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A NOTE T : THE READER

The Symeposium Papers (Vol..me 11, Books 1, 2, awnd 3) ame pub-
1ished withr one major purpose -2 mind. The :papers are inteended
to provide #=he reader with anu9---to-gate sythesis of ressarch
in a wide se@riety of areas. Pae:sentztions were *mwvited fromn each
of the semer associations of ARHPER. Reviwmmw boartss screenend
Symposius Prsentations under ti:= directior ¢f the Ressarch Con-
sortium President-elect. Sper %' attentior was girsen to the
quality of tim= presentations a9k v the rezevance of tie resszarch
syntheses to =he practioners in~ exh of the sevep -assaCiatiions.

The Sympasium Papers are eing made awsilable for sale 2t
the convesstimm at which the:.a~tuai papers_are presented. This is
done to mame These researchssemtheses available to Al]jance
members at *he earliest possinle time, while the !idormatiom is
current and useful. To do thss, it sas necessary =0 mak2 each
author respomsible for ‘preparing *ris -or hew own manmseripf. "2
be eligible for publication amitho—s were resmirst <o s.omit Loeir
intent to publish early in ter mar =ud submit 3 wanusipt,
typed in the proper formate, - “-ebrumry 3. 6730 In .zses where
authors failed to meet the #irs isted oriridd imes, tise papers
were deleted from this publinatiun.

These Symposium Papers ire phoomgraphed -om original manu-
scripts submitted by each author. fie soemwerty of sSymposia
served 1s the editing process, once accep--ed wl¢ responsibility
for the content rests with the author(s).

1t {is hoped that these Symposium Pamers -are as 1 to memibers
of all associations of AAHPER,

Richard H. Cox
Editor

David H. Clarke
President-elect
Research Consortium

Note: .-ecauser If Tt le 'gth
T imitztion impwsed on aui-hors
rofemmnce fiSts are neses-
sarily st In nosf cases
! more comp let meferemce Tiists
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A Momai:for the Simsly of Fygnellier Blects
in $iypetal Fducliil
“Thasitn- ). Matheld
[ S S——

Skaemshomn
27832

INTEIBRCTZ85

The relativme=ip petweer =ipe smus< ~ 3md teacher has enormcus
consequemces for - > academic -and esxCii..a, welli-being of the crild.
However, while 2c:: :tors prodes's o fwer  ar The total growth and
developmemt of ewer  child, o,  « .. likween actually reap all
the benefirs of = - :-eaching pr cess.. .mume =mson for this is that
teachers consciov Or uncomd. .ous. - emvhibt preferential behavior
toward certain studseests in :fhet= ci .so; +o@. Wmsenthal and Jacobson
(1968) in their brwwic Bygmal ion in t - Gesassomm provide convincing
evidence that teaure=s give di- ‘ere- :ii| :—reamment tq their students
a8 a result of certwan expe . ons :2'" vy the teacher. Rosenthal
and Jacobson hypothestzed toidt thes- = ecations for student achieve-
ment would function s self -ty ifill_ng, cphecies.

A gelf-fulfili- ~; progemec is v~ exp*:ctation or prediction which
initiates a series- . everts: ta.t .. 2t .e original éxpectation or
prediction to come —rue. ‘th: sther w.sts.., if the tescher expects a
particular student —o perforn™ well and'e.e & high- achiever in the
classroom, and begrmw acting, ...~sard tma. student in certain ways,
the student may, i— fact, livwe wg to tr-- :xpectation of being a
high achiever. Lise=wise, .. tk teacn., .xpects a particular stu-
dent to be a low aizmiever ano.: tsmaves »= sccordance with that expec-
tation, then the stwedent will semave 2. | 2 believes he ig expected
to behave. This je=mvior may be manife.izd in either a positive or
negative directior Martinek % Jchnsoa. 378).

Although muc" .ncerna. out the stu:v's methodological proced-
ures has been ervrasmed (Threrndike, 194K: Cronbach & Fruby, 1970;
Elashoff & Snow, 197I), rer ikdstions -: the study nevertheless sup-
ported the exiseence of the 'Pwmalion .Thecxry. For example, Brophy
and Good (1974) —xeyyewed o . sixrty strdies that indicated teacher
expectations do. :n ‘aAct. = yiate differemtial teacher-student -
interaction. Umvor. iatei, aone of the studies reported by Brophy
and Good (1974) v .d at empectation effects in the physical edu-
cation setting. ™ -aps thiz: is due to the fact that physical

education reseaz: . :s at be=mucr looked at the effects of instruc-
tional models o: z grouws of childien rather than individual
students. This -~xcher ‘>elieves that a model from which pygmal-
ion research can caceptimilized and guided is one solution. The
purpose of this s ~is tc present guch a model, outlining the

process through .sh-& <his research can be pursued.

by
{
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PROPOSED MODEL

The tenets of the Model fyrther sugzesr 1) that teachers form
expectations of their students as a resu_: of perceptions gained
through previous comtact with the studem: uc by the teceiving of
past information about the student's aciisesement potential; 2) chat
expectations ultimately =mffect the gquantity and quality of the fneer-
action between the teacher znd student; 1% <-hat teacher expectaticn
in conjunction with the wmality of intemweioon can influence spexziic
behavior and affective c-recomes of the studerr; and 4) that expesr-
tancy outcomes will Subequently reinform= -sose initial expecta-
tions formed by the teittinew,

The funct:ion of wms “roposed model ... =¢ :dentify three major
variables from which me- »dological concerrn.- or a researcher car =
effectively nec: :iat-Z  The three variahiws rerrr=sented are:

1) the Expecta~. .n Sorzrree Variable; 2) Immsract: .. Variable;
3) Expectancy ##':come smzable. Figure 1 _Tluss=rzes the model and

the relationshiy : = -:se-three variables <=5 or:= qother.
Figzre |- TSSEARCH MODEL FOR TEE STIENW OF
PYGRALION EFFECTS IN PHY s1CAL
EDUCATION
Expectancy Interactive Expectancy
Source - ==t Variable Outcome
L Variable } (Dvadic) Variable
Student | Teaw -r Physicall Pcrformance,
sex, age| sex :ge Self-] Concept,
race, rac Student Expectations,
perfor- | per:>mmance Attitude »Anxiety,
mance per-—<xtions Social| Distance,
ability, | et. etc.
SES, et:c1

Expectation Loc

In look=— st the model we gee that eac: .ariable has various
sub-variable= wrcich represent specific point. for study. For
example, the =zup-variatles listed with the Expectation Source Varia-
ble are such =—ings as student's age, sex, performance ability,
appearance, ez:. Likewise, similar variables found within the
teacher's context might also represent other areas from which the
researcher may choose to study. The Interaccive Variable shows the
feasibility of looking at dyadic interaction between a teacher and
a single student or small group (no more than two). Wilmot (1975)
contends that evea when a teacher talks with two children simul-
taneously the interaction ig considered to be viewed as a dyadic
interchange by each of the students, The Expectancy Qutcome Var-
lable may consist of a number of sub-variables that are the result

8
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of teacher expectations or the result of specific types of teacher-
student interactions. These outcomes may be repressntative of such
constructs as self-concept, physical performance, szudent expecza-
txons, etc. It is also theorized that the various outcomes can fur-
ther reinforce and perpetuate the initial expectations held by the
teacher. The Expectancy Loop shown in the Model represents this
relationship. During the initial planning stages of a study it is
important that the researcher idenzify the specific variables so
that a methodological framework can be established. The selection
of the sub-variables is based upcn the researcher's own particular
interests as well as the feasibiiity of obtaining a sample truly
representative of the population to be studied.

In order for the reader to understand the operational charac-
teristics of the Model, the following sections will include several
studies which are representative oI virious aspects of the Model.

Expectation Source Variable

Research pertaining to the Zxpectatiom Source Variable relates
to sources from which certain expectations are formed. As pre-
viously mentioned, these sources stem from a number of variables
originating from both teacher and student contexts. For example,
Feshbach (1969) found that the sex of a teacher influences their
preferences toward male and female students. In his study, female
student teachers read paragraphs describing sixteen fictional stu-
dents and then rated these students on a preferential scale. The
results indicated that female teachers were favorably biased toward
girls and unfavorably against boys in their expectations of perform-
ance. Crowe (1977) also found that both male and female teachers
tend to expect better physical performance from boys than girls dur-
ing physical education instruction.

In a more recent study conducted by Ansorge et al. (1978), the
eifects of order of performance in competitive gymnastics on judg-
mental biasing was studied. It was believed that since gymnastics
coaches typically place their gymnasts in rank order from poorest
to best for competition in each event, judges may expect a better
quality of performance on routines within the team order. The
study was conducted to determine if gymnasts are at a scoring dis-
advantage if they appear first in competition or at a scoring ad-
vantage if they appear last. The results of the study showed that
gymarasts were scored significantly higher if they appeared in the
fifth position than if they appeared in the first position.

Expectation Formation and the Interactive Variable

By and large few studies (espacially in physical education)
have looked at the effects of expectations on dyadic interaction
patterns. However, two recent studies by Crowe (1977) and Martinek
and Johnson (1979) have attempted to look at this dimension in the
physical education setting. Crowe (1977) investigated the effects
of teacher expectation on four variables related to Rosenthal's
Four Factor Theory (Rosenthal, 1974). The four variables include



Ciimate, Feedback, Qutput, amc -smut. An additional variable Touch,
was also included by Crowe. ¢ Zive variables were investigated in
terms of high and low expectamy .zroups of junior high school stu-
dents. The results of the :stus: wowed the following: 1) Designated
high achievers were given sédgni’=:zantly more opportunities to raspond
to the teacher questions timan e ow achievers. 2) Designated high
achievers were found to be reemrr more warmly by their teachers than
the low achievers. 3) Althews= ==Te was no significant difference
in the overall amount of prasize p=wen to the high and low achievers,
there was significantly moree zt=rmation and praise given to the

high achievers than the 1low. -~ designated high achievers were

found to receive more attent—iom amd were glven more opportunities to
respond. 5) No significan: :iifewmnces were found between high and
low achievers in terms of the Zyme of new material taught or the
frequency with which the teaachers touched their students.

Similar findings were wxpressed in a study by Martinek and
Johnson (1978). These rese#zchers investigated the effects of teach-
er expectations om specific zsmcher-student behaviors occurring dur-
ing physical education inmsttrucTiom. The study further described the
effects of teacher expectat-ims on the development of the students'
self-concept. (Self-concept -was measured by the Martinek-Zaichkowsky
Self-Concept Scale for Childeren (1977).) Five elementary school
teachers were asked to rate their students according to how they
expected .ach to perform im rerms of physical achievement. A total
of 100 students, the highesc: ten and the lowest ten, in each of the
five classes, comprised the sample. All five teachers used in the
study were experienced phy=ical education teachers who had previous
instructional experience w!th the children under observation. A
Dyadic Version of Cheffers. adaptation to Flanders Interaction Anal-
ysis System (1974) was the shservational tool used to identify the
teacher-student behaviors. The results of the data analysis showed
that the high expectancy gzoup received significantly more encour-
agement, acceptance of ideas, and analytic-type questions. Addi-
tionally, male students were found to glve more ro’e responses than
females. In one of the classes, high-expectancy males demonstrated
more student initiated-behavior than low-expectan:y males. However,
the female high-expectancy group in the same class showed signifi-
cantly less student-initiated responses than the low-expectancy
group. However, this interaction appeared to be only unique with
one particular class since the remaining four classes showed non-
significant expectancy x group x sex interaction. 7Tn thiee of the
five classes, expected high achievers were also significantly
higher in self-concept than the low achievers.

Expectancy Qutcome Variable

It is the belief of this writer that if expectancy effects
occur and operate in the instructionpal setting, they will also be
influential in the development of certain physical and psychological
aspects of a child. Researchers have reported numerous studies that
have looked at expectancy effects on such things as academic per-
formance (Rosenthal & Jacobson, 1968; Crano & Mellon, 1974) , self-
attitudes (Purkey, 1978), student expectations (Entwisle & Murray,
1978) and 1.Q. (Sutherland & Goldschmid, 1974), 1In looking at the
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Expectancy Qutcome Variable of the proposed Model, we can see this

relationship. However, it is important to note that the question of
whether teacher expectancy or differential teacher-student interac-
tion affects student outcome still remains a hypothetical issue.
For example, the previcusly cited study by Martinek and Johmson
(1979) demonstrated that high expectancy students had a more posi-
tive self-concept than the low expectancy group. Although this
finding appears to have significant meaning for the relationship
between expectation and student growth, the effects of the dyadic
patterns--e.g., encouragement, praise, acceptance of ideas--on
emotional well-being still remains empirically unanswered. There-
fore, future research into this dimension is encouraged.

The question of what causes what is a persistent problem in
educational research, especially in studies of the effects of
teachers' expectations on student outcomes. The Expectation Loop
of the Model provides a possible answer to this question as well
as a possible explanation to the self-fulfilling prophecy phenome-
non. The Expectation Loop is based upon the assumption that if the
teacher expects and encourages higher level performance the student
will perceive this encouragement and, therefore, achieve at the
expected level. Consequently, the expectation of the teacher is
further reinforced resulting in a perpetuation of both teacher
expectation and differential treatment toward the student.
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A Need to Look at Dyadic interactions
Ray 2llard
University of Massachusetts
Amherst, Massachusetis 01003

Introduction:

For close to fifty years, researchers in educstion have
been investigating teacher-student interactions in classrooms.
BEducarion ressarch, houwawer, has sontribusaed rslatively
little information which teschers can apply in their daily
interactions with students. Perhaps one reason for this is
that vary little research has focused on the individual
student (Brophy and Good, 1974). The purpose of this paper
is to present a rationeie for research into teacher inter-
actions with individual gtudents in physical education clssses.
Historical Qverview:

Since the early eZforts cf Anderson and Withall, literally
bundreds of observational systems have been developed and
employed in classroom research, a good number of chese were
designed to record teacher-student interactions. The most
widely used system for reducing classroom interaction into
suitsble categories for tabulation and computation {s the
Flandera Interactional Analysis System (FIAS). This system
and modificativns of it have provided researchers and prac-
titioners with an abundance of information concerning class-
room interaction between teachers and students.

For the past 10 years or so, researchers in physical
education have also employed observational instruments to
systematically record and analyze events in the gymnasium.

The most popular system employed in physical education research
appears to have been Cheffers Adaptation of Flanders Inter-

2ction Analyciz System {CAPIAS). For examsls, 2 rsceat publi-

,cation liated a gseries of 18 studies, conducted since 1973,
“which have employed CAFIAS to systematicslly record and analyze

data concerning teacher-student interactions (Cheffers snd
Mancini, 1978). The results of these studies have provided
valuable information concerning the nsturs of teacher-student

 {ateraction patterns in 8 variety of settings. It should be

pointed out, however, that most of this research recorded

_and analyzed teacher behavior directed at the eatire class.

There are some Important problems with observational

~systems which gather information on the class as a whole.

‘Inherent Problems:

One problem is tliat the strategy is too general to yield
information about avents which influence individual students.

13 1

~
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There are important differences in individual student behavior
in classrooms. Part of this difference may be attributed to
presage variables (race, sex, socioeconomic status). Some

of the difference, however, may be attributed to the treatment
which individual students receive in school (Brophy and Good,
1974). For example, students of different races or socio-
economic status receive different treatment from their teachers.
In order to record such differential treatment, instruments are
needed that permit an observer to record teacher behavior di-
rected toward indlvidual students.

Reported results which fail to take individual differences
into account are often misleading. For example, FIAS permits
the observer to record teacher talk and student talk in
geparate categories. The results of the observation may indi-
cate that 60 percent of the class cime was taken up by teacher
talk and 40 percent by student talk. The problem with lumpirg
student talk into a single category is that individual dif-
ferences are lost. It is conceivable that only one or two
student® did all the talking to account for that 40 percent.

4 similar difliculty exiscts wich graphtc representations
of teacher talk. The use of grouped data, whether by per-
centage or mean scores, does not provide any information
indicating to whom the teacher was talking. The teacher may
have spent the entire class working extensively with one or
two students, but grouped data will reflect only extensive
"teacher talk".

Individualized Teacher Behavior:

Describing and analyzing teacher behavior directed toward
individual students or sub-groups of students is an area of
inquiry which researchers in physical education are just begin-
ning to recognize. 3rophy and Good pioneered this area of
research in the classroom, and the results of their studies
provide a useful basis for extending this research to the
world of the gymnasium.

These 2 researchers demonstrated that teachers behave
differently with students displaying different characteristics
(Brophy and Good, 1974). These results were obtained by
employing observational systems such as the Teacher-child
Dyadic Interaction System which permits a trained observer
to collect data on individual students rather than the class
as a group.

Three recent studies in physical education have modified
popular observational instruments, and focused on teacher
behavior directed toward individual students in the gymnasium.
Martinck modified CAFIAS to perrit a recorder to {dentify the
recipient of teacher behavior. The study was desizned te
describe the cfiects of teacher expectation on: (1) specific
teacher-student behavior, and (2) on the development of the
student's self-concept. The results demonstrated that students
perceived. by thelr teachers, as belonzing to the hizh
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expectancy group received greater amounts of encouragement,
acceptance of ideas, questions and directions than students
belonging to other groups. Also, male students were found
to offer more rote responses than females, and higher achievers
had higher self-concepts than low achievers. (uartinek, 1979)

Crowe conducted a study which modified Rosental’s Four
Factor Theory to investigate teacher expectations and teacher-
student dyadic interactions. Teecher's differential treatment
of students was peasured in terms of the following variables:
climate, faedback, input, output and touch. The results
demonstrated that students perceived as high achievers by their
teachers: were asked more questions, had more evaluative
comuents directed at them, received more attention, were taught
more new material and were givan more opportunities to respond
than those students perceived as belonging to the lower
achiever group. (Crowe, 1979)

Finally a study which employed a modification of both
FIAS and CAFIAS explored the quality and quantity of individu-
2lized teacher behavior based on student gender and teacher's
perception of student's in-class porgonalies, skill lzvel per-
formance and participation. The Individualized Teacher
Behavior Analysis System (developed by Dr. George T. Lewis,
University of Massachusetts) was employed to collect data
from two different classes taught by each of the five teachers
and subjected to three levels of analysis (data for the en-
tire study, individual teachers amd for each class). 3oys
received more: praise and encouragement, questions, lectures
directionsand criticism than did girls. The teacher perception

"variables did not yield consistent results for the three levels

of analysis. Many of the findings for individual classes were
lost when the data was arranged for each teacher or for the
entire study. A fact which strongly suggests that the class
should be the unit of analysis in naturalistic studies. (Allard
and Oien, 1979)

Further invegtigations of this nature &ra peeded because
individual patteras of interaction are an important factor
to consider when analyzing the performance of any group, and
because the extent and nature of difference in the individual's
experience are a necessary ingredient to fully understand the
nature of interaction between teacher and student.

