dif--

ficult for busy people to find enough time to think
through whole problems to whole solutions. Without
the efforts of colleagues who feel that curriculum is
important, the progress would be much slower, and it
is difficult to sustain interest and drive over long
periods, e.g., 1971 on. Meetings with the other mem-
bers of the consortium present time and travel prob-

lems. Public school people can participate only during - -

school hours (negotiated), and their substitutes must

" be compensated out of the small fund from OSPI
which supports TESPE.

In 1978, the State Superintendent of Public Instruc-

tion (Supervisor of Physical Education) surveyed 10

departments of physical education in higher educa-

tion. Seven wereaware of the new teaching standards. . -

Only -two had identified competencies for teacher
preparation in physical education. All 10 were inter-
ested in working cooperatively with other preparatory "
programs to develop the competencies. However, six
“said that their institutions could not provide even
minimum financial (travel) and suppert time for such
efforts.
2. Governance is an issue whxch has never been
solved. Presumably the regulations are aimed at de-

forms its program units, we may find ourselves in
other alignments.and with generic, rather than spe-
cific, competencies.

3. Regular progress through the program should be
competency-based rather than time-based. Although
the 100-level skills, 300-level analysis, first aid, water
safety instructor, physical education -for the handi-
capped courses, and the entire elementary school spe-
cialist curriculum are established on.competency indi- -

" cators, either from TESPE or other agencies, e.g., Red :
Cross, IRUC, not all courses are as yet so structured. A -

true CBTE program would permit recycling as re-

-quired, until the candidate attained all competencxes at

specified levels. Practically speakmg, those students
who fail to complete all competencies receive C— or

lower grades: At present, a2.00 (C) average is required

to certify and remain in a major. The departments are
attempting to raise this standard to 2.25 but will need
to' process that change through university channels.
‘At any rate, it is still possible for a student to reach the
student teaching stage without having achieved cer-
tain competencies. The education requirements for
student teaching are less well defined than are our
own, and occasionally we must remind that depart-
ment that certain students are not yet ehglble for the
practical experience:

4. Legal implications canbe a problem Many of the
pre-certification competencies are in that all-
important and ill-defined affective domain. The Ad-
missions Office has advised that there could be diffi-
culty denying certification to students who have an
adequate GPA. Storage of competency information

-~

= partmienits~ of “educationTYet staff “agsociate groups
(counselors, school nurses, etc.) have established their

own competency statements and collaborative units.

We feel that our governénce unit, TESPE, is opera-

" tional. Yet, when our own department of education

ERIC -
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could béa problem: The collaborative unit would re-
quire access to such records to grant a candidate con-
tinuing certification. There may be problems in this
area that we have not even foreseen. For example, we

do not know if we could deny certification or gradua-
- |
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tion to students who cannot spell or construct gram-

~ matically correct sentences.

5. Alternate learning experiences must be arranged
for students, according to CBTE practice. Onlya few of
our courses presently contain such options. Although
of benefit to the student, and ultimately t6 the pupils
in the common schools, these extra assignments are a

~ terrific overload for instructors who have excessive

schedules in comparison with sister institutions.
6. Notall instructors in the departménts are aware

- of taxonomies, hierarchies, and task analysis. Further,

not all believe that CBTE is t/ie route for teacher prepa-
ration. Some even feel that current state regulations
are an infringement upon academic freedom. These
attitudes appear to be dissipating, however, and at the
meeting of the two faculties, during which the com-
bined curriculum was accepted, most faculty members
felt that their courses could be constructed within the
framework offered by P2. One major problem with
curricular change in any institution, however, must be
education of the faculty, and time-consuming-consen-
sus sessions. Since this paper was prepared, two in-
service meetings for all PEP 100-activity and PEP 300-
analysis course instructors were most beneficial. They
precipitated exchange of cognitive strategies and pro-
moted positive feelings about curriculum and fellow
instructors. .

7. At WSU there is no provision for departments to
supervise their own student teachers. Program units
will need to be established at all Teaching Centers for
quality control of final performance evaluations.

8. Evaluation remains an unsolved problem. To '~
date, maximum effort has gone to construction of a
program. The next step is to develop more firm evalua-
tion procedures for the total curriculum.

9. All.participants must continue to develop trust,
as the feeling ofa.utonomy can be threatened, and the
sharing of authority can become paramount.

Relationship to Other Fields

The Departments of Physical Education for Men and
for Women, The Department of Continuing Educa-
tion, The Department of Industrial Education, and the
Department of Education constitute the College of
Education. There is an All University Teacher Council
on Education, composed of representatives of each
discipline which offers teaching majors or minors.
This council serves in advisory capacity regarding is-
sues in teacher preparation. No other departments

- represented appear to be concerned with CBTE at this

time. . :
Within the College there is overlap and some sense

At the undergraduate level, the departments offer
the B.S. degree in physical education and the B.A.
degree in recreation. We also grant teaching minors in
coaching and health education and options in aqua-
tics, dance, and athletic training. A few courses are
shared across majors and options. One health course
is required of all teaching majors. Generally, there isa

> spirit of cooperation and common purpose between

the two departments and among the departmental
programs. Also, other program units, e.g., recreation,
are using competency reporting forms for common
courses and are adopting the advising procedures
which were developed for CBTE in a manner that
would parallel the competency-based notion. :
One aspect of the physical education curriculum has
not been mentioned in this paper, the Work of the
- Non-Teaching Committee (NT). This paper is con-
cerned with the competency-based program inteacher
preparation (CBTE). The NT committee, operating ina
parallel time frame with P2, has planned for. cur-
riculum leading to careers not educationally-oriented
but consistent with a B.S. in physical education. A
report of that work and the planned outcomes would
require another paper, and the direction is not dissimi-
lar from other options offered at this conference. The
* process of developing'such curricula has been similar
" to.the work of P2 and is best described through the
verb forms: caring; studying; sharing; convincing. -
The reader may, at this point, assume that the CBTE
curriculum is founded solely upon experiences in
physical education and education. This degree, as
with all others in the University, contains a. 28-hour
general university requirement (GUR), designed to
help the student attaina significant general education.
Many of these courses complement both the CBTE -
program and the ""drawing board”” NT options. Exam-
plés of GUR courses would be those in psychology, -
physiology, sociology, and communications. It is an- °
ticipated that the NT options would draw heavily from
such courses at both lower- and upper-division (spe-

cialized) levels.

Evaluation

Original validation of the roles and competencies.
“came from statements of the teachers in our collabora-
tive unit about what they actually did in their jobs.
Therefore, the program itself has face validity. The
roles of teachers may have changedin the intgrim, and
the com petencies themselves should be evaluated and
weighted for importance. The recent OSPI site team
found the program to be in compliance with the 1978
Standards, Included in this site visit were interviews

ERI

of territorial-imperative: Fo r-example;Education re-
quires all teacher preparation students to take a course
in tests and measurements. Our departments also re-
quire the evaluation in physical education course. We
have never resolved this duplication of work.

Aruitoxt provided by Eic:

T with'stidents and gfaduates, review of program com-

ponents, review of competency statements, review of

the new curriculum and procedures leading to the
" change, etc. At thé same times an NCATE team found
‘the physical education programs to be “exemplary”.
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One portion of the old curriculum which served an
evaluative purpose was the PEP 496 Senioer Seminarin
which students: assessed their preparation and the
student teaching experience. Job placement indirectly
supports the excellence of the program because feed-
back from employers is positive. At present, our stu-
dent evaluations can tell us whether the initial candi-
dates have attained the competencies; we nged to
evaluate the relevance of the competencies. Since this
paper was prepared, evaluation of the new PEP 100 .
and 300 courses has been obtained from students and
instructors. The latter have attempted to evaluate the -
roles of these courses within the scope of the cur-
riculum. It would be fair to say that the stated out-
comes are being achieved. Whether these are the best
" outcomes is not known. ’

, Implications
Some educators have looked to CBTE to solve the -
problems and resolve the criticisms of teacher educa-
tion. Obviously, they delude themselves.
CBTE will not in and of itself guarantee change or im-
provement in teacher education programs nor practitioners. |

The quality and relevance of the program and it§//
product will continue tobe a function of the persons
and resources involved, the way in which the pro-
gram is implemented, the process by which out-
comes (including competencies) are identified, and
the validity of the program in preparing persons for
the respective role. ;

CBTE will not necessarily alter the deductive, a priori,
and often-unilateral process by which preparation progranis
- are determined. . - ' : -

A single individual or group representing a single
agency can identify in-armchair fashion the inputs,
learning experiences, and outputs of a CBTE pro-
gram. Participatory decision-making, representa-
tive input, and inductive processing are neither en-
sured nor needed to design and implement CBTE
programs. (Washington state has believed that
without such input and decision-making, com-
petenciés tend to be less relevant, less role-related,
and less valid.)

€BTE need not be individualized nor personalized.

In fact, CBTE coulc{ result in more rigid and uniform
programs than those that currently exist. CBTE can
be as behavioristic and mechanistic or as humanistic
and existential as those responsible.for its design
make it. Not only could CBTE be designed to mold -
standard products, but it could also ensure that only
persons fitting a pre-conceived pattern be admitted
- to the*production’ process:- -~ - == - == - -
CBTE will not cause educators to explore teaching!
learning as a-synthesizing rafher than un analytic process.

‘We have spent great quantities of time and money
analyzing the teacher and the instructioridl process,

< +--and Recreation; 1977 -~ -

Y
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breaking each into its most minute parts. Unfortu-
nately, ‘analysis has not helped us synthesize the
“teacher’”’ nor the "'teachering” act. Because CBTE
empbhasizes systematic and logical analysis and ex-
plicitness, it could actually lead to greater emphasis
on the analytic. ' - '

Finally, CBTE will not result in the “perfect” teacher
education program. )

CBTE should, however, provide a better, more ob-
jective basis for us to evaluate the program being

offered, identify weaknesses, and make changes.
"As indicated early in this- paper, the quest is not
complete for sucha "’ perfect” program and probably
never should be. Change is essential in a dynamic
organism. Teacher education . (whether
competency-based or not) must bedynamicifitis to
be reality-oriented, responsive, and relevant. '

" The effect of the CBTE standards in any state, in-
cluding Washington, will depend on those who design
and implement the programs. An example of im-
plementationshas been discussed in the preceding sec-
tions of this presentation. The program described has
been approved by the State Board of Educatibn for
preparation of physical educators. It was developed
with involvement from the state professional associa-
tion, local school districts, a teacher’s association, and
Washington State University. During a recent state
review of the program, the visiting team suggested
that the program could be a model for other depart-
ments as well as other institutions.

The factors, conditions, and assumptions extant in
Washington state during the past ten years have made -
competency-based program standards and certifica-
tion requirements viable for us. They may not/would
not/should not work in other states. : :

-
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Appendix A

Program ‘Elemients Requlred by the
State Board of Education

1. A “’degree” component. A degree and/or certain
number of hours of training is set forth as a re-
*quirement for each type and level of certification.
(In Washington state, all teachers are requxred to
complete two levels of certification. The “initial”
certificate is granted on coripletion of ‘the pre-

~ service program; the "continuing’ certificate,

which must be obtained within seven years after .

the -initial certificate, is issued on verification of
competencies in the generic areas required at the
continuing level, completion of three years of expe-
rience, and completion of 45 quarter hours of
- course work beyond the baccalaureate degree.)
" This component addresses.the teacher’s need for a
sound general education and depth in a discipline.
2. An’’experience’’ component. The individual must -
complete specified field experiences during the
training program; these include observation,
* micro-teaching, tutoring, student teaching, intern-
ships, and/or other practica as required. Field expe-
riences provide the laboratory for one’s developing
competencies as well as a clinic for demonstrating
and testing oneself injthe role of teacher and one’s
ability to apply competencies in real settings: °

3. A “competency” component. Three categories of

competencies are set forthin the standards. A set of
generic competency areas is delineated in-which all
programs must address the development and as-
“sessment of knowledges, skills, and theoretical un-
derstanding relevant to those generic competency
areas. A second constellation of competencies is
subject matter-specific. These are to be delineated
by the appropriate specialized professional associa-
tion in collaboration: with experts from college/
university faculties, the school districts, and other
relevant groups. Finally, the consqrtium responsi-

ble for program design may supplement-this com- - -~

" ponent with additional or unique competencies it
deems important to the role as defined.
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PEP 100 Level Class
Competencies

‘Cognitive Domai

Students will: -
1. Be able to define termg related to the subject area.
. Understand and apply safety measures and princi-
ples appropriate to the activity.
. Know, understand, and apply rules and etiquette
appropriate to the activity.

4. Know, understand, and apply sound principles of

conditioning appropriate to the activity. ]
5. Know, understand, and apply sound mechanical
principles appropriate to the activity.

6. Know, understand, and be able to apply correct

procedures for setting up, adjusting, and maintain-
ing equipment required by the activity.

Affective Domain

Students will:
1. Actively participate in class.
2. Accept, at least while participating, the persons,
rules, situations, events, etc. which occur during
participation. :
Ask others for additional aid or information.
4. Accept, consciously or unconsciously, the role {or .
part) which is appropriate to the activity setting.
Accept that there are values inherent in theactivity. - .
6. Show sensitivity toward

a. own responsibilities in carrying out the activity,

w

w

*\\ b. helping others analyze their performance.

7. Attempt to identify their own ideas, feelings, or
“u:u\formation. concerning the activity. '
N\ 2
Psychomotor Domain
For the 100:level skills courses, students will:

~1. Imitate prf;scrlbed movement in a very basic man-

ner, but the\performance may be low (perceiving).
2. Execute the gross movement pattern which can be .-
repeated with sbme accuracy (pattermng) ’
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3. Utilize a movement pattern in a drill or practlce
stituation (adapting).

4.
cute a movement pattern with finesse and with
good form. There should be evidnece of mastery of

a movement pattern, a quahty performance (refin-

ing).

" PEP 300 Level Classes
~Competencies

Cognitive Domain

Students should enter with appropriate competencies .

from PEP 100-level courses. Students will:

1. Know, understand, and apply game strategy ap-

propriate to the activit

Be able to analyze an a %tmty or component of that

activity into sub-units.

Be able to make an adjustment within an activity so

each student can participate to his/her level of abil-

ity.

. Formulate a logical teaching progression for the
sub-units of that.activity.

. Be able to critique a performance of the activity '

Formulate a plan for the: 1mprovement of perfor-

mance as in #5 above.

2.

5

Not be required (but desired) to pass-course; exe- .

o

. 7. Be able to effectively. communicate principles,
knowledges, analyses, syntheses, strategies, and
critiques to others, e.g., teacher, peers.

\ -

Affective Domain

Students should enter with appropriate competencies |

from PEP 100-level courses. Students will:-

1. Utilize self-analysis as a performance tool.

2. Attempt toiidentify their own ideas, feelings, or

 information concermng the activity.

Accept the existence of a variety of

a, philosophical approaches to the activity, -

b. mechanical approaches to the activity. —

. Exhibit their values through their selection of (for
example) texts and materials, methods, emphases
etc.

3.

Psychomotor Domain -

Students should enter with appropriate competencieé‘
from PEP 100-level cqurses. Students will:

- Invent or construct unique or novel options in motor
performance. These may beé different ways of perform-
ing the same skill, extemporaneous-performances or

_.combining of learned movements into unique motor
designs new to the performer (varying, improvising,
composing; the creative processes).

-~
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Introduction \

We beO’.L\ work on this project with the proposition
that there must be many different ways to help physi-
cal education teachers learn to teach. That observation
is more,than a platitude about possible alternatives

and the powers of a pluralistic system. The proposi-

tion is a fact of immense significance because it permits
the exercise of special and compelling visions, the
utilization of unique constellations of resources, and?
the development of educative processes which yield
special strengths in their teacher products.

We also held, however, that certain problematic fac-
tors exist which are generic to all teacher education
programs. These factors may be prioritized differ-
ently, and certainly may be confronted through widely

" different program provisions, but in the end most of

.0

them must be accommodated in any system which is
to effectively work in the context of higher education.

Teacher preparation programs in physical education
generally have been-a low impact enterprise.” What
pre-service students learn while passing through
them makes little evident difference in their daily be-
havior once employed as teachers. Other powerful
mechanisms not associated with formal preparation
shape and maintain what physical education teachers
actually do.

Note: We wish to express our special appreciation to Dolly Lambdin of
St. Andrews School and the Univcrsity of Texas at Austin for her
invaluable assistance in rcwcwmg carlicr drafts of this study paper.

Her dual role as an active practitioner.and WQLkngca&hQLLﬁumLL_fgund that-"‘a

once again has proven to be a special strength: Where readers sense an
optimism about what can be accomplished within the hard constraints
of the real world, they have perccived her-influence. We also wish to
thank Kathlecn Higgins, now a Graduate Fellow at Yale University,
for the application of her cxpert editorial skills and unending patience

_in translating our ideas into a readable document.

u
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This arrangement, though certainly wasteful and
probably dysfunctional, is not especially surprising.

Programs for the preparation of physical education -

teachers are not fdesigned with particular reference
either to the nature of pre-service students or to the
specifications of the vocational'role which awaits
them. Instead, preparatlon programs always have

teacher educators and to the demands of the institu-
tions in which they serve.

The perennial search for approval by academic col-
leagues, the pursuit of rewards in the university com-
munity, the insistent urge to conform to already estab-
lished traditiojﬂs the enticements of new fashions in
the training of classrcom teachers, the attractive fan-
tasy of an idealized physical education conducted in -
the best of all possible gymnasia, a jaundiced and

- unreasonable pessimism about what can be accom-

plished to improve practice and program in the
schools, a romantic vision of preparation models
based upon elegant exercises in abstract logic, and
even the personal convenience of faculty members—
all have shaped what is ‘now done in the name of
pre-service teacher education. What real teachers ac-
tually do and believe in their roles, what pre-service
students actually learn to do and believe in their roles,
and what one set of role dimensions has to do with
others, are questions- which rarely intrude into the
process of designing, operating, and ‘evaluating prep-
aration programs.

Fifty years ago, sociologist Wlllard Waller watched
young teachers entering their school careers and -
-landmark-in-ene’s-assimilation-into-the-
profession is reached when it is decided that only-
teacherd are important’’. Socialization into the role of
teacher educator may involve a similar lesson, for

" preparation programs often reflect greater concern for
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~ been more responsive to the interests and abilities of -~
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the designers and operators than the raw material and
products. To permit the nature of pre-service students
and the real nature of teaching to become fundamental
arbiters for decisions about pre-service education
"Wwould violate our sense of priorities in professorial
life. It also would change beyond any recognmon the
way physical educators are prepared.
The substance of-this paper, then, reflects our dual
" concern for making undergraduate majors and public
school teaching the facts of first importance in pro-
gram design, and for confronting some of the most
troublesome problems which have bedeviled the pro-
cess of preparing teachers. The first step was to iden-
tify the primary factors which all teacher education
“designs (including-our own idealized model) have to
recognize. Then, given personal priorities as physical
educators and collective experiences in the operation
of teacher ed ucation programs, a model was designed

.

which represents(an alternative to the  typical ap-

proach to preparing teachers. The product a sub-

ject-matter-centered, preparation,program, is faithful-

both to what we regard as the proper content of physi-
cal education and a great deal that we know .to be true
about learning, teaching, and schools. Most impor-
tant, however, because it deals dlrtctly with.the dual
realities of- pre-service students and public school
teaching, the program is designed to provide more
powerful forces in shaping the behavior and commit-
ments of graduates.

Our sense of the constraints in higher education and
our personal histories as thoroughly socialized teacher
educators have served, no doubt, to deflect us from
‘holding perfectly true to all of our intentions, éven in
this idealized model of preparation. We hope, how-
ever, that more daring and creative colleagues will find
it possible to push beyond this first step.

The material to follow is divided into four sections:

1. A list of factors which constitute problematic ele-
ments within any teacher prepatation program, ir-

©

!
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respective of its resources. We have included this
material because all models, including the four pre-
sented at this conference, must confront these im-

placable demons or exlst only as playful abstrac-

tlf)ns

2. A bnef list of assumptions about teaching teachers
which we elected to hold in developing our propo-

. sal. This material is included because it gives some .

insight into the problems which received our
closest attention. - ,

3. A presenk tion of the subject-matter-centered pro-
gram, wit] bnefexplananons

4. A short ¢ osmg discussion designed to draw the

attention of the reader to particular aspects of the
proposal, and to anticipate some of the questions
which will be raised about its operation.

‘. The Problem Chart -

» :

The chart which follows is not intended as a list of all
factors to be considered in-the design of a preparation
program. This is a list of problematic factors which in

our experience have been the least adequately re- .
solved in most existing programs. In short, these are -

the endemic difficulties of producing good physical
education teachers. If the reader finds the table in-
complete, suggestions are welcomed foritsexpansion.

Because of the nature of the material and format

used for presentation, most readers will not wish o
read through the chart from beginning to end. Instead,
we suggest that you read the Index of Problems
provided below and then browse through the chart to
obtain a general sense of the content. Subsequently,
the chart can be used as a reference tool in consxdermg
particular program elements.

. 1
* 3
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f’robiem Chart for Professional Preparatibﬁ Programs

Ideal Condition -

?

Sample Deviation fr_pm ldLal
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1 Cofisequences of Deviation
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PAruntext provided by enic [l

Basic Problems in Program Design
1. Definition of Subject Matter
v Faculty members agree on a broad
definition of the subject matter
their graduates will teach. Expecta-
tions for'what pre-service students
~ must master themselves and learn
how to teach to others are reason-
ably consistent throughout the
program. ®

)

Pd

Faculty do not have a wotking consen-
sus on what constituteg ¥he subject
matter of physical ed#cation. Dis-
agreement is so fundamental that stu-
dents can not regard different visions
simply as possible alternatives. Sharp
differences in.priorities and content in-
cluded or excluded are reflected in in-
consistent and conflicting program ma-
terial.

"2 Definition’ of Good Teaching
Good teaching is defined in ex-

plicit, unambiguous terms. The _

definition is available to all, subject
—to.periodic review_and_used_as a
reference point for all decmons
about the program :

<

3. Use of Knowledge in Design

Design and procedures for opera-,

tion and evaluationof the program
reflect"what has been learned from
research on teaching, teachers, and
teather education. Specific effort is
made to acquire and apply knowl-
edge.int developing program com-
ponents

4. False Constraints

In designingand lmplementmg the
program, faculty remain open to
alternative means of accomplish-
ing) program goals and do not reject

“¥No serious attempt is made to establish’

a definition of good teaching to which

s~ all faculty can subscribe. Statements

-about teaching used in the program are
unclear, ambiguous, unrealistic, and

~ confusion and loss of,

\

Discrepant visions of the basic Subject
matter of physical education produce
uriclear or incongistent expectations for
student behavijor, particularly in prac-
ticum experiences. The consequence is
rogram impact.

o«

e
»

Individiial féEhlty_WorR toward dis-

Zrepant visions of effective teaching.
This pfoduces confusion and loss of
program impact. Some aspects of

teaching receive little or no_emphasis. ..

highly generalized. No single set of
qualitative/quantitative criteria is
.shared widely enough to be used in

determining program content or,
:

evaluating student progress.

. The literature on teacher education is

ignored. Only tradition, personal incli- -
trial and error, and abstract

nation,
logic serve as resources in deciding

how to prepare teachers.
Iy

Subject matter, program arrange-
ments, training strategies, and operat-
ing procedures are discarded from con-
sideration because "everyone knows”
they would not work. '

Because faculty do not agree in evaluat-
ing student achievement of pedagogi-
cal skill, "students receive conflicting
and ultimately destructive messages
about their progress.

Practices known to be-ineffective are

perpetuated. Procedures with a high -

probability of success are not utilized.

Useful alternatives are not available for
consideration. '

Alternatives for meeting program

needs are severely limited (largely to

traditional strategies), and inferior so-,

lutions are accepted as necessary.

promising ‘strategies_without a
trial. Judgment is suspended until
alterpatives have been attempted
and assessed in practice.

5. Integration of Theory and Practice
Pre-service students acquire
knowledge about physical activity
and play, ‘learn how to perform
play activities, and learn how to
teach physical activity and play in
ways which demonstrate and il-
luminate the relationships be-
tween those three domains.

Students enc_oun‘ter academic subject
matter, development of personal play
skills, and development. of teaching
skill in entirely separate experiences.
There is little or no opportunity to-inte-
grate knowledge, skill, and pedagogy.
Faculty in one area may be ignorant or
disdainful of content in other areas.

[N
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Students are left with the unreasonable
task of devising their own applications
of knowledge to performance problems

.and the process of teaching. Because

students do not perceive how what
they learn can fit together to aid under-
standing and suggest solutions to'prob-
lems, decisions about professional
practice are based on inferior sources.
Graduates may decide that knowledge
has little to do with practice. Physical
education loses respect in the educa-
tional community as a field without a
knowledge base to guide action.

a
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Sample Deviation from Ideal

. .

Consequences of Deviation

{ldeal Condition v

6 Program Sequence
The order in w_hrch students en-
counter courses and practicums is
the result of decisions about which
skills and knowledge constitute
entry requirements for a sub-
sequent program component.

I3 »

7. Specialized Preparation
Graduates who are to be desig-
nated as specialists and certified to
serve particlilar client populations
are provided with specialized
streams of study and field experis

“Problems in Entry, Progress, and Exit
8 Entry Points N

E

The program specifies parhcular
points at which students may enter
and provides treatment which is
appropriate to-the needs of stu-
dents entering at each point.

- 9.7"Progrc‘fs’s and Completion
Studénts who enroll in courses

£ skills have actuallv mastered those
skills. Minimum expectations for
achievement in all courses are
made explicit and consistently en-
Torced. Students who graduate can

- demonstrate mastery of all essen-
tial technical skills at a safe,

minimum level of competence. .-

N

10. Selective Retention

Students are encouraged and as-
sisted in self-selection into or out of
the program. When required, fac-
ulty take direct responsibility for
retaining only those students who
are suitable candldates for profes-
sional careers.

Q
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which demand particular entry

- Either chance or convenience deter-

mines the:order of‘rr\any-.progr;a‘m ex-
periences. Concepts which make sense
ohly after a practicum, are provided be-
_fore. Skills needed ta fully profit from a
field practicum are delivered after its
cor_‘ﬁpletion.:.

Graduates who will be designated as
. competent to work ata particular level
of school or to serve particular clients
.are offered only a thin scattering of
courses and subsequently may obtain

certification without substantial field

practice in the specified area. -

J

Students drrftkmto the Program at any

" pointand are permitted to omit impor-

tant program experiences or are re-
quired to repeat work accomplished
prior to entry.

Faculty have not identified the
minimum level of learning required for
o safe practice and do not immediately
and unambiguously identify  students
who fail to reach that.level. Students
continué to move through the program
as long as they accumulate the required
credits, spend the reqtired number of

" semesters and maintain the minimum

grade index. Long sequences of inferior
or incomplete learning-lead just as

" surely to graduation as superior

achievement. Nothing in either the
program'’s formal record or the process
of certificatign can discriminate be-
_tween the superior teaching prospect
and the program survivor.

Students are not confronted by signifi-
cant realities about tead@mg until late in

their program of studies when large in- -
vestments of time and money entrap -

them into continuing despite negative
experignce. Feedback from faculty cori-
cerning performance is minimal, dif-
fuse, or evasive. The program provides

no mechanism through which faculty-

can .exercise their responsibility for
screening out unsuitable candidates for
graduation and certification.

37

 Students are ill-equipped to learn effi-

ciently. The perpetual complaint ~If |
had only known . . .I” or "What is the

use of that?”” reflects the loss of pro-

gram impact consequent to poor prog-

_ression.

~

When graduates without adequate
training are passed off as prepared to
render professional service, everyone
suffers. Employers are misled, clients
are deprived and endangered, the
graduate has been cheated and, ~uti-
mately, -the program has been de-

©

valued. . -

Students forced to waste time in repeti-

tion lose motivation and respect for the -

program. Students who appear in
courses or practicums -without entry
skills disrupt the training process and
waste faculty time. Students who skip
program experiences may be ‘in-
adequately prepared. ' -

Students regarded as inadequaté by
the entire faculty nonetheless become
eligible for costly and sensitive field ex-
periences simply because they have
been passed with marginal grades.
Such students may even graduate be-
cause there is no serious review of
overall competence. The use of credits
rather than competence as the currency

of program operation makes rational

placement impossible.

.

Students graduate and seek jobs al-
ready knowing that they will not find a
satisfying career. Students graduate
and obtain positions even though the
entire faculty may regard them as in-
competent or even dangerous to their
clients. ™ : )
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Ideal Condmon

Sample Deviation from Ideal

11. Interrupted Pr’eparafxo;x
Students who
studies aresassisted ins making
plans for o derly’departure and re-
turd with a minimam of disruption
in professional growth and prog-

‘ress toward graduation.
. L}

1
o2

,512; Placement -

Students who show special prom- .

ise for advanced study are guided
into, approprlate opportumtles
Faculty members act vigorously
.and in concert to influence the

placement of promising graduates.
in positions which control the qual- -
ity or availability of field expen—,

ences utilized by the program.

Follow-up and Support of Graduates
.Contact is retained with all
graduates and those entering
careers in education are followed
with special care. Whenever possi-
ble, faculty visit graduates and
provisions are made to offer them
special support services when
needed

Despite the fact that a substantial and

growing number of students leave all .

preparation programs, they are re-
garded as aberrant. No plans are made
to ease the process’of re-entry. Per-
sonal development .is needlessly
penalized by absence.