A better understanding of the patterns and associated
factors in the distribution of teacher attention to individual
students would have consequences for both theory and practice.
A concern shared by a large segment of the American population
(tazchers, parante, students and political leaders) is chat
schools should provide equal opportunity for all students.
Howaver, many teachers realize that they probably do not pro-
vide all students with an equal.amount of rime and instruction.
Unfortunately, the teacher's sense of this discrepance is
likely to be subjective and impressionigtic at pest. Indi-
vidualized teacher behavior studies could provide
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objective data concerning the manner in which teachers remct
to individual students in physical education classes.

Moot teachers are coming to believe that a subatantial
amount of their behavior should be directed to individual
students. Recent trends such as individualized instruction,
modular insatruction and learning centers may serve as models
to increase the amount of teacher behavior directed toward
individual students. It appears more important than ever
to study this type of teacher-student interaction as a basis
for understanding and improving current educational practices
(Brophy and Good, 1974).
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An Observational Study of Teachers’ Expectancy

Effects and Their Mediating Mesianisms
. Patricia B. Crowe
Coilege of Wiillam and Mary
Willlamsburg, Virginia 23185

Educational theorists throughout the years have
discussed the positive and negative outcomes of teachers’
expectations on pupils' intellectual development and
potential. Dr. Robert Rosenthal (1974) stated that
"until recently the evidence for the hypothesis of the
self-fulfilling prophecy has been observational or
correlational, rather than experimental"(p.1)

In an effort to find answers and to document
evidence that teachers' expectations or prophecies
could make some differences in either their evaluation
of their students or their students actual performance,
Dr. Rosenthal (1963, 1954, 1968, 1969, 1976) undertook
extensive studies in both the laboratory (animal and
human subjects) and in the educatinnal rlassraom.
Rosenthal’s work addressed a major social problem and
as a result, the "expect-effect”phenomenon precipitated
a number of replications.

For the past twenty years, the research on ex-

- pectancy effects has accumulated and there is enough

evidence to support Kosenthal's theory of the sel<-~
fulfilling prophecy, namely, that the expectancy effect
does indeed exist. Since 1970, investigators {Brophy
and Good, 1970; Rothbart, 1971; Rubovitz and Maehr, 1971)
have made an attempt at explaining the Pygmalion :iffect
rather than placing their emphasis on replication of the
effect.

In 1973, Rosenthal (1974) reviewed and summarized
all of the studies of the self-fulfilling prophecy.
He focused on those studies which revealed evidence of
the mediation of self-fulfilling expectations operating
in classrooms, offices, and factories. From his pre-
liminary evidence, Rosenthal devised a four factor
"theory" on the mediation of self-fulfilling expectations.
His contention was that teachers, counselors, and
supervisors who expect superior performance from their
charges treat them differently than expected inferior
performers in four particular ways:

1. Climates Teachers appear to create a warmer
socio-emotional climate for their "special"” students
in the following ways" $mile, wink, establish and
maintain eye contact, pat on back, place hands on
student, raise eyebrows and smile, give sign or any
gesturé or approval, indicate friendliness, support
and understanding, have pleasant-sounding voice.

2. Feedbacks Teachers appear to give to their
"special” gstudents more differentiated feedback as to
how these students have been performing., Illore attention
is given and more active teaching occurs with special
students. Both Climate and Feedback involve differential

17
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teacher warmth toward students of whom more versus
less is expected. However, if a teacher shows warmth
and gives praise specifically in response to a correct
response, or helps to correct a response (by giving
clues or rephrasing), or asks for furtber information,
then the Feedback factor would be operazing.

3. nputs Teachers appear to teact more material
and more difficult material to their “"ssecial” students.
As compared to the Feedback factor wher= active teaching
occurs (praise for correct response, correcting in-
correct response, or giving clues), the distinction
between Feedback and Input is in the amount of new
material and more difficult material taught to stu-
dents of whom more is expected.

;. OQutput: Teachers appear to give their "special"
s'tudents greater opportunities for responding. Skill
and competence is encouraged by the teacher and greater
demands may be imposed by the teacher on students of
whom more is expected. These demands and opportunities
can take form in the following ways: giving students
more time to respond or perform, calling more often
on those students, or asking those students to perform
more difficult tasks or answer more difficult questions.

This present study was concerned with the identi-
fication of the operation of the Pygmalion Effect and
the intervening factors responsible for the effect.

The purpose of the study was to investigate and identify
specific and differential teacher behaviors that

affect student behavior based on Rosenthal's Four

Factor Theory (1974, pp. 14-24). An additional
variable, Touch, was included as a fifth factor.

These variables were used to identify teachers' differ-
ential treatment of students according to the teachers’
expectations, and to identify students’' aifferential
responses according to the teachers' expectations (high
or low).

Four different physical education activity
classes were selected for observational study. The
teachers were asked to rank their students (total
group in each class) in order of their physical
achievement or skill potential. The rankings were
used as the criterion measure of the teachers' ex-
pectations for their students' performance in physical
education. Three judges, trained in the use of the
Brophy and Good Interaction Analysis System (1949)
observed 96 (24 students from each class) junior high
school students on six separate days within a two-week
period. Forty-eight of the students were designated
as high achievers and 48 of the students were designated

as low achievers.



Summary sheets were developed for separate tabu-
lations of the coded observations. Twenty-four
frequency. measures (quantitative) and 32 percentage
measures (qualitative) were derived from the coding.
Analyses of variance were performed on the five
variables to assess the effects of teacher expectations
and class, and their interactions on the obtained
rankings, and to determine the effect of five different
variables on high and low achievers. The data yielded
the following results:

1. Quantity and types of contacts. High-achievin
students were asked more questions and given more :
opportunities to respond 75% more of the. time than
the low-achieving students. Teachers approached the
designated high achievers 61% more of the time for
procedural activities. Designated high-achieving
students were given the opportunity to interact and
react with their teachers ?71% more of the time than
the designated low-achieving students for total dyadic
contacts. The data indicated that there was a sig-
nificant difference between the high and the. low ex-
pectancy groups and that these groups were treated
differently according to the teachers' expectations.
The data, however, do not specifically indicate whether
the expectations were determined by the students or by
the teachers.

2, Climate. The data for the Climate variable
provide evidence that teachers treat their designated
high-achieving students more warmly than they treat
their designated low-achieving students. Teachers
gave. praise to their high-achieving students 62% more
than they gave praise to their low achievers. The
frequency measure indicates that the amount of praise
and warmth can be interpreted only as a causal factor
and attributed only to objective differences.

The measures on direct comparisons of both groups
under equal circumstances indicated that when teachers
expected students to perform better, the teachers'
treated those students more warmly and gave more
support (both verbally and non-verbally) than they
did to those students of whom they expected less.
Designated high-achieving students answered more
questions correctly and as a result received more
evaluative comments (affirmation and praise) for
their correct performance than did the designated low
achievers. Teachers also praised the designated high
achievers more than they praised the designated low
achievers when responses were incorrect. The evidence
clearly indicates that teachers display differential
behaviors to the high and low achievers under equal

situations. .
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3. Feedback. The data for the variabl: Feedback
indicated some support for teacher expectations. but
the evidence is limited. Although the level of per-
formance was significantly greater for the designated
nigh achievers than for the designated low achievers,
there was not enough evidence to suggest that teachers
gave more sustained feedback to the designated high
achievers, However, there were significant differences
in the amount of affirmation coupled with praise which
suggests that teachers do reward their high achievers
for the desired or correct responses expected from the
teacher. The designated low achievers were not praised
for their good performance as much as the designated
high achievers., Further work is needed to confirm
teacher expectancies relating to the Feedback variable.

4. Qutput. strong support was not provided for
the Output Factor. The evidence does significantly
suggest that the designated high achievers did receive
more attention and were given more opportunities to
respond more than the designated low achievers. The
evidence, however, did not show a significant difference
in the amount of reinforcement given by the teachars.
However, when the highs responded with correct answers,
the teachers rephrased the question or made suggestions
providing a second response opportunity for the high
achievers more than they did of the low achievers. uore
evidence is needed to support the Output Factor.

5. Input. There was no significant evidence to
suggest that teachers taught more new material to the
designated high achievers than they did to the desig-
nated low achievers. Stronger support is needed to
confirm teacher expectations relating to the Input Factor.

6. Touch. There was no significant evidence to
support the contention that teachers touched their desig-
nated high-achieving students more than they touched their
designated low-achieving students. The frequencies of
interactions were minimal and more'evidence must be accu-
mulated to provide additional support of the Touch
Factor. Teachers did not exhibit any more Climate,
Feedback, Output, or Input when they touched the desiz-
nated high achievers than they did when they touched
the designated low achievers.

' The contributions of the present study have in-
creased further the probability that expectancy effecis
occur in an educational setting. Additional evidence
is needed, however, to substantiate the present findings
and to corroborate Kosenthal's Four Factor Theory (1974).
it was concluded that stronger support was needed to
show that teachers communicate their expectations to
their students through differential teacher behaviors.
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In addition, other factors (extension of observation time,
measuring attentiam time, sex and race, separation of
verval and non-v< zal climate, anecdotal record) that
were not examiner .n the present study may need to be
looked at to det-—mine the extent of the operation of

the vrygmalion =Zf:-=t.
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Teacher Directed Behavior

Toward Individual Students
Fred M. Oien
Bridgewater Stats College
Bridgewater, Massachusetts
02324

EURPOSE

The purpose of this atady was to describe the quality snd
quantity of Individualimsd Teacher Behavior (ITB) that male snd
femnle Junior High schood physical gducation teschers direct to
their students snd to dagarmine the degres to which these
belaviors sre related to3

1) Teacher parception of student skill performance

2) Teacher perception of gtudent in-class personality
3) Teacher perception of student clsss participation snd
&)

Py v
8%uda=t oSewes

STUDY

The Individualized Teacher Behavior Analysis Syscem (ITBAS),
developed by Dre George T. Lewis (University of Massachusetts)
was used to systematically collect and describe 8 categorias of
teacher directed bsltavior toward individual students. These
behaviors:

(1) asccepts students feelings (6) gives directions
(2) praises snd eacourages (7) ecriticizing or justifying

(3) accepts students idsas suthority
(4) ssks questions (8) total teacher directed
(5) Lecturing bebavior

were then smalyzed in terms of their relationship to student
gender snd teacher perception rankings for studant in-class
personality, skill level snd participation.

The study was conducted in a regional juniowr-high school
consisting of 7th, 8th.snd 9th grade clsasses. Subjects consisted
of 3 teachers (each temcher having st least 9-years exparience)
and 316 students (from 10 different classes - two clsaces for
each teacher)s Individualised teacher behaviors were collectsd

" during thres (3) onesite obsexvation sessions withmmech classe A
set of previcusly devaloped ranking procedures were mban
administered to each tescher, following all .observattons, to
coiiect ceacher perceptiom of students in thair classes on sach
of the three variables (in-class personslity, skill, sad
participation).

RESULTS
Dascription of Individusliszed Teacher Behaviors

Figure 1 presents the distribution of (ITBs) by ITBAS categories
for tha emtire study - this figure shows that 60 percent of

2
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taachor directed behavior towmmrd individual studemts was
providing {nformativn or lecturinge Teachers giving directions,
asking quastions and providing praise and encoursgement gccurrad
wvith approximately the same frequency, each about 10 percent of
total ITBS. Criticizing or justifying authority accommted for
5 percant of the total behaviore Less than 1% of the behavior
was accounted for in each of the categories: accspting a
student’s ideas and accepting a student's feelings.

4639 ;
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i 2000|
3 1600}
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¢ 221
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Behaviors by 1TBAS Categories

1) accept's a studer.”sn feelings

2) praises and encourages

3) accept's a students ideas

4) asks questions

5) 1lectures

6) gives directions

7) cricicizes or justifies authority

FIGURE 1 DISTRIBUTION OF TEAGHER BEMAVIORS BY ITBAS
CATEGORY FOR THE ENTIRE STUDY

An smalyziz of the bohavior disteibution for the two observad

classes tawght by each tdacher indicates that the total ITB's
varied substantislly from class to class except for Teachsr %
Also it should be noted that Teacher 4 emitted far fewer
behaviors than his colleagusse The mean freguency of total
behavior per class was 466 behavior counts and 932 countsaper

teachen
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Figure 2 illustrates the distribution of individualized teacher
behsviors ecross the student populatione 59 students or 19% of
the student population were the targets of 50% of the total
individualised teacher behaviors, ranging from 23 to 97
individualised teacher behaviors countse 257 students or 81% of
the population were the targets of remsining 50% individualised
teacher behavior, ranging from 0 to 22 behavior counts per
studente 9 students in the population receivad no
individualised teacher behaviors directed toward them. .

P
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Frequency Ranges of Behaviors Directed To Each
Student

Figure 2 - DISTRIBUTION OF ITB ACROSS THE STUDENT POPULATION
Group Comarisons

A 2 sample-median statistical analysis was employed to deter-
mine the degree to which ITB's are related to three previously
mentioned varisbles of teachsr perceptions of students end
student gendere The results revealed the uniqueness of teacher
and classes with regard to rates and kinds of ITBe In most
cases; they are situation specific and cannot be generalized
across all teachers or g1l classese

Skial
In 4 out of 5 teachars snd 5 out of 10 classes they taught,
observed significant results were found analyzing the relation-
ship of 1TB to teachar rankings of student skill levels.
Teacher 5 consistently directed more ITB to those students
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perceived high on skill whereas Teachers 1 and & (6 out of 8

- comparisons of students) targeted more ITBs to those students

pexceived low in skill. Catsgories of praise or sncouragsment,
lecturing, giving directions, criticizing or justifying authority
end total ITB were those bahaviors which were directed in 16 out
of 22 comparisons of students whose skill levels vere high.

In-Class Personality

In 3 out of 5 teachers, 4 out of 10 classes, observed signi-
ficant results were found when analyzing the relationship of ITB
to teacher rankings of student in-class parsonality. Teachers 1
and 4 most consistently directed more ITB to students rsnked as
having least desirsble personalities. Teacher 5, in only one
significant finding, directed more ITB to students rsnked as

- having most desirsble personalities. ITBAS categories of asks

questions, lacturing, giving directions, criticizing and justi-

- fying and total behavior were those behaviors found directed to

studants 9 out of 11 times to having ranked as least desirable
personulity. :
Student Ceader

In some classes and under some teachers boys received more
behaviors essociated with: praise, questioning, lecturing,
directing, criticising and justifying authotity and total

behavior then did girls. These results establish a clear pattern

in that boys were favored over girls in 18 of the 21 cases in
wvhich significant differences were found.

Participation

In some classes and under some teachers, students perceived

. by their teachers as belonging to high or medium groups of

participation received different amounts and types of teacher
balavior than those students belonging to the lower groups.
These results, however, do not form a clear pattern because of
the degree to which they vary among the five teachers «nd 10
classes.

DISCUSSION

The unequal distribution of teacher bshaviors directed toward
individual students found in this study clearly supports the
findings of similar studies previously conducteds (Crowe, 1977;
Brophy and Good, 19703 Krans and others, 1970) Support also is
gSonersted for those fectors (student gender and teacher
pexceptions of student skill performance level, in-class
personality and class participation) which may influence such
unequal distributions of ITB.

An analysis of the findings for ITB in relationship to student
gender and teacher parceptions of students by class indicate that
to generslise across teacher populations is finaccurste. One
conclusion which might be drawvn from this analysis is that
teacher behavior evolves from differing value structures resulting

25 P
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in differential treatment of students. Furtier, it may be
concluded that the quality of differential IT3 distribution is a
function the teacher being situationally reactive to the social
istry o each classe If further research reveals supportive
svidence to the above conclusions it becomss quite evident for
the need to develop individualized in-service programs
promoting teacher improvement and growth. Before such efforts
ars begun, however, the need remains for more in depth study of
teacher behavior relative to the effects on each student.
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Adventure Education: Anaiyzing Behavior

Patterns, Objectives, Sequencing, Perspectives
David E. Woo: Ed.D.
Ahode island College
Department of Health and Physical Education
Providence, Rhodo Island
and
John T. F. Chetfers Ed.D.
Baston University
Depariment of Movement, Heaith and Lelsure
Boston, Ma. 02215

Introduction

The purpose of this study was to describe and analyze Adven-
ture Education with pre-adolescent children in a resident setting.
The study described interaction patterns as students related to
each other, to the staff, and to the environment. Through syste-
matic observation comparisons were made between these behavior
patterns and related program objectives. A comparison of two
activity sequences was made for investigative purposes. The Ad-
venture experience (also called Environmental-Adventure), consis-
ted of four, two week sessions emphasizing a field experience of
a modified Qutward Bound nature for approximately twenty coed
students eleven to fourteen years of age per session. The tech-
nique of Participant Observation with interview was used to col-
lect data through the framework of "symbolic interaction". Chef-
fers' Adaptation of Flanders' Interaction Analysis System (CAFIAS)
was used for analysis of tke spontaneous instructor-student inter-
action. Student behaviors were compared, using twenty-three
CAFIAS parameters of intended and observed instructor-student in-
teraction, class or group structure, and variety of teaching agen-
cy. During euacii session CAFIAS categories were coded on all in-
structional periods and on the Adventure activities of the program.
Participant observation data was collected by recording the state-
ments and actions of the students and staff as they were partici-
pating in the Adventure phases. Raw data was systematically eval-
uated to build an explanatory model describing the point of view
or "perspective" of the students.