Graduates with limited or infe‘rior po-
tential compete for positions in local
programs on equal terms with
graduates’ of exceptional potential.
Local programs. persist in hiring physi-
cal education personnel primarily in

" terms of coachmg ability. Graduates do

not continue their development as
teachers because they are not directed
to and sponsored for programs which
provide excellence in appropriate
forms of graduate study.

Nobody knows how many graduates

. sought or obtained jobs in education.

There is no way to contact recent
graduates; many just disappear. No ef-
fort is expended to make graduates feel
that they are important to the program

-and worthy - of special treatment,and

support.

Problems in Program Operahon and Development

14. Program Monitoring and Evaluation,
The faculty has reached a working
consensus on what constitutes
successful operation of the pro-
gram. Process and product indices
of program health have been iden-
tified. Individuals or committees
responsible for overall program
operation have regular access to
~  feedback about execution of pro-
gram activities. Efficient proce-
dures collect concise information at
regular intervals from each course
and practicum. Feedback mcludes
information about which program
objectives have and have not been
achieved, what problems have
been encountered and
changes have been made or rec-

ommended. Periodic evaluation of |

this information provides the basis
for program revision.

15. ResourcelCommitment Balance
" Periodic evaluation and monitor-
ing make it possible to maintain the
three factors of available resources,
number of students enrolled, and
program commitments in a rea-
sonable balance.

what

- Nosingle person or group really knowsv,'

what is going on in the program. In-
formation can be obtained only by spe-
‘cial effort, usually in a crisis situation
such as program review or accredita-

tion. Courses change, whole compo-

nents fail to achieve their intended ob-
jective, important changes are recom-
mended, but no procedure exists to in-
sure that someone sees the whole pic-
ture. Because there is no agreement on
how to judge the adequacy of program

' operation, no one has more than an

impressionistic notion of the program’s
quality.

a2

N

The program operates in a perpetual

state of tension as too many students

are admitted, or available resources de-
cline, or the faecylty initiates training
experiences whi¢h absorb more re-
sources. :

‘gram quahtzl

Consequences of Deviation

Students who interrupt their studies
make poor decisions about departure

* and re-entry with consequent frustra-

tion and waste of program resources.

%

N

The best products of the program fail to
achieve their full potential. Local
schools are staffed with personnel
who, because they possess inferior
teaching skills and little or no potential
for the supervisory role, have only lim-
ited or no utility to the program. Local
programs of indifferent quality fail to
gain and hold public favor—creating a

‘negative climate for operation of the
preparation program.

Opportunities to assist the further pro-
fessional development of graduates are
missed. Potentially important re-
sources are lost to the program through
neglect. Vital feedback about product
performance is_ignored. The program
flies blind without information on job
placement-and market conditions.

The sense of faculty control-declines as
each person becomes less sure of what
is happening outside his or her own
area. The absence of qualitative feed-

. back deprives the faculty of both moti-
‘vation \and the substantive basis for

progranmis, development. Overall pro-
is not sustained or im-
proved, and'may decline. It is impossi-
ble to provide convincing evidence of
program success even when jt is
achieved.

Faculty are overextended and become
fahgued less effective, or embittered.

“Students receive inferior opp()rtumhes

to learn because of program’ restric-
tions. Necessary economies make de-
velopment of new training procedures

s impossible.
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1deal Condition

Sample Deviation from Ideal
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Consequences of Deviation

16. Flexibility Vs. Orthodoxy
Faculty are sensitive to changes in
the needs or characteristics of their
pre-service clients, in what is
known about teaching or teacher
education, and ih market demand
for graduates. Prompt change is
made in the program when new
needs or opportunities occur. In-
timate contact with schools permits
some prediction and anticipation
of changing demands.

‘ ProBiems Involving Faculty

17. Faculty Consensus and Comnutments
Faculty have arrived at a working
consensus about the core of essen-
tial program goals. Even though

they may take vigorous exception

to particular points, "in'dividual fac-
ulty members are committed to

. supporting all program actions de-
signed to achieve jointly agreed
upon goals.-

18. Models of Professional Behavior

Q

Teacher educators exemplify what ‘

they exphcate Students see in ac-
tion the vdlues espoused in the
program. There is high congruence
between program means and its
ends. :

19. Realistic Oplmnsm

. Faculty have an ophmxshc view of
whata strong teacher can-do to im-
prove school practice and pro-

- . gram. Tempered by an intimate
and_ current knowledge of school
conditions, this optimism helps
graduates feel responsible for ac-
complishing realistic reforms. -

20. Faculty Development’

Provisions -are made to assist fac-

ulty in developmg,new competen-
cies needed when the program is
expanded or revised. Faculty ac-
cept the necessity for performing
different tasks as the program
evolves. The use of outside re-
sources and exbj)ert assistance in
upgrading faculty skills is a routine
and accepted procedure.

RIC
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Faculty members ignore social changes
which call for program adjustment.
Change is‘threatening to faculty secu-
rity. The established way of doing
things is cherished and protected even
when dysfunctional. Faculty are
caught off guard by the changes in their
own students which easily could have

- been noted in the schools a generahon

earlier.

Faculty- do not sharé a common set of
program objectives and no effort is
made to negotiate a compromise which
permits consensus and group com-
mitment. The "voting majority’ simply
exerts its will without effort. to per-
suade or accommodate members who
hold other positions. Actions are taken
which individuals can’t support.

Humanistic goals and methods are
idealized in faculty rhetoric while pre-

service students are subject to rigid, in-

sensitive, and depersonalized ele-
ments in the program.

N\

Faculty take a position of t(}tal pes-

simism about: the possibility of\indi-
" vidual teacher action to stimulate’

change. The world of work is portrayed
as an alien environment with im-

- penetrable resistance to reform. Alter-

nately, faculty may inspire students
with reformist zeal without providing a

clear’sense of the limits of individual -

efforts, or accurate information about
the barriers to change in educational
institutions.

N >
\

Faculty members expect to continue in
exactly the same role they assumed

when hired: No effort is made to assist '

faculty confronted with the need to re-

tool for new assignments. Even the in- -

timation that faculty members might
profit from expert assistance in upgrad-
ing some of their teaching or research
skills is resented and rejected. Faculty
development is a stopgap measure
taken only -after problems have dis-
abled the program. '

Discontinuities develop between the
world as it is and the world as it is
pretended by faculty. Opportunities to

serve new needs or attract new re-

sources are missed. Students experi-
ence disassociation from the world of
real professional practice.

a

W

Some faculty members feel alienated
from the program and their colleagues.
Divisive behaviors emerge and mem-
bers of the minority fail to support or
even may actively undermine efforts

they do not approve.

Pre-service students learn that action
and ideals have no necessary relation-
ship in education.” In turn, what they

"do to their students will not be an-
- chored in an explicit and examinable
system of belief. Self-improvement is -

impossible under these conditions:

Students are alienated from thé world
of which they must become a part.

~They are encouraged to accept what

they find in practice and program be-
cause they have not been encouraged
to believe that change is possible. Al-
ternately, they attempt naive and ill-
considered reform and when rebuffed

by school realities become confused .

and” dlsc0uraged Ultxmately, such
naive graduates become cynical expo-
nents of the status quo who regard

their preparation experiences as having

been an irrelevant exercise in wishful
thinking.

Program development is restricted by
rigid definition of faculty roles. Faculty

lack the time or resources needed to

master new knowledge or skills, but .

nevertheless are pressured into ser-
vice. Faculty who-might provide
superior service to the program fail to
73 s0 because assistance is not
provided in developing their abilities.
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Ideal Condition

Sample Deviation from Ideal

Consequences of Deviation

21. University Scholarship
Where university status demands

that the teacher educator perform

scholarly functions in addition to
teaching and -professional service,
the program accommodates and
supports this activity. Special ef-
fort is expended in encouraging
young faculty to establish career
patterns of productive inquiry.

Problems Involving Pre-service Students

22. Pre-socialization Effects
Faculty are aware that entering
pre-service students already have
fully formed value systems and
deeply entrenched ideas about the
nature of teaching, schools, stu-
dents, and physical education. Stu-
dents are assisted in becoming
-aware of this and helped to exam-
" ine the consequences of what they
believe about physical education
(see #32):
23. Academic Ability
The program makes realistic ac-
commodations to the actual level of
ability and achievement repre-
sented in the population of pre-
service students. Faculty are pre-
pared to start "where they are”.
-Students are assisted in remediat-
ing’ deficiencies in’ sub;ect matter
and study skills. Students are
helped to understand and accept
 the fact that both remediation and
", extension/repetition of learning
experiences require longer time to
reach completion.

24. TeachingiCoaching Commiitments
Faculty members are fully aware
that many pre-service students re-
gard coaching as their primary vo-
cational goal. Lack of commitment
to teaching physical education is
dealt with in open and positive
“ways. \

25. Socialization Effect of Student Culture
Faculty carefully monitor . the
group-determined perspectives
held and transmitted by students
within the program environment.
Attitudes that are dysfunctional to
program gohls are vigorously con-
fronted.

_lnqufry is considered to bé a personal
enterprise unrelated to the interests of
the program, colleagues, or students.
Productive faculty are expected to carry
a full load of professorial responsibility
and pursue research interests on their
own time and at their own expense.
Young faculty facing tenure review are
the most heavily burdened with teach-

"ing and service expectations.

It is assumed that whatever students
know or believe about physical educa-
tion is learned in the program. Deep
conflicts between program demands

and the lessons of prior student experi-

ence are ignored or regarded as aber-
rant. No effort is made to alter values or
conceptions which will impede growth
toward professional status.

Faculty are ashamed or defensive about
the comparative impoverishment of
academic skills in many pre-service

-students. Adjustments in program’

schedule, teaching methods, and ex-
pectations for achievement are not
made, often out of fear of “lowering

standards™. Students are allowed to be-

lieve that any extension of required
program enrollment beyond normal
- time to completlon is unfair and unrea-
sonable.

.

Faculty ignore the priméfy orientation
of their students to the coaching role
and pretend-that learriing how to teach
is everyone’s primary interest.

The powerful socialization influence of

student culture teaches new students*

what really mattefs in the program,
how pre-service students should think
about preparation and the careers be-
yond graduation, and what kinds of
behaviors are acceptable in the training

context. Some of the perspectives fos-

tered within student culture are in seri-
ous conflict with central presumptions
of the program.

40
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Tenured faculty are unproductive be-
cause intrinsic rewards are inadequate
to motivate 'the extra required effort.

" Young faculty must rob their personal

lives, neglect their teaching, advise--
ment, and professional service func-
tions, or simply move on when refused
tenure.

Students feel forced to give lip service
to ideas and values which are belied by
their own experience. Without resolu-
tion, these conflicts remain to confuse
students about fundamental issues
even though they appear to make satis-
factory progress through the program.

Learning is made inefficient by failure
to make realistic accommodations to
student ability. Failure to deal with re-
mediable deficiencies leads to unneces-
sary drop-outs. Students think poorly
of themselves and faculty feel frus-

~ trated and discouraged when students

do not live up to expectations for
academic achievement. :

Students are unresponsive to efforts to
prepare them for teaching careers. Poor

" motivation leads to poor achievement

and frustratiori for everyone. Faculty
are seen as out of touch with the real
interests and aspirations of their stu-
dents.

Students quickly acquire attitudes,

values, and behaviors which are con-
trary to their best interests and the
goals of the program. Faculty igno-
rance about this level of program func-

tion fosters a sense of separation be-

tween “us” and “"them”.
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Sample Deviation from Ideal

N Consequences of Deviation

26. Passivity vs. Responsibility
Pre-service students take an active
and responsible partin the conduct
of their own education. They per-

" form specific functions in the oper-
ation and development of the pro-
gram. Student responsibility
grows as they proceed through the
program. Instructional, tutorial,
and supervisory tasks are assigned
as students become ready for these
roles. Faculty are active in helpmg
students make the transition from
the student roie to the teachmg
role.

27. Stages of Student Concern

The fact that students enter the
program with sharply different
primary concerns is well under-

- stood by the faculty. Much pre-
liminary effort is expended in iden-
tifying and coping with these pti-
mary student concerns. Program
tasks are sequenced in terms of a
developmental model of profes-
sional growth.

28. Love of Active Play :
All graduates place a high, positive
value on active play. The fact that
they enjoy partncnpatlon in sports,
dance, and exercise will be evident
to their students as a model of the
“active lifestyle.

29. Personal Fitness

All graduates place a high, positive
value on personal fitness for an ac-
tive lifestyle. Their attention to
maintaining personal health and
specific capacities needed for work
and play will serve as a model of
commitment to and informed con-
cern about personal fitness.

-basic health principles,

Students are largely passive with re- /(

gard to the program and completely
dependent on faculty for all significant -
decisipns concerning their preparation.
Pre-service students learn that com-

" pliance is the appropriate behavior for a
‘subordinate client. Faculty are unwil-

ling to share significant responsibility
for any aspect of program operation
and remain threatened by student par-
ticipation in evaluation of program

~

* quality.

The student's personal concerns are

considered irrelevant to program func-

tions. Training tasks often are out of
phase with the student’s level of pro-
fessional development. What the pro-
fessor thinks is of vital importance is
not what concerns the student at that
point in time.

v

Some pre-service students do not like
to play or engage in physical activity.
Self-conscious about their bodies or
their motor competence, anxious about
competition, uneasy in ambiguous or
uncertain situations, or threatened by
the fantasy element in play, such stu-
dents may acquirea high level of skill in
both-‘motor performance and pedag-
ogy, but their fundamental distaste for
exercise and play is evident.

Some pre-service students have poor

habits of personal health, inadequate
physical capacity for skill acquisition in

‘activity courses, or an evident attitude

of unconcern for the physical image
which they will project to their clients.
Students may graduate still ignorant of °
uninformed
and uncritical as consumers of prod-
ucts related to health and fitness; and

~ uncommitted to a life- -long regimen

appropriate to their fitness needs.

Problems Related to Program Content: Motor and Analyhc Skills -

30. Play Skills

Graduates can play with reason-

able competence and demonstrate
the key elements of basic skills ina
wide range of play activities.

RIC
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i

Students acquire playing competence
in only a few activities, or fail to master
basic skills in the activities which they
will teach.

41

N
o

The program is deprived .of the valu-
able contributions which could be
made by pre-service students. Stu-
dents are deprived of an opportunity to
practice skills vital to their professional
dévelopment. Rigid definition of sub-
ordinate/superordinate roles within the
program prevent the emergence of
rich, intense, and significant relation-
ships between faculty and students.

Because students are repeatedly re-
quested to learn things which seem in-
consequential when compared with
their real concerns, motivation and
consequent achievement are poor.

As teachers, these students will be un-
able to model the active lifestyle which
displays the personal joy and deep-re-
wards of motor play. The negative in-
fluence they exert on the lives of their
students will be subtle and thus par-
ticularly destructive. S

As teachers, these students will be un-
able to model .thé ‘advantages and re-
wards of a personal fitness program.
Such teachers are unlikely to convince
others to believe that successful par-
ticipation in a play activity is always
possible at the price of the required fit-
ness level. Such clients remain forever
limited by a rigid definition of their ca-

" - pacity.

Unprepared to perform a reasonable
range of teaching assignments,
graduates have difficulty obtaining
employment. As teachers these stu-
dents provide inferior instruction and
their clients fail to learn sufficient skjll
to enjoy the actnvnty




Ideal Condition

Sample Deviation from Ideal

Consequences of Deviation

31. Perception’ of Movement

Students can see individual ele-
ments of movement within com-
plex performances, They know
how to accurately observe and
have had extensive practice in the
skills of movement analysis (see
#39).

The program provides no attention to
the task of develpping skill in observing
motor performance. Students obtain

- only vague or highly general impres-

sions wheén they watch complex
movement. They are unable to pick out
specific elements within a motor pat-

- tern. Their reports of movement are

often inaccurate..

i

- Problems Related to Program Content: Values..

32. Clanﬁcatmn of Values
The program y.ovides opportumty
for students to identify and clarify
their already existing values about
critical elements in physical educa-
.~ tion (for example, play, competi-
tion, cooperation, freedom, com-

* pulsion) (see #22)."

33. ‘Program Value Commitments
The program faculty share strong
commitment to particular value
positions in physical education.
The program is designed to-influ-
ence what students feel and believe
about several miatters of 'vital im-
portance to physical education (for
example, racism, sexism, and
elitism in the gymnaslum)

Students are not aware of thelr values

" in areas central to the teaching role. The

program does-not provide the kind of
sensitive, expert help needed to con-
front personal attitudes and 'their con-
sequences for behavior.

The program is not noted for espousing
a particular commitment on important
issues in physical education. Faculty
regard it as inappropriate to attempt to
influence the personal beliefs of pre-

service students. Faculty either have'no

strong convictions or display conflict-

‘ing values about what is desirable in

the gymnasium.

Problems Related to Program Content: Skills of Instructional Des:gn

34. Preparing Educational Objectives

The' program provides extensive-

opportunity for students to iden-
tify, select, and articulate . educa-
" tional objectives. Studénts under-
stand the importance of having -
clear objectives and can use them
in a variety of formats as the basis
for designing instruction. Faculty
consistently use behavioral objec-
tives as the basis for planning and
evaluating courses. and - prac-
" ticums.

. 35. Designing Instruction

ERIC
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The program provides opportunity
to acquire theory and practical skill
in the planning of units and les-
sons, designing learning environ-
ments, and selecting instructional
-methods. ¢

Students have only a hazy conception
of the possible objectives for physical
education. They often confuse ends
and means -and have difficulty com-
municating their . educational inten-’
tions to others. The objectives of pre-
service students are so vague as to be
useless in designing instruction.

.
'

The program provides only piecemeal
exposure to the elements of instruc-
tional design without integration ‘or
serious opportunity to practice the

skills involved. Students have no sense :
of . how educational intentions, cur- '

riculum content, teaching method,
physical environment, and evaluation
fit together.

Ka T
~I
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Students are unable to assist learners
through the provision of accurate feed-
back. Incorrect analysis impedes the
process of correction and skill de-
velopment. :

Lacking clear and specific information
about what they believe, students are
unable to examine their professional
behaviors in terms of their intentions.
Their work as teachers betrays confu- .

_sion and inconsistency.

Graduates perpetuate destructive prac-
tices in physical education simply be-

. cause they have had no opportunity to

develop a clear senge of personal values

- ‘on these issues.

Instruction not based on clear and
explicit objectives is often a random
collection of activities which do not
move the client toward desirable ends:
Teachers without sexplicit objectives

- may select activities simply to fill the
. available time. Because administrators

perceive the lack of clear and believable
educational intentions, physical educa-

-tion loses priority in planning and im-

plementing school curriculum.

’

As teachers, graduates must operate at
half power because they are unable to
organize and control the full range of
factors needed to produce a. powerful
instructional design.
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Ideal Condition

Sample Deviation from Ideal

Consequences of Deviation

36. Maintaining Congruence of Objechms
and Methads
The program provides opportunity
for students to practice creating,
implementing and evaluating in-
structional units which reflect con-
sistent relationships between ob-
jectives and the methods of teach-
ing employed.

37. Managing Instruction

" The program provides opportunity

for students to practice the skills

required to efficiently manage

learning activities., Graduates

make maximum use of available

‘time and waste llttle on housekeep-

mg

Influencing Learner Behavior

The program provides both theory
and extensive practice in the skills
of influencing human behavior.
Students have command of a rep-
ertoire of skills with which toinflu-
ence what learners do. Graduate$
can maintain good class order, deal
with deviant behavior and elicit
_ high levels of cooperative student
. behavior. . -

§

38.

39. Recognizing Learning Problems

The ‘program provides extensive’
opportunity for students to acquire ’

knowledge of the most common
problems in learning basic skills.
Students can readily recognize and
diagnose the causes- of incorrect
performance. When correction is
appropriate, they can draw from a

variety of intervention strategies

(see #31).

40. Evaluating Learning

The program provides opportumty
for students to acquire and practice
the skills used in monitoring,
measuring, and evaluating the
achievement of learners. Students
know how to follow ¢lient learning
on a daily basis as a means of mak-
ing regular adjustments in instruc-
tion. Gyaduates know sophisti-
cated plterngtives to letter grades
© and understand the limitations of

terminal evaluation.

Practicum experiences tend to focus ex-
clusively on narrow technical questions
of instruction rather than attending to
basic matters such as the gatch be-
tween educational intentions and ac-
tual giecisions about how to teach.

Pre-service studerits do not learn how

to utilize time-saving methods. Their
clients spend excessive time on tasks
other than learning.

The progtam centers primarily on the

“content of lessons and desirable ar-

¢

rangements for mstructlon without giv-

ing equal attention to specific methods

teachers can use to alter.student behav-
ior."Topics such as reinforcement,
shaping, and modeling are’left at the
theoretical level and not translated into
tools for practice. Graduates do not
know how to obtain desired student
behaviorand in consequence, have dif-
ficulty with class discipline, motivating
effort, and ehcntmg posmve orms of
student interaction.

Students acquire personal skill without
also obtaining msight into the prob-
lems commonly encountered by learn-
ers. There is little opportunity and no
encouragement to practice-the skills of
diagnosis and corrective intervention.

«

/’ -

Students associate evaluation with test-
ing and all testing with- terminal grad-
ing. They do not learn to view evalua-
tion as a continuous Source of student
feedback .and teacher guidance. Stu-
dents do ngt know how to select and
administer tests. There is no opportu-
nity to .practice the design of teacher-
made measures, develop performance
charting systems, communicate
achievement information to learners,
involve students in self-evaluation, or
use test data to revise instructions.

Students employ méthods of instruc- ’
tion which produde effects directly con-

trary to their intentions. Because they

are not sensitive to this problem they

are often ineffective without knowing

why.

i

The classes of graduates are filled with
meaningless activity such as waiting,
moving equipment, role-taking, lining
up, unproductive teacher talk, and
off-task student behaviors. Students
practice less, learn less, and have less
satisfaction with what they receive in
physical education.

Graduates attempt ineffective or ineffi-
cient methods of influencing their stu-
dents’ behavior. They find themselves
in the tlangerous position of not know-
ing exactly how to get students to do
what they want. If learned by trial and
error on the job, these vital teaching
skills will be bought at the price of great
frustration and personal trauma, if they
can bé acquired at all. '

'

g .

4

Because they are not uble to anticipate
learning’ problems, graduates are inef-
ficient in designing and implemenﬁng
lessons. Failure to recogmze and cor-
rectly diagnose problems in perfor--
mance makes it difficult to facilitate
learning. Lack’of appropriate interven-

. tion stfategies makes it impossible.

‘r.

-

When student clients don’t achieve
significant skill learning, physical edu-
cation loses credibility as a school sub-
ject.

Graduates use tests inappropriately or
inefficiently. Client achievement can’t

- serve as a resource for motivating effort

or assessing teaching effectiveness. In-
formation is not available for planning
better activities. The teacher may be
unaware that little or no real ach|eve—
ment actually occurs. o =




Ideal Condition

Sample Deviation from Ideal

Consequences of Deviation

41. Self-cvaluation )
The program provides pre service
students opportunity to practice
the skills needed to assess their
own teaching: Self-monitoring and
correction of their own behavior
through the use of empirical pro-
cedures are regponsibilities ac-
cepted by all graduates of the pro-
“gram. )

42. Skills for Changing the School
Students are provided with a rela-
tively sophisticated understanding
of power and influence within the
education system. They acqitire
and practice snmple skills for induc-
ing change in Kthe school setting.
Graduates are inclined to believe
that with patienceand careful work
they can improve physical educa-
tion by changing how the school op-
erates (see #45).

. 43. Instructing Special Students

" The program makes adequate
provision for students to work with
clients having special needs.
Graduates have learned methods
of instruction adopted to special
learners and practiced some of
them in clinical settings (se¢ #44).

The progrém does not emphasize per-
sonal responsibility for effectiveness.
Students believe that the learning of
their clients is largely under the control

of external factors rather than the spe- -

cnﬁckﬂure of their own teaching. .
Models of self-evaluation are neither
presented as program content nor
modeled by faculty.

" Pre-service students have no real idea

of who controls what is in the schools or
how to influence the way things are.
The program makes improvement of
practice a revisionist assignment for
graduates, but neglects to equip them
with the tools required for this difficult
and delicate task.

Pre-service students never have en-
countered students with special needs.
They have not practiced the skills of
integrating special students into the
learning activities of a regular class,
and are ignorant of the demands man-
dated by federal statute with regard to
educatlon of the handxcapped '

Problems Related to P.ogram Content Knowledge

44. Knowledge About Learniers
The program provides opportunity:
for students to acquire factual in-
formation about learners: their
growth, development, characteris-

~  tics, and educational needs. Both

ERI

courses and practicums are de- .. ..

‘signed to sensitize students to the
differential impact of age, sex, cul-
ture, and physical-capacity on

" motor learning and play. Students
understand the general nature of
emotional, cognitive, and physical
limitations and how they impact
the learning process.

45. Knowledge About Schools
The program provides opportunity
for students to acquire factual in-
formation about the school as a'so-
cial, political, and economic in-
stitution. Students develop an ac-
curate picture of the roles played
by various individuals in the school
community. Courses and prac-
ticums are designed to make stu-
-dents sensitive to the differential
impact of community "environ-

ments on the nature ofschools (see

. #42).

Aruitoxt provided by Eic:

The program does not differentiate

among types of learners and is not de-
signed to provide encounters with a
wide variety of clients. Students must

.depend upon their own limited experi-

ence to cope with differences in their

either the possibilities or limitations in-
herent in different developmental
stages, cultural backgrounds, or-ability
levels.

[y

Students have little information about

how schools really operate or why they
are the way they are. Acquired largely
from experience as students, their un-
derstanding of roles and relationships
in theschool is incomplete and dangcr-
ously inaccurate.

29
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clients. Students do not understand

Graduates do not struggle to improve
their effectiveness as teachers. Lacking

- skills in the use of methods for self-

evaluation, they must rely on the in-
frequent and often ineffective assis--
tance of supervisory personnel.,

Graduates are first confused and then
overwhelmed by the complex and
seemingly impenetrable nature -of
power relationships in the school.
After abortive attempts at changmg
thmgs they retire from battle and com-
plain that improvement is impossible
because “that’s how it is in my school”.

Graduates are unable to effectively
cope’ with mainstreamed students.
They fail to meet the needs of special
clients and are urable to represent
physical education in-the process of de-_
signing individualized education pro-
grams.

Students simply do not know what
their clients are really like. They will
often inappropriately project their own
experience in learning motor skills onto
clients who have Quite differentcharac-
teristics and needs. Physical education
which is not appropriate to the indi-

" vidual learner is inefficient at best-and

destructive at worst. o

\

. Their unsophisticated views of social

and political relationships within the

- school and between school and com-

munity leave graduates unable to make
sense out of much they experience in
daily work as teachers. Because they
are unable to identify sources of control
for various school functions, graduates
are deprived of much potential influ-
ence over decisions which 1mpact their
work.



Ideal Condition

Sample Deviation from Ideal

- 46.. Knowledge about Pedagogy

‘ Pre-service students have oppor-
tunity to study pedagogy as an area
of theory and substantive knowl-
edge. They are aware of alternative
models for the instructional pro-
cess, current topics of debate about
_effective teaching, and recent re-
search- Wthh bears upon their
work.

{

.

47. Knowledge from Social and Biological
Sciences
The program provides opportunity
for study in sciences which are
foundational to exercise and play.
Pre-service students acquire a
broad background of information
concerning the structure and func-
tion of the human body, the place

of sport’in society and thée social

and psychological meaning of play
activities.

48. Education in the Liberal Arts

The broad and liberal education of
each student is held as a responsi-
bility shared by the program
Skilled individual guidance is
provided in course selection. In-
tegrity of the liberal arts compo-
nent_is protected and supple-
mented by program-related re-
quirements. .

49. Knowledge About Careers in Physiral

Edducation

The program provides information
about careers in physical education
which is current, accurate, com-
prehensive, and carefully articu-
lated to decisions which pre-
service students must make-

o -
v

The program provides“ only general

maxims about good teaching, and

: training in task-specific methods. Pre-
- servrce students remain 1gnorant of

‘both the body of research concerning
pedagogy in physical education and
the rich resource of theoretical models
which integrate knowledge about

- teacliing.

Students remain dangerously ignorant
about the 1mpact of éxercise stress on
body systems. They are unable to intel-
ligently talk or read about the systems
which subserve vigorous movement.
In short, graduates are uninformed
about the stuff with which they will

.. work throughout their careers.

-~ Faculty devalue the general studies

core and provide inadequate assistance
in course selection. Experience in other
areas of ludic expression are neglected.
Program components are designed to
compete with liberal studies.

Students have unrealistic notions

about the nature and rewards of careers

in teaching. They have little factual in-

formation about alternative careers in

physical education.
*n

Pryblems Related to External Articulation of the Program

50. Local Influence of the Program

Faculty retain close contact with
" physical education in local set-

tings. Practitioners regard faculty
. members as competent in profes-
sional matters and use thcm as re-
sources for information or special
skills.

Faculty have no contact with local pro-
grams. They lack credibility as experts
in teaching practice. They are regarded
as critical or threatening figures who
lack a realistic understanding of school
problems.