Basis for Research

~ Research in Adventure Education has cohcentrated on investi-
gations of such dependent variables as: self-concept, self-esteem,
self-awareness, personality, anxiety and fear, and school perfor-
mance (9). Having the bulk of research concentrated has left a
void in the data available on improving program effectiveness
which could be termed definitive information about program merit.
Metcalfe states that until tests can be devised that can measure
churacter development, improvement in levels of maturity, accept-
ance of responsibility, and other intangible factors, the real
worth of Adventure programs will be unproven and a matter of value
judgement., Until then, immediate attention can focus on clarifi-

" cation of program objectives and continued probing of the effect-

ive domain (8).

7
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A significant study in 1973 by Smith, Gabriel, and Anderson
(11), on the Colorado Outward Bound School established the model
for the kind of Adventure Education evaluation needed for assess-
ing program effect. Although the study did maintain the use of
variables of self-assertion, self-esteem, acceptance, and self-
awareness as the basis for research, there was inconsistency no-
ted across the three courses evaluated. The run of a battery of
different research techniques (standardized instrumentation, time
series analysis, and participant observation) provided "a greater
power of detection and validity than is often the case' (12).
Taken collectively, the study offered a comprehensive analysis
and description of the essence of Outward Bound,

In assessing program effectiveness, it is essential to iden-
tify which elements of the program are being effective. To deter-
mine this, there is a need to isolate and measure such variables
as teaching styles, student-teacher interaction, and student-
student interaction. Furthermore, in Outdoor Education settings
there is a need to take into account the effects on the teaching/
learning process of social and environmental interaction (12).

Scheab and Harper (10), in their work on assessing curriculum,
point out that four components or parameters of learning contin-
ually influence the learning situation and deny the ability to iso-
late important learning variables. These variables include: (1)
the nature of the learner; (2) the nature of the teacher and
teaching style; (3) the nature of knowledge; and (4) the teaching/
learning milieu in which these variables interact.

Through the use of long-term systematic observations of the
program processes, variables can be monitored and controlled to
determine their influence on program outcomes. By utilizing mul-
tiple measures of analytic observation, an indepth analysis of
the learning evnironment and the diversity of the instructor-
student, environment-student, and peer interaction patterns can
be provided. Research on Adventure Education programming has
been limited, particularly in view of describing processes and
procedures in attaining program objectives. To evaluate process,
requires an indepth longitudenal study of the individuals and
groups interacting "in situ' while the program is in operation (6).

Instruments and Procedures

This study was primarily insterested in those activities which
occurred when the subjects were participating in the Adventure
component of the program. The data collection included all ob-
served and recorded actions and statements of participants through
the use of the open-ended interview.

As suggested by Becker, Geer, Hughes and Strauss (1), the re-
search. was concentrated on areas of concern and/or interest
important to the participants and on those matters that occas-
sioned conflict, stress, and tension (i.e. problem-solving act-
ivities, ropes courses). Areas that were observed included the
students, the staff, the setting, the purpose (why people were
brought together in a particular situation and how they reacted
to the purpose of the situation, the social behavior, and the
frequency and duration of particular situations occuring in the
enviromment). Through this system of observing what happened,

 #2§
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f‘ listening to what was said, and asking questions about what was

meant by various actions and statements, this data became the
body of uninterpreted data that was analyzed.

Participant observation data interpretation followed the
lines of plausibility inference suggested by Fereira (5). This
technique takes the form of treating the perspective as being the
customary way an individual or group deals with a situation. The
items of evidence for a perspective is considered important, should
appear frequently, and in a variety of settings, and be shared by
all members of the group which holds the perspective. During
data gathering, repeated statements and actions that seem to in-
dicate particular working hypotheses were formulated and modified
through repeated observations.

Perspectives that were built from the raw data, verifying
the hypotheses, were organized into areas or categories and sum-
marized. "Interpretation lead to the building, inductively, of a
model of hypothetical statements. This was done through an in-
ductive analysis of the data gathered from the observations, by
sorting, combining, and summarizing. The process terminated with
the recombining of this data into perspectives or explanations.
These perspectives were then gathered or clustered into group per-
spectives which were combined to form an explanatory model. The
model, having as its base, the collectively held pPerspective of
the participants, which represented overall the amassed body of
evidence as a situational descriptive explanation.

In this study CAFIAS was used to describe the teacher-
student interaction, class structure, and variety of teaching
agency in the Environmental-Adventure program. In addition, CAFIAS
provided a description of the institutional practices, discrimin-

" ating between teaching patterns, and the determination of the re-

lationship botween certain behaviors and student growth. Rela-
tionships between observed behavior patterns and certain program
objectives were also determined. This was achieved by describing
the congruency of observed behavior patterns and projected pro-
gramatic behavioral objectives.

In each situation, the observer watched the interaction
during the activity for a period of approximately five minutes
before beginning the coding procedure. This permitted time to
become accustomed to the situational climate. The observer
wrote down the CAFIAS category number for the behavior observed
every three seconds, or whenever a change in behavior occurred (3).
There were approximately 400 tallies during each observation
period.

The analysis of the CAFIAS data was performed using the
Fortran computer program developed by Rodgers (4), to compute
the required ratios, matrices, and interaction patterns. Com-
parisons of each session's activities were then made, with the
twenty-three CAFIAS parameters to describe the behaviors exhib-
ited, and to explain differences that occurred (3). CAFIAS be-
havior patterns were compared with the expressed statements and/
or actions displayed by participants during program activities.
These behaviors were analyzed on the criterion of congruency
with the desired outcomes or objecitives of the activities.
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Results and Conclusions

The results indicate that the CAFIAS instrument is an eff-
ective instrument in describing the instructional activities of
the Adventure program and that the participant observation data
was consonant with the behaviors described by CAFIAS (13). The
participant observation data developed a student perspective that
camp was a 'rewarding challenge that was fun." This perspective
specified that students found their experience at camp to be fun;
at times "difficult", "hard," and ''challenging," yet something
that most regarded as "worthwhile" and would like to do again. The
processes and procedures used in Environmental-Adventure were per-
ceived by students and staff as aiding in the accomplishment of
activity objectives. In all of the observed activities, the behav-
iors were congruent with the activity objectives. The effects of
altering various activity sequences did not produce negative or off-
task behaviors on the part of the students; behaviors in altered
seéquences were identical to behaviors in initial sequences. Unpre-
dictable behavior that was off-task was virtually non-existant (oc-
curring less than 2%).

Problem solving activities involved more students in the role
of the teaching agent. In problem solving activities, there was a
minimum of environmental influence, Instructors in these activities
tended to be less direct, and allowed more pupil directed initiation
which could be classified.

The behaviors exhibited in all of the Adventure components, as
well as the other activities investigated in this study, indicated
instructor dependency 65% of the time. Instructor acceptance and
encouragement of student activities was also featured. The instruc-
tor influence was noticed in all of the activities. The environment
became an important teaching agent in the ropes courses and in all
risk-taking tasks where the element of fear was a factor. In activ-
ities in which student emotional responses were in evidence, 2 cor-
responding acceptance response indicating empathy or encouragement
by the instructor was regularly recorded.

This study combined the use of CAFIAS and participant observa-
tion for the first time. Results indicate that the use of such
multi-dimensional instrumentation is critical if the substantial
subjective data available at this time supporting Adventure ex-
periences, is to be believed.
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The Observation and Description of The Teaching Behavior

of Selected Physical Education Teachers

Bennsit J. Lombardo

. Departmesnt of Health & Physical Education
Providencs, Rhode Isiand 02908
and .
Dr. Joba T. F. Cheffers
Bostoa University
Movement, Heaith, & Leisurs Department
’ Boston, Massachusetts 02215

A persistent criticism of observation research relates to the
single visitation technique as opposed to successive, daily, re-
peated observations extending across cuxriculum change. The pur-
pose of this study was to observe and describe the teaching be-
bavior and interaction petterns of four elementary school physical
education teachers longitudinally. Each subject was an experienced
and qualified teacher of physical education.

A modified case study design was employed. Specifically, each
teacher was observed twice a day (AM and FM) for a period of twenty
consecutive teaching days, resulting in forty observations per
subject.

The instrument used was The Cheffers Adaptation of Flanders
Interaction Analysis System (CAFIAS), which describes the inter-
action patterns and teaching behavior during instructional ses-
slons. Using the program developed by Rodgers (Cheffers et al,
1974) to facilitate the data analysis and compute the required
ratios and interaction matrices, the data were Presented in three
major categories: 1. Use of CAFIAS categories, 2. Thirty-one major
CAFIAS parameters, and 3. Patterns of interaction between teacher
and students, as well ag among students.

Mean percentages of CAFIAS category usage for each teacher are
Iresented in Figure 1. Figure 2 illustrates the variability of
three selected CAFIAS parameters. Figure 3 summarizes the inter-
action pattems observed in this study.

Findings of this study indicate that; 1) Teaching behavior: and
interaction patterns remained stable. Chi-Square analysis revealed
that only two of the fifty-one measures employed in this study
demonstrated significant variability across all teachers (1.e.,
teacher use of questioning, nonverbal, and pupll initiation, non-
verbal, teacher suggested). 2) In this study the teaching pattems
could be summarized universally as lecture-information giving,
teacher direction, and predictable student response. Teacher re-
sponse to student behaviors in the various forms of feedback was
singularly absent. The following episode illustrates a typical
student-teacher interaction observed in this study:

Teacher: “Boys and girls, when I give the command I want each
of you to go get a basketball and shoot foul shots
only for five minutes. Go!”

Students: Each student folloWs the teacher's instructions as
directed, i.e., each student selects a basketball
and shoots only foul shots for five minutes.

3) The teachers in this study rarely required students to utilige
higher levels of cognitive Tunctioning other than to produce robot-
like responses. Genuine student interpretation was rarely observed.
An example of typical student cognitive activity is provided in the
following episode:

d
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Teacher: "How many strikes is a batter permitted in softball
before he is put out?”
Student: “Three.”
Teacher: "Yes. How many balls must a batter receive before he
can’walk’to first base?”
Student: "Four.,"
4) slight differences in the measures employed were noted across
grades X-6, with kindergarten classes being the most wnique. 5)Non-
verbal student initiation was much higher in afternoon classes
than in moming classes. 6) Female teachers used more vertel preise,
encouraged student nonvertel interpretive responses, allowed much
more pupil initiation, and utilized students as teachers much more
than thelr male counterparts. However, in twenty-seven of the thir-
ty-one ma jor CAFIAS parameters measured there were no differences
between male and female teachexs, 7) As observed in this study,

- teaching behavior and interaction patterns remsined constant across

the days of the week, with minor differences noted on Mondays and
Fridays. 8) The incidence of teacher empathetic behavior was almost
nonexistent. Of 112,05% individual behaviors recoxded, only twenty
instances of teacher acceptance of student emotions were noted (cat-
egories 1 and 11), a 0.02 perceat rate of occurrence. Furthermore,
these twenty empathetic behaviors were observed in the movement -
classes of only two of the four teachers. In an era characterlzed
by & revival of humanism in education, this latter finding reaffirms
the direct, traditional,and often autocratic approach too commonly
employed by physical educators.

Based on the results of this study, it can be concluded that:
1) Teaching behavior and interaction patterns vary minimally over
twenty teaching days, including several curricular changes. Modifi-
cations in the current practice of one-time, random observations
for supervisory purposes are not justified at this time. 2) The
teachlng behavior and interaction patterns recorded indicate that
traditional, non-humanistic teaching styles prevailed in the move-
ment classes observed in this study. 3) The variables of teacher
Bex, time of the day, grade level, and day of the week of the move-
ment class, have a negligible influence on the teaching behavior
and interaction in physical education classes.
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Developing Interaction Analysis

Instruments in Physical Education
John T. F. Chotters
Boston University
Boston, MA. 02215

Flanders developed the most widely known interaction
analysis system (Charles, 1972). Flanders Interaction Anslysis
System (FIAS) 1s a system for observing and coding the verbal
intersction between a teacher and a student. Flanders (1970)
explsined the purpose of interaction analysis systems ss being
two fold: (1) to help teachers identify and control teaching
behavior and (2) to explain variations that take plsce during the
course of clsssroom events (Furst, 1971). Campbell and Barmes
(1968) wrote that the wide use of FIAS in research 1s due to the
fsct that it is the mast thoroughly developed system. G&ince FIAS
was designed to record not only the actual events which take
place within a classroom but alzo the sequence of these inter-
actions, it has proven to be & valuable obsexvation tool.
Although Flanders' efforts were appropriate, even ingenious for
the 1ste fifties and sixties, considerable ground rule division
wss needed before the Flanders system could be used effectively
in the seventies snd eighties (Cheffers, Archambault, and Green,
1974). Cheffers (1972) felt that there were three major
limitstions in FIAS which prevented its successful use in
physical education classes: it wss concerned only with verbal
behaviors, it viewed the teacher as the sole teaching agent in
the classroom, and it did not allow for coding the class struc-
ture except where the entire class was functioning ss one unit.

There have been many modifications of FIAS, developed in
order to increase its sensitivity or usefulness in various
situations. Iu physical education, Dougherty (1970) , Melograno
(1971), Goldberger (1970), Love (:%69), Love-Roderick (1971), and
Mancuso (1972) sttempted to modify FIAS to be more sensitive snd
useful in physical activity settings. The Cheffers' Adaptation
of the Flanders' Interaction Analysis System (CAFIAS) is another
modification of Planders' system. CAFIAS was developed originally
with the purpose of describing phytical education clssses with
sensitivity and spplication not hitherto possible with the
Flanders' system. As the name implies, CAFIAS is not s new
system, rsther an adaptstion for specific spplication in
predominantly movement oriented settings. CAFIAS consists of
Flanders with the following changes:

(A) It provided s device for the coding of nonverbal behav-

-ior through s double category system, so that any behavicr can be

cstegorized ss verbsl, nonverbal, or both verbal and nonverbsl.
Systematic observstions of physicsl educstion classes as well ss
more sensitive observstions in classroom situations were now pos-
sible. Table 1 illustrates the categories of the CAFIAS System.

37
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(B) Diversification of the agency responsible for perform-
ing the teaching function was provided.,

It is obvious that the classroom teacher is only one of the
agents responsible for providing the teaching stimulug., Peers,
and structures within the local environment, are critical factors
which have often been overlooked in the general assessment of
teaching. Based on the philosophy that when learning occurs,
teaching has taken place, CAFIAS, through postscripting, permits
the classification of the teaching agency as (1) class teacher,
(2) other students, or (3) the local environment. Figure 1
presents u model outlining this structure.

Figure 1

Class Teacher

Other Students Environment

Teaching Agency

l

STUDENT

Learning Agency

The current system of providing large numbers of students
with a single teacher has proved economical, but has been geri-
ously questioned by those interested in providing opportunities
for individuals to learn at differing rates involving the learn-
ers more as participants than as recipients in the learning
process. .

(C) CAFIAS permits the coding of the class as (A) whole,
where the entire clasa is functioning as one unit, (B) part,
vwhere the class is broken down into small groups or the students
are working individually, or (C) with no teacher influence,
where there is no observable class teacher present in the 1mme-
diate building. This is accomplished by the technique of placing
a W, P, or I beside each tally when the structure of the class
changes. This makes it possible to have a time line analysis
of the class Structure, as well as giving percentages of each
class structure for comparative purposes. A geries of post~
scripts and subscripts, supported by a minimum of ground rules,
comprise the operating procedures.

Table 2 summarizes thirty-two (32) parameters about which
CAFIAS provides data.
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TABLE 2
WAJOR PARAMLTERS OF CAFIAS

Major Paraseters of CAFIAS

Teacher Contridution, Verdal
Teacher Contribution, Nanverbal
Total Teacher Contribution
Studeat Contribution, Verbel
Student Comtridution, Nonverbel
Total Studeat Camtridution
$ilence

Confusion

Total Silence sad/or Confusion
Tescher (s9 teacher)

Other Students (ss teacher)
The Bnviromment (s3 tescher)

Neaverdal Emphasie
Clsse Structure (ss one uait)
Class Structure (group or indjvidualized)
Class Structure (no tescher influence)
Teacher Use of Questioning, Verbal
'l’udnr Use of mnuwu. Nonverbel

Use of Q » Total
Teacher A:ﬂnuu md Pnlu, Verbel
Tescher Accoptance end Praise, Nonvertal
Teacher Acceptance md Praise, Total
Pupil Initistion, Verbel (Tescher suggestion)
Pupll Initistion, Noaverbal (Teacher suggestion)
Pupil Initiation, Totel (Tescher suggestion)
Pupil Initistion, Verdal (Student suggestion)
Pupil Initistion, Nonverbel (Student suggestion)
Pupil Initietion, Tocel (Studeat suggestion)
Content Esphasis (Tescher in-put)

. Conteat fmphasis (Student in-put}

— " 'y

Abbrevistion

384339993~ .385331

Statistic

::’ooooooooooooooooo
o0

Rstio
Rstio
Ratio
Rstio
Rstio
Rstio
Rstio
Rstio
Ratio
Ratio
Rstio
Rstio



While CAFIAS was designed for uge in physical education
classes, its expansion of the FIAS categoriea has meant that it
can algo be used to present a clearer and more sengitive picture

of the teaching-learning process in academic classes.
fact that it is a valid and reliable instrument,
in several ways in the five years gince its

this, and to the
it has been uged

development.

Table 3 outlines CAFIAS research substance.