R

closely related to their daily work. They
will be unable to resist the powerful
forces of school socjety which teach the
primacy of personal'experience and in-

_formal exchange of folklore in attempé-

‘tween the program and the

ing to understand teaching. Systematic
inquiry will be seen as futile and teach-
ing outcomes as capricious and myste-
rious.

Graduates .will have no appreciation
for the significance of play in human
experience or the elegance of design in
human motor systems. They will be
unable to provide their own students
with accurate information about exer-
cise and play. They will lack informa-
tion vital to the design of training regi-
mens.

Graduates are ignorant in whole areas
of the human heritage. They are dep-
rived of the joy and meaning found in
art, music, history, and science. What-
ever their professional competence,
they have an- inferior education. As
teachers, these graduates will not
interact on equal terms with the rest of
the school community, thus increasing
the isolation of physical education from
the-main stream of education:

Graduates, disappointed by the
realities they dis Jver in the schculs,
become another statistic in the dropout
rate for young teachers. Some stay in

the program when they could have.

selected other, more satisfying careers.

Faculty are unable to exert positive in-

fluence on policy and practice in sites
needed for field experience. It is dif-
ficult to establish the cooperative rtla-
tionships needed for quality control in
practicums. Students sense a gulf be-
"real
world”.

v
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Consequences of Deviation

- 51. Involvement of Significant Others
Individuals whose interest are im-
pacted by the operation of the pro-
gram or the nature of its products
‘are consulted and involved in de-
sign, operation, and evaluation.

'

52. Ins[i!u!ional'Complemcntarf’ty

Rational planning is used on astate .

or regional basis to insure that
needed programs are encouraged,
duplication is avoided and, func-

tions are placed where they cru

best-be supported.

The program is designed and operated
without the advice or participation of
people who have interest in the process
or the products. Faculty in foundation

- subjects and other preparation pro-

grams, local practitioners, school ad-
ministrators, pre-service students, and
graduates are placed in the position of
powerless outsiders. :

Programs are expanded- into areas of
preparation already served by other in-
stitutions. Programs are initiated with-

out realistic appraisal of whether re--

sources are adequate to meet long. term
needs. Programs are retained which
are not cost-effective.

o

Problems Related to Practicum Experiences

53. Practicum Expericnees: Logistics
The number .and types of prac-
ticum sites are sufficient to meetall
of the program’s training needs.
Available experiences include a
wide variety of types (field intern-
ships, micro-teaching, simula-
tions, on-campus teaching, and
\  pecr teaching). Faculty are in a po-
\ sition to create artful combinations
» of experience in which the factors
Qf expense, time,
eCQloglcal validity are traded in log-
ical*patterns.
N
54. Praduum Erpemnccs Quality Lvn-
frol
What students encounter at most
N practicum sites serves to reinforce

many of the values expressed in

the program. Much of what they

: see is.congruent. with what they’

have learned. ™. Cooperating

teachers are aware of program

goals and attempt to provide con-

- gruent learning opportunitics for

pre-service students.

55. Prmmum Experiences: lndiz’ki‘zilmliz-
ing :

The program provides a \arlotv of

practicums which permit ;,raduakl

. a%ignment of responsibility at a

pace consonant with the develop-

control, and-

The number of accessible sites is in- -

adequate to absorb all of the pre-service
students who require™practicum expe-
riences at any one-time. Students have
too much exposure to a single type of
practicum. Students may have no op-

-purtunity for practical experience at

crucial points in thelr deyelopment.

Sites do not provide models of desir-
able program or teacher behaviors.
There is little or no opportunity for stu-
dents to practice the skills urged by
program training. Practitioners pro-
nounce ~rogram goals to be unrealistic.

Supervisory faculty are not sensitive to
the developmental status of the indi-

- vidual pre-service student. Uriform

_ing capacity oflthe individual stu- .

“dent.

Q

ERIC
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expectations for teaching performance
often demand too much too quickly, or
too little too slowly.

‘Many students never

Inferior decisions about program are
made when important sources of in-
formation and expertise are ignored.

_lndividuals who control needed re-

sources are uninformed or alienated.
The program is isolated from the envi-
ronment in which it must operate.

o

Scarce educational resources are
wasted through duplication and ineffi-
ciency. The quality of new physical
education teachers is impaiied because
existing programs- are not adequately
supported.

Vital field experiences‘are'?estricted in
number -and kind. Without practice,
teaching skills are inadequately de-

veloped and without reality testing,

students are left unsure or overconfi-
dent. Visitor. saturation may produce
negative reactions in practicum. site
personnel. Significant program re-
sources may be diverted into place-

" ment of students in sites distant from

the immediate area.

Pre-service students experience sharp
dissonance between the content of the
preparation program and what they
experience in the real world of work.
This results in confusion or discrediting
the vision of physical education es-
poused by program faculty.

The student’s progress toward mastery
of the teaching role is disrupted by the
disenchantment of unchallenging
routine or the disabling anxiety caused
by demands which exceed capacity.
‘achieve a safe
minimum level of conipetence in basic

" teaching functions. When graduated,

such students are a lethal threat to the
program and to their clients.

-
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Limitations and Assumptions

In the program described in the next section we did
not attempt to deal with any of the following matters:
inservice teacher education; preparation of non-
teaching personnel; generic teacher education re-
quxrements mandated by state iaw, general core re-
quirements peculiar to each institution; required study

in the educational foundations peculiar to some in-'
stitutions; preparation of undergraduates for graduate

study in a discipline; state or regional accreditation or
certification requirements; the approval of faculty col-
leagues in academic disciplines; the study of académic
disciplines in physical education as Liberal Arts.

The proper test of the utility of this model is not
whether or not it could be implemented, intact, in an

existing college or university. The more appropriate-

question is “do elements in this approach to teacher
preparation seem better designed to deal with the

atux{ﬁ of pre-service students, the reality of teaching,
and the historic problems of preparing teachers, than
other ways of attempting that task?” If the answer is
"yes”, then the exercise has been worthwhile.

Listed as a set of competencies, all of the possible
expectations for the role of physical education teacher
constitute an impossible set of skills for anyone to

master. Likewise, listed as a series of problems, all of
the difficulties ¢ricountered by teacher preparation
programs constitute an impossible set of demands to
confront perfectly with any program design. Con-
sgquently, if the first task for a teacher education fac-
ulty is to establish some sense of order and priority in

* the multitude of possible expectations which could be
-held for their-students, then the first task for the pro-

gram designer is to determine which of the many
problenis must be-confronted most directly. The fol-
lowing list of assumptions reflects our priorities as we

began the task of building the subject-matter-centered
. program. Some of these assumptions receive direct

ERI
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support from the research literature, and all were dic-
tated by our experience as teacher educators.

l. Play activities in the form of sport, gamles, dance,
excrcise, and outdoor activities are the subject
matter of physical education. ~

2. The primary purposes of physical education in
the schools is to help students master the subject
matter and to increase their tendency to engage in
physically active play. *

3. Development of commitment to the task of teach-
ing and the shaping of teacher values are the most
xmportant tasks of professional preparation.

4. The interests and cababllmes of faculty constitute
a primary limitation on what can be accomplished
within any program design. Their consensus on

basic questions in physical education is essential if

“a program is to function effectively.
The school as a social institution and the role of the
teacher within the school are primary realities
which must guide the design of preparation.

13.

47 -

14.

6. Pre-service students entering teacher preparation
are often racist, sexist, among the least able in
‘academic skills, pursuing-a secondary career
choice, . primarily interested in coaching, not
committed to teaching, and often motivated by
concerns other than career preparation. :

7. Pre-service students must learn and practice spe-
cific skills for changing the behavior of their
clients. Teacher propa;atlon is in part, a tralnlng
task.

8. Teaching is more than the process of instruction.

Pre-service students must also be prepared to per-

+ form important executive and mterpersonal tasks
as well.

9. Much of the cognitive content required for prepa-
ration should be embedded within the subject.
matter of physical education (physically active
play). Performance skills, instructional skills, and
foundational knowledge should be learnegd con-
currently. This will presume activity courses which
include bath academic and pedagogic content and
which make extensive use of closely articulated
self-instructional modulés in a learning center.

10. To the degree possible the program should em-
ploy capital-intensive technologies with self-
paced learning and quality constant standards as
the vehicle for instruction. Labor-intensive uses of
faculty should be restricted to the subject matter

core and practicums.

11. There must be regular and substantial opportunlty
for intensive, mutual involvement of faculty and
stadents in the subject matter of physical educa-
tion. Joint engagement offaculty and students in
active play should be a formal part of the program,
as should joint examination of values and social
concepts embedded within these play experi-

ences.

12. ;There must be carefully directed opportunities for
examination and clarification of personal values,
particularly those related to interpersonal rela-
tionships in play and teaching. Within this con-
text, and throughout the program, the faculty
must espouse a single coherent position, with re-
gard to sexism, racism, motor elitism, and multi-
culturalism.

Knowledge from exercise science and social sci‘—
ence as applicld to sport, play, and the process of
schooling must be communicated early in the pro-
gram sequence.

Performance skills must be developed beyond'the
introductory level and must cover a range of ac-
tivities appropriate to the level and type of teach-

ing certificate to be sought. ‘

. Practicum experiences must be a part of many
program components, whether through service in!
on-campus physical education, the importation of
learners for use in micro-teaching, use of peer

’5) a
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teaching, simulation activities, or field work in
schools or agencies. :

16. Identification of learning problems, practice in ob- |
servat\ion and analysis of movement,.and the use
of ‘interventions for correchon should be part of
every activity course.

. 17. Graduates must be prepared to provide effective

service for a wide variety of clients, including
- mginstreamed specnal education students.

18. The cooperating teacher is the crucial actor in the
process by which neophyte teachers learn “"how-
to-do-it” in the school environment. If they are
“not specifically working to achieve program goals,

they will work’ ‘against. the intentions of the pro;

gram.

19. While the time constraint 1mposed by the four-

year undergraduate program must be accepted as

a given in program design, some students cannot

graduate without substantial work beyond. 8

semesters, and others should have the option of
"an earlier exit from the program.

. A Subject-M)atter—Centered Model

Since we have argued that the subject matter of
physical education is motor play activity; it is logical

~ that a program designed to prepare teaching profes-
sionals in this subject matter should be designed
“around activity courses. What follows, then, is a cur-
riculum model in which organizing centers are physi-
cal education activities, where curriculum as a course

- of study is defined primarily by a series of activity-

oriented experiences.

Assumptions about important elements to which
program models must respond require us to.examine
curriculum at two levels other than that of a ’formal
course of study”’. -Curriculum can also be viewed at a
sysfemlc level as the effects of the _entire physical,
socjal, ‘and academic setting upon individual de-
velopmen}‘ Thus, from the macro-perspective, some-

thing can be said about the contexts within which the .
model should be operated. Still another view is that of

the “functional curriculum”, the degree and manner
to which the individual student interacts with sub-
ject matter during the formal course of study. At the
level of this micro-perspective, a common agendum

_ for all courses within the model program will be advo-
cated. :

- The-purpose of this section is to descnbe lhe pro-
gram as a course of study, to identify the organizing
centers, to explain certain features which might run
contrary to the ways in which university programs
ty pically function, .and to show how the model reflects
our sense of appropriate attention to the priorities of

> teacher education in physical education and the prob-

lematic elements to which all programs must respond.
The model does not attend to general college/

o . Cod

Aruitoxt provided by Eic:

Subject Matter as Organizing Centers

48

university requirements, general professional study
requirements, or electives. Aga', this is not because
we view these matters as unimportant. Rather, it is
because we understand that the physical education

_ 4 unit is but one of many faculty groups which exerts

influence over the broad components of under-.
graduate study. In consequence, the unit can affect
such componenits only marginally, anid then only over
fairly long periods of time. Thus we have chosen-to
fecus on that part of the collegeluniversity experience
which most easily can be controlled by physical educa-

~tors, the requirements®or the physical educatian
major within the physical education unit.

The particular version of the model shown hert is
designed for a physical education major requirement
of approximately 50 semester hours, distributed across
7 semesters. While numbers of academic credit hours
and semesters/quarters available are potential con-
straints, with ap propriate expansion or reduction, this '
model could be implemented for either a four- or
two-year program. The table which follows displays
credit allotments for each course assuming a seven-
semester distribution. ‘

Nine features of the model will be explicated to
anticipate certain questions and to stimulate others.
"The nine features follow: :

1. The use of physical ediication activities as orgamz-
ing centers for the currlculum

2. The intensive Entry Core experxence for all maJors

begmnmg the program;

The Learning Center; . .

The faculty/student Continuing Ser.unar;

The physxcal education Activity Sequence;

The common agendum for all teachers in the activ-

ity sequence '

The Initial Internship; .

The Client/Context Seminar accompanying the

Culminating Internshxp,

9. &he creation Ff an influence system designed to

shape studen

'F’\S"r‘“.@
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Perhaps the most striking feature of the curriculum
model is that the organizing centers are physical edu-
cation activities, i.e., itsis subJert -matter-centered. Ex-
cept for the activity fosi in the Entry Core, we have left
the activities unidentified so as not to prejudice the
conferees with personal preferences. When it is recog:
nized that the Entry Core includes four activities, and
that students then proceed through a five-semester
sequence in which they enroll in eight more activity-
centered courses, then the degree to which the model
is subject-centered will be appreciated.

. 2

Entry Core

The Entry Core receives 12 semester, hours .credit
and acts as the initiation period for the student enter-

“

commitments, beliefs, and values. ~._
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Table 1. A'subject matter-centéredphysical educatidn teacher education model..

\

Entry “ } | Physical Education Major Entry Core-(12)*
Semester * Activities: Outdoor Pursuits, Fitriess, Football, Movement Fundamentals’
. \, ®
Entry + 1** Activity A Activity B Faculty/Student Learning
Beginning "\ Beginning Continuing ~Center (2)
Level (2) _ Level (2) Seminar (1)
Entry + 2 Activity A ' Activity C Continuing Learning
Advanced Beginning Seminar (1) Center (2) .
Level (2) . Level (2) '
Entry + 3 Activity D Activity C Continuing - Learning
Beginning . Advanced »  Seminar (1) Center (2) ,
Level (2) . Level (2) :
= \ . M
Entry + 4 Activity D ‘Initial Internship (4) Continuing Learning )
’ Advanced . . Seminar (1) Center (2) * .
Level (2) . " i
R DN
Entry + 5 . Activity E Activity F . Continuing Learning
~ Beginning ‘Beginning Seminar (1) Center (2)
o Level (2) Level (2) '
Entry +6 Gulrginating Internship Client/Context Seminar (2)

*Credit hours. *
**First semester after completion of Entry Core. )
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ing the major program. It is designed to be intensive
and intimat# so that faculty and students can form a
foundation of relationships which can be built uponin -
subsequent semesters. The activity foci in the Entry,
Core are Outdoor Pursuits, Fitness, Football, ({

chosen because they appear to be particularly
well-suited for beginning articulation of the knowl-.

- edge base foundational to physical education with the

subject matter itself. For example and these are meant
to be suggestive rather than’exhaustive, the personal/
existential dimensions of/sport and sport instruction
can:be explored fruitfully through wilderness ac-
tivities. Fitness activities can be tied neatly to the study

. of exercise physiology and kinesiology. Football, in all
~of its international forms, 'repreSg_nts a series of ac-

tivities through' which to examine the socio-cultural
implications' of subject matter. Finally, Movement
Fundamentals and Educational Gymnastics lend

" themselves to a host of foundation areas including

ERSC
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human development, motor development, movement
analysis, aesthetics, and others.

The Entry Core would also be used to introduce
students to the major pedagogical features of the cur-
riculum, namely the Activity Sequence, the Continu-
ing Seminar, the Learning Center, and the Practica.
Each of these elements, which appear more distinc-
tively as the program develops, are embedded in the
Entry Core. Since physical educatxon activity courses
are appropriately viewed to be within the “’laboratory”
rather than the “classroom’”’ \nfiguration in univer-
sities, they typically- warrant two contact hours for
each credit hour, thus making 24 contact hours poten-

-
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" Movement/Education Gymmnastics. The activities were -
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tlally available for the Entry.Core. This time should be -

”blocked” so as to provide flexibility in scheduling
various activities.

-

Leammg Center -

Throughout the program, capital intensive methods
are utilized to help students acquire cognitive content,

“while labor intensive' methods are devoted to skill .

‘acquisition, practicum experiences, and shared
faculty/student experiences.! The capital intensive fea-
ture appears in the program as a five-semester, con-
tinuous Learning Center involvement for two credit
hours each' semester. Major content is hierarchically
sequenced and fitted; as much as possible, with the
activities being offered during any given semester.
‘Most of what is typically taught in physical education

: major courses (professional and disciplinary) is pro-
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grammed through the various technological resources
of the Learning Center. Clearly, the'lecture isa.method
eschewed in this model.

The Learning Center utilizes explicit, self-paced
learning modules with clear objectives, appropriate
learning aids, and criterion-referenced standards em-

'Labor intensive simply means that the task depends on competent
people and the time they spend directly engaged in performing the
task; generally, the more people available and the more time spent
on the task, the better the outcome. Capital intensive, as used here,
simply means that the task depends on a substantial initial invest-
ment in the form of space, equipment, learning programs, and
system design, followed by an operational phase in which the
outcome depends on the quality of the initial investment, rather
» than extensive use of competenl people and their time.

[N
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ploying frequent mastery-checks for adequate student

- feedback on progress, status checks for faculty coun-

seling, and summative information for program rede--

sign. Faculty involvement in the Learning Center is
primarily that-of instructional design with on-call

" tutoring and discussion leadership where appropri-

e

ate. While it might be ideal to program much of this
mategial on ‘a PLATO learning system, there are

numerous less expensive models.available including

the Ketler Method, auto- tutorial materials and CBTE
systems, all of which havebeer thoroughly tested and
found compatible with the model proposeéd here. The
Learning Center is meant to be a place (more about the
kind of place it should be will be indicated later). It
should be open often, particularly at times convenient
to students. While this requires some staffing, we do
not believe it necessarily requires professional in-
volvement on a regular basis.

Continuing Seminar

The Continuing Seminar is that time when faculty
and students are directly and intensively involved in
the subject matter together, i.e., they play together.
This might take the form of intra-program intramur-
als, learning a new game together, outdoor adventure

© experiences, orany of a host of other relationships that

are possible within the play context. This also is a time
when they may talk together in ways thatare designed
to minimize the hierarchical relationships that develop
between faculty and students, a time to explore per-
sonal values regarding sport, competition, practice,
ethics, and related issues.

The Continuing Seminar is a regularly scheduled

. part of the curriculum. It is not extracurricular. It is
"designed to be a 2-3 hour block, perhaps on a Friday

o

morning whenstudents and faculty gather together to
take part in planned educational experiences, just as a
drama faculty might together with students produce a
play, or a music department might together with stu-
déents perform as a band, woodwind quintet, or a jazz
enyemble. Skill development is not to be neglected
here. The experience is seen as a natural variant of the
major organizing centers, the activities of physical
education, and as such receives one credlt hour per
semester.

'. Activity Sequence

The Activity Sequenceis most likely to be definéd by
specific activities' that together constitute the subject
matter of physical education. Thus, one might find
courses in badminton, swimming, lacrosse, gymnas-
tics, team handball, and others. But, it is conceivable
that certain courses might be defined by some broader
composite label such as.outdoor play, which might

.include hiking, camping, climbing, and orienteering.

Or, certain activity courses might more appropriately
be defined through a client focus, such as games and

dance for the young child or fitness activities for spe-

cial populations. Regardless, a primary feature of the
model is that the major defining focus is activity and
that performance skills, instructional skills, and re-

" lated foundational knowledge will be learned concur-

rently within these activity-oriented experiences
[n the 'version of the model shown in the previous

figure there are six activities taken subsequent to the -

Entry Core, in which there are four-activities. Thus, a
student preparing-in this version would complete

minimum of 10 activity experiences (more mlght be
taken through elective options). Activities A, C, dand D

~ are studied through the advanced level for two con-

the beginning level. only. Thus, this version of the

-secutix;nsemesters. Activities B, E, and F are taken at

model ensures fairly skilled performance and instruc- -

tional skills in a minimum of seven activities (including
those in the Entry Core) and begmnkng level skills in
three others which, taken along leth capabilities
which many students have at program entry and
others acquired through elective options, suggests

_that the graduating student would indeed possess a

broad range of performance and instructional Skllls
much more 50 at least than is typically acqulred
through many current. program models.

Common Agendum

1t is in the Activity Sequence that the functional
curriculum is attended to--directly, where certain
codicils are adopted which affect the degree and na-

"ture of contact the individual student has with the

subject matter in the course of study. It is important
that the program act as a faithful model-for the

- pedagogical philosophy embraced by'its rhetoric and
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evaluated as its intended outcomes. To achieve a

strong modeling effect, a common agendum is pro-’

posed for the Entry Core and subsequent activity se-
quence. 'Designed and exécuted as the common obli-
gation of all program faculty, the common agendum
here is defined from the student perspective and for
our version of the model appears as follows.

For each play activity the student must:

1. Learn to perform all skills and master all playing
conventions at the beginning level.

‘2. Make substantial progress on intermediate skills
and assimilate higher order strategies.

3. Learn to identify appropriate educational goa":_ls

and learning progressions for successful learning

based on client characteristics.
4. Learn how to organize and manage instruction so
- as to optimize client interaction with the subject
“matter within a nurturant class climate.
5. Learn to recognize and analyze common leagging
problems at individual and systemic levels.

6. Learn a repertoire of intervention strategies spe-
cific to the learning problems and an analysis of
their causation.
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7. Learn the téchnology of the activity (equipment,

of a general ‘professional course requirement. The Be-

\\ N

aids, facilities, and resource materials).

8. Learn the specific safety and fitness demands of
the activity, including a variety of training regi-
mens appropriate to different clients.

9. Learn the nature and status of the éctivvity in con-

trends, place in the school curriculum). A
Practice planning instructional skills in a prac-
-ticum. 3 - i

Practice social interaction sﬂdl[s in a practicum.

10.

11.

" This common agendum, althdSugh defined from the

student butcome perspective,/clearly implies that the

- Entry Core and Activity Sequence must be taughtin a

manner that is congruent with the intended outcomes,
i:e., nurturingclimate, sUcce;;s-.orieny’ted progressions,
high rates of time on task and experience with a wide
range of corrective interventions. . '
‘Duringany given semestér, faculty teaching courses
in the activity sequence must also be thoroughly famil-
iar with the tasks c0ncur/[rently programmed in the
Learning Center, be they modules on legal liability,

"characteristics of the physically handicapped, expla-

nation and application o/f biomechanics to movement
analysis,” or methods of criterion-referenced mea-
surement in the schools. Tasks programmed in the
Learning Center will be designed so that certain as-
signments require students to utilize what they are
doing in their activity sequence to complete the as-
signments. Faculty will also integrate the ‘Learhing
Center_matf'erkials with daily work in the activity se-

- quence. |

Continuing Seminar N

During anx giver semester, majors will be at differ-
ent levels in ‘the program, depending on when they
completed the Ent;‘y Core. But, the Continuing Semi-

‘nar is for the entire faculty and stulent population,

wherever they\might be in the program or whatever
their assignment Pﬁght be for that semester. While
certain experientes in the Continuing Seminar might

be designed fors dents/f"écixlty who arein a particular
(that s, a tournament for students -
2 semester, ora New Games

part of the progr
and faculty in the'Entry

temporary culture (who plays it, when, where, -

experience and discusgion for those working in the

erience is primarily intended to be
ig[ level and to provide program-
;(culty and students. C

Entry Core), thee

shared at the syst¢

wide integrationﬁsf
réﬁ

v

p
ship
- During the Ent{y‘/ + 4 semester there is a Beginning
Internship ina sclJ/'ool'Or agency setting. This does not

suggest that this will be the first reality experience for

Beginning Inte

. the pre-service t 4cher. Practica of some kind are to be

associated with the Entry Core and each of the activity
sequence course§. In many institutions the student
would also have had an early'school placement as part

Qo
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" shaped in the Beginning Internship, but the experi-
ence can be-used in subsequent semesters to breathe

“sport club,.introduce a new activity, utilize a new

. | . . ,
. ously, as we have done, the notion that commitment

ginning Internship is designed to provide a more éx-
tended and intensive physical education teaching ex-
perience at least two semesters prior to the Culminat-
ing Internship. Not only can teaching skills be further

life into the Learning Center activities in a way that
much better prepares the student for the important
culminating experience of full participation in the
teaching role. For both internships, the major is as-
signed to a public school teacher or agency profes-
sional who has been specifically prepared to serve as a
change agent in directions that are congruent with
program goals. This person becomes a clinical teacher
educator in the most real sense and is the major source
of influence in this important drama. University
supervision is viewed as back-up, on-call service
oriented to the practitioner/teacher educator, who as-
sumes the primary responsibility for the intern.

Client/Context Seminar

The Culminating Internship is accompanied by a
Client/Context Seminar, the primary purpose of which
is to help the int_ernPetter understand the nature of the
school as an institution, the forces which foster or
prevent change in education, and the skills necessary
to be an effective change agent. The Client/Context
seminar should include clinical faculty whenever pos-
sible and should be linked to the internship in a mean-
ingful way, for example, by having as a major project
the creation of change in the practicumsite, i.e., starta

teaching method, or employ community resourcesin a i
different way. An alternative project, equally well- /
suited to the purpose of the seminar, wou\lc\:l be for a /
cluster of interns to undertake a participant‘observa- f
tion study of some aspect of the working school soci- ;
ety. - : i ’ [

Systemic Influence ,

While the proposed model might accomplish much /
if implemented only at the course of study level, and -
perhaps even more if the :%gsal were attended to at
the level of the functional curritulum, the model can-
not achieve its full potential unless attention is also
specifically directed to the systemic level, the degree to
which the contexts' of the program as‘a whole are
designed to effect change in those who come.in contact
with them. This is particularly true if one takes seri-

to the task of teaching and the shaping of teache
values are high priority items in teacher education (sé
Assumption 3). The “’school” was once routinely ¢x- ™
pected to influence students’ beliefs in certain difec- N\
tions. A few private schools and colleges still attgmpt

to do that today, although a vast majority of educa-
tional institutions have withdrawn fromall pretense of

|

|
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effecting change af the systemic level, partially be-

3

that many ditferent models miém be developed which

;%—ea‘usﬁﬁs-cﬁmhovghﬁwbmreaﬁsﬁt‘an‘d’pa’rt’i’a‘l‘ly ;

because it is-sometimes thought to be improper. We
feel that such influence is nd} only realizable and ap-
. propriate, but essential as well. Teacher education
programs must operate at the systemic level if they are
"to make a significant impact on their graduates.
While it is no doubt true that we know less about
. how to effect change at the systemic level, we suspect
‘that there might be widespread agreement about some
‘necessary|pre-conditions for programs to exert influ-
ence over student commitments and values. The Con-
tinuing Seminar is clearly an intended effort to exert
such behavioralinfluence through deliberate attention
to program context. The following additional sugges-
tions are offered as other kinds of arrangements that
seem to be reasonable pre-conditions for exerting sys-
temic influence(they are illustrative rather than
exhaustive): o "

1. Physical education faculty and majors ought to
share a common locker room space that is reason-
ably. well-appointed, appropriate to professionals
and pre-professionals involved together in an im-
portant preparation process.

2. A student/faculty lounge should be provided for
informal meetings and as a gathering place.

3. Adepartmental library/study room (perhaps as part

" of the Learning Center complex) should house cur-
rent professional periodicals and other items of in-
terest both to faculty and students.

4. If possible, a s\t\gdent/.faculty lunchroom should be
- developed and maintained as a pleasant place to
meet and share time.

!
5. Students and faculty should attend professional
meetings together as part of a planned pre-
professional socialization process.

To expect that student values will be changed with-
out some sense of shared intimacy and mutual respect
is unrealistic. If the program does indeed, as we
suggest it should,-openly espouse value positions on.
sexism, racism, motor elitism, and multi-culturalism,

" then these places and times of shared intimacy are

probably more potent change settings than the more
formal settings of class discuission and Learning Cen-

'

ter academic tasks. -

Discussion

We have attempted to define a set of primary ele-

. ments that all teacher education programs must attend

Q

‘to, and to suggest a model vhich does indeed attend to
them whilelalso reflecting vur-personal convictions as
physical educators and teacher education specialists.
The model we have developed is consistent with our
understanding of the subject matter of physical educa-
tion and our knowledge about the realities of prepar-
ing teachers. We must reiterate our strong conviction

RIC
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“are” alsoconsistent with the set of reality constraints’
identified. While it is.intriguing to examine the model
more closely and to respond to questions about it, we
also encourage that attention be directed toward the
asstmptions on which it is based and the reality con-
straints to which it responds. As a result of careful
readings by colleagues and questions asked by con-
ferees, the following issues are explicated more fully.

Y

Program Evaluation

A professional preparation program centered upon
the subject matter of physical education would be no
more and no less difficult to evaluate than other train-
ing models. Process evaluation would deal with

.. measuring the degree to which a given institution was
successful in maintaining the general environment of
systemic influence and the requisite mechanisms for
the program’s operation. Some of those conditions
and mechanisms are explicitly made in the preceeding

description; while others are implicit in the problem

chart and list of assumptions. Product evaluation
would be concerned with the exit characteristics of
graduates as well as with their subsequent-employ-
mentand performance records in the field. Evaluation
of this latter type hinges on the intentions of the pro-
gram as expressed in the objectives which shaped its
design and guided its operation. To the degree that the
subject-centered model is a generic proposal created
with the primary intention of increasing program im-
pact, without specification of program objectives, dif-
ferent institutions would be expected to employ dif-
ferent criteria.for product evaluation. These standards
would reflect the particular dispositions of the resident
faculty. To the degree that the'modé!g proposed in this
paper reflects a particular set of concerns, presump-
tions, and commitments (those of the three authors), it
is possible to identify some of the broad standards
\W\hich would be used to evaluate success or failure for
thi ‘\Earticular version of the model. Assessment of stu-
dents.exiting the program and follow-up of graduates
would give priority to four clusters of characteristics:

1. Mastery {(subjc'ut matter (see Assumptions | and 14,
as well as Rroblem Chart items 1. 28-31). '

. Commitnzeht%\f@clm:g (see Assumptions 2, 3, 6, as

well as Problem &Q:t items-24, 32—)33, 38).

3. Possession of a repertol \of:cdagogical skills, practiced
and secure at the safe minimwgn level required for begin-
ning professional practice (sde Assumptions 7, 8,
15-17 as well as Problem Chart\lte\ms 2, 34-43, 46,
53-55). , - d .

4. Realistic knowledge about professional roles, workplaces,

~and clients (see Assumption 5 as well as Problem
Chart items 19, 22, 42, 44-45, 49).

In each of these clusters it would be necessary to
identify behavioral indices through which to assess
student achievement. Some of these measures would

2
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be as obvious and straxght forward as a sport skills
- test. Others might be as subtle and indirect as the use
of a semantic differential test to record changes in the
connotative and denotative meanings assigned to sex
and race related concepts in the motor play setting.

Faculty

As 'suggested in Assumption 4, the interests and
capabilities of faculty members constitute the primary
limitation on implementing any program design. The
“problems presented for.faculty in the operation of the
subject-matter-centered model are not different from
the generic difficulties hoted in the Problem Chart
(17-21). What is different lies in the strenuous de-
mands for faculty consensus in designing and imple-
menting such a program. At every point the assump-

"tion has peen made that’jindividual members of a fac-

ulty can come to working agreements on sensitive and

~often controversial educational issues. Given this, it is

clear that recruiting new faculty with skills and dispo-
sitions particularly attuned to the program would rep-
resent a far less important strategy than staff de-
-velopment procedures designed to help existing fac-
ulty form themselves-into a community with the ap-
propriate range of skills and shared value commit-
ments. The technology required for such development
activities is in common use throughout the business
world, government, and other areas of education.
Even in an economy of scarcity, the cost would not be
prohibitive provided faculty development was held as
the first priority in creating an effective program.

Specialization and Options

As indicated in the section which lists the limitations
imposed on this brief program description, no attempt
has been made to deal with the question of non-
teaching options. The subject. matter was specifically
selected with teaching physical education in"the

-~ schools as the training goal. Other prog%am objectives:

ERI
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(for example, preparation for professnonal positions
involving adult fitness, or the study of sport as a liberal
arts approach to undergraduate education) would in-
volve both distinctly different subject matters and dif-
ferent assumptions about the nature of program influ-
ence. ‘
Whether any p~orti0n of the subject-matter-centered

model would be helpful in planning nbn-teaching op-

tions is beyond speculation. There are two questions
concerning specialization within the model, however;
which.demand consideration here. First, could the
model accommodate the specialized preparation re-
quired for teachers at elementary, middle-schodl, and
secondary levels? The answer is that all three should
easily fit into the model given appropriate adjustments
in the content of the Activity Sequence and the Learn-
ing Center. Second, can the model accomodate the
preparation of coaches for interscholastic athletics?
Here the answer must be qualified in terms of the
dcfinitim\givon to the coaching role.
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In the broadest and best sense of coachmg as teach-
ing in an educational program which extends the pur-
poses of physical education, the model is an ideal
setting for the preparation of coaches. For the many
graduates who will find employment in the dual role
of teacher/coach, the values and commitments which
are central to the program should be invaluable in
avoiding the serious forms of personal conflict and
program’ dysfunction which so often accompany the

.dual voeational arrangement.” Inthe narrower sense

which defines the coach as a highly skilled technician
without commitments either to education goalsortoa
unified ‘school program of play education, the pro-
gram would be dysfunctional, wasteful, and entirely
inappropriate. .

Learning Center

The Learning Center houses all of the substantive
content normally found in courses for the major stu-
dent. The knowledge base for this model is different™
than but not less than that for a traditional or a
discipline-oriented program. Content would draw on

“disciplines such as the sociology of education and in-

structional design in addition to relevant.materials
derived from physical education sub-disciplines.
Since the'Learning Center utilizes self-paced learning
modules as a primary instructional format, it is con-
ceivable that each student could have a slightly differ-
ent program, reflecting differing needs and interests.
Certainly, the modules completed by a major specializ-
ing in elementary physical education would differ
markedly from those completed by a student inter-
ested in secondary certification. '

Horizontai articulation in any given term between
experiences in the Actlvxty Sequence and modules
completed in the Learning Center would be mediated
by activity instructors who would be familiat with the
Learning Center program. This articulationwould be
further enhanced by having Learning Center assign-
ments that would be completed through experlences
in the Activity Sequence.

Horizontal articulation is made easier by the fact that
the entire substantive content of the major program
can be vertically articulated in the Learning Center.
The total material for the major would be sequenced
hierarchically and programmed in small modules
without the need to worry about “courses”.

Afterword

From the beginning, the completion of this assign-
ment has been a labor of love. There has been the fun
and warmth of working with valued colleagues, the

satisfaction of rethinking our collective experience as
teacher educators, and the job of creating a new vision
which might free us from some of our most painful
constraints. Many might wonder, as did several con-




ferees in Chicago, how much playfulness entered into

" the design of the subject-matter-centered model. In

other words, just how serious are we in propdsing this

model as an alternative for the preparation of physical
education teachers? This deserves an honest answer.
The title of the paper, and thus the'name given to the

model, makes perfect sense to us. But, we must also -

confess that it was selected as a bit of good fun. Our
___colleagues in the academic discipline-tiketo-thinkof
themselves as stewards of the real subject matter of
physical education and in this bit of earnest- folly make
themselves natural targets for such leg- pulhng Aside
from the fun we had with the title, all ¢lse _was seri-
ously taken. The model is offered as our best and most

honest appralsal of what would constitute an appro- .

priate strategy to reform the nature of teacher educa-
tion in physical education.

In the final analysis, we suspect that many in our

profession might agree with our analysis of what.is
thought to be important and necessary in preparation
for effective professional practice in physical educa-
tion. Yet we also sense that many who might so agree
would also have serious doubts about both the pos-
sibilities and the proprieties of teaching and measur-

ing these knowledge, skill, value, and attitude objec- -

O
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tives in a formal preparation program. Physical educa- ___

tors are not alone in this dilemma. In counselor educa-
tion it is widely known’ as the Krathwohl-Carkhuff
Paradox, the notion that there are certain skills, par-
ticularly in the affective domain, which while neces-
sary for successful practice are either impossible to
achieve.or inappropriate to explicitly state and deliber-
ately teach in training programs.

Itisfor this latter reason that one Ought to carefully
separate arguments that are directed toward “’can it be
done” from those that are directed toward "“should it
be done’”. The "’can it be done’’ arguments are easier to
deal with simply because they are amenable to both
logical and empirical evidence. The "shouid it be

: done “arguments are much stickier. Nonethélesa, they
need to be raised and raised quickly. A recent%Tmze
article heralded the demise of schools in this culture
and one educator has characterized our fesponse to -
the present crisis as “’shifting deck chairs on the
Titanic”. We are convinged that physical ei'lucation in

* the public schools requires dramaticimprovement and
the best way (perhaps the only. way) to c%.ange the

nature of physical education in the schoolg is to im-
prove teacher education. Itis to thatend thatithis effort
was directed.

2
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Introduction -

The Kinesiological Sciences program was designed

to satisfy a need. It was felt that physical education in

. general, and the Physical Education Department at

Maryland in particular, were not offering the breadth
of service of which they were capable. We were turn-
ing away a large number of students who wanted to
study our subject matter but had no desire to train for
teaching in the public schools. It was the conviction of
some of our faculty members, therefore, that our sub-

ject matter must serve in a capacity beyond that of

" preparing students for a single occupation. Just as

R
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music may be studied forits own sake and for teaching
it, the “human movement sciences and sport” have
much to offer as a core around which a basic bac-
calaureate education can be fashioned. Thus, the pro-
gram which resulted was designed to impart to the
student a scholarly understandmg of the human being
as an individual, engaging in the motor activities of
daily life which serve as an expression of his/her physi-
cal and competitive natures.

No carefully designed curricular model was con-
sulted when the program was originally organized.
We conceived of our-approach to be the development
of a curriculum which identified human movement
and sport as the subject matter core and set about to
bring together the then presently available courses as
well as new onesto cover the knowledge base as best
we could. No special decisions were made as to
whether or not our approach was to be cross-
disciplinary vs. interdisciplinary. We sxmply orga-
nized a plan whereby the University’s resources, out-
side and within our department, could be utilized in
an intelligent manner to satisfy student and faculty
interests. If such a classification of our curriculum
were required of us today, the only reasonable re-
sponse would be that it demonstrates both characteris-
tics; we primarily believe it is a cross-discipline ap-
proach. :

Definition of the Field called Physiéal,’/Education ‘

Physical education is that field whpse body of
knowledge focuses upon and is derived from the
study of human 'movement, exercise, gport, and the
curricular practxces and methods of teaching this sub-
ject matter in a public school setting. Although it hasa
long history of use, our feeling has been that there is
nothing sacred in the name'Physic7 Education. On

- the contrary, its use as an umbrella/term to broadly

describe our ever-changing field is becoming less and
less appropriate. Consequently, if some better name

“could beadopted, it would appear appropriate to iden-

tify separate but related curricular paths which lead to
separate baccalaureate degrees rfather than the ac-

.cumulation of a series of options under one degree

designation. Thus the teacher preparation program
would continue under the name Physical Education
whatever the new umbrella term for the department
might be. Others, with different aims and thrusts,

would be labeled to identify their special natures. Qur

Kinesiological Sciences program is an éxample of such
a separate bachelor’s degree program.

Definition of the Field called Kin'esiological Sci-
ences. Within.the broad definition given in the pre-
ceding paragraph, we. have partitioned a subfield
called Kinesiological Sciences which limits its focus of
attention to the human movement sciences and sport.
In partitioning out the inyolvement with pedagogical
matters, significant additional time is available to pur-
sue and emphasize disciplinary approaches to the sub-

_ject matter and provide increased elective flexibility. -

Special'Asszmzp!ions. The program was developed in

"accordance with the following assumptions. It is as-

sumed that:

1. There'is an audience ready to jom in the study of .
such a curriculum.

2. The special body of knowledge is sufficiently de-
“veloped to support such a curriculum. :
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The program can meet the needs of today’s stu-
dents with their more dwersnfted interests and
backgrounds.

linary activity.
. The parent department can assimilate the addition
of such a program without undue strain.
The science-based program can be adequately
supported by laboratory facilities.”
The faculty can provide the enlightened advise-
“ment which is required inja program with exten-
sive elective flexibility. :
The, program can encourage ‘the begmmngs of
specializations. .

"emphasis options” on the general theme without
requiring the awarding of a separate degree.

10. The program can make special cortributions to

preparing students for acceptance into advanced

study in graduate and professional schools.

. There are reasonable possibilities for employment
-for the graduates of the program.

. The program makes no claims as to preparing
graduates for specific employment.

The Plan

The organization of the subject matter sources un-
dergirding the field presently called physical educa-
_ tion is seen to follow the plan depicted in Figure 1.

‘Assume that a small circular disc is centered over its
larger mate. The large disc identifies the traditional

Subjgzctmatter field of knowledge. The small disc iden-

tifies the subject matter concerns specific to physical

education. On its periphery are the "“specializations’
contained within our field while its center identifies
the core elements of the kinesiological sciences. If the
small disc is permitted to rotate about its central axis,
the subject matter specializations witlvin physical edu-
cation can be placed to adjom any of the traditional
subject matter fields so that “information passage
routes between them
core are developed. As a result, we see our spe-
cializations acting as information and apphcatlon fil-
ters, giving the foundational information coming to
the student from the traditional fields the unmistaka-
ble and unique hues characteristic of our special inter-
ests.

The filtering function noted above must not be
thoughtto be a passive process. Rather, itis an active
process in that our courses do more than simply re-
move matters beyond our specific interests. They in-
troduce new knowledge, embellish and_manipulate it
between and within the specializations, and set it up
for scrutiny in light of what has been learned in the

 traditional disciplines. This is particularly important

The program can strongly encourage interdiscip-‘

. The program is flexible enough to include future

_._fora curriculum w hich seeks to motivate high levels of

"and the kinesiological sciences .

student scholarship, for the introduction to and appli-

‘cations of recent research findings.is an absolutely

necessary component of programs with dxscxplmary
emphases. If the students are then given the opportu-
nity to demonstrate their own independent
capabilities for conducting investigative work, the un-
dergraduate, educative circle has reached closure. |

Three divisions, named Curricular Studies, Sport
Studies, and Biophysical Studies, have_been orga-
nized to encompass the subject matter interests of our
field (see Figure 2). Referring once again to Figure 1,
the Curricular Studies division of Figure 2 consists of
Administration, Curriculum and Supervision,
Teacher Education, and Adapted Programs. Sport
Studies encompasses History, Psychology, and
Sociology of -Sport. Biomechanics-Kinesiology,
Physiology of Exercise, and Motor Learning make up
the Biophysical Studies Division. Departmental pro-
grams sample from these three.divisions to construct
the scope of their coverage. A program which samples
equally from:the three content divisions would be
diagrammed as in Figure 2a.’This sort of program is
seldom offered in physxcal education departments.
The more common case is one which finds the selec-
tion'of content skewed to meet special needs. AtMary-
land, the two undergraduate program emphases may
be depicted as in Figure 2b, the solid circle represgnt-
ing the B.S. in Physical Education (Teacher Prepara-
tion) and the dashed circle representing the B.S. in
Kinesiological Sciences. As would be expected, the
Kinesiological Sciences program emphasizes biophys-
ical and sport matters with very little attention paid to .
curricular matters. o '
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- From the beginning, a-bothersome problem con-
~ ~cerning the writing of this paper Has been the seeming

————mandate to categorize our program under the rubric of
professional preparation. We have no quarrel with the -

term preparation as long as it may be broadly thought

“ to mean the study of and mastery of a subject matter.

A et

Curricular Studies
mey

. a. * Key A
- ‘ Large Circle
P.E. body of knowledge
Small Circle |
Program sample

Curricular Studies

b. Key B
——— P.E. program
---wi-- K. S. program

Figure 2. Physical education-body of knowledge and pro-
gram samples.
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The firoblem arises with the term professional and all
that itimplies regarding the characteristics of a profes- -

sion. There is no clearly-identifiec-professional com
ponent in the Kinesiological Science program, that is,
no professxonal mission as traditionally defined. We

" see the program as being similar to liberal arts ‘pro-
" . grams where no specific employment automatically
. awaits the graduate. Certain’career directions have

been estabhshed nonetheless, and they are covered in
a later section of this paper.

The program’s orientation-is both theoretical and
technical. To avoid the seemingly endless task cf de-
seription, perhaps the best way to present the inter-
play. of these characteristics is to include a short pas-°
sage from Thomas Mann’s;, The Magic Mountain,
which establishes the hoped for appreciations which
can be derived from careful study.

. He had learned in his technical school about
statistics, about supports capable of flexion, about
loads, about construction as the advantageous utili-
zation of mechamcal material. It would of course be
childish to think that the science of engineering, the
rules of mechanics, had found application in organic
nature; but just as little one mightsay that they had
been derived from organic nature. It was simply that
the mechanical laws found themselves repeated and
corroborated in nature . . . The thigh-bone was-a
crane, in the construction of which organic nature,
by the direction she had given the shaft, carried out,
to a hair, the same draught-and-pressure curves
(he) had 'had to plot in drawing an instrument serv-
ing similar purpase . . . He enjoyed the reflection
that his relation to the femur, or to organic nature
generally, was three-fold: it waslyrical, it was medi-
cal, it was techmcal

It would be possxble to establish certain emphasis
options which could require field experiences. If these

- necessitated the alteration of the basic program as it is

outlined in Section IV, and these experiénces contrib-
uted substantially to the development of specific job
qualifications, then a bona fide professional compo-_
nentof the program waquld exist. We have consistently
avoided any tendencies, which are very marked
within the profession ot physical education, to act as.

an employment agencyL Consequently, our energies

can be given, unabridged, to the task of dealing with

_the basic subject matter. It t should be noted, however,

that all Kinesiological Sdiences students are encour-
aged to volunteer servide in our Sports Medicine-
Physical Fitness Center, regardless of their mclma—
tions toward Spocmll?atlo 1S.

Performance skill, as perceived in the traditional
physical education program emphasis, is-almost en-
tirely. absent from the Kinesiological Sciences pro-
gram. Six credits in activitigs courses are required Qf
the students. These experiences are included not for
the usual toachmg, coaching, and skill development
reasons, but to provide movement background which
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may be brought to bear in theory courses where the

actual mechanisms of the active human being are

L\ JO—

The only exit requirement, other than the I,.Lni*\{er.;
sity’s 2.0 (C) average for all Bachelor's degrees, is the

t—ud-‘ed—-—ge{"e‘xaulylc, if-gotfand-gymnasticsactivities
were elected, it will be apparent within the physiology
of exercise course that strength and endurance train-
ing elements for optimum performance ditfer widely
between the two. The societal importance placed upon
the two activities in our culture will become evident in
a sport sociology course. Similarly, the historical and
philosophical consequences of the differing develop-

.. mental.patterns toward "' professionalism’’ of the two

activities will be appreciated. Since most of our stu-
dents come to us with rather wide backgrounds in
physical activities, we always try to steer them toward
activities beyond their original experience. If they
should improve their performance skills and learn
something about. skill «progressions durlng these
courses, so much the better.

~ Entry and Exit Requlrements

There are no special entrance requirements for this
program except an abiding interest in the human
movement sciences and sport. The entrance require-

. ments of the University are applicable to all Bachelor’s

degree programs. At the University of Maryland it is
not possible to establish special entrance or retention
requirements in specific programs-unless approved by
the Board of Regents and the State Board of Higher
Education; and then only in those programs where

hrdependent Studies seminar. This senior level
coyrse is described in the program section that fol-
lows.

In Maryland it is legislated that every University
program. be articulated with all other college pro-
grams. An assistant to the Vice-President of Academic
Affairs has articulation records for all community col-
leges. Community college counselors as well as faculty
advisors know what courses are acceptable to our pro-
gram. Since the elective credit in the program is high,
with careful counseling it i$ relatively easy to- adjust
the transfer student’s program to our Kinesiological
Science program with minimal loss of credits. It is
often more difficult to accommodate transfer students
from within the University, out-of-state, or from
foreign countries. Regardless, since there are so many
electives, careful advising is necessary if the student is
to successfully complete the requirements in four
years. The importance of enhghtened advisement
cannot be overemphasized.

The Program

Recently the basic program has been substanhally
revised. Although the new requirements have not
been fully implemented, that process is only a for-

mality. The recommended sequencing of course work
for the new program is given below, followed by sec-
tions which explain several of its special requirements.

there is overcrowding or insufficient resources.

FreshmanYear’
Course

*ZOO0L 101

*MATH 110

*CHEM 103, *104
PHED 181
NUTR 100 ,

Activities

Univ. Studies- Req

Sophomore Year
Course

ZOOL 201, 202
*PHYS 121 or *141
*PHED 287

CMSC 103

Activities

Electives

Univ. Studies Rey.

Table 1.

Title

General Zoology-
Introduction to Mathematics

‘General Chemistry

Fundamentals of Movement
Elements of Nutrition

See program sheet

See University Regulations

Title

Human Anatomy and Physiology

Fundamentals of Physics
Sport and.American Society
Introduction to Computing

Credit

o>

Total 29

Credit
4,4

WL WWk

Tatal 33

*These courses may be applied to both major requirements and University Studies Requirements.

NQTE: For those students with hlz_,hlv defined soual science interests, the CHEM 103 and l()4 roquxrement may
be replaced b\ suitable social science courses. Sce your advisor for HOIOLU()H
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Junior Year
s

Title

Credit

Course
PHED 400 Kinesiology 4
PHED 381 ‘Advanced Training and Conditioning 3.
*PHED 350 Psychology of Sport 3 -
Restricted Electives See program-sheet 12
Univ. Studies Req. - 9
. " Total 31
Senior Year - B
Course ST e " Title Credit
PHED 493 : Hlstory & Philosophy of Sport and P.E. S 3
* *PHED 360 Physiology of Exercise : 3
*PHED 385 “Motor Learning & Skilled Performance‘ 3
PHED 489E Biomechanics of Sport  ° 3
PHED 496° Quantitative Methods (Statistics) 3
PHED 497 Independent Studies Seminar 3
-Electives § 9
Total 27

Courses Especially Recommended for Election

Grand Total 120

Physical Education and Sportin Contemporary Cultures

Course . Tite

PHED 451 American Women in Sport

PHED 461 ° . Exercise and Body Composition

PHED 487

PHED 293 History of Sport in America

PHED 489L International, Aspects of Sport

- HLTH 285 _Controlling Stress and Tension
- HLTH 456 Health Problems of the Aging and Aged

*These courses may be applied to both major requirements and University Studies Requ1rements
NOTE: For those students with highly defined social science interests, the CHEM 103 and 104 requirement may be
replaced by-suitable social science courses. See your advisor for selection.

Restricted Electives .

A minimum of twelve credits (nominally four
courses) is chosen from a prepared list of courses

which has been subdivided into seven categories. .

These categories are: Physiology; Kinesiology; Psy-
chology; Sociology; History; Philosophy; Measure-
ment and Statistics. Seven lists of appropriate cotrses
have been prepared from the University catalog, one
for each of the listed categories, by department faculty
members who have related specializations.

Coutses from the following departments are in-
cluded within the specialization categories.

1. Physiology—Zoology, Chemistry, Biochemistry,
Engineering, and Nutrition.” |

2. Kmeszology—Mathemahcs Physics, Engmeer—
ing, Anthropology, and Zoology. .

3. MeasurementandStahshcs-——Mathemah;s Educa-

+ tional. Measurement, Computer Science, Psy-
cholbgy, and Sociology.

The remaining categories (History, Psychology, and

Sociology) contain courses which are hmlted to those’

departments.

Two from these seven are elected as areas for stu:
dent’ specialization. Two.courses are then selected
from the courses listed under the two chosen

categories. Often the Physiology and Kinesiology

‘categories are a chosen pair. Similarly, the Psychology

and Sociology pair are often elected. Singe this is an
elective process, any combination of two may be cho-

‘sen.
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The emphasxs behind this requirement is to encour-
age additional specialization after the student has been
introduced to our program and a number of its intro-
ductory courses. In this way, the subsequent require-
ment of choosing an Independent Studies Seminar

(PHED 497) research proolem as the culminating expe-

rience of the program, is facilitated. In addition,

.greater depth of subject matter penetration on an in-

terdisciplinary basis is encouraged

Umversxty Studies Program

During the early 1970’s, submitting to student pres-
sures, the University of Maryland developed a Gen-
eral University Requirements program which was al-
most wholly elective and consisted of 30 credits. This
program replaced the old General Education Re-
quirements Program which was’ very similar to such

programs throughout the United States at that time, .

that is, a traditional sampling from the%stablished and
venerated disciplines, including physical education.
Very recently, the University has instituted a new

University Studies program—for all students which '

G4




closely,reser'nbles the original General Education pro-
gram. The new program entails the completion of
39-40 credits, distributed as follows:

1. Fundamental Studies

a. English Composition ........... 6 credits

b. Mathematics .................. 3 credits
- 2. Distributive Studies

a. Culture and History' ............ 6 credits

b. Natural Sciences and Mathematics 6 credits

c. Literature and the Arts ...... ... 6 credits
d. Social and Behavioral S\ciences ... 6 credits
3. Advanced Studies (upper Division) .. 6 credits

Independent Studies Seminar .

A number of curricula in universities today require a
culminating experience where the student demon-
strates a particular depth of knowledge in a part of the
general subject matter. The Independent Studies
Seminar was designed to give the student, under the
careful guidance of the faculty, an opportunity to de-
velop (research) a major seminar paper in anarea of
their own choosing, i.e., in one of our specialization
areas. The project, when completed, is submitted in
duplicate, written form and is presented to the sémi-

11

nar whrch is open to faculty and graduate students as -

well: The completed papers are keptin the department
library so they may be studied and consulted in the
same manner that is typical for Master’s and Doctoral
theses. The students in the seminar also have the
opportunity to participate in presentations given by
selected graduate students, members of the faculty,
and invited guests, Since this course demands very
large quantities of time, it is recommended that no
more than 12 credits be carried during the semester it is
“taken. Below is an abbreviated list of seminar research
project titles whlch demonstrate the breadth of inter-
est covered: :

1. Justification of Salaries Received by Superstars in

Baseball and Basketball

2. The Efficiency ofthe Oxygen Debt Mechanism as a
- Function of Level of Fitness

3. The Leer Ski Injury: What Research is Telling Us

4. The Need for and Implementation of High School '
- Athletic Training Programs' =

5. The Roles of Essential Nutrients in Athletic Per-
‘formance

6. The Geographic Origins of Maryland Athletes

7. History in the Making—Title 1X: How One
County School System Has Handled Change

8. The Effect of Hypokinesis on the Aglng Process:
Foc¢us on the Locomotor System

9. Analysis of ln;urrcs in Basketball: Male Versus
Female

10. A Comparison of Women's Athletics in England
and the United States, 1920-1925

Hntérest in this papcr has been-so widespread that appr(mmatol\

© 150 copies ot it have been distributed to professionals throughout

. o

E

the United States, -

RIC

A v et Provided by ERIC

60

2\

Tt\e Uses and Abuses of Anabohc Ster01ds

Aggression in Sport

The Heart Differential in the Palmer Area of the
Forearm During Vanous Intensities of [sometric’
Exercise. :

12.
13.

14. Knee Joint Ligament Stresses and Strains Using

the NASTRAN Model

To demonstrate further the nature of this program, it
was suggested that the course content of several
courses be included. Below are to be found two ab-
breviated course outlines for PHED 350, Psychology of
Sport, and PHED 360, Physiology of Exercise. For the
sake of brevity, listings of laboratory exercises have
not been included. The knowledge base for the con-
tent of these courses is research.

Course Objectives: PHED 350—Psychology of Sport

- To explore the personality factors, 1nclud1ng, but not
limited to motivation, aggression, and emotion, as they
affect sport participation and motor skill performance.

Unit Headings

1. Introduction to the Psychology of Sport

2. Attitude and Character Change Through Sports
Participation \

Personality and Sports and Physical Actrvrty
Psychological Problems of Outstanding Athletes

Social Facilitation and Performance

mance
7. Emotion, Activation, Arousal, and Performance
8. Anxiety and Performance .

9. Motivation—An Overview

10. The High Risk Athlete

11. Mental Health, Social Adjustment, Llfe Quality,
and Sport S oo

12. Academic Achievement, Intellectual Per\f.\or-
mance, and Sports and Physical Activity \

13. Aggression and Violcnce in Sport \

14. The Coach and the Athlete , \

- 15. Perceptual Characteristics of the Physically Actrve\

Course Objectives: PHED 360—Physiology of Exercise

The objectives of the course are to provide the stu-
dent with an understanding of the physiological ad-
justments of the variou$ systems of the body as man
engages in physical activity. It is designed to study the
systems of the body as théy interact with each otherin
response to the stress of exercise, to examine the
chronic effects of exercise and conditioning on the
various physiological parameters of the body, and to
reveal the adjustments that are made in response to
exercise in changing environments.

“U'n_it Headings

I. Work and Energy
2. Muscle Stimulation and Contraction

Body Image, Self- Concept and Motor Perfor-

Y
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11. Respiration
12,

Energy Transformation in Muscle -
Metabolism and Respiratory Quotient
Nutrition and Athletic Performance
‘Energy Metabolism and Oxygen Debt ,
Work and Mechanical Eff’lClency
Oxygen and Carbon DlO*lde Transport
Transport of Gases in thé Blood

e N R

Blood and Circulation
Cardiac Output ‘
Blood Pressure ¢ L

Physiology of Physical Conditioning

13.
14.
15.

S

Matters of Interaction

i
i

The Department of Physical Education is.one of the

- departments contained within the College of Physical

Education, Recreation, and Health The College 'is
placed administratively within the University in the
. Division of Human and Commumty Resources, along
with the Colleges of Education, Human Ecology, and
Library_& Information Services. Of the 18 degree-
granting programs of the Division, all have profes-
sional missions except Kinesiological Sciences.