RESEARCHERS

TABLE 3

CAFIAS RESEARCH 1972-1978

YEAR OF
COMPLETIOF OR
PUBLICAT ION

CAFIAS HAS BEEN
USED TO DESCRIBE:
(RESEARCH SUBSTANCE)

Mancini,
Cheffers, and
Zaichkowsky

Batchelder
Scriber

Evaul

Travis

Bechtold

Cohen

Martinek;
Chertok;
Lydon
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(1) 1interaction patterns of 1976
students and teachers ip
different decision making
situations

(2) comparisons of pradictivs | 1075. 1577
estimates of classroom
process behaviors in
math, english, physical
educstion, and health
classes

(3) comparisons of open and 1976
tradizional classrooms

(4) comparisons of teaching 1977
patterns of liberal arts
tutors in different
experimental circum-
stances

(5) relationships between 1976
volunteer high school
atudents and moderately
retarded high gchool stu-
dents in physical educa-
tion programs

(6) 1nteraction measures be- 1976
tween therapists and
clients

(7) effects of varying teach- | 1977; 1975;
er models on the develop- | 1978
ment of motor skills and
self concepts




RESEARCHLRS

CAFIAS HAS BEEN
USED TO DESCRIBE:
(RESEARCH SUBSTANCE)

YEAR OF
COMPLETION OR
PUBLICATION

Pratt & Owen
Doenges

Cheffers,
Batchelder,
and Zaichkowsky

Cheffers &
Mancini

Kielty;
Hendrickson,
Mancini, Morris
& Fisher; Vogel;
Rochester,
Mancini & Morris;
Mancini, Getty &
Morris

Keane

Mawdsley

Durkin; Wood

0'Donnell

Faulkner

Agnew; Mason

Batchelder &
Keane

Cheffers and
Mancini

(8

(9

(10)

11)

(12)

13)

24)

(15)

(16)

a”

(18)

19)
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elementary children as
modifiers of teacher
behavior

the effects of movement
on improving ethnic
relationshipsz.

high risk programs for
teacher training in
psychological education

the effect of interaction
analysis on the prepara-
tion of pre~-service
teachers

comparisona of sex
differencea in teachers'
leadership styles

comparisons between
educators teaching
normal and atypical
children in physical
education classes

critical evaluations
during reeidential field
experiences for middle
school children (Durkin)
and urban children
(Wood)

conmparisons of various
group learning experi~
ences in college freshman
history

comparisons of male and
female pre-service
teaching behaviors

comparisons of male and
female teaching and
coaching behaviors

analysis of college
lecturing

teacher-student inter-
action of the Videotape
Data Bank Project--

Teachers College,
Columbia Iniversity

43 :!:3

1974; 1976

1976

1975

1975; 1976;
1976; 1977;
1978

1976

1977

1978; 1978

1978

1976

1977; 1978

1977

1978



O

ERIC

Aruitoxt provided by Eic:

Table 4 describes an episode {llustracing the use of CAVIAS along

with cosments ioterpreting the categorisation.

IAME &

Teacher:

Taacher:

Ome Child:
(8od)

Tescher:

(3ab):

Comments

their actions are recorded 83 9's ur §9's,

Episude--Thiuserar juy Catopurics 9, 7-2, o of CAFIAS

Enters gymmasiume Children are working tugether
building @ pyramld.
Teacher watchas tor 30 socunds. {Ten)

“Goad try, buys, but you will find it easier
if you plece 4 boys

‘4t its buse fustesd of throe.

Would yuu Like to try thutt™

“Yes
Wt what if we counterbulance
with 3 boys to the right gider”

“lnteresting thuught, Bab.*
Teacher fruwns, shukcs head.

‘M, 30D, it WOR‘C wuIR peceuse

you are not really cuunterbsluncing.

Bt you were nearly st the solution

with che first base yuu tried.”

(Puts hand on shouldur of B11Y whose suygestion
it was.)

“Let's try that first bLase dageln, geng.”

The boys Mud initieted the sctivity without teacher direction;
Even if the teacher had made the

careful tu preise ot the same time. (7.2)

iuitind teacher sugyestion,

P I b B b e B

hance

suggestion during the previous lesson, there is no way of telling this, so
it can be assumed thet tha boys initisted the dctivity. Obviously the teacher's

Tesction was not punitive; he curructed the child's (lub) smswer end yot was

The presence of 8\'s indicate student interprotive uctivity resulting frog

[%4N
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CODING PROCEDURES

Coders record numerical symbols of the appropriate behavior
in order of occurrence. This is sometimes referred to as
Spontaneous Event Recording. A time limitation is placed at 3
seconds if extended behaviors are taking place, but the recorder
will code all behaviors that are observable.
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Use of interaction Analysis

In Pre-Service Teacher Preparation
Victor H. Mancini
ithaca College
Ithaca, New York 14850

Until recently, experience in the art of teaching has been
vieved as the prime indicator of success. There is no intent
here to minimize this experience, but rather to digscuss an alter-
pative method of looking at teaching vhere experience may even
be nonexistant. The type of feedbsck that a teacher receives
about his/her teaching behavicr and his/her students is more
valuable than time spent in teaching. Too many times we have
beard a statement such as "I have 10 years of teaching experi-
ence", but how many times have the 10 Years been of the same
type of teaching as that person's first year of teaching. This
is not always the fault of the teacher, but the manner in which

. e have provided feedback to teachers about their teaching. If
- Ve are to explain the moment to moment events during the teacher

learning process we must employ the use of scme form of systematic

- observation to produce the feedback. The use of systematic ob-
. servation is moving the teaching process avay from the realm of

unexplainable, hit-or-miss interaction in the words of Mosaton
"idiosyncratic" toward a process that can be objectively planned.

- observed, sssessed, modified, and carried out. CAFIAS is one
. example of systematic cbservation. It is an ingtrument which

measures interaction analysis. Through the use of CAFIAS, college
and university professionsl preparation teachers (the methods '
teacher and the supervisors of student teachers), the practiticner
in the field, and the administrator have an opportunity to become

feadback sgents to the teachers by providing specific information

of the on-going tescher and student behaviors at the instant of

-eccurrence.,

The following is an example of the uge of CAFIAS in pre~
service training of physical education majors. These four stud-

. 1es, conducted ot Ithaca College, examined the use of interac-

tion analysis (CAFIAS) as a training treatment and an observation
instrument for supervisory feedback.

Hendrickson, et. al. (1976) used CAFIAS in.a pre-service
tralning program of physical education teachers during three

-miero-peer video taped lessons throughout a semester. Forty

pre-service secondary physical education majors were divided

in two groups in order to analyze teaching behaviors as a func-
‘tion"of instruction end supervision in interacticn analysis. The

control subjects (N=20) viewed each of their taped lessons and
received conventional supervisory feedback. Treatment subjects

(M=20), 1n sadition to viewing their teaching and receiving con-
_ventional supervisory feedback, received a computer printout of
“CAFIAS which illustrated their teaching behaviors and discussion

related to the instruction of CAFIAS. Data were collected by

‘:ll:lve coding of CAFIAS during the third micro-peer lesson.
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The effects of instruction and supervision in the practical
application of coding interaction analysis on the teaching be-
havior of 36 Junior physical education majors to determine the
relationship between teacher-effectiveness and teacher-behavior
variables was studied by Mancini, et. al. (1977). Each subject
taught micro-peer lessons that were videotaped for feedback and
evaluation of teacher effectiveness. Control (N=18) ang treat-
ment (N=18) groups received the same instruction in both methods
and CAFIAS with supervisory feedback including computer print-
outs of CAFIAS. The treatment group also received instruction
in the following: 1) introduction to the coding of a teaching
lesson, 2) experience in coding a micro-peer teaching lesson,
and 3) supervisory feedback on students' coding. Data for final
analysis of teacher behavior and teacher effectiveness were col-
lected from the last micro-peer lesson taught by each subject.
Teacher behavior was identified through the use of CAFIAS, and
teacher effectiveness was assessed through the use of the Teacher
Performance Criteria Questionnaire (TPCQ). A live coding of
CAFIAS was done during the last teaching lesson to analyze the
teacher behavior, and video tapes were made concurrently with
the coding. A panel of five Judges viewed the video tapes taken
during the last teaching situation to measure teacher effective-
ness. Each Judge rated each subject on the TPCQ items immedi-
ately following observation of the videotape of each lesson.

VoBel used 40 physical education student teachers to test
the effects of instruction and suPervision in CAFIAS on their
teaching behavior. The experimental group (N=20) received 10
hours of lmstruciioms in the understanding and use of CAFIAS,
and the control group (N=20) received no instruction in CAFIAS.
All subjects were videotaped on & random basis during two SO
minute lessons, with data for the final analyeis collected from
the secoad taping. CAFIAS was used to analyze the teaching be-
havior of the student teachers.

In an extention of Vogel's study (1976), Mancini, et. al.
(1978) used thirty physical education student teachers to de-
termine the effects of instruction and supervision in the prac-
tical application of coding on their teaching behavior. During
the first five weeks of the study, the treatment group (N=15)
received 15 hours in the instruction and Supervision of the
practical application of coding CAFIAS--while the control group
{N=15) received conventional supervisory feedback at the same
time. All subjects were videotaped three times during the se-~
mester: at the beginning, immediately following the respective
training periods, and one month after the second taping. Data
for the analysis were collected from the second end third tapings.
Table I illustrates the differences in the treatment and the
control groups in each study.

)
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Manciel, Rochester,
and Morrie, M9T?

Vogel, 1976

Manaini. Cetty,
and Merrie, 1978

TABLE 2

LYTRCT CF DNTERACTICH ARALYSLS G THE
TRACHING BAMAVIOR CF¥ PAZ-SLEVICE TEACHARS

Seatrol

Video Tepe Feeddack

Video Tape Peudbecx
Iastruction 1n CAPIAS

Treateeat

Video Trpe Peeddack

Instructioa 1a CAPIAS

Coaguter feeddeck of teacher
perforsanse

Video Taps Peedoack

Computer feedbash of tescher
perforaanse

lnstrugtion is CAPIAS

Computer feedtack’ of
teacher perfv

Video Tape Peedback

V1deo Tepe Peedback
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In these four studies it was hypothesised that there would
be no significant differences between the teaching behaviors
of pre-service teachers (Junior physical education majors and
physical education student teachers) receiving instruction and
supervision in CAFIAS, and those pre-service teachers who did
not receive instruction and supervision in CAFIAS. This was
rejected: differences in behaviors favored the treatment groups.

From the evidence provided by these inveatiéationa, the fol-
lowing conclusions were supported:

1. Pre-service teachers trained in interaction analysis
made greater use of verbal and nonverbal questioning than pre-
service teachers not trained in interaction analysis.

2. Pre-service teachers trained in interaction analysis
exhibited more praising and accepting behavior, both verbal and
nonverbal, of students' ideas and actions than pre-service teach-
ers not trained in interaction analysis.

3. More studeat iniéiation, both teacher and student sug-
gestion, occurred in classes taught by pre-service teachers
trained in ‘nteraction analysis.

k. More student contribution occurred in classes taught
by pre-service teachers trained in interaction analysis.

5. Pre-service teachers trained in interaction analysis
structured their classes more toward individual and small group
instruction than those pre-service teachers not so trained.

6. Pre-service teachers trained in interaction analysis
varied the teaching agent in their classes more than those ,re-
service teachers not so trained.

7. Pra-gervice teschers trained in interaction scored
higher on the teacher effectiveness variables vhich were mea-
sured by the Teacher Performance Criteria Questionnaire than
those pre-service teachers rnt so trained.

8. The effects of instruction in interaction analysis on the
teaching behavior of pre-service teachers {student teachers) was
maintained one month after cessation of the training period. This
lends further support to the lasting effects of instruction and
supervision in interaction analysis of pre-service teachers.

9. Pre-service teachers receiving instructinn in interaction

analysis exhibit more indirect teaching style . . those pre-ser-
vice teachers receiving conventional supervisory feedback regarding

their teaching.
-

10. The combined use of interaction analysis, its uses and im-
plications, and videotaping was beneficial to pre-service teachers.

o0
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The Siatistical Analysis

Ot Cafias Data
Harold H. Morris
ithaca College
Ithaca, New York 14850

To record the verbal and non-verbal behaviors of teachers
and students, an observer using the Cheffers' Adaptation of the
Flanders' Interaction Analysis System (CAFIAS) places a tally un-
der one of 22 categories. Each classification describes the gen-
eral nature of & class of behaviors thet are expected to occur
with varying frequencies in an educational setting. A trained
observer using CAFIAS is required to code or categorize the be-

- havior that is occurring every three seconds and/or each time

the behavior changes.

For descriptive purposes and/or immediate supervigsory feed-
back, the frequency of occurrence of specific categories of be-
havior may be used. Further analyses, however, are possible,
since the frequency of occurrence of a gpecific behavior may be
expr -sed ae a percentage of the total number of behaviors record-
ed during an observation period. This gives an indication of the
relative amount of time that each class of behaviors occurred.
Ancther level of analysis is possible when the ratios of several
of the observed behaviors are determined. For example, the vari-
avie, Teacher Use of Acceptance and Praise (Verbal), is determined
by combining the teachers use of acceptance and praise in contrast
to a combination of the behaviors of teacher use of directions
and criticism. To facilitate the descriptive analysis, a computer
program nas been developed (Cheffers, Amidon, and Rodgers, 1974).
This program generates a report that summarized the observations
into percentages and ratios.

Since CAFIAS presents a flexible method of objlectively re-
cording the frequencies of gpecific classes of behavior that oc-
curs within the educational enviromnment, it might be expected
that its use would not be limited to only descriptive analysis.
CAFIAS has been used to assess the effects of various interven-
tions on the behaviors of teachers and students in actual teach-
ing situstions. As an example, the question might be posed, "Are
teachers who receive video-taped feedback of their teaching more
likely to change their subsequent teaching behavior than their
counterparts who receive traditional forms of supervision?"

Evidence to support an hypothesis arising from such a prob-
lem might be determined by randomly assigning teachers to groups
and groups to superviscry conditions. The criteria to be assess-
ed might well be various parameters recorded by an observer using
CAFIAS. The assumptions and limitations of such a study are, of
course, numerous. Nevertheless, the answers to Question:r arising
fram the field of teacher education need to be determiner in as
careful a manuer as possible, which suggests that appropriate
snalytical procedures pneed to be used. Since CAFIAS records a
number of criteria i.e. behaviors, multivariate statistical

52
c; £y
vg



procedures are recoumended.

To test the signigicance of difference between tgo popu-
lations on a set of p outcome measures, Hotelling's T“ proce-
dure is suggested. This procedure weights the dependent vari-
ables in a manner that maximizes the distances between the group
centroids, and then tests the null hypothesis of differences
in the profiles of the dependent measures in the populations
from vhich the samples were drawn. The T statistic gearches
for the combinations of the dependent variables that optimize
the chance of statistical significance. This procedure not only
optimizes the chance of finding a significant difference between
the two populations, it does this without the increased chance
of making a Type I error.

Just-as the T2 statistic is recommended for determining the
difference between two groups when multiple dependent measures
are used, the multivariate analysis of variance {MANOVA) is re-
commended when more than two groups are of experimental interest
and when the subjects are assessed on multiple criterion measures.
Following the finding of a significant T2 or MANOVA, profile anal-
y8is, separate univariate analyses, and an analysis of the dis-
criminant function are suggested as options that may be used to
ansver various questions of interest. Analytical procedures
such as these have been used in studies by Rochester (1976),
Vogel (1976), and Getty (1977).

Ancther set of analytical problems arises when one asks
qQuestions such as, "What is the relationship between certain
behaviors and other measures of teaching effectiveness?" For
example, Rochester (1976) related teaching behavior, as assesed
by CAFIAS, with teacher effectiveness that was measured by the
Teacher Performance Criteria Questionnaire {TPCQ). Since each
of these instruments has multiple dependent measures, the canon~
ical correlation between the two instruments was determined.

The canonical correlation weights the two sets of variates to
determine the maximum correletion between the two measures,

tests the correlation for significance, and then searches for
subsequent weightings that could result in other significant
correlations under the constraint that the succeeding correla-
tione be orthogonal to those that were previously determined in
the analysis. This procedure might be considered as an analysis
of the factors common to the two instruments. Following the de-
termination of a significant canonical correlation, the investi-
gator will, in all probability, analyze the canonical variates
to determine which variables contribute greatest to the relation-
ships between the two measurement devices. Rochester (1976),

for example, found two significant canonical correlations between
CAFIAS and TPCQ and, after analyzing the canonical variates

vas able to identify those behaviors that tend to be related to
effective teaching.

This presentation has reviewed a few of the procedures
that have been used in the analysis of data arising from a behav-
ior observation system (CAFIAS). It is not suggested that these
procedures are the only ones that could be employed. Additionally,
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the reader should not be given the impression that these methods
are without question in the current context. A current study
is being made of the effects of arcsine transformations of the
CAFIAS data. Preliminary results suggest that little if any
differences in empirical findings will occur as & result of

the use of guch transformations.
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Applications of Behavior Modification

in Athietic Environments
Taras Liskevych
University of the Pacific
Stockion, CA 95211

Technological advances have greatly contributed to the record
breaking athletic performances in the past twenty-five years.
Space age equipment, flawless facilities, nutritionally planned
diets, and conditioning programs developed on the basis of strict
physiolodical studies all have helped produce the modern day athlete.

Compared to these giant strides found in the tochnological
.areas, only minor advances have been made in the study of human
behavior in the athletic environment.

As stated by Rushall and Siedentop (1972) most behavior can be
seen and/or heard. As such it is observable, measurable, and
capable of objective analysis. This type of behavior provides the
basic data for scientific analyses. In psychology it is referred
to as operant psychology, behavior modification or applied behavior

- analysis. Behavioral data when properly analyzed and applied, can
help improve our athlete just as the technological advances have.

McKenzie and Rushall (1973) noted an absence of the application
of behavioral approaches in physical educatfon and sports environ-

ments.

Bi11 Heward has attributed the lack of behavioral techniques
in athletic environments to the psychodynamic orientation of our
sport psychologists: :

As a result the stuies of sport and athletics have
dealt primarily with such variables as: drive,
determination, guts, winning attitude, desire, and
self-concept; all hypothetical constructs which do
not lend themselves to experimental analysis.
(Heward, 1976, p.2)

Most coaches do not utilize a scientifically derived data base
to guide their coaching techniques. In fact, some still yell at
players for mistakes and assign extra laps, push-ups, or other
aversive conditioning activities for pcor performance. Hone of
these "coachina techniques" has been experimentally validated.

The application of operant psycholody to the study of physical
activity is a recent phenomenon. Most of the exnerimentation and
research in this area has been completed by Rushall and Siedentop

and their colleaques. Except for two texts: The Development and
Control of Behavior in Sport and Physical Education by Rushall and
Siedentop {1972) and A Benavioural %nalysis of sport Ey Dickin-
son (1977), no others with a behavior modification orientation
have appeared.