The Kinesiological Sciences program is adminis-
tered under the aegis of the Assistant Department
Chairman who is responsible for all undergraduate
programs. The Kinesiological Sciences Committee is
the policy-making body for the program and its rec-
ommendations are forwarded to the Department
Executive Committee for action. A similar committee
serves the Teacher Preparation (Physical Education)
program. The two undergraduate programs thus have
equal status in the department structure. To date there

have been no problems arising from the interactions -

between the two,programs. —_

As is clear from the material in the program section,
the curriculum in Kinesiological Sciences isolates and
consolidates the body of knowledge commonly called
physical education into a discipline, i.e., it pulls it
together under the title, K1ne51010g1cal Sciences. A
number of courses serve both the KlnesxologxcalScr
ences Program and the Physical Education Teacher

Preparation Program. These courses are: PHED 181, -

Fundamentals of Movement; PHED 360, Physiology of

Exercise; PHED 385, Motor Learning angd'Skilled Per-
formance; PHED 381, Advanced Training and Condi-
tionjng; RHED 493, History and Philosophy of Sport
‘and Physical Education. One important way these
courses differ from those at other institutions which
offer only a teacher preparation program in physical
education is that our courses strongly adhere to the
fundg/menraklwsubject matter, -with performance and
pedagogical applications offered only where they are
absolutely necessary. It is not unusual to see courses

RIC :
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Skeletal Muscle:Structure, Types.of Contraction _ with the same names. offeredhy some_phymcaleduc -

tion departments where the fundamental subject mat-’
ter is touched upon only for the purpose of applica-
tions. ' -

One very interesting result of our course emphasnsls
that students from other discipliries within the univer-
sity are enrolling §n our courses. In the past this was™
rare. In fact, we were always sendmg our students to
absorb “good things” from other departments without
demonstrating any real drawing power for dur own
*theory courses. One reason for this inflyx of outside
students into our theory courses, we beliéve, is that it
is recognized that our subject matter is now available
to them without the former, m\ermmable emphasis on
‘pedagogical matters. We believe this interaction will
do more to establish an enviable-discipline-oriented
reputation for our department than most other efforts
that might be chosen for implementation.

With no clear progressional mission for the pro-
gram, Kinesiological Sciences is more akin to liberal
arts and sciences programs than education, recreatlon,
and health education. No binding relationship, there-
fore, exists between these professional fields and our
program. In fact, if any trend is developirig with ge-
gard to how the university sges us, it would be as an
emergmg sciepce. A continuation of this discussion is
to be found in-the section concerning Implications.

Our program depends heavily on the traditional

“disciplines for background and support information.

However, these ancillary disciplines for the most part,
do not research or teach the relationships between
human movement and sport and their disciplines, so

" there is little or no overlap or duplication of course

content.

Program Evaluation

Since all graduating seniors are required to complete
the Independeht Studies Seminar, it has been the
practice, since the inception ofthe program, to spend a
number of class meetings evaluating every aspect of
the program with the students. Not only are the physi-
cal education coursesi}aluated, but the courses in the
ancillary disciplines are also critiqued and evaluated. .
Courses and requirements not making a significant -

* contribution to thé program are replaced by others

more cogent and workable. Thus evaluation is an on-
g
gomg, continuous process.
Oneé measure- of the program’s success has been its

"continued growth. It was approved by the Board of:

Regentson September21, 1973, and by the State Board

“of Higher Educition on January 4, 1974. It was late

April, 1974, before the program could be implemented
within the department.
steady growth of the program.

It is gratifying to note that students come to us from
diverse backgrounds. We have had students transfer
to Kinesiological Sciences froni nursing, biological sci-
ences, pre-medicine, pre-physical therapy, health, li-

Lu,\
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Table 2 demdnstrates thé
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Tabie'z. Growth of th.e;l(_jnjgsiol_ogical Sciences program, .. . ...

E

Semester L. ~ Year

Total
Spring 1974 3
. Fall - 1974 15
. Spring 1975 23
Fall 1975 32
Spring 1976 30
- Fall -1976 28
Spring 1977 48
Fall 1977 - 43
’ Spnng. 1978 53
Fall 1978 65
Spring 1979 ) 81
_Fall T1979 91
Spring 1980 108

A

brary science, and-even horticulture, to name but a
few.. . :
Those students who have sought employment im-
mediately upon graduation have been generally suc-
cessful, with jobs ranging from chief technician, Exer-
cise Cardiology Laboratory, Georgetown University,
to coordinator of tennis programs at a year-round re-
sort community, to executive trainee in the YMCA
_organization. Although we know the whereabouts

.

- and activities of most of our graduates, no_formal

study of their involvements has been undertaken. It is

obvious that as our list of graduates grows over the’

years the task of staying abreast of their work pursuits
will become more and more difficult. Unless some
systematized feedback plan is implemented to gather
that information, knowledge of their activities will be
very limited. For a list of those employment opportu-
nities available to graduates, refer to our paper, ”A
Kinesiological Sciences’ Program , in-Alternative Pro-
fessional Preparation in Physjcal Education, AAHPERD
Publication, 1979, p. 51.

Another indication of the program’s success is the
degree to which it-satisfies the special assuniptions
listed in the introductory sectinn of this paper. It is our
belief that all have been satisfactorily met. We are
particularly proud of the success our graduates have

\had entering graduate and professional schools. Our
students have found their way into Schools of Physical
Therapy, Corrective Therapy, Law, Chiropractic,
Podiatry, and Business. A large percentage of our stu-
dents pursue Master’s degree programs in physxcal
education. Many of these are awarded teaching andior
research assistantships.

What all of this reduces to is that if we can learn the

;.specxﬁc interests and goals of our students very early
in their college careers, we can develop individualized
programs which will go far in fulfllllng their required,

Q
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visement makes it happen.

. <

“competencies. The elective—»ﬂexibilityof the program

makes this feasible, while careful and enlightened ad-

‘/...’
t : c.b
Imphcatmns
Of partlcular value to us is the continued hlgh inter-
est of the students toward the program. They tell us,
that the content of the program is consistently interest-
ing and, on occasion, exciting.‘jCommunication_ be-

“tween students then passes this same informdtion

along to eventually publicize the program as a worth-
while enterprise. For example, the Umversnty recently
host

and learn of their programs. Of the 400 students who

particxpated 35 specified an interest in the Kinesiolog- .

ical Sciencesprogram and joined us for discussions of
the program as well asin tours of the facilities. Thus, in
the minds of future students, present students and the
perceptions of the University, the Kinesiological Sci-
ences program seems to be taking its place next to

Astronomy, Chemistry, Entomolegy, Physics, etc., as .

a program with interesting science content.

Of equal 1mp0rtance is the recognition given to a

number. of our theory courses. Five PHED prefix
courses have been selected as applicable for Phi Betd

. Kappa. Three of these courses and two others have
- been selected as eligible for meeting the Distributive

Studies requirements of the ney University Studies
program (see the sectionon prpgrams). In our Division
of the University (Human and Community Resources)

" 11 courses were so selected from the offerings of the 18

degree-granting programs. With.5, of those coming
from the Department of Physical Education, we feel
that the desired recognition of our subject matter’s

* placement in higher education is on firm footing.

The phenomenon called the Kinesiological Sciences.

program has made it clear that we, indeed, are making
significant strides in the development of an academic

~ discipline which stands secure by virtue of its own
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unique subject matter, a coherent subject matter
worthy of study for its own sake. This program has

changed the image of the Physical Education Depart- -

ment on our campus just as similar programs have
done -on other campuses across the United States.

There, are those among us who would support the
contention; arguable as it i§ that the continued good
health of departments of physical education in major
university settings depends to a large measure on dis-

ciplinary progtams than on presently constituted pro-. '

fessional preparation programs. Only the passage of
tlme wxll reveal the accuracy of that prophesy.

a Science Career Day in which high school '
: ‘sophomores were invited,to visit science departments

-
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Introductipn

A complete picture of undergraduaie education
usually includes three components, one of which is_
optional. Undergraduate education begins with a gen-
eral education requirement.
provides foundational understandings in a university
.degree program and is equated with liberal education.
It also paves the way for a second component. Sub-
sequent tq the breadth of stddy found in the case of
generareducation specialized study of a subject‘mat-
ter field in degth builds vertically upon the above-
mentioned fofindation. In addition to these twa com-
ponents, there is customarily a third component. This
optional facet is professional education, or preparation
for a specific career. All three components can be ac-
commodated in a cross-disciplinary model. The pur-
pose of this paper is to identify and describe the com-
ponents, assumptions, and advantages of this model.
But first, pivotal definitions’and distinctions are in

order. S -

Definitions and Distinctions

If the cross-disciplinary model is to be understood,

then a major reorganization of the reader’s conception
of undergraduate education may be necessary Like
Kuhn’s (1975) paradigm or exemplar shift, this reor-
ganization or reorientation toward a cross-disciplinary
model begins with a change in: prxmar)(assump xons
It folldws that the first step required of the' seadeNg to
shed the traditi6nal assumption that the under-
" graduate major is designed to serve only the schools in
the enterprise known as teacher educatiorn. Certainly,
this is the historic meaning associated with physical
education in_universities. For this reason; the label
physical education is an appropriate descriptor for
teacher education’ and associated work in the schools.
But- ‘physical education dées not accurately depict the
model, nor does it adequately apply to the career
streams, other than teaching, yvh’ich are embraced

.
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‘This requirement
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with the model. A number of separate labels, then, are
associated with the cross-disciplinary model, but sep-
arate labels do not imply diminished importance for
teacher education or a severing of relationships be-

—-_tween degree programs and faculty who work within
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- them. The cross-disciplinary ‘model is an integrated

model.
Other necessary distinctions can be generally iden-

tified stating what the model is not. This is not a model

in which performance- courses and experiences are
diminished in importance. Moreover, not all degree
programs in this model are professional in ngture, so
this is not a maddel of professional preparation. It is a
model of undergraduate education. It follows as well
that the disciplinary component of the model is not a”
discipline of physical education, but one which
provides useful study for physical educators. In the
next few paragraphs these key distinctions. are
amplified. : o)

The more precise 1dent1f1catnon of physxcal educa-
tion as a professional program in higher education
permits a clearer distinction between it and a disci-

pline. A discipline is structured to permit jmpartial \

inquiry quite apart from an applied or professional
mission. In other words, inquiry proceeds without
strings attached and is propelled by curiosity. 1t fol-
lows that in the cross-disciplinary model any discus-
sion of ““a discipline of physical edugation” invokes a
contradiction in terms. '

It is for this reason in the main that labels other than
physical education have evolved in an attempt. to
adequately identify and describe the field of study. For
example, terms such as Human Kinetics, Leisure
Studies, Exercise and Sport Sciences or Studies, and

others have all been employed to describe the discipli- .

nary component. For-our purpose, the label Kirtesiol-
ogy will be used. The subject matter embraced by it
includes: ‘

”Selectedbnologlcal psychologntal and sociological
factors associated with the growth and develop-
ment, functional status and ability of the individual *

[ &FW]
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to emgage in physicaland ludic activities& the histori-
cal, socio-historical, and contemporary roles of

- physical and ludic activities in culture, in both primi-
tive and advanced societies, and tHe contribution of
these ‘activities to the emotional, -social, physical,
and aesthetic development of the individual.”

Clearly, this body of knowledge entails more than the
study of school programs of physical education, yet,
prospective teachers of physical education would and
should profit from this broader exposure to human
performance, motor control, and sport studies. Thus,
a program in Kinesiology is viewed as providing a
pre-professional foundation for teachers and for per-
Sons interested in other careers. \

To reiterate, performance courses and experiences’

are not relegated to the perimeter in a cross-
disciplinary model. In fact, a primary assumption for
the model is that Kinesiology ar\d physical education
are, in part, performance- based “with the former de-
voted 'to an undérstanding of performance and the
latter to, its’ acquisition and' refinement. Within the
contours of this model, performance courses and ex-
periences may be viewed as means to other ends or as
intrinsically valuable. That is, performance courses

serve as a valuable laboratory setting in which per--

sonal knowledge (Polanyi, 1958) and skill are
amplified quite apart from any other purpose.’On the
other hand, such courses can also serve.asa_field
setting within which knowledge about performange is

" blended with the performed act. In the latter context,

_students confront the variables which define skill

complexity and delivery. In short, the personal, qual-
itative experiences which accompany, or stem from,
actual performance are as indispensable to a complete

"understanding of it as are the disciplinary perspec-

tives. Like oppositesides of the same coin, they join to
give the student the basis for apprehendi'ng the nature
and significance of human mvolvement in physrcal
and ludic activity. o

Any true profession must have a disciplinary base
with which to identify. This identity involves the ques-
tion of umqueness often a politically-charged concern
in higher education. Monopoly of a unique body of
knowledge is part of\the nexus for a group interested
in its professionalization, and uniqueness of a field of

o
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phenomena involved in the service, i.e.,
matter herein called Kinesiology.

To recapitulate, the cross-disciplinary model lead-
ing to professional training in physical education em-
braces three components: general education (pre-
major), Kinesiology (pre-professional study), and pro-
fessional studies. Since a major in Kinesiology in-’
cludes other non-professional degree programs, it is
not strictly a model of professional preparation, but
rather, the orientation of the-major rests on assump-
tions which are embodied in the uniqueness and inte-
gration of the subject matter studied. It is now appro-
priate to turn to a more complete description of the

the subject

L
model. *

T \

Features of a Cross-Disciplinary Model

Two related characteristics a'r&givotél in a cross-
disciplinary model. The first, identified earlier, is that’

* the model can accommodate one

many degree
tracks or options. In cases where onlyo\ne degree track
is offered, the program is strictly nonsprofessional.
" That is, the degree is comparable to a liberal arts de-
gree. There are varying amounts of specialization in
the departmental courses which may be elected; all
courses are Structured without an eye toward a profes-
sional mission. This degree in Kmesnology is, there-
fore, similar to other programs found in a College of
Arts and Sciences. Indeed, this cross-disciplinary
model is best harbored in such a unit instead of the
more traditional housing in a School or College of
Education.
A second feature of-the model can be presented by
contrasting it with ad hoc curriculum desngns When a
number of degree tracks are offered in an ad hoc for-

_“mat, there results a series of separate or parallel degree
" tracks. Thisis a logical outcome because ad hoc models

inquiry is indispensable to the existence of depart-

ments if colleges and universities. The problems asso-

ciated with establishing in higher education a unique -

cross-disciplinary oriented program within one de-

- partment will become obvious; foremost among these

ERI!
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is negotiating ‘relationships with related disciplines,
However, solutions to these problems have been lo-
cated in the advef'htages of a cross-disciplinary
framework (Lawsop and Morford, 1979). ‘

But the importance of a disciplinary base goes be-

yond political expedlence to practical necessity. The
key to responsible action in the name of service, e.g.,
teaching, is clearly an understanding of the

L,

. These and other differences X
. cross-disciplinary programs aire reviewed in Table 1.

are by design riveted upon a particular role. An an hoc-
program is in fact constructed after an analysis of the"
perceived role requirements and role behaviors of
practitiohers. What people do 6r have done is
analyzed and broken down into a series of courses, all
of which tend to be role-specific. For example, in a

‘university where ad hoc degree programs might be

offered for teachers, fitness managers, and sport scien-
tists, these three degree programs would be expected
to have few common courses. In principle, if not in
practice, each degree program, would have a life apart
from the others. Each would require its own resources.
between ad hoc and

. By contrast, in the cross-disciplinary model there is-
a common denominator of study which is centralized
for all degree programs. This second, key characteris-

. tic of the model is its ““core” set of courses and experi-
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ences. Such a core is structured in relation to the ques-
tion -which follows. What -must all undergraduates
possess in common to be considered educated in and

£y
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.Table 1. A ¢ormparison of assumptions underlymg a traditional ad hoc model and ‘the cross- dxscxplmary model of
' professional preparation in physxcal education.

n

Ad Hoe Model ,

" 1. Course corjtent tends toward strong value orientation;
knowledge is selectively filteréd in accordance with these
values. 3
.~ . v' h
2. All courses arestructured in relation to occupational role

requirements;'attendant emphasis is upon technical con-
cerns from thes begmmng of the 1 'na]or

i
i

3. Performance courses focus equally upon methods of ,

teaching.

t

4
'

4. Professional courses concentrate on efficiency of means
for goal attainment; goals are viewed as unproplematic.

!

b

v

o ..ployed to orgamze nd disseminate knowledge. In

“about Kmesxology7 ThlS queshon obvnouséy calls mto'
r

play value judgements and requires a thorough as-
sessment of fagulty resources. Just as v?lue judge-
ments and fac lty resources vary, so, tgo, does the
‘exact composition of the core vary from ;wstltuhon to
institution. The fact remains, however, that in this
model the common denominator of courses and expe-
riences, forms tPe foundation for all degree programs.
All students enjoy a commion fund of k owledge con-

cerning perforAwance There is parsimony here be-

cause corecourses serveall undergraduate majors and
can _easily accommodate, non-majors.
more ad hoc course resources surface|only later, in
the professmnai degree p\rograms rather than at the
outset.

Such a core

rogram of studies carrigs with it two

riders. One hinges upon the meaning and delivery of

Cross- dlqm}ﬂma study; the other is concerned with
performance anéi performance courses. \
The f'lrst rider centers on the organization of courses

" to fit this frameork. Critics of disciplinayy models
charge that courses become overly-specialized to en-
compass molecular or atomistic distinctions ik subject

the one hand, tengi to view dJscnplmary study from an
ad hoc vantage point. Here, knowledge and techhiques
are directly applied to an 1dent1f1ed work role. \Since
disciplinary knowledge exists apart fro application,
and since many practitioners now attempt roles with-
o-1t it, this knowledge is often cursorily waived alyvay
by critics without full attention to its potential. On the
other hand, it must be granted that some disciplinga-
rians have been overly ambitious in the design and
conduct of their coutses. One root:of this problem, it i
suggested, is the/ dlsllplmary framework which is em

matter. There are two sides to this issue. The cr&{cs on

approach is in use. The inter- dlsclplma‘rv approach
has its merits, but itidoes differ significantly from a
cross dlsc1plmary approach.

{

many institutions an %lr.\ter- multi-, or sub-disciplinary
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" sport and p

pecialized or.

. Cross-Dnscnp?naw Model
Course content is oriented toward free examination of

knowledge. ,

Core of subject mattex\xs npt occupation-specific; attendant
emphasns is initially upon subject matter and understanding
of theory, with applications and technical mastery coming
later.

Skill is refined for its own sake and as a fundamental experi-
ence in the major. :

N

Professxonal courses/ concentrate ‘'on examination of goals.

Means are considered in relation to basic assumphons about

- problem- solving and goals

The adJectl\Ze inter-disciplinary (or multi-
disciplinary) describes the interaction among two or
more different disciplines (departments). Ideas are
cross-fertilized with an eye toward the gputual integra-
tion of the disciplines concerned: In other words, an
mter-d15c1ph ary framework involves the specialized
application /f traditional disciplines to probnms in *

ysical activity. The focus is upon how a
phenomenon such as sport, for example, can be -
studied as g means of solving specific problems and
further developing the parent discipline.

Itis sug%ésted that such an inter- d15c1plmary struc-
ture for portraying the body of knowledge embraced
within Kinesiology brings continued and unavoidable
fragmentation. Affected in this regard are both courses
and faculty. Differences among faculty become accen-
tuated because each sub-discipline borrows from the
parent discipline subject-specific concepts, construets,
and synfax. Courses, in turn, tend to become equally
isolated|and specific. As Wolman (1977) has noted,
. : . anjeducational effort along interdisciplinary lines
confrorjts major difficulties in virtually every area re-
lated tg the process of education. These problems in-
volve philosophy, faculty, students, curriculum, re-
search, money, and evaluation” (p. 800)

zrt and -physical activity require multi-faceted

examination if they are to be fully understood. They
must be viewed as the objects of analysis instead of
mere/ means. For this reason and others, a cross-
disciplinary framework is more appropriate because it

departmental setting.
By contrast, with an inter-disciplinary framework,
hich the parent discipline provides principally a

vertical glimpse at aspects of human involvement in
p?sxcal and ludic activity, the cross-disciplinary

all(:; s faculty to contmuously interact within a single

framework promotes both a horizontal and a vertical
examination of these phenomena. This integral
framework is reflected in the definitions of three broad
areas of study within Kinesiology. These are:



" acute and chronic systemic and cellular human ad-
ptations to movement activity.

2. Md¢or Control—the study of neural and behavioral
protesses underlying pre-selection processing,
selection, irlitiation, execution, error detection—
correction, retention of movement behaviors and
their adaptive properties.

3. Sport Studies—the study of play, games, and sport

from socio-historical and contemporary analytic
perspectives wherein the social, economic, and
political relations existing in the society at large-and
associated psychological . parameters are
dramatized. ' ’

Academic components involving human develop-

.. ment and biomechariics are viewed as inextricably in-
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tertwined with these identified areas of inquiry.
To elaborate, a student of biodynarnics of human

physical perforna nce must be expected-to-possessa

prerequisite knowledge of basic systemic physiology
and anatomy. Only then can this student address, for
‘example, that portmn of biodynamics which concen-
-trates on problems ‘related to human adaptations to
increased demands on metabolism. Specific c8ncerns,

in this example, relate to work intensity-energy ex- -

change support systems and their respective interac-

tions to yield specific adaptations, both acute and-

chronic. Yet, the focus of the student’s study here is
not on physiology per se, but on the biodynamics of
physical performance. To more fully comprehend the
problem’ posed in this example, the student needs
a multi-faceted approach involving elements of
biochemistry, physiology, motor control, blome-

- chanics and principles of exercise training. |

Differences between cross- and inter- d15c1p11nary
approaches can be further illustrated. (For example, in
the* socio-cultural area, not the sociology of or the
psvchology of sport, but sport studies results from a
cross-disciplinary orientation. [ts scholars, while
trained and educated in partin traditional disciplines
such as sociology or psychology, are not sociologists
and psychologists per se but rather academicians in
sport studies. Consequently, these persons are col-
leagues in the strictest sense, because they share
nomenclature, concepts, and syntax. They are appro-
priately ‘housed in the same administrative unit to
facilitate the development and dissemination of an
integrated and multi-faceted,body of knowledge.)

Such claims for uniqueness which are associated
with a cross-disciplinary model should not blur rela-
tionships which are enjoyed with other disciplines.

Three convenient clusters from the traditional disci- .
plines provide contributions to three academic com-

ponents of Kinesiology. The physical and biological

“sciences offer contributipns to biodynamics of human

performance, the neuro-sciences to motor control, and
the social sciences and humanities to sport studies.
These relationships are depicted in Figure 1

. .

1. Bzodyzamzcs of Human Performance—the_study of -

- cance is one of the distinguishing features of a.cross-
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In summary, there are important differences be-
tween inter- and cross-disciplinary frameworks which

form one of the two riders to the model described here.

The other rider pertains to performance courses.

In this model, performance courses share features of

disciplinary course work. Like disciplinary courses,
they are conducted without an eye toward a’ profes-
sional role. Simply put, meéthods and materials for
teaching are not central to these courses. Stated
another way, practical extractions from theory to per-
formance are examjned to test the validity of the con-
structs entertained, but not in the context of pedag-
ogy. Since not all students in the core courses plan to
be teachers, performance courses of this kind are es-
sential.

" Performance mastery provides an experiential com-
ponent around which Kinesiological study is ordered
and in which disciplinary study isanchored. This is no
less the case in other performance-based fields such as

-music;art, and-drama:-The-art-of -performing and

knowledge about performance proceed hand-in-hand
for students. In fact, upper division courses in_the
major can serve to further weld the two together.
Called performance analysis courses, these offerings
require -as prerequisites both performance mastery
and core courses in Kmesnology Their intent is to
provide laboratory settings in which students gain
greater skill in analyzing performance. In fact, this
assumphon which accords performance, such signifi-

disciplinary model. Although scholars outside the

field of Kinesiology may gather knowledge about per-

formance, these same scholars, who have a lesser un-

derstanding of the actual experiences of performing,

will always have less than a complete grasp of perfor-
mance. The situation here is akin to the distinction
between a spectator and an athlete. The athlete’s un-
derstanding of the subtleties and complexities of the
inner world of sport are rich and cumulative. Al-
though the spectator can enjoy the athlete’s perfor-
mance, a complete picture of it can never be attained.
As Cady (1978) has pointed out, the performance re-
sulling from physical acts is a language unto itself.
While one may discuss its parameters, it remains dif-
ficult to fathom performance unless one has been
deeply engaged in it. NG less is expected when scho-
lars outside the field make isolated and selected at-
tempts to look inside.

°

Proportional Representation and Sequences for
Different Kinds of Courses in the Major

In the typical interdisciplinary framework, discipli-
nary study is often postponed until the later second or
early third year of a student’s degree pregram. This
occurs in large part because study in the respective
parent disciplines for each of the sub-disciplines is a

prerequisite to intra-départmental. courses. Further-

more, each sub-discipline generally requires a sepa-
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Figure 1. Kines;iology-major components and knowledge stratification for the cross-disciplinary structure.

"

‘rate and specialized course or set of courses for knowl-

edge dissemination.. By contrast, a cross-disciplinary

framework permits an earlier exposure to theory be-

cause knowledge generation and dissemination do not
occur by dependency upon or borrowing from parent
disciplines. Nomenclature, concepts, and modes. of
-inquiry can, therefore, be presented with less exten-

sive prerequisites because much of the material pre-

sented is uniquely integrated as Kinesiology. Further,
courses organi7ed in this fashion can be delivered
thematically which results in a refinement of courses
comprising the cdre program.
The schematic outline for a typical cross- d15c1plxnary
major in Kinesiology is comprised of seyeral area com-

" ponents which, for the sake of this description, may be

viewed as discrete from one another whenin actual
fact they are integrated for any given student’s pro-
gram of study. The outline for such a major is pre-
sented in Tables 2 and 3. The latter shows a course
percentage breakc@own for each component within the
major. Along with the performance component, the
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‘at the second level, and,
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first tier of cross-disciplinary course work is comprised
by a comprehensive core of courses representing
biodynamics, motor ‘control, and sport studies. Pre-
requisites may be mandatory ‘but these can, in large
part, be accommodated through the general education
requirements as defined by the faculty of the college or
university. Conceivably, core courses could be offereq
in some instances, at the.
first-year level, parncularly in selected courses offered
in sport studies.

The final tier of courses in Kinesiology is at the
upper division level. These courses are not core
courses. They are required for certain specializations
within Kinesiology and are open to election by qual-
ified students from other disciplines and from profes-
sional tracks within the department. These courses
and seminars are organized around a more focialized
methodology and related set of substantive concerns
in Kinesiology. Their intent is to disseminate knowl-
edgeand formulate questions which result ina special-_
1zed depth.of understanding. The student of Kinesiol-

0
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Table 2. Course areas in a kinesiology major.

Performance & Analysis (21% of program)
.o personal skill development & refinement
~ @ analysis of skill and game strategy

Cross-Disciplinary Theory Core (21% of program)
A. Required in 1st and 2nd years
¢ introductions to: study of sport
biodynamics of physical actxvxty
dynamics of motor skill acquisition
 human funotxonal anatomy and applied physiology
® measurement in sport and physical actlvnty
B. Required in “3rd and 4th years -
elective courseS selected from the three sub areas:
biodynamics; sport studies; motor control.

Professional Electives (11-15% of program)

e introduction to professional studies
planning sport and exercise programs
instructional design and analysis
field experience '
exercise management
sports medicine and athletic training
foundations of coaching
physical education for special populations
advanced courses in cross- dnscxplmary sub areas
sport management

ogy, whether in a pre-graduate (research-oriented) or
liberal arts degree program (terminal degree intended
at the bachelor’s level) thereby acquiires specialization
which is anchored ih the breadth which characterizes

the core. The implications of this pattern of curricular
organization are ¢lear for the future scholars of
Kinesiology. It paves the way to integration and -

‘uniqueness instead of identification only in relation to
a parent discipline.

,Professio‘nal education is accommodated in a
cross-disciplinary model by the provision of profes-
sional options or tracks. Like their non-professional
counterpafts, these courses build from the core. Two
kinds of courses can be so organized, but both kinds
share two-characteristics.

First, in these professional courses, disciplinary.
knowledge derived from the Yore is to be mixed with -

applied theories and oriented to professional rolesand
role settings. In short, the core courses in Kinesiology,
for example, are not just nicetjes for a liberal educa-
tion. They are important prerequisites to professmnal

~ course work,

Q
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For example, a course which focuses on the examn-
nation of school physical education curricula glVi‘S
primary attention to the design, planning, and im-

‘plementation of programs in relation to findings from

all three arcas of Kinesiology. From human perfor-
mance and motor control comes findings which have
implications for exercise training regimens, physical

2
.

physical activity. In the same course, curricular theory
from a College of Education provides models for de-
sign, xmplementatlon, and evaluation which harbour
nicely these applications from Kinesiology. The final
ingredient in the blend is scholarship in physical edu- .
.cation'curricula. It is this kind of blend, through
Kinesiology, .nat findings from relevant models and
theories, and approaches from physical education and
other professjonal fields bring uniqueness to profes-
sional courses within the department. That is, without
such an approach, differences, for example, hetween a
curriculum course in education and one in physical
education become narrow. This situation is, therefore,
akin to the difference between cross- and inter-
disciplinary in that the latter involves the same bor-
rowing from and dependence upon parent disciplines,
while the former requires the generation and integra-
tion of knowledge into unique packages.

The second charactefistic of these professional
courses, perhaps obvious by now, is that they are
theoretical and scholarly in nature. That is, they are
structured to give a free examination of the profes-
sional role or role setting. The intent here is not respec-
tability in relation to kinesiologists, but rather to..
provide tested and testable theoretical constructs

" which serve as adequate blueprints for practice in the

fitness, optimization of performance, and skill acquisi-

tion. In sport studies, implications are derived from
investigations of socnalx/atlon inty, and via, sportand

cu
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real world. To some extent, such theory and the spe-
cific findings and techniques which it anchors will
always be ad hioc. But to grant immediate or direct’

Table 3. Curricular components—a®percentage

breakdown. .
Lower Upper 4
Area " Division DlVlSlOn Total
% of % of - % of
2-year 2-year 4-year
© total - total total
Performance & 20 23 21
. Analysis : : S
Theory Core & 27 3 21
Core Electives 10
Professional Electives — 21-30 11-15
Related Fields & 53 34-43 43-47
Prerequisites,
Electives
oy
RELATED .
FIELDS
PRE-REQS. -
- & - THEORY
| ELECTIVES PERF. CORE
. & & PROF.
ANALYSIS ELEGT. ELECT.
45% 21% 21% 13%
~ .
o
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applicability is not to grant at the same time an uncriti-

cal, missionary zeal; the guiding norm is one of ra-

tional analysis in the intérests of service to society.
Professional education in any field is an important
catalyst for.change in the roles practitioners perform
and in the settings within which they work. If this,

function is to ‘be-discharged, then nothing short of a

free examination of roles and role settings, which in-

cludes where necessary a critique of existing’opera- .

tions and beliefs, is absolutély necessary. The term
professional studies is, therefore, an appropriate de-
scriptor for such courses. '

This second characteristic of professional courses in
the cross-disciplinary model is clearer when the roles

of field experiences and internships is bared. Field .

experiences precede, accompany, and follow profes-
sional studies courses. Those which precede are de-
signed for career selection gnd for introduction to the

profession. Those which accompany and follow are
structured to permit the student in whatever career -

track, to move from role observation, to role pesfor:

mance, to role analysis. These experiences, are, in.

short, predicated upon the assumption that the field
provides the optima@site for ad hoc role training. Here
the important tricks of the trade and situation-specific
practices can be unearthed for what they are and mas-
tered accordingly® These field experiences gain
amplified meaning, however, because of their inter-
communication with professional studies courses.
Thatis, the relationship between theory and practice is
planned in lieu of the sink or swim exposure to field
work which was characteristic of days gone by.

3
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these institutions and differ in form and substance; -
they pave the way for students to, view the entire
picture of the work world of physical activity and
sport, both within their own and across other profes-
sions; they provide a way of uniting students in the
same profession, despite the fact that they may have
quite different career plans: that is, students are
equipped with the same models for problem-solving,
speak the same language, and understand their com-
mon goals and heritage. :

Generic courses are prerequisite, then, to the spe-
cialization which is inherent in a profession. Since this
model of professional preparation takes the assump-
tion that Kinesiological subject matter applies directly
to work roles, it follows that certain of the three areas
of specialization with Kinesiology apply more to some
roles than to others. Forexample, astudent in exercise
prescription and management would be expected,
after completing the'core, to empHasize biodynamics
and, perhaps, human performance (see Table 4), while
a perceptual motor specialist would turn to motor con-
trol (see-Table 5). Still others may desire the prepara-
tion of the generalist, as in the case of the master

‘teacher. These kinds of degree patterns are demon-

strated in Figure 2. o
In the case of professional preparation for a career,
then, the sequence in the cros-disciplinary model is
summarized in* Table 6. During the pursuance of a
general education requirement, prerequisite courses
to a major in Kinesiology. are completed. Students
then complete a Kinesiology core of course work, e.g.,”
designated by a KIN prefix, integrated with perfor-

n sumimary, protessional courses have two charac-
teristics. They require core courses-in Kinesiology as
prerequisite and they are structured to allow a theoret-
ical and scholarly examination of roles and role set-
tings. Two- kinds of professional courses can be so

- organized. Which kind is employed hinges upon the

number of career streams or tracks offered in a particu-
lar department as well as upon external requirements
for certification. Put simply, some patterns of course
organization require more time than others, and time

required to complete the degree is often a pivotal factor

in curricular decision-making. _

With one or two tracks, professional courses can be
expected to be more role-specific or ad oc. With many
degree tracks, more geheric professional courses may
be prerequisite to role-specific counterparts., For
example, a generic course which concerns itself with
planning and programming for sport and physical ac-
tivity may be prerequisite to a specific course on school
curriculum for physical education, or a course on in-
structional design may be requisite to teaching
methods for secondary schools. The question here is
not with right or wrong kinds of courses, but rather,
with differentsets of assumptions which may be enter-
tained. The advantages of the generic courses are: they
provide training and education for careers which,
while related to aspects of the schools, occur outside

Aruitoxt provided by Eic:
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mance courses. An introductory field experience
course is preferable at this same time. Following com-
pletion of the core, and depending upon the institu--
tion, students next proceed to professional-courses
(designated by a KINPE prefix), whether career-
specific or generic, and pursue other electives in

*n

Table 4. Exercise prescription.and management.

Related Fields Prerequisites 28%
Performance Core 21%
Theory Core & Electives ‘ 21%
Gincluding advanced electives in:
Physical Growth and Development
Physiology of Exercise .
Professional Requirements and Electives 15%
Introduction to Professional Studies
Planning Sport and Exercise Programs
Instructional Design and Analysis ‘
Exercise Management
Sports Medicine and Athletic Training
Field or Clinical Experience
Related Fields Electives 15%
I'hysiology and Biophysics
Organizational Behavior -
Marketing
H1
'




profesional

Courses

p

Professional
Courses

¢. Early Childhood/Perceptual Motor Specialist

n

d. Exercise Prescription and Mahagement

: . -
Figure 2. Cross-disciplinary model for undergraduate education. Four examples of special options.

f

’

Kinesiology. These professional studies courses are
linked to field experiences which both precede and
succeed this formal training. Students completing this
« overall sequence will have moved from an undey-
~ standing of important phenomena, to.questions and

approaches surrounding their application and orgam/—
zation in professional work roles, and to direct experi-
ences under field supervision in the real world. The
goal at the end of the undergraduate program is stic-

~

cessful role performance. :
Q . A
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Table 5. Early Childhood/perceptual motor specialist.

. “Table 6,

Related Fields Prerequisites : 28%
Performance Core ) 21%
Theory Core & Electives 21%
including advanced electives in:
Human Motor Response ’
Physical Growth and Development
Professional Requirements & Electives 15%
Introduction to Professional Studies
_lnstructlonal Design and Analysis
Human Motor Performance
Physical Activities for Young Children
Physical Education for Special Populations
Field or Clinical Experience
Related Fields Electives

Early Childhood Education

Growth and Development in Psychology Home
nomics or Pediatrics

Child Psychology

Recreation

Eco-

" Prototypes and Evaluation

Prototypes for the cross-disciplinary model con-
tinue to evolve in several North American institutions.
While not all are.identical in structure, these programs
share a similar conceptual focus, namely, the study of
human involvement in physical and ludic activity.
While the model has withstood the test of time in some
institutions, there is some evidence to 'suggest that it
remains widely misunderstood by colleagues in more
traditional professional programs. In fact, itis interest-
ing to note that at 18ast one prototype is"divorced from
all professional training while others may serve more
than one professional option beyond the core, e.g.,
physical education, sport administration, and " pre-
-physical therapy. Some colleagues have difficulty un-
derstanding this outcome.

Evaluation of this cross-disciplinary model has oc )

curred in less formal ways than the desirable norm of
experime ;{al research. In the professional field$, stu-
dents enjoyed successes in job placement;
graduates who become physical education teachers, in
particular, have initiated school programs in which
Kinesiological concepts are taught to elementary and
secondary school students; their work is completed
with an eye toward theory from both Kinesiology and
pedagogy. Liberal arts graduatesare as diversely oc-
cupied as those from other fields. Some are employed

15%

Hierarchy of degree program components for two
professional options.

RELATED FIELDS 28%
PREREQUISITES & ELECTIVES °
PERFORMANCE & ANALYSIS 21%

KINESIOLOGY CORE

~ ———4———,—"— ————————— 210/0

SECOND LEVEL KINESIOLOGY ELECTIVES
PROFESSIONAL GENERIC 7

_______ COURSES ol
PROFESSIONAL P.E. PROFESSIONAL P.E.| 1°7°
ELECTIVES ELECTIVES N
RELATED FIELDS RELATED FIELDS 159
ELECTIVES ELECTIVES 0
Q

in fields which related to their education, (for example,
the sporting goods industty) while others exhibit no
suchlinkage. Inrelation to the research enterprise, the

. first generation of kinesiologists with doctoral degrees

“ 71

'is just being produced, i.e., those who conform to the

cross-disciplinary mold. It will be an interesting exper-

‘iment to observe how successfully these individuals o

will compete for teaching-research appointments in
higher education and to note whether these ap-
pointments will ultimately be restricted to the fields of

Kinesiology or physical education. On the basis of the

observations at present, these individuals appear to be
fairing quite well both within and outside the cross-
discipline of Kinesiology. ‘
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Introductlon

NASPE has been studying acgredrtatron over the
past three years, and this has been most appropriate.
When the experience of other disciplines is examined,

-the accreditation process emerges as the mpst influen-
" tial force in the design and conduct of programs of

professional preparation. Since accreditation is rela-
tively new in physical education, its 1mpact has yet to
be fully realized.

The author has served as coordmator for NASPE's
study of accreditation. In this connection, the issues
and problems associated with accreditation have been
identified, evaluated, and synthesized. It is the pur-
pose of this section to explore these issues and prob-
lems. In so doing, a major question must be con-

fronted directly by the reader: Does the profession of

physrcal education have anythjng to gain by participa-.
in—araccreditation™procedure? It shall become

apparent that there are numerous possible answers to

this question. The author has come to the conclusion
that there are many reasons why accreditation is worth
pursuing by physical educators, and there are some
qualifications which must be established in this_ re-
gard. But first, some groundwotk must be laid.

To begin, it is necessary to define the latest, fashion-
able jargon used in higher education, to drfferentrate
between confusing terms.

Accreditation. The process whereby an agenicy rec-

" ognizes a program of study or an institution as meeting

certain predetermined qualifications or standards.
Institutional Accreditation. Involves a look at thé en-
tire institution without identifying the quality of any
one of its parts. (Regronal Accreditation Associations
are examples.)
Professional Accreditation.
professional pl%gram of study by agencies established
by members of the professronal disciplineé. '
Certification. The process by which a non-
governmental agency grants recognition toan individual
who has met certain predetermined qualifications
specified by that agency. (WSI, Scuba, and NATA are

‘examples.)

Licensure. The process by whrch an agency of gov-
ernment grants permission to an ingdividual meeting

‘predetermined qualifications to engage ina given oc-
<

A look at the quality of a®

o
~

"‘cupation or grants permission to an institution to per-

form specified functions. (Teachers—state grants a

teaching license; State licenses a umversrty to prepare -

teachers; university‘certification.) s
Itreaders have read the Ghronicleof Higher Education,
they have probably recognized the increasing fre-
quency with which articles on accreditation have been
appearing. Accreditation is a proverblal ”volleyball”
which is being ”/ sworn fo’ by professional associations

‘and”’sworn at”’ byadmmrstrators Itis a very liveissue -

as the decade of the 1980’s begins.

For example, in the June 16, 1980 Chronicle of Higher
Education an article announced that Dr. Kenneth
Young had resigned as p 291dent of the Council on
Post-secondary Accreditatidn (COPA) after a five-year
battle to keep the fedetal government (rom encroach-
ing into the accreditation arena. Few physical educa-
tors probably bothered to read that three-column arti-
cle, but many colleagues in other disciplines (those gov-

_ernéd by accreditation) were very, very concerned that

Dr. Young had thrown in the towel. The reason for this
concern is that government has been ‘trying fo en-
croach into thé accreditation-arena for purposes of
awarding federal grants 'If Uncle Sam succeeds, fac-
ulty in physical education may someday be confronted
by the stark reality that to qualify for a federal grant the
program in which they work must be accredited by an
agency representing their profession. Accreditation is,
then, a process with far-reaching consequences. It is
time that physical- educators be given undivided at-

- tention.

History

Accreditation began in this country at the turn of the

century. From its beginning, it was a non-
governmental, voluntary process. This has made- it a

unique system in the world. In nearly every other
country, programs and institutions are controlled and

evaluated by governmental ministries of education. .

Accreditation did not become an influential factor in
setting the standards of a profession until 1920 when
accreditation developed into a controlling force in the
tield of medical education. They were the first to feel
the impact of the non-governmental program of stan-

-
-
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dard setting. Within'less than a cecade (1920-1930)
the number of medical schools in the country was re-
duced in halfas shoddy, inept operations were forced
to close. This first accreditation process began with
the financial backing from a foundation, and with it
the medical .profession accomplished through ac-
creditation what many membets of the AMA and the
Association of American Medical Colleges had been
endeavoring to accompllsh for some years. -

As a consequence, accreditation was established as
an important and legitimate means by which a profes-
sion could raise
fnembers and exert further control over entrance into
its ranks. This example was later follewed.in order by

- law, dentistry, business’ ‘chemistry, psychology, and

.countless other professnons It should be added here
that some physncal educators apparently stuglled ac-
creditation in the. mid 1960’s, but the fruits of these
efforts. have been difficult to locate.

Physical education is today one of very few degree
programs on the nation’s campuses which has ng pro-
fessional accrediting agency monitoring standards
that are established by the profession. Once again,

- there are consequences for physical education as com-

pared to those degree programs that are being gov-
erned by professional accreditation agencies. These
consequences span those which are fiscal'and capital,

_although there is no doubt that many other depart-
. ments on many.campuses-have used accreditation as

leverage for new fagjlities, equipment, and supplies.
These consequences can be traced to the very roots of
physical education, including its definition and scope.

What, then, has happened or not happened-in the-

past 20 $ears with the absence of professional ac-
credntatnon’ .

It appears that there is little or no agreement on
who physical educators are. Today, there -are®an in-
creasing number of scholars in the most .prestigious

. .institutions who want to be called historians, psychol-

Q

ogists, sociologists, physiologists, biomechanists, but
not physical educators. (This is not, by the way, a
lobby for the name “ physical education” per se, but the
use of it as a collective noun is justified because of its
heritage.) The point is, some persons are in a paradox-
ical position. They want to dissociate themselves from
our discipline, yet contribute extensively to its scho—
larly literature. :

Dis&plines that established accreditation twenty
years ago are not having these dilemmas. Scholars
accept the parameters of their body of knowledge and
subscribe to the standards which define it, Is the pro-
fession of ph_vmaal education stronger or weaker-in
1980 in the absence of such definitions?

2. It appears that there is little or no agreement on
what physical educators do. After reviewing the well-
conceived papers prepared for this publication, one
may ask a pointed question: are divergent views of
professional preparation within a discipline being pre-
sented, oris the question one of professional prepara-

RIC
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, tion in: dlvergent disciplines? In connection with a

e standards of ed ucation of its futures

pre-convention conference in 1980 on accreditation of ,
g‘raduate programs faculty from one of the most pre-
stigious graduate programs (as identified by a recept
survey) declined to attend. Their reason was: "We do
not have a graduate program in physical education.”
“Yet their graduate program, known by another name,
is considered by colleagues as one of the very best in
physical education. Disciplines that established ac-
creditation twenty years ago are not facing this di-
lemma. They'know who they are, what their product
must be able to do, and they have identified ways to
accomplish this goal. To return to the question, then,
is physieal education stronger or weaker in 1980 be-

" cause of divergent views on the identity and functions

of the field?

3. It also appears that there is a question of- zuhere—
pl@sncal education is going. This is the most serious
indictment. Even more alarming is that physical edu-
cators have no established procedure for determining
where they are going. Disciplines that established ac-
‘creditation procedures twenty years ago have estab- -
lished an organized procedure for determining future
.directions based” upon information systematically
gathered from the public sector, professxonals in the
field, and the institutions involved in professional
preparatioh. Today there is indeed diversity in physi- |
caleducation. It has had great impetus on our growth,

_ but at the same time this has been growth without a

i

unifying element. Perhaps accreditation would have
provided that during the 1960’s and 1970’s.

3 v Accreditati% in the 1980’s

There is, then, good reason to consider accreditation
as the 1980’s unfold. Yet, physical education finds
itself handling the issue of accreditation at a strange
time. Physical educators missed the golden moment in
the 60’s. Although accreditation seems to have weli-
served many professions during the past two decades,
it is ironically enough, being challenged as never be-
fore in its history, just at the time when physical edu-
cators appear to need it most. Why is accreditation
being challenged’ Two pnmary reasons can be iden-
tified:

1. Cost effectiveness is one reason, and twin criteria

are employed cost in terms of financial commitment;

cost in terms of faculty/administrative time. On the
other hand, most departments.and most collegesiuni-
versities would be willing to_pay the PRICE (financial
and faculty/administrative) if it was concluded that
BENEFITS being derived were commensurate with
the cost. What institutional/departmental benefits are -
being derived presently for the cost? Therg appear to
be three which accrue to a single institution, including:
self-study (a chore often delegated to an administra-
tor); external peer evaluation (very valuable, but ex-
pensive); recognition of quality by the profession.
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In addition, there are presently some collective pro-
fessional benefits being derived for the cost: thie pro provi-
sion of a data bank for the profession; the provision of

" a vehicle for identifying problems, addressing prob-

lems collectively, and implementing solutions; the
way of transferring the profession’s support te institu-
tions to maintain standards in view of declining
budgets, etc. These all sound like reasonably good
benefits for the cost. Consequently, there must be an
underlying reféop why accreditation is belng chal-

~ lenged.

2. 2. The validity of the accredxtatron process being chal-

—Tenged is the second reason. The goal of accreditation

is to establish standards, measure a department s pro-
gram against those standards, and identify strengths
to be commended and weaknesses to be corrected. But
is there evidence for the: valrdrty of the standards?,For-
the past seventy years, accreditation standards have
focused on what. this author calls RESOURCE IN-
PUTS. Included in this category are the following:
recruitment standards;- admission standards; reten-
tion standards; administrative structure standards;

tandards; library and technological support stan-

éaculty and support personnel standards; curriculum

ards; facilitiés standards; financial resource stan-
d&ards It is true that all of the above resources are
important to departments of physical education.
H0wever, the issue focuses on how much of each and
how many on each are required for quality. The re-
seatch that has been done by COPA and USOE show
thatithese independent variables taken individually,

mensurate with costs), and management (the selection
of technologies that will produce the best outcomes in
relation to the amount of employed resources).

In each case, the assessment of outcomes need not
be so precise and expressed in cardinal numbers, but
wesnust be able to get a subjective reading at least.

- There is no way to solve questions of value by easy

quanhtatrve formulas. In the opinion of the author,
this is especially so in education where the purpose is
to facilitate the'sound development of a unique human
being. Statistics are no substitute for judgment.
There are better ways and poorer ways of approach-
ing teaching, research, and service. The most efficient
ways are those which yield the highest ratio of results
to costs. Colleges and univérsities could be more effi-

' ~ cient if they paid greater attention to discovering their

outcomes. At present, colleges and universities, and
yes, physical education departments, know very little
about their results and next to nothing about the ef-
fects of change in their procedures and metho§s on"’
results. What passes for evaluation has little to do with
the outcome, what happens to students!

Without a knowledge of outcomes as it pertains to

.--..students, physical educators are destined to merely

follow tradition, or do what is expedient in the light of
prevailing pressures, or be vulnerable to every fad that
sweeps education, or manage by intuition, or maybe
all of these! (We have all attended faculty meetings
where scholars debate educational or curricular policy
and make speeches on the advantages of this require-
ment or that without the remotest notion of what

collegtrvely in groups, and collechvelyrn total havebut

"+ a low positive correlation with a program’s overall

Q

MC -

quality. The highest predictor was a student’s admis-
sion standards. For years, accreditation agencies first
doubted, then challenged, and finally accepted the
fact that their standards were low predictors of quality,
but resigned themselves that this was the best way
known to evaluate a program.
« It might appear at this point that questions of valid-
ity might bury the NASPE accreditation project, but
there is more to be saidon ‘the issue. It is this author’s
view that accreditation may emerge from this crisis as
an even stronger influence in the next 20 years than it
has been for the past 20. The reason for this predictioff”
is that accreditation is finally proceeding beyond re-
source inputs to program outcomes, i.e., to the stu-
dents graduating from our institutions. The key to
-accreditation in the future will be the ability to measure
these outcomes in addition to the more traditional
recource inputs. All decisions about faculty, curricula,
teaching methods, facilities, .institutional and de-

" partmental governance, and finance can be rationally

and deliberately determined only if fhere is some
‘knowledge of their effects on.outcomeS! Furthermore,
all of the terms being used today to evaluate education

refer to outcomes. These include efficiency (the ratio .
v »

between outcomes and resources employed), accoun-
“tability (the ability to produce outcomes that are com-

o , P

differerice their proposals will make on the students,
the outcomes). . :

The author has concluded that physical education,
by virtue of its being twenty years late, can definitely

. benefit from accreditation and become a leader in the
field of accreditation. There are, however, some qual-
ifications.

1. The study ‘of outcomes in physrcal education
must avoid the confusion of resotirce inputs. How can
‘a real measure of program effectiveness in physical
education be derived, i.e., how do our students
change and grow as a result of their college experi-
ences?

~ 2. Assessment of outcomes should be based upon
the study of alumni as weJl as of students. There
should be interest in the values and .attitudes of
alumni, their interests, their citizenship, iand their
careers as they may have been'affected by their college
experiences. !

3. Assessment of outcomes should be concerned
with change in students as a result of their college
experiences, not merely with their absolute level, of
performance during and after college. The outcomes
to be'measured center around changes, not absolute
performance, as the criterion of a true educatnonal
outcome. ‘

4. Assessment of outcomes must be practical, not
too time consuming or expensrve Jt should concen-

50




trate on maJor goals and avoid trivial detail. lt can bé
based on small samples of students and alumni and
not attempt to cover the universe.

5. Assessment of outcomes should be related to the
special missions or philosophies of a particular de-
partment. . A department should not have to-adjust
their goals and programs to the requirements of a
standardized evaluation scheme, or measure its per-
formance to uniform set standards established by
NASPE or any ether group. However, they should be
held accountable for affecting change in their stu-
dents. The documents'which were presented in De-
troit last year dealt exclusively with resource inputs.
This information will @ntinue to be a source of valu-
able guidelines and measures, but only useful in terms
of outcomes of the programs.

sional preparation. When it comes to the. selection of

Now that the issues associated with accreditdtion
have been identified ‘and analyzed, it should be clear '
that there is a yet-unreaped potential associated with
the process. There are also some immediate problems
which must be solved, especially those related to the
measurement of outcomes from programs ,of profes- .

valid measures, subjective judgments o/f' competent
peers will be a central as quantitative, objective data.
Despite such initial problems, the ben/efxts associated
with accreditation, in the author’s opinion, off-set the -
costs. Accreditation can serve well the profession of
physical education during times suth as these when
dxversxty clouds both its identity an/cLi purpose.
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Professional Preparation:

Quality and Diversity -

| |

" Linda L. Bain , ’ v

| ol University of Houston J‘ . .
: Ihtroduction Our cor\nmitment to pluralism does notdiminishour

The
Detro.. conference has been diversity; the major goal
has been quality. It seems worthwhile to examine each
concept and the relationship between the two. Ander-
son’s (1980) review of previous professional confer-

.ences was helpful in putting this particular conference

in perspectlve Those earlier conferences asked what is
the best way to prepare a, person to teach physical
education in schools and resulted in the development

. of standards for professional preparation programs.

Here, however, a broader question isaddressed: What
are alternative ways to prepare physical educators fgr
a range of professional responsibilities? The emphasis
has been upon understanding each of the models
rather than upon identifying and endorsing the best
way to accom plish the task. Anderson anticipated that
some would react with frustration to this diversity and
lack -of national unity. However, NASPE'’s decision
not to endorse a program model for professional prep-

. aration of the physical educator does not indicate the
* absence of a policy. Itis a visible, forceful statement of

commitment to pluralism. g
Pluralism is more than the passive tolerance of dif-

I ..
ferences, more than a reluctant adm15510n that com-

promise is impossible. It is a strong commltment}o the
fact that.diversity is desirable, that dlversxty does not

“merely lead to progress, but that diversity is progress.

Ellis (1980) has described rather convincingly the
sirengths of pluralism in responding effectively to
client needs and to changing social conditions.
Sociologists have suggested’ that the building of
knowledge does not proceed in linear fashion but in-
volves struggle between alternative paradigms or
world views follpwed by sometimes sudden shifts in
basic perspective. (Ritzer, 1975) In addition to this
pragmatic belief that diversity builds knowlecige, our
ability to embrace those different from ourselves is
perhaps the deepest and most significant expression
of our assessment of the unique qualities of each
human being. A true commitment to pluralism indi-

cates that our goal is not unity but dialogue. NASPE's

willingness to publicly affirmalternatives rather than a
Slngle standard approach to professional prepamtlon
is an amportanf’ step.

T - . i

'ntral theme of this publication and the 1980

o

need for coherence, our need to make sense of it all.

“Many of us are searching for a comprehensive pro-

gram design which can accommodate the preparation
of proflzssmnals who provide physical education for a
variety of clients in a range of settings. Declines in
enrollment in teacher education programs were fol-
lowed by band-wagoning for “non- -teaching” options.
(Cansidine, 1979) Such options often were tacked on to

-existing programs without careful consideration of the
total program. After an initial flurry of activity, more -

thought is being given to the search for a coherent
design for the whole program. °

There are both practical and philosophic reasons for
this search. In an era of limited resources, it is not
feasible to develop a separate program fir each profes-
sional speciality. In most universities the same basic
program mustaccommodate all of the options. For the

.student this has the advantage of permitting more -

flexibility and perhaps simultaneous preparation for
more than one professional role. Such multiple prepa-
ration maximizes employment potential and respon-

siveness to future trends in the job market.

“This search for program coherence is originating’ at
{te local, not the national level; that is, it is not impor-
tth nor desirable that there be national agreement
upon some common program design. At the local level

- it is more necessary and miore realistic to identify a

coherent program phllosgphy and to develop a pro-
gram consistent with it. The faculty at any institution

_are certainly a diverse group, but they share acommon
“context and common concerns and they have the op-
_ portunity for the prolonged deliberation necessary to

build a consistent, logical program model which effec-
tively provides preparation for physical education pro-
fessnonals who will serve a range of chent populations.

The Four Models .

Each of the four models presented could serve as
such a comprehensive program design. Each could
presumably be expanded to include preparation of
teachers and other professionals regardless of whether
the‘presentors have done so. It should be noted that
the absence of such an extension does not reflect neg-

’
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llgence on thelr part. Each group was requested to
describe a modelin its durrentstatc and not to explore
possible extensions of the mbdel. fhe) have thor-
oughly well-performed: 'this task. Yetitmay be helpful
to us to explore the viability of each model as ®com-
prehensive program deﬁlgn

Bruce Joyce (1975) has -discussed various conccp-
tions of human beings:and of education and has
analyzed the 1mp11catlons of these conceptions for
tcacherqdumtlon He prdpose s that teacher education
was built around a prevailing industrial conception of

“education oriented toward efficient attainment of out-

comes, particularly literacyiand occupationally-related
skills. Against this backdyop, Joyce identified four
major reform movements which have had some im-
pact‘ on teacher education in this century:
The Progressive Movement |

t:d ucatlon——l\m)\vledge “ emergent from group

y
. " process
Teacher—problem-solver group leader
' 2. The Academic Reform Movement
b Education—induction mto practice of the disci-
! pline J
‘ Teacher—practicing scholar
3. The Personalistic Reform Movement
Educatlon——prowsmn of diverse, growth-
, inducingenvironments
! 1 : ’
Teacher—self-actualized person, “gentle guide
| 4.. The Competency Orientation ;
‘ Educatlon—svstem to provnd% for assessed ‘
! ‘ needs ‘
A Teacher—systems engmcer with repertoire of
' skills g

-
‘E\‘l
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fessionals who deal with physical education in settmgs
other than schools.

.Althottg’h Joyce's analvsis was limited to teacher edu- . ‘
cation, it seems appllcable to the preparatlon of pro- ‘

The competency-based model 1 (Engberg, Har-| -

rington, and Cady, 1980) described at this conterence
can be easily categorized. Joyce describes the compe-

* tency orientation asa logical extension of the industrial

conception of education with its emphasns upon effi-
ciency and accountability. Howevér, the sought out-

comes have expanded beyond litéracy and ocgupa-

: |
tional skills to include a broad range of human needs.

Cybernetic analogies, systems anal%ns and improved

(\dnmlogv have made delivery systems much more
sophisticated and have permitted individualization of
the content, rate, and mode of learning.

The competency-based program described here ad-
dressed only teacher educationibut it could be used as
a model for a comprehensive program. Expansion to
include professional roles other thgn teaching Would
require a_process simil ar tp that used in the dévelop-,

ment of a teacher education program. The positions -

for which students are to be employed would be
seletted and a team of university faculty and persons
turrcntlv emplqw(‘d in such positioris would identify

the competcncles needed to perform the role. Any

. v'I Sy
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difficulties with thls‘ﬁpproach is that each new option”

requires b new planning committee to mtegrate new
(fompetel ies with the existing programs which is a
difficult task. However, an advantage of the
.ompetenc)r-’based approach is that its reliance upon
modular leatning would permit small numbers of stu-
1dents to putsue specific alternatives through inde-
‘pendentlean ing.