Some references to the behavior modivication principles of
positive reinforcement and feedback have been made in several
coaching articles. Parseahian (1967) outlined a series.of recog-
nition and praise s*tuatiors in college football, Stevens (1974)
has mentioned visibie incentives in the form of embossed phrases
dispfayed on helmets of his high school footballers. Gentile
(1975) stressed the importance of feedhack on game and practice
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films. Tharp and Gallimore (1976) underscore the importance of
film as feedback:
Inside a football team, the worst time of week
is the "Monday murder* when players watch their
every move being re-run and criticized on the
film of a game that is sti11 alive in each aching
muscle. Ho classroom ever gets that feedback. (p.78)

Coaches have long benefitted from these principles without being
fully aware of the field of behavior modification. The first behav-
for modification articles appeared in the early 70's. Rushall and
Pettinger (1970) reported the use of shaping procedure to produce
permanent changes in the butterfly technique of an outstnading
female swimmer, Siedentop and Rushall (1972) wrote an article for
%uest entitled "An Operant Model for Skill Acquisition." McKenzie

studied several reinforcing contingencies and their effect
in competitive swimming environments, 1In a study “Experimental
Controls of Inappropriate Behaviors in a Competitive Swinming En-
vironment," McKenzie and Rushall (1973) implemented two experimen-
tal conditions, The first was the provision of praise (positive)
and reprimand (negative) statements by the coach contingent upon
the occurrence of specific behaviors. The second was the playing
of a behavior game.

Heward (1976) reported the effects of reinforcement on indivi-
dual and team offensive production in baseball. A contingency of
"hitting for meal money" was set up in which the player with the
highest “Efficiency Average (EA)" after a certain amaunt of games
zas rewarded monetarily, The experiment was conducted via an ABAB

esign.

Komaki and Barnett (1977) used a behavioral approach in combin-
ing the competitive and the developmental-learning aspects of foot-
ball in coaching a Pop Warner team. Three frequently run offensive
plays were broken down into a series of five stages and then each
stage was described in behavioral terms, The players were observed
during game and scrirmage situations on the basis of the five stage
checklist. The intervention consisted in the presentation and ex-
planation of the checklist as well as "immediate and frequent re-
inforcement in the form of feedback and recoqniticn for instances
of desired play execution."

The athletic area which has had the most concentration of be-
havioral research is the practice session. The athletic training
environment (practice session) is the site of many behavioral tech-
niques. Although most coaches are not familiar with behavior modi-
fication, nevertheless, techniques such as positive reinforcement,
discrimination training, and stimulus eneralization are used every-
day in the practice session. Rushall ?1971) i1lustrated how be-
havior control techniques could be used in supervising, instruct-
ing, directing, and manipulating practice sessions in swimming.
McKenzie and Rushall (1974) developed reinforcement contingencies
to remedy poor and irregular practice attendance and practice work
rates in competitive swimming. In their first experiment, a multi-
ple baseline design, absenteeism, tardiness, and leaving early was
reduced by publicly marking attendance, A reversal design was used
in the second experiment to determine the effects of employing
program boards as a means of increasing work output during practice,
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Work rates in eight selected swimmers were
elevated by an average of 27.1% when the

boards were instituted. Follow-up evaluations
showed that the use of the program boards had
lasting effects, (mcrenzie a Rusnall,1574,p,193)

0Olson and Heward (1976) found an increase in practice rates in
a non-athletic environment. In introductory and intermediate
bowling activity classes continaent free line bowling increased
practice rates.

Tharp and Gallimore (1975) operationally defined and then re-
corded a coach's interaction--cormunication with a team during
the practice session. Coach John Wooden's UCLA basketball practices
were observed. Ten teaching device categories were operationally
defined during the observations. The researchers stressed the
eduthional applicability of Wooden's coaching techniques.

2 :
Liskevych and Thorsteinson {1977) have shown how the behavioral

techniques of reinforcement, shaping, discrimination, and stimulus
generalization can be employed in practice situations.

The author has researched the volleyball practice session
(Liskevych, 1977). A vital concern during practice is the amount
of active, oroductive learning that takes place.

In addition, the author has successfully used duration record-
ing, time sampling, and playcheck recording in several pilot stud-
ies with volleyball, tennis and foottall teams, These methods pro-
vide valuable data. Increases in the amount of active learning
can occur through better practice organization, well-planned drills,
and by the use of several Schavioral principles.

Another area in which behavior modification can be used is in
imagery and relaxation training, Richard Suinn (1976) used behav-
ior modification principles while working with the USA 0lympic
athletes during the 1976 Minter Games. His visualmotor behavior
rehearsal (VMBR) is made up of three steps: relaxation, the prac-
tice of imagery, and the use of imagery of strengthening psycholo-
gical or motor skills,

What are the practical implications of the above research for
coaches? As stated by Rushall and Siedentop (1972, p.5), "the
specific aim of teaching and coaching should be to develop termin-
al behaviors that are observable and measurable.” Then the key
element is the demonstration of the principle that these terminal
behaviors can be developed, maintained, and/or changed through
reinforcement theory. All of the reported studies have shown this
to be, indeed, true,

_ Coaches can easily learn to modify their players' behaviors
by the systematic use of reinforcing contingencies. To achieve
this:

1. the advances and success of operant research models in
other fields should be constantly monitored, interpreted and
applied to the athletic environment;

2. physical education and athletics need to develop their
own precise theories, s2ts of principles, and guidelines for all
motor skills and sport techniques:

3. the present coaches must be "educated" to properly use
behavioral principles and techniques; and

4, efficient and precise methods must be created for coaches
to record behaviors in practice and game conditions. Once the
behaviors are recorded, they can be maintained or modified.

[rryys E amd Thoawme
c oTnav?

57 -~
o7



O

ERIC

Aruitoxt provided by Eic:

In summary, further behavioral research must be done on the
application of contingency reinforcement for athletic performance
during game and practice situations. The practice time must be
efficiently utilized, so that more active learning of skills takes
Place. (Coaches need to familiarize themselves with behavioral
principles in order to become better equipped "environmental® enqin-
eers. Only then will improvements in human behavior catch up and
keep pace with the space age technological advances that are pre-
sently found in other areas of the athletic environment,
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Evaluating The Behavior Contract
Carsy Hughley
Box 6521 Hamplon Institute
Hampton, Virginia 23658

Out of the behavior movement have developed several tech-
niques that systematically apply reinforcement in an educationai
setting. One of the most sophisticated and wide spread of these is
the behavior contract, Simply stated, a behavior contract is
"...an agreement between the teacher and student that a specific
reinforcement will accrue to the student following the completion
of a gperified a5k" (Rushall and Siedentop, 1972).

Evidence exists to indicate that the behavior contract makes
for a very high level of motivation in the class. Other positive
qualities about contract learning are its ability to: (1) facili-
tate individualized instruction, (2) develop student goal cetting
ability, (3) develop student responsibility in learning, (4) stiom-
late student self-direction, and (5) fscilitate performance-based
education (Lewis, 1974). .

Some have proclaimed death to the behavior movement (Alpren
and Baron, 1977). It is reasonable that educational innovations
that do not work die. Whether or not they work should be based
upon objective evaluation. However, with contract teaching, such
may not be the case. Many condemn the technique because it does
not meet their role expectations, others because of a few negative
student opinions.

Alpren and Baron (1977) admit that behavioral techniques are
strong in the area of skill development. They insist that the
technique 1s limited in the affective and cognitive domains. Many
areas of education, physical education in particular, emphasize
skill development. As a result, educators attempting to assess the
effectiveness of a behavior contract should:. (1) construct the
contract properly, (2) understand the instructor's role in contract
teaching, (3) understand the student's role in contract teaching,
(4) evaluate the contract in terms of the projected outcome, and
(5) revise the zontract in terms of objective data. This paper
attempts to illustrate the effective evaluation of a behavior con-
tract employing objective student data.

Procedures

In order to determine the extent to which the objective or
test item analysis technique would evaluate the effeciiveness of a
behavior contract and provide information for contrzact revision a
previously constructed contract was utilized.

The contract was developed in beginning swimming with the
aild of the American Red Cross Instructor's Manual, The objectives
were ordered from simple to complex and the criteria were get 80
as to demand both quality and quantity in performance, There were
twenty objectives with a total point value of one hundred, This
contract was teacher made without student input and there were no

optional objectives. The point total was so distributed that
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seventy points would be equal to what the instructor considered a
"C” skill level, eighty "B" gkill level, and ninety "A."

All students in the class had chosen swimming to fulfill one
credit of their two-credit requirements in physical education
activities. Students were instructed to move through the objec-
tives at their own pace. They were told that they :hould start
with objective one and make sure that they could corplete it at
the level specified by the criteria.

It was suggested that peers be used to evaluate oneself. Fur-
ther instructions indicated that time in class would be used to
demonstrate, feedback and drill skills on which incividuals needed
work. Students were encouraged to ask questions about the objec-
tives zud practice during recreational swimming,

Prior to instruction each student was asked to swim one length
of the pool using the crawl stroke and one length using a backstroke
as a pretest. Students capable of completing this task were
exempted from the beginner's course and agked to take an advanced
beginning or iatermediace course depending upon their skill level.
Students completing a part of this task were given credit for the
contracts coataining the sgkills involved in that parc of the task

Post test consisted of an evaluation of all objectives,
Cbjectives accomplished were recorded at two intervals during the
semester, once at mid-semester and once at the end of the semester,
In addition, students were asked to answer ten questions on the
contract method.

Regults

The objective achievement matrix technique was utilized to
determine the objective completion rate for each student and for
each objective in the pretest and post test performances and com-
parison was made between the percent correct increase from the pre-
test to the post test by student and by objective. Subjective
data wereé analyzed according to the suggestions of Singer and
Dick (1974).

Table 1 indicates that the students had an average complecion
rate of .19 on the 20 objectives during pretest. During post test
there was an average completion rate of .8l. This constitutes an
average gain from pretest to post of .62.

Table 2, a summary of performance by objective, illustrates
that objectives one through ten were all completed by some
students during the pretest while objectives eleven through twenty
were completely foreign to all students. Moreover, it is illus-
trated here that objective one could possible be eliminated, par-
ticularly, if one hundred percent of the students are capable of
accomplishing this task upon entering the course.

Discussion

Several authors have tested the effectiveness of contract
teaching by comparing the differences in grades obtained during
the contract method as opposed to traditional techniques (Poppen,
1971; Williams, 1973; Yarber, 1975). It is the contention of this
writer that such an evaluation does very licele, if anything, in
helping the teacher select the technique of teaching best suited

for che fulfillment of the course goals., It is a further con-
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TABLE 1
SUMMARY OF PERFORMANCE BY SUBJECT

Percent Correct

Sub ject Pretest Post test Gain
Pre-Post

1 .20 .60 .40
2 .25 1.00 .75
3 .2 .90 .70
4 .05 .70 .65
5 .20 .95 .75
6 .05 .70 .65
7 .35 .90 .55
8 .15 1.00 .85
9 .45 .95 .50
10 .05 .70 .65
11 .05 .65 .60
12 .20 .85 .65
13 .20 .50 .30
14 .15 .90 .75
15 .45 .85 .40
16 .10 .85 .75

S .19 .81 62

tention that the teacher interested in evaluating the effect’veness
of a contract wc-1d best serve his purpose if objective or item
analysis techniques were employed (Bloom et al, 1971; Singer and
Dick, 1974; Callahan and Clark, 1977).

Not only does this type of evaluation yield information about
how well the students achieved che goals of the course, it also
provides information about where attention should be directed for
the revision of the contract.

Results of the evaluation of the swimming contract in this
study illustrated that the method was most effactive, This is made
clear by the fact that the average student had completed eighty-one
percent of the objectives at post test and had made a sixty-two
percent gain from pretest to post test. It may appear that the
evaluation would have been more effective if a comparison using
this method were made with the "traditional" teaching technique.
The problem in this situation would be in identifying the "tradi-
tional"” technique of teaching. Many traditional type strategies
were employed in the conduct of this contract unit.

The role of the instructor in contract teaching has been mis-
understood to be simply as evaluator. On the contrary, the role
of the instructor is expanded in contract situations. One should
advise, untangle intricacies that may .be involved when the student
tries to obtain resource materials, help students develop intellec-
tually by tutoring and/or acting as a facilitator as well as serv-
ing as an evaluator (Bradley, 1975). Consequently, any comparsion
of the traditional technique with the contract method will yield
the effectiveness of instruction in that situation without provid-
ing any information about how instruction can be improved.

The subjective opinions of the students support further the
effectiveness of instruction. Statements about the extent on in-
struction, the contract method, pretest, and post test were for
the most part favorable. Unfavorable statements were in the mi-
nority. However, they provided some direction for revision of
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instruction.

TABLE 2
SUMMARY OF PERFORMANCE BY OBJECTIVE

Percent Correczt

Objective Pretest Post test Gain
Pre-Post
1 1.00 1.00 .00
2 .75 1.00 .25
3 .62 1.00 .38
4 .06 1.00 .94
5 .56 1.00 44
6 24 L.cO .76
7 .18 1.00 .82
8 .18 1.00 -82
Q W12 .81 .69
10 .12 .62 +50
11 .00 .68 .68
12 .00 .87 .87
13 .00 .93 .93
14 .00 .93 .93
15 .00 .75 .75
16 .00 .81 .81
17 .00 .87 .87
18 .00 W43 W43
19 .00 47 47
20 .00 .12 .12
X .19 .81 .62
Conclusion

The objective or test item achievement matrix employed here
and described elsewhere is very effective. In addition, this type
of evaluation provides information necessary for improving instruc-
tion in the future.
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Accountability in the Gymnasium:
A Behavior Analysis Approach
Themas L. McKenzie

Department of Physical and Health Education

Usiversity of Texas
Austin, Texss 73712

Accountabiliry, a concept borrowed from the field of business
management, involves the systematic analysis of various professions
to ensure quality performance of their members. Under an account-
ability system educators are held responsible for what they do and
for what effect their performance has on student achfevement. Le-
gal enactments, for example the Stull Act in Californta, are being
implemented to require school dlstricts to {nstitute accountability
procedures 1in regard to the performance of school boards, adminis-
trators, and teachers. Physical educators will goon be confronted
with having to demonztrate measurshle and rocognizable results of
their teaching, particularly in terms of student physical, recre-
atfonal, and social skills. At first the concept of accountabilfcy
mldy appear tireatening, but at second glance it appears as a posi-
tive approach to educatfonal managcment, assuring that specified
ends result from specified costs. In a broad sense this is analo-
gous to a contingency management system {n which precise goals are
established, strategles for change are identified, and consequences
are contingent upon the attainment of the goals.

Three years ago at our National Convention in Atlantic City
Siedentop (1975) proposed that gymnasiums and playing ficlds be-
come laboratories and that teachers become researchers utilizing
student behavior data to verify the results of instruction. In
this presentation Siedentop was developing the groundw,rk for an
applied behavior analysis approach to teaching. Essentially he
was promoting grass roots accountabilivy bYecause of the analytic
qualities of an approach that has the following fcatures:

1) precise specification of goals that are objectively

defined in observable and measurable terms;

2) continuous measurement and recording procedures;

3) evaluation designs that provide evidence not only

of the completion of a program but also information
regarding agpects of the program while it is being
implemented; and

i) systematic application of the principles of operant

condicioning, particularly the use of procedures
previously demonstrated to be effective in develop~
ing and controlling behavior.

The presentations by other speakers today show direct applica-
tion of behavior analysis techniques in physical activity sectcings.
From these papers it is apparent how accountability results when
behavioral approaches are used to change specific student or
specific teacher behaviors. The present paper addresses a broad
area of concern related to accouncability in the gymnasium. This
concern {s in regard to the responsibilities that a physical ed-
ucatlon program has to achieve all stated and implfed objectlives.

In general, physical education programs are promoted with ex-
cellent goals in mind. ‘These may Include the development of so-
claffzaction, sportsmanship, self-fmage, and positive accitudes
toward physlcal activity. Unfortunately, these are broad general
concepts and little information Is avallable to show whether these
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goals are attained or even 1if they are promoted in programs. Pro-
grams that are accountable are able to do what they are purported
to do. Broad overall goals are desirable but it is the breaking
down of a general goal into specific short term achievable objec-
tives that promotes accountability. Rather than an overall goal
occuring haphazardly, short term objectives van be taught system-
atically and assessments can be made to determine whether or not
progress toward the goal has been made.

A model for organizing to teach a goal having complex social
values has been developed by Locke (1977). This model has five
stages: (1) verbally defining the concept; (2) Iisting specific
observable behaviors that embrace the concept and those that do
not; (3) identifying conditions that help people acquire the con-
cept; (4) creating instructional strategies to teach the concept:
and (5) creating strategles for measuring and evaluating results.
Locke and his undergraduate students at The University of Mass-
achuserts have applied tie first four stages of the model to the
development of sportsmanship, one complex social value promoted
by most physical education programs. Further developments of the
model, particularly application to live settings, should prove ex-
citing to those concerned with developing soctal values.

Some procedures for attalning broad goals have been implcmented
in schools. For example, Austin and Brown (1978) reported a pro-
cedure to systematically promote social development in elementary
school children through game play. These authors developed check
lists consisting of categories for positive behavior development
suca as enthusiasm, positive reaction to officials’ decisions,
positive reaction to losing, and sharing responsibilities. Each
category was defined in terms of behaviors that could be easily
{dentified. For example, negative reactions to officials' de-
cisfons fncluded kicking the ground, throwing down sticks, moaning
and groaning in disagreement with the call, and arguing with the
referee. Polnts were awarded or removed contingent upon positive
or negative social behavior on an team basis. After each game
feedback was provided to each team and a trophy was awarded monthly
to the team with the best social score. Similar procedures are
being used to promote sociallzation in physical activity settings
at St. Andrews Elementary School in Austin. Texas. However in this
system, poinis are earned throughout the class perlod on an indi-
vidual basis, and free time on Fridays is used as a reinforcer
(Lambdin, 1978). Both of these school systems have socialization
as a goal, but rather than have it occur haphazardly, steps are
taken to ensure that specific social behavior actually result from
planned Interventions.

In addition to sociallzation, physical education curricula
often promote another broad based goal, the development of positive
attitudes toward physical activity. This ls a complex notion and
programs have rarely been held accountable for its attainment.
Junior and senior high school students readily point out events that
cause them to dislike physical education classes. These include
{nactivity, such as standing in {ine and !istening to lectures,
doing the same activity day after day, belng In overcrowded and
poorly equipped gymnasiums, and receiving tittle or no instruction
in the activities they are supposed to be learning. But thelr
chiel displeasure s in regard to the ase of aversive vontrol
techniques commonly used to force them to participate. These in-
clude the threats and ridicule of teachers, pressure from peers,
low grades, poor showing in compctition, and extra work such as
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push ups and running laps. Favorable attictudes about participating
in physfcal activities are not likely to be enhanced under these
conditions.