Both the cross-disciplinary (Morford, Lawson, and
Hutton, 1980) \and the kinesiological sciences (Hus-
man, Clarke, Qnd Kelley, 1980) models seem to
exemplify the ‘academic reform movement. The
teacher (or other\nofessnonal) would become a practic-
ing member of thé discipling who would subsequently
induct studentsiclients into the discipline through
either deductive
centered learning (Joyce, 1975). In both programs,.a
core of kinesiology\ or kinesiological science would
precede any preparation for a professional caréer. The
primary differences between the programs are the use
of a broad fields approach in the cross-disciplinary
model and the differing role of performance courses,
Performance mastery in specified number of courses i is
viewed as essential knowledge in the cross-
disciplinary model while in the kinesiological sciences
model, activity courses are taken merely to provide
background for theoretical analysis. -

Professional skills ahd knowledge would be de-
veloped subsequent to the completion of thé core. The
student, having become a practicing scholar in
kinesiology, would nowj begin professional study. In
the cross-disciplinary mddel a broad fields approach is
again emphasized. Gengric professional courses ap-
plicable to teaching and|to other physical education
professions examine issues from a scholarly perspec-
tive.-A practical advantage of such generic courses is
that small numbers of stidents with a particular spe-
ciality can be absorbed into the program with little
extra expenditure. The-gdneric approach may also in-
crease the student’s profgssional flexibility.

The kinesiological scienices model as described has
no professional mission glthough some of its liberal
arts graduates were cited las having.accepted profes-

learning or inductive process-.

sional positions. If the mpdel were extended to be- .-

corne a comprehensive design for the total program,
cSurse work needed to acquire professional skills and
nieet certiffeation requi\rm nts would be addedyto this

requiréd core. In contrast with the cross-disciplinary

model; students would gener ally be sent_to othc

skills, i.e.,” to education,
Fe\v additional resources

usiness, Journahsm etc.
'ould be neededto offer
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One practical probleni may be the total number of
hours required to complete both the kinesiological sci-
ences program and the professional preparation re-
quirements. The recommended solution was a fifth
year for professional preparation. Another issue re-
lates to the responsibility for the pgotessional quahflca-
tions of liberal arts graduates who are employed in
professional positions without professional training.
The responsibility for evaluating professional qualifi-
cations has shifted from the university to the em-
ployer. In situations without certification or licensure
reqmrements e.g., exercise centers pr\vate Schools
etc., neither the government nor the professlon cur-
rently has influence upon these decisions.

It is more difficult to place the subject-matter cen-

tered model (Locke, Mand, and Siedentop, 1980) into -

one of Joyce’s classifications. The learning resource
center employs the technology common to the
competency-based approach. The continuing seminar
with it emphasis upon camaraderie betweenfatulty

.and students suggests the personahstxc reform move-

ment, but the collegial relationship is‘also consistent
with induction into a community of scholars. Upon
close examination the emphasis seems to be upon
¢ducation as induction into the discipline, but the dis-
cipline has been defined as actjvity-centered rather
than concept-centered. The definition of play activities
as the subject-matter of physical educatiori and the
identificatton of mastery of subject-matter and in-
. freased engagement in subJect matter as the primary
“purposes of physical education are clearly consistent
with the principles of the academic reform movement.

THEsubject matter-centered modelwotld presum-
ably continue to use physical education activities as

the organizing centers in the preparation of a physi- .

cal education professional. Since the activities in the
entry core were selected because of their appropriate-

ness in artleuiatmg activity with the knowledge base,

there would scem to be no need to niodify this core if
the program were expanded to prepare professionals,
other than teachers. The subsequentactivity sequence
whichds representative of the subject matter of physi-
<al education and of client intérest might require some

madifications if a wider range of professionals were,

being prepared. In addition, appropriate new mod-
ules would be added to the learnmg center and rele-
vant internships would be arranged l{‘oweve_r, the

“basic structure.of the. program would remain un-

changed. Relatively few added resources would be
needed because of the reliance upon the leathing re-
sourge centet. This individualized delivery system.
would alsd permit offumg options with fow enroli-
mgnts beecause there would be no concern about -
minimum class sizes

One word ofcautlon——tho lines Lhave just added to °
the drawing of each of these models are my lines. The

presentors might not agree.with my extra po'ahons [

have taken the rlsl\ and protéeded with my sp cula- |
,tlon be cause of the' urgency [ feet about handling the « These models 1nstoadi\adv0cate the selection and struc-
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program .coherence. Each of these models has an
internal consistency which could provide the basis for
comprehensive and coherent programs and for re-

- search regarding the professional preparation process.
. To build a body of knowledge about any subject it is

necessary fo frame one’s research questions in the
context of a theory. Although each of the proposals
begins with a value judgment of what ought to be,
each also contains hypotheses which could be empiri-
cally tested. Research comparing the effectiveness of

~ the models is of limited value because they are not

aiming at the same goals and therefore share no com-
mon criterion of effectivenss. But the components of

each model can and should be evaluated. Perhaps -
each institution has the obligation not only to develop.

and justify a comprehensive professional program,
but also to conduct both program evaluation and pro-
fessional preparation research.

It is interesting to note that three of the four models

presented seem to fit into the discipline/subject -

matter-based category. Does t'his reflect the direction
in which we are. headed or merely the biases of the
planning committee? Are there models of progressive
or personalistic professional preparation programs in
physical education?

One of the clearest descrlptlons of the application of
the progressive philosophy to physical education has
been the wogk of Rosaline Casgidy. The chapter in

Cassidy and Caldwell (1974)von the development ok

units of instruction portrays the teacher’s role as the
leader in a group. planning process. This recent work

also reflects a strong influence by Maslow, Combs,,

and others associated with the personalistic move-
ment. Don Hellison (1978) has been a major spokes-
person for the personalistic approach in physjcal edu-

cation. He describes the teacher as a helpifg, caring
person whose role isto assist students to Elarlfy and
attain their own goals. Itis uncertain whether there are
existing professional preparation programs which
utilize these approaches. The absence at the confer-
ence of models exemplifying the progressive and per-
,sonalistic movements and the Keavy representatiofi of
modeis from the academic reform movement s sngmh-

sity faculty other than teacher education specialists.
The emphasisin colleges and universities upon schol-
arshiprand ¢ discipfinary study appears to be havmg a
dramatic impact upon our perceptions of profcssnonal
preparatlon

One'issue raised in the preceding papers concerns

the definition of the dlsélplmc Is the substance of
physical education best defined in térms of movement
activities or in terms of schalarly perspectives used to
examine movement? That issue may be of little interest
or consequence to those whose commitment is to the
progressive, personalistic, ofcompetencv orientations
since none of these approaches uses the strlicture of
the discipline as the basis for program development.

i
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i
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turing of curriculum content around student needs
and goals. The academic reformists object to this in-
strumental use of the content area which they see as
intrinsically valuable and worth knowing for-its own
sake. The apparent Jack of discussion of this issue
could indicate a growing acceptance of the intrinsic
value position, the non-attendarice of the instrumen-
talists, or a failure to recognize the significance of thlSA
fundamenital difference in positions.

One question persistently asked is whether itis pos—
sible to be eclectic without being contradictory and
inconsistent. I have become increasingly convinced

_that the answer to that question is no. Such a denial of-

eclectism doeS not imply that there are not elements
common to more than one program model. Indi-e
vidualized modular instruction or problem- solvmg
methodologies could be used to develop competen-
cies, “to acquire disciplinary knqwledge, or to reach
personal or social goals. Information about the me-
chanical analysis of skills could be identified as a nec-
essafy competency for teaching, as an essential com-
ponient of the body of-disciplinary knowledge, or as

information with personal meaning to the studentor

students. There will be common program components
but the principle for determining what is to be in-
cluded differs in each program. With the exceptxon of

“the progrcssnve and personalistic movements, those

’ x\.\.(;ﬂCh\.

pr1nc1ples for program development seem-mutually
exclusnve Developmentofa comprehensive, coherent
program desngn requires acommitmentto one alterna-
tive. The process of selection and 1mplementatlon ofa
model will involve both examination of 'models and *
clarification-of personal values.

What is the role of a prufessnonal association in this.
process? How does NASPE contribute to the overall
quality of professional preparation and professional
pragtice? Historically AAHPERD and later NASPE
disseminated standards which were prepare and ap-
proved by leaders of the professional orfanization.
Although compliance with standards has been volun-,
tary, NASPE’s increased involvément i in the NCATE
accreditation process is anticipated. How does one .

the desire for standards to guide practice
with a commitment to diversity? My suggestion is that
NASPE's role is twofold. Clearly one responsibility is
to provide -a forum for debate and- deliberation.
Perhaps the most potent force for quahty in education
is the need for public justlflcatlon of one’s ideas, onc s®
program. Dlaiogue and debate not.only subject one’s
work to eritiqyes by others but the process of explain-
ing and justifying often leads to, clarity and under-
standing of one’s own assumptions.

The other role of a professional ()rga111/1a};on is polit-
ical. Anderson raised questions regardirg the degree
to which a conference such as this would improve
teacher education and subsequently public school
physical education programs. He cautioned u$ about
pxpecting a conference to have a marked éffect on
what is conducted in the gym. | wish to take this

k4

. . |
caution one step further and say that to attempt to cure

the woes of public school physical education by in-
creasing the competence of the individual teacher may
be a sophisticated example of blaming the victim. If
only the teacher would get better and try harder,
school physical education would be saved! My obser-
vation is that our new teachers already have more *
skills and knowledgé than permitted to use. What
needs tq be cured is the system.and not just the indi-

A3

“vidual teacher. Given reasonable class sizes, adminis-

trative »support, and relief from the domination by
athletics, many teachers can teach! We need to be

. prepared to participate in the political process neces-

sary'to effect these changes. We.need.to be prepared at
every level (NASPE, the university, the individual
tegcher).

How does NASPE fulfill this political role? One
major approach may indeed be the dissemination of
standards. Standards are not the mechanismato create
quality innovative programs. Butstandards may be an
effective political togl to influence administrators to
all.ocatekadeguate resources so that a quality program
can be developed. Standards are the responsibility ofa
profess,xonal organjzation, but program development

" remains the responsibility of faculty at the specific

Wstitutierf. When standards are viewed as a political
tool it is easier to write them in such broad terms so

\.that they will accomodate any one of several program _

84

philosophiss. Dissemination strategies must bring
standards to the attention of administrators; the
planned involvement with NCATE seems to be an.
effective political strategy.

AAHPERD’s political strength would seem tp be,
greater than that of NASPE. In depth discussion of
innovative programs may require a conference just for
physical educators. However, our political survival -

' may require maintaining our alliance with health, rec-

reation, and dance. This will involve thoughtful con-
snderatlon of issues resulting from our broadened vi-
sion of physical education as mare than school pro-
grams. Many of the new professional positions do not
fit nicely into our*present classification scheme. Who
should prepare t the person em nlo\/mr{ hw an industrial
firm to conductexercnsc programs, to lcad semindrs oh
wellness, lifestyles, and stress management, to teach
racket sports and swimming, and to manage the em-.
ployee recreation programs? Although immediate
reactions tend to be territorial, the moregpgical re-
sponse seems to be a revamping of the Rafd lines of
demarcation developed during an_era of identity- -
crisis. This thought process seems to have begtn at the
local level in some institutions although it is not yet
visiblé at the natignal level. ,
Professional organizations cannot be expected to be
innovative and risk-takirig. Such organizations are in-
herently bureaucratic and reactive because they must

respond to and represent a widely varying member-

ship. Maintenance of this broad coalition provides a
base ‘for political power but it necessitates an eclectic,

Qo
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middle gr‘ound approach to program issues. Innova-

.tion and excellence will depend upon the develop-
- ment of model programs by small groups of dedicated

ERI

¢ R

- Considine, W.,

professionals and upon an organizational structure
which provides mechanisms for the sharing and
examinatiof of our diverse efforts.
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Textures

William Harper
Purdue University
‘1

“Introduction p

- Wedged somewhere within the many fine com-
ments made in the two opening papers were several
statements which bear-directly on my analytical and
synthetnc task. Both, intheir own way, were warnings.
The first warning (Ellis) was that we Sensnbly ought to
find our way between knee-jerk optimism and de-
structive pessimism. The second warning (Anderson)
was that we had best notsyearn for unity and that we
resist the temptation to try to create a false vision of
unity by pretending that all these diverse points of
view. can be neatly fltted together into some grand
desxgn

" Now, of course, both of the warnings must be
heeded at least by you, the reader. What 1 want to do
isignore the warnings, lam going to stress-optimism; |
am going to try to fittogether what are thought to be
diverse views. It will be for you to determine whether

“%r not my approach is a knee- -jerk or pretentious.

My plan is as follows. There are two parts to this
paper. First, [ will say a few words about analyzing
these papers, in which I will not analyze, myself. Sec-
ond, T will say many words about synthesxzmg the
papers, in which I will synthesize, myself. Thesynthe-
sis will depend upon the simple idea of what I will call

I-will offer a few suggestions which we must always
keep in mind when making a legitimate effort to un-
derstand projects such as these:

1. Attend closely to the stipulated assumptions
given in each program. It is here that we must think

close apd hard, for if-assumptions are given, conclu- .

. sions are difficult to deny. .

2.- Try to think of some.assumptions which have not
been stipulated in advance. You might ask yourself:
"What have th'ey assumed to be true in order for their
position to ring true?”’ -

3. Try to stick to the content ofthe paper and not to

" sthe bagkgro und or personalitiesof the team presenting

them. Nobody gets anywhere by usmg the tactic of
argujng “’to the person”.

4. Try not to condemn these teams for failing to
answer questions they did not ask.

5. Do not criticize them for posing questions they
admittedly cannot answer. They should be thanked

_ for posing the question and for being candid enough to.

admit that they don’t know the answer.
6. Perhaps you can see other possibilities for their
approaches they have not seen. In other words, given

© their assumptions, there might be some equal or better
~ alternatives they have not considered.

7. Please be generous enough to know that even if

/

& texture. And texture, in turn, will be discussed in the - YOUu can show them to be in error, you have not
three manifestations of pretexr context, and the text thereby shown that your approach is right. The bur-
itself. den of proof remains with you to. show how your

: . f alternative improves the world.

. . 8. Maybe there are some disadvantages to their

! : o proposals that they have-not seen? Identify them for
Some Words on Analysis yourself. Maybe there are‘some advantages they have

) ' missed. You are obligated to point them out as well.
Please remember that each presenting teami was 9. Look carefully to see whether or not, in your
requested to encourage the conference participants ~ mind, the prescriptive program meets the descriptive
and readers to clearly understand the position their . state of affairs. In other words, does their approach
, program endorses with respect to professional prepa- solve the problem with which they are grappling?

" rafon in physical education. It is my guyess that the 10. Finally, remember thqt practice ought to be the
written "explanation and chartmg more than consequence of thought. Ultimately, the génuine test
adequately meets this stipulation. [ of some of these ideas will be to try them out.

. It is also my guess that each of the$e ap proaches to Tthink that these teams are to be sincerely congratu-
, phygical education undergraduate preparation, by - - lated. They have each conjured up an approach which
; now, has gone under the analytical knife. Although . issued from reason and which they ultimately know
some of this is destined to be with well-polished but must appeal to logic. Of course, the papers are not
blunt knives, for the most part most of the poking, unassailable, nor are they entirely Glear given, their
cutting, - shaving, slicir.g, and whittling. was with a ,  occasional lapses into jargon and mystification. But
_$harp'and incisive knife. they have been created and presented with the good
| . Q v . . R . v ;
ERIC | RN |
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. intentions of giving substance, choice, and work to be
done. Although the individual commitment to their
appreaches must not be underestimated, they haveall
presented their views in the best spirit ofdrsmterested
scholarshrp For this, we express thanks.

Many Words on Synthesis

Taken inqiikﬁgually, these approaches are quite
worthy of our continued reflective attention, criticism,
and experiment. Taken collectively, these papers may
be cause for some quiet celebration. Indeed, [ think the
basic conference theme (Progress through Diversity)
has not only been satisfied in these papers, but in fact

A

Likeness in Diversity. We are, as a field, becoming
textured”” In my opinion, it is both good and true that
this is'gp.

®  Texture is that which has structure or body The

word is commonly used.in referenéeto an aspect of
_ mat&rial objects, such as hair, bread, orafabnc When
so used, we mean that the ob]ect\has more than one
dimension to it, or that it has a feel or a certain quality
not present when the same object is untextured, For
example, if we speak of a textured ceiling, we mean

extended one’ step-to the theme for my synthesis:.

that it is of a given character or pattern, that it.has

undulations, or that it is in:some way thrcker than
ordinary ceilings.

It is somewhat dangerous to use this. word when
speaking of a non-material object, such as a field of
study. There is a certain meaning -the Wword brings
forth which helps me in seeing the srmrlarrty between
diversities to which I have referred. ' .

It is appropriate to speak of the texturing of a field in
this way because it is the form not the content which makes

the field textured. Even with the texturing of the mate- .
rial objects, texture results more from the way the-

strands are woven, or the way the paint is plastgred on
“the ceiling, than from- differences in the strands or
pigments themselves. -
Reflect back for a moment on the working defi-
nitions of the'subject matter put forward iheach of the
- four approaches to undergraduate study in physncal
~education.

1. (CBTE)! . . Physicalreducation (is the study

of human movement phenomena including the play.

element in our culture.”

!

l(CBTE) refers to the Competency Based Teacher [’repara—
tion paper. Presentation of program at Washmgton State
University, Mary Lou Enberg, Wilma Harrmgton, Lillian
Cady, Chicago, IL, Nov. 6, ]980
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‘matter explored .

[ ]

2. (SMCM)? ”Pley activities in the form‘ of sport,

- games, dance, exercise and outdoor activities are the

subject’ matter of physical education.”

3. (CdDM)3 ”kmesrology will be used as the subject .
" involving various factors as-
sociated with the status and ability of the individual to
engage in physical and ludic activities, the role of these
activitie§ in culture, and the contribution of these ac-
tivities to individual development. _ .

4. (InDM)*”. . . human movement and sport (are)
the subject matter core ofkinesiological sciences .
and the program was designed to impart to the stu-
dent a scholarly understanding of the human being as
an individual engaging in the motor activities of daily
life which serve as an expressxon of his/her physical
and competitive natures.”

. Essentially, these are the answers each team would
give to our question concerning what we are to be busy.

“about. One doés not hdve to ponder over these work-

ing definitions very long to discover that they are far
more alike than diverse. Except for the turn of a phrase
or two here and there, maybe preference for more or
less specificity, and an occasional difference in word

choice, these “whats” are quite alike; our subject mat-

feris (for the sake of economy and convemence) motor
play activity. .
If there is likeness here, then what is diverse? Well,

- the what may be largely shared; the why and how are

the causes for-diversity. These approaches differ on.

reasons for studying our subject matter. They differon .

how that subject matter is to be studied. Regarding the
why: some say because we are to be teachers.of it we
had better know. it to excel at teaching it to others; -
others say because the study of it will lead to a career of -

one kind or another in addition to teaching; others
suggest we study it because it is there to be studied-and -
that is good in itself regardiess of what comes of it.
Regarding the how: some say that we ought to experi-
ence it first and foremost, and thereby study its
nuances; others waht us to intellectually master it, yet
at the same time such mastery will be enhanced if we

.experience it too; others suggest that we ought to

largely sit still and measure or think over this subject
matter. In short, the whys are both instrumental and
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(SMCM refers to the Subject- -Matter- Center Model, "“The
Preparation of Physical Edycation Teachers; A Subject-
Matter-Centered Model,” by Lawrence Locke, Charles
Mand, and Daryl Siedentop, presented in Chicago, IL,
NOV 7, 1980.

3(CrDM) refers to the Cross-Disciplinary Model, “Under-
graduate Physical Education: A Cross-DisciplinarygModel,””
by Robert Morford, Hal Lawson, and Robert Hut , pre:
sented in Chicago, IL, Nov. 7, 1980.

(lnDM) refers to the lnterdtsmph ary Model, ”A Discipli-
nary Model for a Curricufum in Kinesiological Sciences,”” by
Burris Husman, David Clarke, and David Kelley, prgsented
in Chicdgo, lL Naov. 6, 1980. ¢ s
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intrinsic; the hows are both dramatic and discursive.
These whys and hows make up the form of the field; it

is the form, not the content that renders it possible to -

speak of texture. Let me be even more specific.

Everybody has probably studied, at-one tlme or

another, Henrys (1964) paper. Indeed, many have
referred to thi-piece as a classic. What if there is
another way tolsee this notion of what, exactly, consti-
. tutes a discipline? If this were so, there might be good
‘reason to reevaluate the gist of our modern literature
(the last twenty or so years) and the significance of
what meaning it has for us. In bﬁef Jit might be that-it
has only been in appearancé® that we have been
steeped in earthquake-like spasms which'aze said to be
rending open the field leaving a fault line into which
we will all tumble, being swallowed up like so much
sand and silt. The rumblings may be far more, in
realﬂ) perhaps like the orogenic behavior associated
with'the birth of mountains (or at least small terraces),
from which n;gre not less of the world, enters /our
vision. :
Whatfam qudt’:rmg is whether or notwe have. the
right notion of the natureof a d15c1plme in our collec-
tive heads. Henry did not put it in our heagé all by
himself, of course, We were ready for it. We have kept
this notion of what constitutes a discipline before s
* fdrallthese years. Itis taken for granted, by Henty and»
by most of us as well, that a discipline is (in his words)
“an organized body of knowledge which may be ac-
quired without an eye to application”. He goes on to

say that the content is “theoretical and scholarly as -

distinguished * from "technical and professional”. In

other words, the notlon of a d15c1phne is that it is

content specnﬁc s N
“But what if a discipline is form- not content-

specmc? Such an outlook goes against our normal

thiriking about what constitutes a discipline. Indeed,
much literature outside the physical education field,
even the normal and popular usé of the word disci-
pline, points to the content-specific meaning of the
word: the bodvofknowledgo (organized, preferablyy.
If the original meaning of the word, discipline, is re-
viewed one w onders how itcame to be used.the way it
is. Instead of being L(ll\(.Ll‘n(_’d with academic or
“abstract theory, discipline actuallv has more to do with
practice or exercise. Discipline ‘means the instruction
of disciples. It refers to a course of training or instruc-
tion. It means something that is a process or act of a
learner. It does not refer to that which is taught, so
muchas it does to the fact that it is taught or the form in
whlchltlstaught Whatisthe antithesis to discipline is

not the profession, but the doctrine. 1t is the doctrine .

which is taught. Doctrine is what is possessed by the
teacher. Although doctrine may be a body of instruc-
tion, it is generally taken to be that which is laid down
as true concerning a subject. The word doctrine is
closer to the meariing ordinarily gi~en to the word
discipline, it being the system of principlés or tenets.
-Thus, the doctrine is the subject matter; the discipline
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~ texture of the field, all of them, to a one. They hold the

89

is-the form in which the subject s approached or given
to the learner. :
- I may not have advanced the reader very far thh
this distinction. One could say that I have simply sub-
stituted the word discipline for the word profession,
andin place of the ordinary usg of the word d15c1phne

'gyave chosen to use the word doctrine. Thus, ‘one

might say, we'are still left wittfthe original problem of
theory versus Eractlce only couched in different terms. .
Then we would speak of our “new doctrinarians” and

. our “old disciplinarians!”

But it does seem to me, at least; that this way of
seemg things does make an interesting difference, and
in at least two ways. First, if what I have noticed.to be
true about what these four undérgraduate approaches

- to physical education largely agree upon (the what we

are to study), then instead of being at war over disci-
pline/profession matters at the expense of the field,
they in fact (noisy though they may be) are cooperat-
ing (perhaps unknowingly) in creating the disciplinary

doctrine, the subject matter, in common. What are
conisidered perverse irt cach other’s scheme of thihgs
actuaily are only diverse disciplinary forms spawhed
by the inherent nuances of the docfrine or subject

matter. In other wo&ds they are friends, not foes. |
ghecond, this way? of looking'at the noting of what
constitutes a discipline also suggests the possibility
thatxtlsbyglvmg form to the doctrine that the doctrine
comes to be at all. It may be that content is only a
phantomor ghost until it becomes embodied in a form.
Sometimes we get the idea that there is this ”body” of
knowledge sitting around somewhere, someplace,
having been created by us but stored in some tidy
logation to be served upat will. If, by a body of knowl-
edge, we mean ideas, or facts, orJudgments then we
surely ought to know better. Itisin giving expression
to ideas and facts that they become manifested. Vis-
ions of reality are given by means of an expressive act:
a word; a movement; a gesture; a pnece of music; a
novel; a proposition; a dance. We give that vision a
body. Hence, in giving shape or form to a doctrine (let
us say, the subject matter of our field) we are expres- |
sing it. The expression of it may take a variety of forms.
Untilit is j,ipt,essed it does not exist. In a way then, it
is true to say that until such time that there are compet-
ing dlscxphnary forms giving eXpressnon to a doctrine

or subject matter, the doctrine is not embodied and
access to it is denied us.

The mere fact that there are thought to be diverse
ways of obtaining access to our subject matter, some
discursive_and some dramatic, and that there are a
number of some intrinsic and instrumental expla-

nations which make access to it desirable or nec- .

_ cssary, are illustrative of a present conditioin in
“physical education which calls for celebration, not de-

spair. As we discover and elaborate different ways or -
modes of knowing our subject matter, we are discover-

ing and elaborating the doctrine itself. In the physical
3 ¢ ’
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education field, as in most others, our answering de-
fines our questioning.

Please don’t think that Tam underestnmatm;, the
quite real differences between the approaches to un-
dergraduate study in physical education. No doubt
many of the people representing these different ap-
proaches think each other are twits, and that the re-
spective approach:for which they are singing is mere
twittering. This is possible because there are funda-

~ mentally different answers ‘being given about our

.
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question. For example, there are differences with re-

gard to:

e whether and how to prepare teachers and coaches;
e whether knowledge tearned discursively (by mind)

\ necessarily matters in teaching motor play skills;

e whether research in the so-called basic areas will

" ever improve theYust-as basic realm of the teaching
act itself;

e whether the basic research should even be expected
torimprove the practice of teaching;. A

e whether the teaching act itself is in need of special.
research attention or is merely a technique picked
up along the way, preferably’in the department of
education;

"® \whether thinking and doing are reconcilable; ¢
- @ whether thére is in thinking a special kind ofdomg,

in doing a special kind of thinking;-

e whether there are any number of differences regard-

ing time, method, vocation, skills, and the like.

“What 1 am suggesting is that these differences are

with regard to form, not tht content. In exploring
these four approachés (and others in existence or pres-
ently-being conceived) we are discovering features of

our content we scarcely knew existed twenty and more

years ago. The word diversity, after all, means some-
thmg like a turning, strictly speaking, a driving about.
More literally, we take it to mean something which has
multi-forms. The multi-forms for the ways in which’
tudie activity (in the t argest of senses) manifests itself,
have a shared likeness because of the shared doctrine.
We dan see thé likeness if what is implicit in these
proposals arfd programs is examined. In maklng the
1mpllut e\(pllut we find this Slmllarlty appearing in at
least three ways. These are the pretext, the context,
and the text itself,

Pretext v .

. 4 ! .
These four approaches to undergraduate study are
alike insofar that they reject pre%t Remember that
pretext means, flguratlvelv, a wedving before. Making

pretext is to adorn. It sometimes means havmg an -

ostensible reason for something, such as using the
pretext of playmg chess in the ntiddle ages to get into
the bed chamber of a lady or a: man, the modern
verslon of which is the invitation to come on up and
“see my etchings”. Inthesc papers pretext is shunned
with regard to two 1mP0rtant themes.

T
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" sive-—contrary,

First, each team is wise enough to allow their ap-
proach to be no more than itappears to be. In this they”

have cautioned the readers or listeners to look and see

for themselves, to study the assumptlons and the limi- .

tations, to realize that the approach in question will
not satisfy everyone, to understand that there are a
host of ¢ontingencies associated .with the approach in
,qulestlon, to understand the problems the particular
approach is aiming to solve, and so on. . Further, they
‘have not made the mistake of giving us an either.or
situation. They cach seem to acknowledge the possi-
bility of an excluded middle, and they appear to know
that their differing approaches are not mutually exclu-
but not necessarity contradictory.
Thus, even though these teams are quite cominitted to
their models and some are publicly or privately betting
on their way "’for our continued good health”, none of
the teams have attempted to weave before, they are
not twits in the older sense at least, which meant a
creating of weak or thin places in an uneven spinning

of the yarn. They do notappear to be trying to spin the’
whole fabric by themselves which w ould inevitably

result in thinness, i.e., fabric withott texture.