Physical education classes conducted under aversive conditions
will cause students to avoid the situation (absenteeism, tardiness)
or escape from it (disrupt the situation, leave). From a technical
viewpoint, aversive control procedures have undesirable side effects,
including the frendency for associated events, including the total
environment, to become aversive (Staats, 1975). Unfavorable atti-
tude toward physical education classes are likely to generalize and
future participation in physical activity is placed ia jeopardy.

A recent soclal-bevhavioral theory for human behavior that
encompasses attitude development has been proposed by Staats (1973).
HHis theory involves a mediational A~R-D system in which stimuli
have three spearate but related functions, aroused-reinforcer-
directive (A-R-D). Very briefly, the arousal function of stimuli
is highly central to attitude and asserts that an event may have
associated with it positive or negative emotional properties.
Positive attitude would accrue to an event that {s paired with posi~
tive reinforcement and negative attitude would accrue Iin a setting
involving aversive stimuli. Attitude could be viewed as an approach-
avoldance tendency toward an event.

Assessment of attitudes toward physical activity could involve
the direct observation of student behavior under free choice con=-
ditions, such as when grades and other extrinsic consequences are
not forcing participation. When this is not possible student self-
reports serve as a priactical and reliable substitute. At least
three different pencil and paper techniques adapted to the devel-
opmental level of the students would be used. First, attitude
could be rstimaited by having students rank-order a set of different
activities. Second, students cuuld be asked to estimate thelr
approach or avoidance tendencies toward particular activiites. For
example, they could indicate whether they engage in basketball, bad-
minton and other sports during their free time. Third, students
could be asked to report how they feel when engaging or asked to
engage in some type of activity. By utilizing the results from
the self-report data', teachers can determine the success a program
is having in developing students' attitude toward physical activity
and can make overall program adjustments or specific modifications
for certain individuals. Self-report data can be evaluated through
behavioral research designs much In the same manner as direct ob-
servation data. Multiple baseline designs across settings offer
the most feasible method for assessing attitude change in physical
activity enviornments.

Quite frequently direct observation data and self-report data
can be combined to evaluate programs. This procedure was followed
in evaluating the development of a behaviorally-based teacher
education center for physical educators at The Ohio State Univ~
ersity (McKenzie, 1976). The project involved a peer assessment
model to develop teaching skills. Student teachers, assigned in
pairs, observed, analyzed, and provided feedback to their partners.
Direct observation data were collected on the student teachers and
pupil behavior. Changes in these behaviors were assessed through-
out the project, which involved the student teachers participating
in a behavioral workshop and attempting to implement behavioral
strategies I{n their own classes. In addition, consumer satis-
faction data were solicited from all "clients", including school
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administrators, regular classroom teachers, as well as the student
teachers and their pupils. This project also provides an example
of how a teacher training institucion can become involved in
assessing the accountability of it's own programs.

Any discussion on accountabiliry in physical education would
be remiss if it failed to mention recent developments brought about
by Public Law 94-142, the Education for All Handicapped Children
Act. The rules and regulations for implementing P. L. 94-142 boost
the prospects of accountability in physical education tremendously.
For example, the rules require that a written individualized edu-
cation pregram (IEP) for each handicapped child be developed and
reviewed annually by the cnild's parents, teachers, and school
board representative. An IEP must include:

1. A gratement of the child's present level of
educational performance; -

2. A statemeni of annual pgoais, inciuding shorc~
term instructional objectives;

3. A scatement of specific special education and
related services to be provided to the child,
and the extent to which the child will be able
to participate in regular educational programs;

4. The projected dates for initiation of services
and the anticipated duratfon of the services; and

5. Appropriate objective criteria and evaluation pro—
cedures and schedules for determining, on at
least an annual basis, whelher the short-term
instructional objectives are being achieved.
(Wessel, 1977, p. 3-4).

A preservice and inservice training program for the implement-
ation of PL 94-142 by physical educators has already been deve-
loped and field tested. This program, Project I Can, funded
by the Bureau of Education for the Handicapped and developed under
the direction of Janet Wessel at Michigan State University, provides
an instructional system that is individualized, based on specific
behavioral objectives, provides for the sequential development of
skills, and allows for replication and cost effectiveness com-
pariscns (Wessel, 1976; 1977). Program materials include diagnostic
assessment instruments and perscriptive instructional activities
as well as individual and class score sheets which permit con-
tinous evaluation of progress. Self monitoring forms are also pro-
vided to help teachers evaluate their ability to implement the
program. Physical educators at all levels, whether they deul
with handicapped students or not, are advised to take an indeptn
look at the accountablility model of I Can.

An important aspect of the I Can model is the sharing of the
responsibility for student growth. Althrough this paper has
focused on the physical education teacher as the main figure in
establishing accountability in the gymnasium, it is not reason-
able for a teacher to be held responsib.e until it has been shown
that the program goals can be achieved under proper manazement .

The reality of the situation is that many desirable and anti-
cipated outcomes of physical education cannot be engendered by
a teacher given the time and cavironmental constraints {n which
he must work.
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It i3 also reality that programs are beginning to feel the
economic crunch. Program gurvival depends upon the support of
the public, school administrators. and the students themselves.
Cont {nued support will be contingent upon the demonstration of
goal attainment. Programs based solely on broad general goals
will have difficulrey establishing accountability. Applied be-
havior analysis is benefictal in demonsitrating changes in physi-
cal skil! development and changes in other areas, such as
socialization, providing these concepts are identified in precise
behavioral terms. The collection of self-report date indicating
Consumer satisfaction with programs {s algo a useful assessment
procedure., However to become accountable, many programs will
have to eliminate their Toyota policy, "you asked for {t, we
8ot 1r," and focus on the second rule of contingency management,
“think small". By concentrating resources in a gingle area,
Perhaps that of developing physical skills, physical educators
will be able to demonstrate genuine valuable accomplishments.
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Bshavioral Self-Moditication

In Teacher Education
W. Disane Hall
University of South Fiorida
Tampa, Florida 33620

Behavioral self-modification, as the term implies, involves the
self-application of behavior principles to affect change in one's
own behavior. This approach to behavior change not only has the
potential effect of accelerating the change process; it also pro-
vides an opportunity for the person to be the significant change
agent thereby fostering increased feelings of self-reliance and
self-respect.

REVIEW OF LITERATURE

The self-application of behavior Principles to regulate one's
own behavior in educational settings has not been well documented.
Despite the paucity of research in this area, there are gtudies
which have examined self-modificaii.n techniques in therapeutic
environments. The prearrangement of stimulus cues by the individ-
ual was one of the first self-modjfication approaches examined.
Stuart (18) reported unprecedented degrees of guccess when obese
subjects applied stimulus control to their own behavior by alter-
ing undesirable antecedent stimuli. Additional studies have sub-
stantiated the etfec:i: :iess of this self-change technique (14,
15, 17).

Anothes my s e i¥epodification stzategy which has empirical
support is krewt 3 ‘‘tahsvioral programming” (11). This technique
involves the use of self-imposed contingencies to modify one's
own behavior. Several studies have demonstrated the efficacy of
self-administered reinforcement (1, 7, 8, 10, 12).

Certain undesirable behaviors appear to be highly correlated
with identifiable thoughts and/or emotional respanses (19). Co-
vert self-modification strategies are employed to alter both overt
and other covert behaviors (thoughts and feelings). Several in-
vestigations have illustrated the effectiveness of self-applied
covert techniques (2, 5, 6, 13).

When self-modification is studied as a total process in natu~
ralistic settings, rarely does it involve a single gtrategy.
Several studies have demonstrated the usefulness of comprehensive
self-modification programs involving several behavior techniques
applied gimultaneously (3, 4, 16).

The studies reviewed in this paper focused on the "treatment"”
of specific problems. The present investigation, however, focused
on training rather than treatment. The emphasis was placed on
teaching individuals strategies for understanding and controlling
a wide variety of their own behaviors. This was accomplished via
a self-instructional modularized mini-course in behavioral self-
modification. It was not only a course about behavioral self-mod-
ification-~1it was an experience in behavioral self-modification.
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METHODS AND PROCEDURES
Subjects

The subjects in this study consisted of fifreen sophomore phy-
sical education majors at The Ohio State University who expressed a
desire to learn self-modification techniques.

Modularized Mini-Course

The modularized mini-course was structured so that students
would: (a) increase their understanding of the factors that im-
pinge upon their behavior; (b) apply specific principles of behav~
ior modification to their own lives by developing and implementing
personal self-change programs as part orf the course; and (c) learn
broad-based survival skills which are generalizable to a wide va-
riety of behaviors.

The first objective was accomplished via a package of materials
which contained relevant readings on the topics of behavior control
and self-modification. The instructional package also contained
rnabling activities designed to evaluate the students' abilities to
handle the concepts effectively. Students completed this portion
of the course during the first three weeks of the quarter.

The second, and major, portion of the course involved a person-
al self-modification project. Students were instructed to select
and focus upon personal problem behaviors which could directly or
indirectly impact on their teaching behavior. With the assistance
of the investigator, the subjects designed self-modiflcation pro-
jects which itnvolved the self-application of several behavioral
techniques. The specific techniques developed and carried out by
class members included identifying specific target behaviors, set-
ting goals, self-monitoring, and implementing a packaged interven-
tivn. Terminal behavioral objectives were stated in terms of a
p  ent {ncrease or decrease over the baseline rate which was es-

t -lished during a one- to two-week baseline period. Following the
cullection of baseline data, they instituted the packaged inter-
vention which consisted of: (a) altering antecedent stimuli (set-
ting events); (b) establishinp effective behavioral consequences;
(c) focusing on behavioral contingencies: and (d) applying covert
self-control techniques to thelr behavior (19).

Analysis and Experimental Design

The purpose of this [nvestigation was to train a group of in-
dividuals in empirically-based procedures for managing their own
behavior. Because the primary emphasis in this study was the in-
dividual, rather than the group, within-subject cr single organism
designs were ysed to analyze the data (9). With the use of these
designs, data are not subjected to statistical analysis. Rather,
causality is demonstrated when betavior changes zonsistently and
predictably with changing contingencies. Each subject's data were
arialyzed via one of the three single organism designs. A multiple
baseline design (9) was used with subjects who chose to modify the
same behaviors(s). With subjects who chose to modify behaviors
which required gradual shaping over a period of time, a changing
criterion design (9) was used to analyze the data. The third type
of experimental design used -was an ABA reversal design (9). During
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A, baseline data sre collected and recorded, followed by B, the in-
tervention. Removal of the intervention contingencies, C, should
result in a return to baseline rates. Signlficance in applied be-
havioral research is not based on an alpha level or probability. A
nore important concept of significance in intensive studies involv-
ing self-modification is the personal and social usefulness of
changes realized. Subjects in this study established terminal
goals which enabled them to evaluate the significance of the
changes they noted. Changes were regarded as significant by the
investigator 1f they matched or exceeded the terminal objectives
set by the subjects.

RESULTS

Table 1 provides descriptive information on each of the self-
modification projects conducted. The mean changes over baseline
were calculated from the students' self-monitored data and express-
ed as percentages. Students' gatigfaction with the outcomes of
their projects is also provided. An examination of Table 1 reveals
that 10 of the 15 subjects achieved their terminal levels of be-
havior, while the remaining five were more than 75 percent success-
ful 1in thie regard.

Each of the 15 subjects completed an evaluative questionnaire
at the completion of the self-modification projects. This was ad-
ministered for the purpose of analyzing various aspects of the
course and the self-modification projects. 1In general, all sub-
jects felt that the changes they realized were of practical signif-
icance to them personally. As a result of their achievements, 13
of the subjects reported that they regard themselves as being more
in control of their own behavior than they did prior to the course.
Fourteen subjects felt very confident that they could design and
implement another self-modification project invelving another be-
havior problem. This statement s highly significant because one
of the purposes of the course was to teach the subjects broad-based
behavior analysis skills which they could apply to a variety of
problems.

DISCUSSION

Since self-modification skills are potentially geperalizable,
they offer the prospective teacher a uyseful tool for alleviating
both existing and future behavior problems related to teaching,
family, personal habit/health, and -ocial/interpersonal relation-
ships. The {nclusion of such a course in the preparation of
teachers, especially physical education teachers who are highly
visible models for the studentsg with whom they come into contact,
appears to warrant consideration,

by
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72



TABLE 1
SELF-FODIFICATION PROJECTS AND OUTCONES

VI L St o

PERCENT CHAMGE  SELF-SATISFACTION

EL

SUBJECTS TARGET BEHAVIORS BEHAVIORAL COALS VR BASELINE ITH CHANGE
1 Elinnatc Fingernail Bitqpy Decrease by 1004 94 Decrease Yes
2 Elininate Snoking Decrease by 1005 1007 Decrease Yes
) Inprove Self-Concept
a, Decrease Self-Critioisn Decrease by 307 35% Decrease Somewhat
b, Increase Self-Praige Increase by 504 36% Increase Sonewhat
! Improve Self-Concept
a. Decrease Self-Critieisn Decreage by 507 53% Dectine Yes
b. Increase Self-Praige Increage by 507 271 Increase No
j Inprove Eating Habits
2, Decrease Junk Food Decrease by 507 81% Decrease Yes
b. Increase Appropriste food  Increase by 304 30% Increase Somewhat
¢, Decrease Calorie Intake Decrease by 33 39% Decrease Yes
b Tnprove Eating Habits
a, Decrease Junk Food Decrease by 507 957 Decrease Yes
b. Increase Appropriate Food  Increase by 50} 83% Increase Yes
¢, Decrease Caloric Intake Decrease by 33 434 Decrease Yes
! Decrease Caloric Intake Decrease by 334 3% Decrease Somewhat
B Decrease Caloric Intake Decrease by 33 317 Decrease Yes
9 Increase Study Tine Increase by 1000 1477 Increage Yes
10 Increase Study Time Increase by 1004 1557 Increase Yes
11 Increase Study Tine Increase by 1000 1797 Increase Yes
12 Increage Study Time Increase by 1004 2267 Increase Yes
13 Increase Study Time Increase by 1000 1567 Increase Yes
14 Increase Study Time Increage by 1005 1047 Increase "eg
1 Increase Study Time Increase by 1007 169% Increase Yes
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As An Educational Tool
Frank N. Rife
The University of Massachusetts
Amherst, MA 01003

‘Education has placed emphasis on many variables in the
schools such as facilities, equipment and curriculum, but an
additional aspect has received a Rreat deal of research at-
tention over the last decade. This attention concerns the
effects of teacher behavior upon the academic and social behavior
of students.

This psychological concept is termed vicarious reinforcement,

" but 1is more commonly called modeling. Modeling is baaically the

process of an observer acquiring another person's behavior as a
result of perceiving that person as successful and being re-
inforced for what they do.

Modeling has been used to chanze a variety of academic and
social behaviors such as children's play patterns (Marshall &
Hahn, 1967), student-teacher behaviors, (Rife, 1973), moral
Judgment orientations (Bandura & McDonald, 1963) and innovative
and novel behaviors (Bandura, Ross & Ross, 1963). Ringer (1973)
trained a fourth-grade teacher in the use of tokens and verbal
reinforcement by an experienced '"token helper' who modeled the
procedures in the classroom. This procedure decreased the dis~
ruptive behavior of 10 pupils. When the token helper withdrew
from the classroom, the teacher managed the token system and
maintained disruptive behavior at lower than baseline levels.
Bondy and Erickson (1976) compared the effects of a token
reinforcement system, a Trainer-Model procedure, and & combina~
tion of the two for increasing the rate of questioning in the
classes of four retarded children. The modeling procedure
had only minimal effects upon the rate of question-asking, while
both the Model plus Token and the Token groups showed significant
pexformance increases. The only significant difference between
the Model plua Tokeo anid the Token groups was a faster rate of
increase early in the first training periods for the Model plus
Token group. Thia diffcrence suggests a facilitory effect of
modeling procedures on 1einforcement contingencies. The thrust
of the modeling researcn strongly suggests that modeling cannot
be left to a random sppriach but is more effective when appiied
in a systematic manner. . '

The first step in the modeling procedure {g to have a clear
and defined goal of the behavior students are to acquire. Co-
operation in a gymnastics class can be better defined as the
number of times & student ''spots' another while working a par-
ticular piece of equipment.

The second step {s tv define specific behaviors or actions
vhich will lead to a target behavior, Students who have to ro-
tate as spotters or have to spot before they can perform s skill
have a much higher probability of incressing their spotting

haviors than students allowed to talk to other students, or
allowed to move through a skill without also having to help

others perform that skill.
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The next step is the crucial one of Selecting a model to
present. Bandura (1969) suggests that a model be (a) auccessful,
and (b) similar to the students obaerving the model. Being suc-
cessful does not mean necesaarily that the model be an expert
or a high-level competitor. The reinforcement the model receives,
either from their actiona or a teacher's comments, can deem a
model successful in the eyes of an observer. Similarity to the
observers can be either a peer (Bandura & Menlove, 1968) or an
expert performer (Grusec & Mischel, 1966).

Despite the type of model used, it is important that stu-
dents progress from simple to more complex types of behavior.

To present a total move to a novice can be confusing (Bandura,
1969) and it is crucial to have an expert model demonatrate
slowly, or in the case of film loopa, have slow motion viewing
available.

Another modeling consideration is to allow for practice
time once the model has been presented. The teacher must make
every effort to provide adequate space, time, and equipment
for student practice. Equally important is that student practice
be given feedback and reinforcement if the modeling procedure
is to be effective.

A final consideration espoused by Goodwin and Coates (1976)
is for practice outside the classroom. 1f outside-the-classroom
experiences are not deemed successful by students, the teacher
may have to remodel the target behaviors in question. 1In
physical education, an example could be to encourage students
to participate in an intramural or varsity sport as a result
of the modeled behavior they acquired in a phyaical education
class.

A recent study on modeling (Rife, 1977) concerned the acqui-
sition of evaluation behaviors by three randomly selected stu-
dents from a physical education major's volleyball akills class.
The study was conducted in a fall and spring semester of 14
vesks each. Some 40 students were evaluated over 31 performance
items during each aemester. The clasa policy regarding evalua-
tion consisted of having students evaluate their peara once
they had first successfully passed the gkill themselves. The
criteria for each skill was explicit and performance syccess
was a yes, not-yet format of achievement. If the student
failled the format, they practiced and returned to attempt the
skill again. wWith no modeling intervention by the instructor,
there was very little exhibition of peer evaluation behaviors.
The entire evaluation process took 11 weeks to complete in the
fall aemester.

During the experimental semester in the spring, three ran-
domly selected atudenta were given a modeling intervention by
the instructor that consisted of demonstrating the skill, ex-
plaining the testing situation, reviewing the performance cri-
teria, and emphasizing the cues and discriminative stimuli
assoclated with the correct response. Intervention schedules
and reliavility sessicna all conformed to the procedures cf the
single-subject research design of applied behavior analysis
(Hersen and Barlow, 1976).

The effects cf the uodeling intervention demonstrated in-
creases in tiue evaluation behaviora of the three student sub-
Jecr:s (See Figure 1),
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A corresponding result was a reduction in the total amount
of time necessary to completely evaluate the performance akills

_©of the entire class (See Pigure 2).

This "pyramid effect" of modeling behaviors for evaluation
is termed "internal proctoring" regardleas of whether the evaluation
information is modeled or presented in verbal or written form.
Training peers to evaluate peers has been show to be effective
(Sherman, 1971) yet preseats some anxiety behaviors for teachers

- concerning the notion thar students may not adhere to performance

criteria when evaluating their friends.

A class contingency can be made to reduce asuch anxiety. A
claes policy reserving the right to evaluate, by the same cri-
teria, any skill s student has marked as evaluated, can reduce
instances of "peers taking care of peers”. In many cases, the
mjority of major students are glad to have the opportunity to
practice some evaluation skills and do so in a professional man-
aer,

In summary, a remark should be made concerning the utiliza-
tion of the modeling principle. Several research studies (Bandura
& Menlove, 1968; Kiser, 1969; and O'Conner, 1969) have suggested
that the teacher does not have to be the model in order for stu=~
dents to acquire certain skills, Teacher modeling should be
encouraged as 8 positive and aupporting factor of "the hidden
curriculum.” Being skilled ha$ never been mentioned as detrimental _.
for good teaching, but being skilled is not the only requirement,
Being & competent tescher/model can suggest to students that being

_skilled means a game can lead to more success and more fun. It can
suggest to the student, "I enjoy this game, this activity ia a part

of my life." The teacher should be a doer, and demonstrate that
activity is a part of their lifestyle. This measage will not
occur from the teacher who just sits and merely talka about physical
activity,

Physical educators and coachea should be strongly urged to
utilize the modeling concept for effecting changes in the skill
and social behaviors of their students and players. It should
be applied in a direct and systematic manner when planning any . .

‘learning sequence. There is no time like the present for teacheras

and cosches to become the best model available.
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Contingency Management

Learning Systems
Paul W. Darst
Arizona State Usiversity
Tempe, Arizona 85281

A teaching and learning method ar strategy that has had an impact
upon physical education environments in recent years is called con-
tingency management. This technique is based on the application of
operant psychology principles and the work of Harvard psychologist,
. F. Skimner. Contingency management miels have been tested in
a variety of environments including: mental hospitals, drug clin-
ics, juvenile homes, industrial settings, hame settings, and edu-
cational settings (McKee, 1971; Darst and Whitehead, 1975).

Contingency management is a system focused on managing the moti-
vation of students. Motivation is obviously an important vari-
able in the teaching-learning process. A contingency is a rela-
tionship between a behavior and the consequence of the behavior.
In this model, the student should understand exactly what he/she
is supposed to do, the conditions under which he/she should do it,
the acceptable criteria for evaluating the performance, and the
rewards available for specific levels of performance. In many
situations, teachers have been deficient in the management of the
contingencies available in their particular environment.

Rushall and Siedentop (1972) have suggested the following guide-
lines for developing contingency management systems in physical
education: 1) Define desirable student behaviors in observable,
measurable terms, i.e., twenty push-ups in one minute, a five
foot high jump, and an eleven second 100 yard dash; 2) Clearly
specify the terminal or final performance; 3) Reinforce only the
target performance, i.e., Strength, speed, endurance, accuracy,
or a combination; 4) Clearly state the contingency so that every-
one knows what is expected of them; 5) Make sure that the contin-
gency is fair and can be obtained with a reasonable amount of
effort; 5) Performances should be arranged in a progression so
that students can experience success quickly and then proceed to
more difficult tasks.

These types of learning systems can be developed and utilized in
any type of physical education environment, i.e., elemertary, Jun-
ior, and senior high activity classes, college activity classes,
and academic or theory classes. Instructors must simply identify
the desirable student behaviars, the effective reinforcers, and
then arrange the environment so that students will work toward
the achievement of the reinforcers. Motivation should be built
into the system because students know ahead of time what is nec-
essary to earn the desirable reward. Efforts should be made to
make the system a positive or "fun" approach to teaching and

learning.
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Review of Literature

Contingency management systems have been studied in a variety of
methods. They have been used as independent variables focused on
changing or medifying the following classroom behaviors: disrup=-
tive behaviors, attentiveness, standardized test performance, bi-
ology, reading, math, and spelling performance., In the physical
education area, contingency management has been used to affect
physical skills, strength, power, work rates, teaching btehaviors,
and coaciing behaviors. These methods have been comparerd to "tra-
diticnal” techniques of teaching and to "movement" approaches to
teaching.

Devising and DImplementing Contingency Management
Learning Systems in a School Environment

This writer has been involved directly with the development and
field testing of several contingency management learning systems
both as a teacher and as a college supervisor of several student
teachers that used a contingency management approach (Darst and
Whitehead, 1975; Darst and Burr, 19763 Darst, 1976 and Darst and
Darst, 1977). These systems have been used at several age levels,
i.e., elementary, junior high, senior high, and college age and
with different physical activities, i.e., gymastics, skin diving,
and volleyball, The following two units will be discussed: 1) a
5th grade gymastics unit and, 2) a 7th and 8th grade skin diving
um'.t.d An analysis will be presented after the two units are dis-
cussed.

Wind Gap Clementary School

A contingency management system for a fifth grade gymastics unit
was devised and implemented in Wind Gap Elementary School, located
in Wind Gap, Pennsylvania. A student teacher from East Strouds-
burg State College, the college supervisor, and the cooperating
teacher from Wind Gap were all involved in the project.

The project included seven learning areas dispersed within the
multi-purpose room. The following equipment was utilized in each
learning area: 1) tumbling-four Nissen panel mats arranged in a
square; 2) uneven parallel bars-one set of converted parallel
bars; 3) parallel bars-one set of four-foot metal parallel bars;
4) still rings-two metal rings suspended on chains from the bas-
ketball rim; 5) balance beams-one floor-height wooden beam and
one three-foot metal beam; 6) vaulting-one Swedish vaulting box
(no Reuther board); 7) horizontal bar-one four-foot metal bar.

The student teacher, supervising teacher, and cooperating teacher
collectively developed a list of skills that could be learned at
each pieace of apparatus. Performance objectives were then de--
veloped for each skill and arranged in a progressive manner from
basic skills to advanced skills. Each performance objective in-
cluded: the starting position, the skill to be performed, the
end position, and a simple name for the skill. Each performance
objective was numbered in order to speed up the evaluation proc=
ess. The following performance objectives are an example of
those used for the parallel bars:

il
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1) Stand at the end of the bars and grasp both bars with your
hands on top of the bars. Jump up so that your arms are now
straight. Walk down the bars moving one hand at a time (hand
walkirg). 2) From a standing position at the end of the bars with
both hands on top of the bars, jump up until your arms are straight.
Now hop down the bars by moving both hands at the same time (hop-
ping travel). 3) Jump to a "cross-arm support” (both arms straight
with your body between the bars) and swing your legs forward,
straddling them and putting them on top of the bars. Now lean for-
ward and place your hands in front of your legs. Swing your legs
dovm off the bars and then up in front again--keep repeating this
the length of the bar (traveling). 4) Jump to a cross-arm support
(both arms straight) and swing your legs forward and backward,
showing control and trying to swing your legs high both ways (leg
swings). $5) Place your upper amms (by your shoulders) on *op of
the bar and swing your legs forward and backward. Hold onto the
bars with your hands for balance (upper arm support swings).

Performance objectives similar in style were used for the other
pieces of zquipment.

Formal reinforcement consisted of a system of charts for each of
the "« ven learning areas. Each chart consisted of the students'

na . ! the number which corresvonded to each performance objec-
tivi:.  ©iure 1 represents the type of chart used for the parallel
bars:

3 Parallel Bars 33

1234567891011 12 13 14 15
MName :

Figure 1 - Fvaluation Chart - Parallel Bars

As students completed the specific performance objectives, they
received a colorud star which was placed on the chart in the cor-
responding box. The student worked on their skills with a part-
ner and mcved through the performance objectives at their own
rate. The teachers stressed safety continually and encouraged
students ‘1o attempt the skills cnly with proper spotting avail-
able.

Stroudsburg Middle School

A contingency management unit for skin diving was developed for
7th and 8th grade students at Stroudsburg Middle School located
in Stroudsburg, Pennsylvania. This unit was used with those stu-
dents that had previously completed the American Red Cross (£RC)
requirenents ‘for the advanced swimmer level. Contracts were fo-
cused on the following four areas: 1) face mask, 2) fins, 3)
snorkel, and 4) combination skills.

The following is the face mask contract:
Mark the date that each of the performance cbjective is met.

8y ~
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1. Adjust face mask strap to your head size. 2. Apply saliva
to face mask—-rub all around face plate, DO NOT RISE {(For preven-
tive). 3. Fill mask with water and hold to face without strap.
In chest deep water, go under in vertical position and by tilting
head from chest backwards push against upper edge of mask and ex~
hale gently. Campletely clear mask 3 out of 5 attempts. VERTICAL
TIUF. 4. Fill mask with water and hold to face without strap.
wi.le in . horizontal position, roli cnto left shoulder pushing
gnUly wi. . right hand against side of mask and exhale gently.
Corplete., clear mask 3 out of § attempts. HORIZONTAL ROLL. _ 5.
Rapeat no. 3 with strap attached to back of head. _ B. Repeat no.
4 with strap attached to back of head. __7. In 6 feet of water,
Submerge to bottom of pool, by pinching nostrils, gently exhale in-
to mask until you feel your ears equalize. Successfully equaiize
pressure in 4 cut of 5 attempts. _8. In 9 feet of water repeat
rno. 7. __ 9. Repeat no. 3 in deep water. __10. Repeat no. 4 in
deep water. _ 11. Throw mask into shallow water, submerge and put
mask on. Complete vertical tilt clear in ane breath, 4 out of §
attempts. _ 1., Throw mask into shallow water, submerge and put
mask on. Complete horizontel roll clear in one breath 4 out of 5
attempts. 13. Same as 11 in 6 feet of water. 14, Same as 11
in 9 feet of water. 15. Same as 12 in 6 feet of water. 16.
Same as 12 in 9 feet of water. -

These specific contracts were explained and distributed to those
students that had me* d completed theARC advanced swimmers

level of mastery. One-fourth of the pool was made available for
these students to practice and complete the contracts. Students
worked with partners and progressed through the contracts at their
own rate. At the end of each class period, students dated and
initialed the specific performance objectives that had be-. com—
pleted and returried the corntracts to their respective instructor.
The students working on the contracts were not under the direct
supervision of 2n instructor because normal organizsd instruction
was occurring in the remaining three-fourths of the pool with stu-
dents working on their respective ARC swimming level. Reinfoice-
ment consisted of marking off the accomplished objectives and the
freedom of working with another student without the direct super—
vision of the teacher.

Analysis of ithe Two Sys+~ .

After utilizing the contingency management me. ', in ~everal dif-
ferent classes that ranged in size from ten to thi..y-six people,
the following advantages appear to be in order: 1) The students
knew exactly what was expected of them; ?) The students seemed
highly motivated by the course format; 3) The unit format pro
vided all students with same success as well as a challenge;

4) The students were able to progress at their own rate; 5) The
students were able to select their own learning acrivities ard
sequence of activities; 6) The students were forced to accept a
degree of responsibility for learning; 7) The unit format empha~
sized learning rather than teaching; 8) The unit format allowed
students to work together or individually depending on tneir pre-
ference; 9) The unit format reducec tre amount of in-class time
for managerial activities and increased the teacher's time spent
as an agent of feedback; 10) The unit formu( enables administra-
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tors, supervisors and parents to know exactly what was expected
and accomplished by the students.

wthor feels that some people might consider the following as
disadvantages: 1) The performance objectives are time-consuming
to write ard they need constant revision and up~dating depending
on the group you are working with; 2) The teacher may have to
sperd a considirable amount of time evaluating if the class is
quite large; 3) Scme students may have problems interpreting the
performarce objectives and may be continually asking for teacher
assistance; 4) Some students may take aclvantage of their freedom
and behave inappropriately; 5) The teacher has to spend time
developir, instructional devices and media, i.e., court markings,
hanging iopes, and loop films; 6) The teacher has to spend time
kezping accurate records on student achievement.

In almost all cases, students admitted that they enjoyed being in-
volved in this model of instructien. The teachers involved in
these units seemed “o be highly motivated in this format. Through-
out the physical education literature, a case has beer built for
improving students' and teachers' attitudes towards tre teaching/
learning process. It appears that this has been accomplished in
these teaching/learning situations. The students and teachers not
only enjoyed the activities of gymnastics and skindiving, but also
the teaching/learning process in general. Hopefully, these stu-
dents developed "approach tendencies" for the specific activities
and the overall learning process.

Contingency maiagement may not be panacea for all of the ills of
your particular situaticn but it may offer some advantages for
you and your students, Tt appearc to be an effective tool for
improving the teaching/ learning process. Continued research ef-
forts in this area are necessary to demonstrate the value of the
mdel, for recognizing and understanding possible limitations and
for making necessary changes.
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Innovation in Giris’ Physical Education
In New Trier Township

High School, Winnetka, lilinois 1930 to 1960
Estelle M. Foisch
109 Dockser Hall
Northeasters University
Boston, MA. 02115

The term innovation, within the last decade, has become soms-
thing of & household word. It has been considered synomymous with
invention, discovery, experiment, adaptation, change, and novel idea.
Today, conferences on almost any subject from industry to education
demonstrate a preoccupation with new ideas, new methods, new pro-
grams. One has only to turn to such current publications as Toffler's
Futwre Shock (1974) to have reenforced the realization that, although
c s gys existed, the processes truly are accelerating,

The purposes of this study were to identify innovations in a
selected secondary school girls' physical education department; to
analyze the procedures by which these innovations were implemented;
and to determine the roles of particular individuals or groups in
the process of change. The following definition ty Miles (196L) was
used for the term immovation, i.e., a deliberate, novel, specific
change which is thought to be more efficacious in accomplishing the
goals of & system. .

Significance of the study is that since the late fifties there
have been numerous federal programs and much public support for in-
novation in meny subject areas, but no studies were found which
identified innovative practices in the field of physical education
for girls in the secondary school, nor studies which contributed
sigrdficant knowledge to the implementation of innovation in this
area,

A literature review included school and community environments,
innovations and innovators, barriers to change, and planning and
effecting change, The following hypotheses were examined:

1. A community which tends to be propitious to implementation of
innovation will manifest the following characteristics: (a) most
adult residents have education beyond high school, (b) there is per-
ceptible interest in education, (c) most residents own their owm
homes, (d) there are major religious sects and races represented,
(e) there is increaaing growth and oroperty valuas are increasing,
(f) there is competition with similar rival commurdities for recognie=
tion as being superior.

2. The organizational climate of a school which tends to be pro-
pitious to implementation of irnovation will manifest the following
characteristics: (a) there is a free flow of information, (b) there
is an expectation of change which may develop into a chain reaction,
(c) there is competition with rival schools for recognition as being
suwerior, (d) the dally schedule sllows time for processing of ideas,
(2) there is not complete freedom from internal m::uon,n?r) the
adninistrator has been btrought in from outside the immediate social
syetem, (g) most staff members have education beyond a bachelor’s
degree, (h) most teachers at the tims of employment are under thirty

86



Q

ERIC

Aruitoxt provided by Eic:

.

years of age and have had previous teaching experience, (1) sighty
five percent of the students are college preparatory oriented, {J)
TR.s of most students are above the national average.
3. An innovative Physical Education Department will have an admin-
istrator who manifests the following chsracteristics: (a) a chair~
person with vigorous leadership ability, (b) a chairperson with
professional as well as social contacts outside the immediate
social system, (c) a chairperson who is practical as well as persis-
tent in oursuing goals,
Criteria for Selection of Innovations:

actices nating In 8 particular school; practices pre-
plamned with the intent of accomplishing educational goals more
efficaciously; new practices which changed the existing order either
spatially, temporally, or both; successful practices as judged by
retention of the vractice for five years or longer.

E;gM*

vas assumed that innovation was not confined to the Depart-
ment of Physical Education for Girls; that particular individuals
were influential in the proceas of implementing inncvation; and
that particular facilit.es and equipment contributed to the variety
of innovations instituted.

An historical description of the New Trier Townshi> and the
origin and develonment of New Trier Townshlp High School were pre-
sented with a prologue of the first twenty-eight years of the school.
The period 1930 to 196 was examined by decades thus permd tting
chronological treatment of the data and relationships of particular
historical periods.

A case study a-mroach was used for the study of innovation at
New Trier for as Miles (196L) succinctly stated:

In the development of theoretical understanding there is
no substitute for the close examinatson of concrete,
particular situations. If we do not have a knowledge of
acquaintance with the nhenomena of interest, generaliza-
tions are bound to be nsive and theory shallow.

Reasons for choosing New Trier were its prominence in the
field of education; its excellence (Conant, 1961) as being one of
the nation's "lighthouse schools" lighting the way toward educa-
tional advancement; the writer's familiarity with the school s and
acquaintance with persons who agreed to lend ‘nvaluable hiastor:ical
documents to this endeavor. A key person cansulted in this investi-~
gation was Iris Boulton who retired after L3 years at New Trier
including tenure as chairperson of the Department of Physical Edu-~
cation for Girls from 1935 to 1969 and as sponsor of the Girls!
Athletic Association from 1927 through 195).