Second, they are not “weaving before” the ulti@ate )

charactd of the doctrine itsetf. We have not witngssed
in these papers the workings of true believers, of fana-
tics who, as Santayana has said, redoubte their effort
after forgetting their aim. Quite the contrary. The.can-
dor with which the field is spoken about can be annoy-
ing. There is nothing here of the child’s confidence in
the infatlibility of their parents. These team$have their
eyes wide open. They see things as they:are. Goneare
the days when we could (or would) claim more for our
field than we could demonstrate to bé true. I would not
ssay that we aqe looking coldly.at the field, but we are
tooking mor(_ carefully. We appear to be trying to
discover for ourselves what is or is not the case with
respect to ludic activity. Even if we intuitively under-
stand that the-e is something rather special about this
human inclina ion to play, we are apparent]), and
finally, patient enough to find out. what it is precisely.
Even if we think play might be an Amtrak to heaven,
fhese approaches ascertain that wc have not mounted
a donkey. In this regard, these four appreaches are
shunning the pretext of being more than they are
known to be; they are creatlng forms in which the field
will be all it can be. -

Simply put, whatisalike in these proposals is thatin
their collective refusal to “weave before”, they have
plau:d both their proposals and the naturé and signifi-
cance of the %ub)oct matter i front of us, not behind us.
Thesg\llvely disciplinary forms by which we may ob-
tain access to the subject matter depend upon what is
awaiting us. For so long the tendency has been to
imply that the studying had already been completed
“and thatall we really needed were capable technicians,

* managers, or §alespeople. No more. The real studying
has yet to be done. In these approaches, what is taken
for granted is simply not taken: And whatis granted is
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" that which'is not taken for granted Pretext does not

satlsfy For those of you familiar with our history, this

s mcfeed a significant and powerful turn.

Context ' .

if pretextisa ”wea‘ving before”, context is a weaving
together or ajoining together of what is. The context is
the general climate or environment surrounding the
text itself. It is that which sheds light on or gnves
meamng to. We are all familiar with the situation in
which what is said is ““taken out of context””. We mean -

explicitly laid out in any of the proposals. There are
some strong and frequent signs in all of these papers
that share a common idea of what education prop-

T erly ought to be about. Someone, it seems to me,

that standing by itself the word or phrase does not -

mean the same thing as when itappears.with its kin in-
context. We need to put the part into the whole to
catchits intended and full meaning. Thus, itis betterto
be in, not out of, context. ’

~ Inexamining these papers with a slight squint (shut=*

ting out the direct light;looking laterally).I think there
is, again, a likeness in their diversity with regard to the

“context into which their- program alternatives are

thought to fit. You will not find that what follows is

.
<

Schoolmg Context (Sketch)
4
{. Schooling 15 obl:ga!orl/

2. Being obhgator\, ()thers are frequently telling
Students what they must learn and when and how
they must learn it. Hence, it is easy for schools to
be coercive, manipulative, exploitive.

<> .

3. Schooling empﬁasi/es having, e g., getting a
degree, haymg an A.B., possessing skills and
techniques. \

4. To have an education, one must be there to obtain
it. Thus, aftendance is the chief evaluative criteria.

-should say something about what that larger con-
text appears to be.

The signs I am thinking of, by the way, which en- |
courage me to look for a proper context for these pa- -
pers are such things as: the learning cénters; the semi- -

nars; the independent study projects field work; in-
ternships; systemic influencing; self-paced learning;
the variety of modes of encouraged study; etc. So, [
ask, on the one hand, given thesc signs, what kind of
climate would make these approaches utterly sense-

less? On the other hand, into what context might these.

programs nicely weave? -

[ suggest that each of these proposalslargely reJects
the characteristics of schooling and largely endorses
the characteristics of educating. Indeed, the fact that it
is the educating context which is implicitly endorsed
in these papers prov1des further reason for cele-
brating the variety of suggested disciplinary forms.

;-

Educating antext'(Sketch)

. Educating is self-chosen. -

KX

. Being self-chosen, educating is at best hm’dom

(freeing from ignorance,. freeing for knowledge,

" wisdom).

. . !
. £
5. Schooling is a passive process, like being - 5.
pasteurized. It is done to onc; it'is external,
- » ’ B /‘ -
6. Being a pr,ocoss, it produces products. 6.
7. Oftentimes, sthoolmg is A system, a technically 7
efficient brganization with various units, :
departments, and divisions.
8. Inevitably, persons ace made to learn. . 8
N ~N
o
9. Schooling is-by its very nature competitioe, 9.
10. Schools, again by destgn, routinize (bells, 10,
schedules, hours, credits, courses, curriculum,
exams, recitations, ete.).
4 o ‘ :
I1.. Schools often discourage, prevent, and sometimes 11
~ even punish a prodact for thinking (products
without heads or frearts).
B
91

. Educating is a sharec't’~

1. Based upon hope’ that cach mdmdual will trust no

3

M

. Educating emphasizes being.

k]
~

- Educating stresses knowing; knomng how or

knowing what or that.
? B v
g

-Educating is an active scarching out, unhamporo
dlSCOVOl‘V something one participatoes in, mternal.

Allows for gruwth and unfolding of persons.

. Educating thrives in a community.

] : 13 R ‘ -

v
1

oject of helping, not
making. -

Educating is characterized by cooperation.

Ferrets out diversity, looks for the unexpected,
encourages creative exploration, nurtures surprise,
wonder, astonishment.

ane in matters of thought will think for oneself, |
will question, probe, disturb the peace all of which
would be guided by one’s courage, logic, and love.
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) In my perusal of these papers, | am convinced that Do they emerge with the desire to go on learning
. there is a definite similarity among them regarding the and reading as long as they live?”’ (p. 14)
o, preferred context into which our programs ought-to Well, he says, -these are embarrassing questions. But
! fit. It is genuine educating they advocate. It is educat- they are questions which we.can afford to ask. The
ing each paper will help provide. Itis educating which right questions may be more important than anything
provides the larger context into which they are woven. clse. And I think our answers, that is, the fGur ap-
In this idea of educating, there is a trues liberating proaches outlined, clearly exhibit an attitude of mind
spirit, for us and our students. . which strives for the vision of greatness about which
[ think E. Trueblood (1959) said it best, In his words Trueblood speaks. In thxs they weave together.
. there isa wisdom to which each and every proposal we - -~
~have examined these last few davs is testimony. - o
s ¢ : ‘ : The Text Itself -
Trueblood says:
) I'have thus far spoken ofthe idea of our ﬁeld becom-
Few contemporary developments are-more dis-
ing textured, that this is a quxte necessary and desir-
quieting than that represented by the cult of medioc-
able feature of the field, that this texture develops in
rity. The heart of this mociloLnt\' is deliberate limita- . L . . S
, the weaving of various altegnative formis (disciplines)
tion of achievement. It is a tombleﬂnd frig! 1tenmm- 4 = .
through which our content (doctrine) comes to be, that
thing when it appears in industrial ostabhshmcnt&, : . .
all of these approaches appear to share a common
but it is far more frightening when it appears in : o o . :
subject matter, that they are alike in their refusal to
cducational establishments. R S, . . . . ) :
. - ) . weave before” the subject is studied- (pretext), and” |
Imakes little difference how advanced ourtechnol- that they may also be Simifar in their idea of what
ogy is if the ideal of excéllence is lost in our civiliza- educational features provide the proper context into
tion. When it l‘; lOSt Jmen and' wonmen habltuall\ which our particular Subject matter .rnav properly flt
settle for what is passing; they-put in the timesthef Now it remains for me to Say“g few words about whatis
! hold the job. The shame, then, is that they have  being written: tHe text itself.
. nothing in their experience of which they may be The text is the doctrine. The doctrine has been taken
. justlﬁably proud. There are many ways in w hich in these various proposdls to be what is called motor
civilizations decline, but this is one of the most obvi- play activity, orin general, ludic activity. Tam suggest-
ous ways. If the Lolleges do not provide an antidote ing that this doctrine (what we know of it) is being
to medlocnty, it is hard to know where such ans~  \yritten precisely through the variety of disciplinary
~ antidote will be found.” (pp. 183-184) ferms by which it is. manifested. And what is-exciting -
? . "There are many features which are involved in the - about the writing itself is that we are witnessing the *
L production-of a genuine college, butall of the other discursive and dramatic, the intrinsic, and instrumen-
features arc patently insuffient if there is not some tal. We are beginning to see that our subject matter
‘“ .+ true sense in which the entite college life isan intro- admits of both, being known and being understood.
© duction to the experience of greatness. A coltegeis By bemg known I mean that the subject can be
an institution which, because it recognizes that thu . Hmdlt‘d in more or less tidy ways. The results‘of this -
cnemy is the trivial, makes a deliberate attempt, Aot examination, whether of the element itself or of the *>
only to create the vision ofgruatnoss but to create it process of helping others leam the element, gan be
‘habltua”v ’ (P 187) ) ’ r&/portod in the form ofproposmons or statemerits. By
! . being understood I mean that ¢he subject can be
F Urth”mo“‘/ SRR L studiod in perhaps less tidy ways, but nonetheless
“""Because education today is big business . . . itis _really meaningful ways. Understanding the ludic ele-
casy tolose sight of fundamental goals. Itis easy to = ment can be captured in such forms as painting,
concentrate upon the construction of buildings and - music, poetry, and literature, orin the doing of playful |
efficieney of administration without serious search- + bodily activity itself. In the knowing we have truths
ing for the purpose, apart from which these dre . ‘abstﬁct in the understanding, truths incariate. In the
nothing. ‘ knowing we have truth progressive, in the’ dnder-
: ) . - e s .~ * .
And what is the purposc? stafiding, truths responsive. In the knowing we have
5 truth§~we repeat, in the understanding, truths we
‘ Is it developing judgment in regard to literature, experience. In the knowmg we have truths about, in
artor conduct? - = £ the understanding true ways into. Both knowing and .
e st produung Lreatlvxty in &ucnu‘ such that new understanding weave together, clearly announcing to
discoveries will bé made? & « the world that we are a field genuingly in the service of
Is it encouraging new imagination Lomermng the truth no matter iri which form it is given us. &
ways in which people can live togethor in peacce? I speculate that/v/ve are writing a novel text. If the
“Do people come out of this community more com? ., ludlc clement (ircluding such play forms asyﬂ_ ise,
passionate and more unified in theerwes than the Sport game, dance, movement, and so om |s%the ’
were when they entered7 heart of the text; our protagonist so to speak, the“gi\ye

- . .
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. are about to take seriously what until this time has only
occupied our attention and the attention of others

intermittently. Chiefly because the play element is -

considered by many to be frivolous, unproductive,
and the proper doghain of ¢hildren, the serious study
of this element and..its. motor forms has often been -
thought to be frivolous, unproductive, and childish.
As many of you know, there have been people from
a wide variety of backgrounds and fields of study who
have remained unperturbed about ""what is thought” .
and have seriously searched after the ludic element.
Whether they started out looking for play or came
‘supon play while searching for something else, these
thinkers have noticed the ludjc to be a rich, exacting,
“and exciting'subject for study. Knowing the nuances
of play is a significant contribution to the ongoing
struggle to understand ourselves. '“_
. Maybe we neéd some examples? As is well known, a°
variety of scholars have cauglu glimpses of this elusive *
. and*broad subject. Bronowski (1973, p. 432) surprises
us all whert he &uds his study on the ascent of man
. With the observatiod that scientific thought, indeed all
" human thought, is a.form of play. Arthur-Koestler
(1964).findg the hature of the creative act to be, shot
. thiough With playful techniques. Kant, (1951/1970), von
NN “Sehiller (1975/1934), and Santayana (1961/1896) tie the
aestheti¢ actand aestheticenjoyment to play. Edmund
Husserl (1967/1913, pp. 280-281/57) oftenarefejrred'to :
the method of phenomenology as the free play of
fancy. Eric Hoffer (1971, Chapm{/\») suggests that play,

.~

-

~

being largely useless, . may be oyr most useful occupa-
tion. Carl jung {1933, p. 66) tells us that without the
_,rjildlike playing with fantasy, no creative activity has
* ever come to birth. Lewis Mumford (1934) ubserved .
- that the spirit of play enfranchised mechanical imagi-
nation . . .“engines are buckets and shovels dressed -
up for adults” (p. 101). Joseph Campbell (1959, pp.
« 21-29) points to play as the meaning-function of myth’
. PeterBerger (1970,.pp. 57-60) has'argued that play is a
'.sig_hal of transcendence.,:Herman Hesse (1969/1929)
fictionalized the existence of a community of scholars
held together by the notion of scholars as players,
“striving in play to achieve perfection, pure being, the
fullness of truth and' reality. Hugo Rakner (1972/1949)
has described people at play as reaching out for a
superlative .case in which the body, freed from its
earthly burden, moves toward. the efferfless mea-
. 'sures of a heavehly ‘dance. Martin Heidegger (1971,
Pp. 165-186) even speaks of play as the mode of Being.
Freeman Dyson (1979, p. 106) says we.could solve our
- Nuclear power problems if the-accourttants and rhana-

-
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gers wolld move out of the way and assemble a bunch

of enthusiasts to tinker and play. Iris Murdoch (1978,
P."266) and Joyn Updike (1975/1966, p. 39) both take
their craft of writ‘i'r{g to be close dangerous play with -
unknownforces, an act of willfulplay. There are those.
* asmast of youknow, who even suggest that the teach-
ing act itself is play, or must at least be given play to .
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- achieve its'purpose. ~ " :
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These few instances of scholars? :houghts concern-
ing play serve to suggest that at least those who
trouble themselves to uncover the secrets of play ap-
pear to hold play in the highest regard. Moreover,
there is'no surprise that play is manifested in various
fields of study. Because play appears in different
modes, epochs, and regions of human experience, it
necessarily transcends the-often crudely-cut bourtd:
aries of typical scholarship. To this extent, descrip-
tions of the nature and significance of play often sound
rather pretentious, e.g., play as the gate to the root of
the.world, play as a glimpse of paradise, play as the
clarifying and speculative metaphor of the world, and
so on. Then again, play -may be beckoning these
thinkerg. Praetendere, after all, does mean "’to stretch
forward”. ‘ ) L

If we are permitted this stretch forward, we can also
catchra glimpse of the ultimate significance of the text -
of our subjéct. These suggestions put forth by thinkérs -
refer to play as a meaningful enibodied action as wel-—
as to our tinkering with ideag which play before us.’
Thesé may be little more than ilfustrative examples of
what Huizinga (1955/1938) préssed upon us.in.Homo
Ludens. The very'existence of cultyre is to be viewed as -
sub-specie ludi; without the play elenleﬁtg:s‘_plgrit,'gul-v,,
‘ture wapes. gs.you will recall, Huizirtga mafched on to
support his thesis-by-analyzing'the various regions of
human experience which arise from and as play,_ in-
cluding such ‘experiences s langudgd, law, knowlr
edge, poetry, philosoph$ art, music, rifual, and so on.
'His view of tulture appears to te similar.to Edward
‘Sapir's (1924, pp. 401-429) notion that the highest
© levels of culture have, frequently been reached in the
lowest levels of sophistication; the lowest points«gf
culturé have been plumbed in Sofme”of the highest.
_Civilization as a whéle,* he says, :moves on; culture
comes and goes, . _.-— ;. .

Both authors stress the limitation and'mastery of self
.ds essential to the preservation and perpetuation of
culture; that is, the self’must reconcile its own
‘searches and strivings with the general spiritual lifé of
the community (limitatior). Sapiralso reveals that it
soméhow must ‘stri(fé‘withinltho@tric‘tion ofour ac-
tivity.to lecatésa satisfying of one’s spirit {fastery). For
Hyizinga and othef solld thinkersyit is thi,?play spirit
wllich is necessary. for aqf\i’e‘ving‘a_ delicaté balance™w
Between limitation and mastery of-self. - X

I think play, in this sense, isour.créator. lt-‘not/orily .
serves to'create those selves inwhomthe play element
"is introduced or in whqm it lives, but.it also serves to
create the texture of the field in which itisstudied. The
creatidns which result from this ;ﬂ)lay’ar‘e'ﬁatural ex-
pressions of what we live by ax {qg’_‘i&haﬂifglivé‘%‘gur
. text is about. play but is"writteén only. to the extent to .
° which we are willing to play on. — R
™. Were e to becorpe the custodians oFthe play ele-

ment of culture, were we to care &nd feéd for the

knowing and understanding of this ludic impulse,
+ were we'to help eaeh other, ourselves, our students,
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and those our students touch,
“nuances of play, were we to-explore, discover, and
elaborate these and other approaches to under-
graduate study in physical education, weré we to
realize that these forms of study are necessary in order
for the text (the doctrine) to be written at all, were we
to learns that in our very dlversrty there is likeness -

which makes us all a part? and wefe we to celebrate -

‘not lament, the progress, through drver51ty, [think we
would in the truest and ‘most original sénse be a pro-~
fegsion, a community of people whodeclare and place
ourselves at the ‘disposal of that very play element
which’creates, strengthens, and embodies the field,

. William Carlos Williams, puﬂ yotir bloomers down,,
. everyhody’ sdookmg at you. 'Yeu're not ten years o]d
any more.” (1974, p. 34)

. =Berger, P. )Rumor afanqels mederit society and the rediscovery of
7« the supempatural. Nepv York: Anchor Books, 1970.
Bronowsk J. The ascent of man. Boston: Little, Brown and
Campbell J Thu tnasks of god: prmnhve nuthalagv Ne\\ York
' The Viking Press, 1959.
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Issues as Reflections

Marian E. Kneér

University of lllinois at Chicago Circle

As-one of the participants at the Professionial Prepa-
ration Conference held in November, 1980 in Chicago,
entitled “Progress through Diversity”’, I was intro-
duced in advance to the theme of the conference by
casually examining four professional preparation
models and finding the reading ponderous. When the
conference opened; all that changed. I was filled with
deep thoughts about what these models could and
could not do. A stage was appropriately set for
dynamic interaction between the presentors and the
presentees. At the final wrap-up so elegantly done by
Professors Bain and Harper, my mind could not rest
because the real issues of professional preparation in
physical education somehow kept bobbing up. No
model held potential for solving these issues. I re-
viewed-them all, studied them iniently, and tried to

placate myself that issues were not the theme; yet, it -

was many of these issues that contaminated the ac-
ceptability of most of the models. '

One persuasive issue is the quality of our inductees.
What professional stand can be taken to upgrade the

product of professional preparation? Should we be as -

selective as coaches are for athletes. Can we be?
Should NASPE recommend inductee qualifications to

professional ‘preparafion institutions? What should - .

these qualifications be? Scholarship? Skill? Personal-
ity? :
Related-to the inductee is the development of the

ability to solve problems. No professional preparation.

program can possibly continue with the multi-variant
settings that will fall heir to each young professional. It
is of concern to me that the same problems that negate

“the quality we dream of in physical education still

persist. Why no progress? Are we turning out inflexi-
ble, non-creative professionals?

Most teacher. education-related programs are still
preparing the teacher/coach. Can we go on? Must we
go on? Evidence indicates that 3 out of 4 inductees are

. not really interested in teaching physical education:
(Donald, 1980) Physical education is what you do so

that you can coach. Given what we know about teach-

ing styles, learning styles, gqals setting, and so forth,
can the myth persist that physical educaffon and
coaching are similar? Should it? If so how do we solve
the problems of teacher burn-out from overwork re-
sulting from coaching? Can and should the profession

investigate this problem which is now also attacking -

the elementary specialist as secondary schools search
for coaches? ) R
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Research has clearly pointed to the positive learning
outcomes resulting from teaching behavior that is car-
ing, helping, sensitive to student needs and commit-

ted. (Beane, Lipka, and Ludewig, 1980) Other than the -

Locke-Siedentop model, no professional preparation
plan had a protocol or strategy to develop, focus, or
promote these behaviors. Should we try? How? The
need for such a caring and committed physical educa-
tor was ‘never more apparent than in the four reports
from students in the recent Fall, 1980 issue of LP-
DATE. (Mark, Glakas, Mitchell, and Brown, 1980)

A series gf issues arise from the entire process of
helping a professional physical educator to deliver,
facilitate, transmit, or teach, if you will, the array of
knowledge carefully packaged in any one of the four

" presented models. Again, given the evidence of stu-

dent uniqueness and the positive relationship of teach-
ing styles to student learning styles, can we- go on
promoting a“onebest way” or provide practice within

" a narrow range of teaching approaches, to what ex-

tent is practice provided in teaching small groups
and/or individuals? Even if we are enlightened and
provide pre-clinical experiences to help the neophyte
and be a virtuoso of diverse teaching approaches, how.
do we create or provide a supportive clinical experi-
ence? Is the reality of a non-university practice, school
worth the lack of on-site technical assistance? Clearly
evidence has pointed to the impact of pre-service and
in-service role modeling. Can we continue to tinker
with clever “Turf Divisions”. and “Course Arrange-
ment Plans” in our professional preparation programs
without facing the reality of the all too rapid eradica-

- tion of the sum of professional preparation course

work by the real world role models? Are we creditable?
Are our programs creditable? If they are, why the gap
between our theory and practice? Should we talk
about it? Study it? Resolve it? :

Even if we sigh and decide that "’good wine needs
aging” and with experience our intentions as profes-
sional preparators will indeed be reflécted in our stu-

. dents as practicing professionals, we should reflect on

the low percentage of students who seek graduate
‘work and who are often not even in the physical edu-
cation discipline. Do you know why? Is it related to
working all dayds teachers and all night as coaches?
What about the low percentage of physical educators
who are members of a physical education association?
Illinois has one of the largest State Associations in the
country, to which belong less than 75% of the practic-
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ing physical educators; Why? Should we be con-
cerned? What'do we do about it?

And finally, one last issue concerns the student who
graduates with an “LAS in Physical Education”.
Should no ultimate profession for that person be as-

sumed? What will they do? Can we go on employing :

them as graduate teaching assistants without prepara-
tion to teach? To what extent do we do this? Isita
problem? Should we be concerned?

Obviously I came away from the NASPE Profes-
sional Preparation Conference stimulated, and yet
bewildered. Thank you CUPEC, thank you Tom
Loughrey, Hal Lawson, and Linda Bain. When will we
have another that addresses these issues?

“
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Undergraduate Preparatnon:
Marching to Different
Drummers

Anthony A. Annarino
Purdue University

-

A Musical Fable

Dissonance, in a musical sense, may be defined in two
‘ways: a simulateous combination of tones conventionally
accepted as being in a state of unrest; a mingling of
discordant sounds so out of harmonic relation as to glve
beats. These defmmons will provide a basis for this reflective
monologue about stimulating djalogues engaged in at
professional preparation conferences. .

In attending professional preparation conferences and
sessions for the past two decades, I've heard the same old
tunes but being led by different drummers. This same -
observation was experienced in attending the most recent
National Professxonal Preparation musical held in Chxcago,
Illinois.

- Asin previous ¢onferences, the professxonal educator s

" “glee club gathered and'vocalized the familiar- nielodies

Aruitoxt provided by Eic:

asking the musical questions: Who are we?; What are we all
about?; What should our product be?; What is the best
process or approach?; Can a degree of consonance be
>established hetween student, educator, and real world’
expectations relative to undergraduate preparation?

In response, opposing melodies were played by a number
of duos and trios. Since each was driven by a different
drummer there were variations in syncopations ranging
from the traditional four-beat to avant-garde accents.

Atthe conclusion of the concert, a new form of dissonance
was heard when the assemblage sang out in harmony an old
Roman marchmg song, “Quo Vadis—Whither do we go?”

In retrospect the responses to the earher questions
posed at the conference did not greatly differ from

previous conferences I attended. (JOPER, October -
1979, p. 18) My initial reaction was characterized by.a -

quote; in one of the presentations, of a recent Time
article. The quote indicated that the respOnse of educa-
tors to the present educational crisis is analogous to
“’shifting deck chairs on the Titanic”’.

Whether this analogy was applicable by the presen-
tation of alternative, substitute, and modified under-
graduate preparation models or whether these pro-
gramatic thrusts were being proposed as attempts to
“raise the Titanic'” was difficult to determine. Only

time, the extent of model implementation, and an °

assessment of theirimpact, will be valid determinants.

A capsule review of the various conference presen-
tations yielded high relationships between the models
and the conference theme, “"Progress through Diver-

- sity”’. The models either advocated a shifting of focus

and-direction in undergraduate preparation from a
“Teacher” orientation to a ““discipline” orientation or
alternative approaches to teacher preparation and cer-
tification. They reflected varying emphases in and
from the professional- studies component, perfor-
mance component, behavioral studies component,
scientific- studies component, humanistic studiés
component, and the general or liberal studies compo-
nent. They were classified and described as a cross-
disciplinary model, an inter-disciplinary model,

competency-based model, and a subject- matter-
centered model. Their designs were based on different
core requirements, such as, human movement
phenomena, sport and play activities, kinesiological
sciences, and disciplinary. They were designated as

" professional and non-professional preparation pro-

grams dependent upon the program objectives. They
differentiated in program outcomes from a specific
career preparation to a liberal arts preparation. They
were permeated with philosophies ranging from a
form of generic Realism to naivete Existentialism. Ba-
sically, they were examples of functional-models de-
signed. for specific institutions or as prototypes that

could be modified for other institutions including;

“Fantasy Island U"’.

At the conclusion of the presentations, my percep-
tions and reactions could have been described by
another Titanicanalogy. Itisan apocryphalstory attrib-
uted to John Jacob-Astor, a passenger on the ill-fated
voyage, who, after ordering from room service,
exclaimed in dismay, ”'I ordered ice—but this is
ridiculous!” However, at the risk of creating a semi-

. frivolous bullfight with soine sacred cows, I shall at-
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“widely .accepted as a global name

tempt to be more specific as to my personal.observa-
tions and professional conclusions relative to the cur-
rent status-of undergraduate preparations as reflected
by this conference.

In introspect, is there professional unity through
diversity? Have we made progress through diversity?
It is evident that the term, *’physical education” is not
r describing who
we are and what we do. This is reflected by the variety
of specific subdiscipline role designa
kmesx?logxsts exercise physxologxsts
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etc. It seems to me that we are making ‘‘progress
through diversity”” from “‘unity through diversity’’ to
“proliferation through diversity”. We are not a corpo-
rate power group for effectmg“ change
There are still philosophical and theoretical differ-

" ences in defining what we are all about. We agree that
there isa body of knowledge; we cannot agree as to its

content, focus, emphasis, and name,

Therefore in prospect | propose, that it is time to
eliminate personal and professional ego biases and
with unanimity tesolve that we are physical educators
preparing physical educators. Our concern should not
be in changing a name, but we need to.invest our time
in changing the physical educator’s image and singu-
lar role perceived by'the general public “and academic
colleagues. This can be accomplished by student selec-
tivity and quality control programs that infuse or dif-
fuse an inter-disciplinary core of studies with cross-
disciplinary, multi-disciplinary, pan-disciplinary,
track, option, ad hog, integrated, subject matter- and

competency-based approaches that would be the
- “"best fit"” for the resources of an accredited institution.

The student would be‘identified as a 'plysical educa-

tion major’” with areas pf specialization and compe-

tency determined by the uniqueness;, emphasis, and
integration of subject-content and applied experiences
that are added to the inter-disciplinary core.
Furthermore, we must initiate, with the support of
our professional organizations, a public relations
campaign that creates a positive image that describes

" the “New Physical Educator”, a physical educator

Q
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who is educated and trained to be a fitness clinician,

stress testor, exercise physiologist, kinesiologist, pre--

ventive cardiology technician, sport writerand broad-
caster, sport sales person, resort director, agency and
sport club director, health club manager, industrial
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fitness director, sport sociologist, sport psychologist,

sport'historian, researcher, teacher, or coach.

These recommendations are predicated on a defini-
tive group commitment to identify the basic concepts
and principles that would constitute an interdisci-
plinary core. We have the expertise to investigate, -
identify, refine, and synthesize subject matter from
the sciences. in our domain {motor learning, motor
development, . sport and play, kinesiology, biome-
chanics, and exercise physiology). We can add to this
core, parastically and synergistically, those applicable:
concepts and principles from allied sciences and other
disciplines. This same process can be used to identify
and match competencies with subject content and
training for specialization areas.

In conclusion, this panacea that I am prescribing for
the ills that pervade our profession is not a new pre-
scription. It will not be totally accepted and it may (in.
all probability) compound the problem of diversity.
However, we can no longer afford to disregard the
visible critical signs'and symptoms. Qur academic .
dialogues and consultations need to result in profes-
sional concurrence as to diagnosis, prognosis, and

.remedy, or we may be marching to one drummer

Ok

playing . . . a fumeral march.

e

A Professional Allegory

“A pervasive solipsism may account for the need to go
around periodically rediscovering the wheel.

The business of forgetfulness and rediscovery may be
part of a vast dialectic sifting and refinement by which his-
tory discovers, and interminably rediscovers, whatever is
worth keeping.”’

Lance Morrow, ““The Endless Discovery of the Wheel.”
Time. December 15, 1980.
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‘Do your students need
answers about professional
- . preparation in HPER?
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THEN . . . LOOK NO FURTHER!

Directory of Undergraduate Physical Education Prog’rams T
$7.75 - '

Directory of Graduate Physical Education Programs
$6.75 - . : .

NOW physical educators, librarians, coun-
selors and career placement officers can bringrit all
together for their students. - . .

Two up-to-date, informative directories of American colleges and universities with programs.in
physical education and related fields. One is devoted:to institutions offering undergraduate de-
grees; the other to institutions offering graduate degrees. - . ' ’

Information about each institution includes degrees offered, course requirements, program
- . emphasis, special program options, faculty, financial assistance and accreditation. Comprehensive -
information on each institution also includes tuition, enroliment data, student housing, admission .
requirements and whoto contact for further information. Additional information on research facilities
is provided for each institution listed in the graduate directory.- ’

Order your copies of the Directories today . .. and pfoviile your students with the valuable
information they need to chart their futures. - .
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For prices and order information please write:
AAHPERD Promotion Unit
"1900 Association Drive
Reston, VA 22091