New Trier served a group of suburban towns and villages located
Just north of the city of (hicsgo along Lake Michigan. Its prox-
imity t> Chicago proved == %& a natural attraction for many pro-
fessionals. The enrcllment grew from 72 in 1501 to about L4000 bty
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the late fifties. In 1965 the school was divided into two campuses.
This study concerns the original school and campus.

In order to compile a list of innovations, the following
sources were used: "A Few Highlights of My Career at New Trier," by
Iris Boulton; Questionnaires sent to suburban school representatives
who chaired departmsnts similar to that of New Trier; New Trier
Student Handbooks, and Iris Boulton's personal collection of records.

An opinionnaire listing these innovations was sent to 106 indi-
viduals formerly or presently affiliated with New Trier. They
included vresent and former school board members, physical education
staff, school adninistrators and students, primarily those who had
been active in GAA.

Views vere solicited by requesting a rank ordering of the inno-
vations with the option of adding to the 1list. Returns represented
four categories: curriculum, department work, special events, and
GAA. Those receiving the greatest recognition were exsmined in
depth by means of personal interviews with six former staff meubevs.
An exsmination of records of the school and township was made ‘to
provide a general description of the community and school. A ro-
logue provided information on the origin of the school.

NOTABLE FOUNDATIONS 1901-1929

A history of the GAA (Huff, 1935) related that in 1903 the
girls' basketball team, using boys' rules, campeted with other
schools in the area. "Cymnasium® classes in 1907 included wands,
indian clubs, rings and bars. Students and feculty engaged in ten-
nis matches. By 1912 more tenmis courts were added as were a base-
ball diamond, soccer field, football field, track and a natatorium.
By 1915 physical training had became a four year requirement, In
1926 physical examinations were required.

VARIETY, PARTICIPATION AND CHANGE 1930-1939

O the three decades of this study, the thirties represented
the greatest quantity and variety of activities introduced. Tha
curriculum included new forms of dance and swimming, a focus on
posture and the origin of the adapted program. The introduction of
the sophomcre coeducationa® dance classes, which later broadened
into such coeducational classes as badminton and roller skating
promoted the social aspects of physi:sl education.

Interschool compstition for girls was banned for the most part
except for telegraphic meets and playdays. A strong intramural
program provided opportunity for competition. A new pool was added
in 1936. Impartant to the department siaff were the compilation of
® department manual, installation of the Kardex for record keeping
and in 1939 the initiation of a concentrated double period for
physical education for girls, twice per week.

EXPANSICON AND ENRICHMENT 1940-1949

By 19L3 nearly every student participated in the intramural
orogram, No diminishing of offerings was evidenced. Additional
activities introduced were conditioning s tumbling, exercises and
physical fitness, exhibiting some influence of the war years.
Students gained new leadership roles as swim assistan’.e and members
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of the Pool Guard. Enrichment ranged fram performances ty visiting
ternis professionals to demonstrations of ballet and square dance
by distinguished groups.

STABILIZATION AND RENOVATION 1950-1960

The fifties were characterized by substantial growth and pre-
dictions of even greater enrollment. The commurmity decided on ex-~
pansion of existing facilities. Additional teaching stations, and
more locker and storage facilities resulted. Athletic fields were
also added. There was no cut-back in program but fewer new activi-
ties were added. Letter grades and credit were awarded consistent
with other departments.

A film made by the Athletic Institute included scenes from New
r{er's physical education nrogram for girls. Highlights of the
&-cade included a visit by the Scottish Hockey Team and Life Maga-
sine (Oct. 16, 1950) printed a feature article on the school.

Btalf meeting agenda indicated provision of a department library
for both faculty and students, and significant concern for publicity
given the XrausJWeber physical fitness studies was noted. Instruct-
ors were required to write course outlines and daily lesson plans.

REFLECTIONS (N THE PAST

Of the 106 opiniornaires mailed, SO were returned. Each de-
cade was represented as were the categories, GAA, other students,
staff, school board, and admiristrators. From this information
several innovations were chosen and considered in depth in order to
determine how, why, and by whom they were introduced. Representative
of those innovations which gained most recognition were: the
adapted program and medical classification; posture pictures; the
double gym period; several from the area of swimming, i.e., swim
assistant:., 1life saving, water demonstrations; operation of the
intramursa’e through a student managing system; dance demonstration;
and department innovations such as the compiling of a manual, a
Kardex system for records, and staff committee responsibilities.

Personal interviews with formar suaff Were conducted to gain
further information., In general the response to these interviews
was as follows: (1) Parents and community supported the program of
the Department of Physical Education for Girls. (2) Iris Boulton,
department hend, was namsd most often as instigator or assumed in-
stigator of innovations. (3) The top admindstrators had supported
the program even though they were criticized at times for that
stand. (L) Those who mizit be considered in lower administrative
positiorns and some teachers in other departments apparently opposed
particular innovations such as the double physical education period.

CONCLUSIONS

Hypotheses were supported Ly the data except for two sub-points
Figures were not available %o substantiate age and experience of all
New Trier teachers at time of employment. However, within the De-
partment of Physical Education for Girls this point was confirmed.
The supposition that eighty-five percent of students would be col-
lege preparatory oriented was not supported over all the years of
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the study. This number was appropriate for the decade of the fifties
and in some years reached the SO percent figure.

Characteristics of an organization determine the smount of
change which will take place. Where there is expectation of change,
innovation flourishes. If an inrovation is approved and accepted
it ruy prompt other changes, thus budlding momentum for change.

Tt 18 apparent that successful educational innovation requires
a complex se: of conditions. Nrv Trier was located in a growing
camunity where there was not ¢ expectation of change, but
expectation of - xcellence., Where income and education of residents
is high it is 1ikely they will lend financial support, Mutual trust
between cammunity and school allows a high degree of autonomy for
specialists, and enables them to initiate change .,

Avareness and recognition of needs on the part of innovators,
and a facility for communicating effectivaly are essential, Sensi-
tivity to the best time for introducing change should not be under-
estimated. These attributes, fram all Jndications » characterized
the department head in girls' physical education. It appears that
innovation begins 2t the top but the "top" may be the community,’
the admimstration, or the department chairperson. In any event,
all of these rust support the change.

Interestingly, the greatest number of innovations in the New
Trier program was initiated when the school enrollment was less
than 3,000 and the staff numbered ten or less. The implication
seems to be that it is easier to initiate change in a small, cohe-
sive, growing organization than to convince a large number of staff
and students that change is essential.

However, it probably is most interesting to note that practicea
being promoted todsy, and even mandated, bear a great resemblance tc
innovations introduced some forty or more years ago at New Trier.
Adapted physical education has gained national prominence and sup=-
port as have coeducationsal physical education and lifetime activi-
ties. Fitness and couditioning are recognized as not only benefi-
cial, but essential, Modular schediling parallels to some extent
the idea behind the double gymnasium period. So by reflscting on
the past it is possible to find something almost new!
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The Women's “wimming Association Of New York:

The Goiden Years, 1920-1940
Harold A. Lerch
and
Paula D. Welch
University of Florida
College of Physical Education, Heaith, and Recreation
Departmen: of Professional Physical Education
Room 302 Florida Gym
Gainesvyille, Florids 32611

The Women's Swimming Association (WSA) of New York provided
Anerican Women with their first opportunity to train for national
and international competition under the auspices of an organiza-
tion founded and developed by women. Charlotte Epstein assembled
key swimming enthusiasts and on October 20, 1917 the Association
was officially organized. (3) Several women coaches from New
York City and approximately fifty members of the National Wemen's
Lifesaving League were also in attendance at the initial meeting.
The founding wembers agreed to promote interest in swimming,
provide instruction in all phases of aquatics, and offer oppor-
tunities for competition. The WSA was almost immediately ready
to enter the competitive arena when Claire Galligan, Lucy Freeman,
Josephine Bartlett, and Charlotte Boyle, some of the most out-
standing swimmers of the lifesaving League, joined the new organi-
zation. Chovter members elected to offices were Ida Koverman,
President; Charlotte Epstein, Vice-President; Elizabeth Fisher,
Treasurer; Elsie Viets and Francis Ricker, sacretaries. (7) By
1924 the Association had clearly defined its mission stated in
the Constitution and By-Laws; "The purpose of this Association
shall be to teach swimming and all branches of aquatics to women
and girls, to encourage its practice and to promote competition
therein."” (1, p. 3)

The organizational structure of the Association strongly
supported their competitive objective. A fifteen member Board
of Governors directed the club's activities. They conducted and

.supervised the general business of the Associlation, authorized

the expenditure of funds, and received and acted upon committee
reports. The powerful competitive sports committee had control
of all competitive activities, identified candidates for team
membership, and directed the training program. (1, pp. 6-7)

WSA Headquarters
The WSA's headquarters consisted of several rented pools in

New York City for the first twelve years of its existence. Per-
manent headquarters were establigshed March 15, 1929. Located at
204-6 East 77th Street in the city (3) the four atory brick
building was built at a cost of $150,000.00 and represented the
latest design of its day. The New York Times described i*s
beauty:

...the pool is loity occupying the space of three floors.
High skylight windows extending across the entire...end
admit the sunshine in fair weather.... The flcor and
lower part of the side walls...are in cream colored
tiles also trimmed in pale green. The pool...affords
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even footing for 15 feet at the shallow end...for
beginners...then the bottom sheives down gradually
80 that a deeper 60 foot course is available for
advanced pupils and proficient swimmers. The pool
is equipped with regulation 3 and 10 foot spring
boards for fancy diving.... A balcony surrounds the
natatorium at the height of the gecond floor, prc-
viding ac -~ )dations for spectators.... (11)

Spacious dress..s rooms occupied almost the entire ground floor.
The remaining space consisted of a foyer, offices, reception
area and lounge. According to The Times, it was the first build-
ing of its kind established for the express purpose of housing a
women's gwimming club. (11)

Although the highly motivated naiads were destined to become
intensly competitive, they were reminded of their expected demea-
nor summarized in the genteel motto, “good sportsmanship is
greater than victory." (5) Elsie Viets Jennings, recalling the
meaning of that motto some fifty years later in an interview with
the authors, clung to the pre-Lombardian belief that "it was
better to be a good loser than a good winner." 3

AAU-WSA Feud

Six years after its inception the Association's Board of
Governors realized their actions were not entirely autonomous.
In the spring of 1923 the National Registration Committee of the
Amateur Athletic Union (AAU) ruled that no American athletes
would be permitted to compete abroad. The Union believed that
lengthy trips would detract from Olympic preparation, therefore,
world class swimmers Helen Wainwright, Aileen Riggin, and
Gertrude Ederle were ordered to cancel their planued trip to
England. Association spokeswoman Charlotte Epstein appealed to
the AAU Board of Governors to reverse its action but the Union
refused. The WSA had agreed to compete in seventeen peets
between May 28, and June 30, 1923. The club promised a strong
fight in an attempt to reverse the AAU ruling. On May 3, 1923
patrons of the New York Times read: "One of the stormiest bat~
tles in the history of the AAU is assured." 8)

In gpite of the club's strong objections the Board of Gov-
ernors of the AAU voted to sustain the decision of the National
Registration Commictee. (4) The WSA defied the AAU's decision
and continued plans to send their swimmers to Europe. On May 16,
1923 the three naiads and their chaperone, Charlotte Epstein,
sailed for England. (9) The swimmers, however, abruptly ended
their summer swimming tour when the AAU demanded that they return
to the United States.

In a move to become self-governing the Association approved
tentative plars in November, 1924 to form a national federation
of women's aquatic clubs. They had already assisted with the
organization of women's swimming clubs in a number of cities, and
Charlotte Epstein proposcd that a national organization be formed
which would control womens' swimming in the United States. (10)

92



"' Although having enthusiastic intentions and an establighed local
organizrtion, the WSA never succeeded in concrolling women's
swirmming in the United States. The powerful Amateur Athletic
Union had assumed cortrol of women's swimming in November, 1914
and did not relinquish its national control. (6, p. 20)

' The Golden Years
The goldz: years of the WSA were from 1920 te 1940 during

which time tte winged-foot organization launched America into
naticaal zad interaational swimming prominence. At the helm was
Louis “e 3rada Handiev,.the renouned swimming authority. Handlay
coacked the club from its inception until his death in 3956. He,
like cther Association workers, received no compensation for
coaching the team. Expert coaching and talented swimmers enabled
the WSA to enter international competition in 1920. America's
first distaff Olympic swimming and diving team was strengthened
by members of the famed New York swimming group. Six of the
fifteen team delegation were WSA members. Axerican women, com-
peting in the Antwerp Olympic Games of 1920, primarily because
of performances by WSA swimmers and divers, achieved unprece-
dented success. American distaffers in their Olympic debut won
four of the five aquatic titles. America's first Olympic swim-
ring champion, Ethelda Bleibtrey won gold medals in two individ-
ual events and one team event while fourteen year old Aileen
Riggin, also a WSA member, won the Olympic fancy diving crown.

During the Association's twenty "golden vears" twenty-five
Olympic team berths were claimed by the New York based club. 1In
some instances the same swimmer competed in multiple events. The
New York Club launched America into Olympic prominence by clearly
dominating the 1920, 1924, and 1928 Games. America's gecond
Olympic swimming and diving appearance in Paris during 1924
established America as a power among the world's naiads. The
United States claimed five of the six titles in swimming and both
diving events. WSA swimmer and future conqueror of the English
channel, Gertrude Ederle led the United States by winning one
gold and two bronze medals. Aileen Riggin, in her second Olympic
appearance became the only member of the United States squad ever
to win swimming and diving medals in the same Olympics. She won
a silver medal in fancy diving and a bronze medal in the back-~

~stroke. The only double achievement of its kind was captured by
Helen Wainwright when she won silver medals for fancy diving in
1920 and swimming in 1924, Gertrude Ederle, Helen Wainwright,
and Martha Norelius swept the four hundred meters freestyle.
Their finish marked the first and only time in Olympic history
that all three swimmers came from the same club--the WSA. Amer-
ica's third Olympic swimming and diving delegation collected five
of geven gold medals at the Amsterdam Olympics in 1928. Seven of
the eighteen team members were from the WSA. From 1920 to 1936
WSA swimmers and divers accounted for seven individual gold
medals and had at least one swimmer on three championship four
hundred meter relay teams. They won four silver medals and four
bronze medals. The New Yorkers boasted that they could have, as
a single club, won the Olympic competition in 1920 and 1924, and
perhaps they could have.
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Through the sports section cf The New York Times and The New
York Herald readers were conrinuallv “informed of the WSA's activ—
ities. Some of America's most superb swimmers and divers,
trained bv the famed distaff swimming organization, made swimming
news. Names like Certrude Ederle, Eleanor Holm, ‘artha Norelius,
Alice Lord, and Helen Wiinwright dominated the srorts pages.
From 1920 to 1940, WSA swimmers held 111 national outdoor records
and 64 national indonr vecords. Thev 2stahlished 17 world rec~
ords be.ween 1920 ond 1936. From 1925 to 1940 the WSA was the
power to be chalirnged at the AAU's National Swimming and Diving
Champicnships. Nine outdoor and indoor championships were claim~
ed in this fifteen jear sjan.

Decline of the WSA

By the late 1920’s the production of Olvmpic caliber swimmers
and divers began shifting to other parts of the countrv. In
1944, the WSA shared the domination of women's swimming with the
Riviera Swimmir: Club of Indianapolis and the Multnomah Club of
Portlana. Collier's Magazine referred to the women's swimming
powers as the "Big Three.” No longer did the WSA eajoy the
status associated with being America's number one swimming power.
The advent of AAU age-group swimming competition in 1951 and its
national implementation {n 1952 furthered women's competitive
swimming {n the United States. In 1960 Barbara Nullmeyer and
Mary Ruddy, {n an unsuccessful attempt, became the last WSA mem-
bers to try out for an Olvmpic team. (2) In that same vear the
powverful Santa Clara Swim Cluh under the tutelage of George
Haines resumed the production of Olympians.

On September 30, 1974 the Women's Swimming Association of
New York officia!lv disbanded :fter fifty-seven years of exist-
ence. According to Elsie Viets Jennings and Handley's successor,
Marie Glardini, the closing was due to four factors:

1. The delining membership meant less financial support,

2. Property taxes were continually increasing and the
swimming pool hecame too costly to operate,

1. Parents, concerned for their children's safetv, were
reluctant to permit travel to the city for practice, and

4. GCrowth of other clubs in the region, staffed by an in-
creasing numher of qualified coaches, offered easler
access for increasing numbers of swimmers. (2)

A prominent era in the development of women's swimming {in
the United States had come to a close. However, the purpose of
the Women's Swimming Assoclation was a very functional one in
that aside irom encouraging participation in a socially accept-
able competitive outlet for women {n the 1920's, women's com-
petitive swimming was elcvated to a new level of public con-
sciousness through the production of Olvmpic caliber swimmers.

9
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Women in Physical Edusation and Sports

At Centre College from 1860 to 1979
Kitty R. Baird
Centre Cotlege
Danville, Kemtucky 40422

Centre College of Kentucky, a small liberal arts college in
Danville, was chartered in 1819 for men only. Higher education
for vomen was not avsilable in the Centre area until a charter for
an institute for youny ladies was granted to a group of business-
meti in Danville in 1834. This institution later became Caldwell
College. 1In time, Caldwell College became Kentucky College for
Women. 1In 1926, this school ":«:.me the Woman's Division of Centre
College. Gradually, the Woman®: Division was integrated with the
Men's division and by 1966, Cent:z College was a full-fledged co-~
educational institution.

This study was designed to trace the history of the physical
sducation program for women and their participation in competitive
sports ag Centre Colleze from 1860-1978. Efforts were made to
present significant events in the history of sports-participation
by thess studer:s as they reflected cultural chaages and national
trends in physical education and sports for women.

Sports have long been a tradition of the men at Centre.

The first intercollegiate football game in the South was played
between Centre College and Transylvania University in 1880. The
goldsn era of football at Centre was in the early 1920's when the
"Praying Colonsls” upset the mighty Harvard team 6~0 on October 29,
1921 in Cambridge, Massachusetts. Pootball is still a part of the
Saturday afternoon tradition at Centze. In written accounts of
the founding and history of Centre College, the men's athletic
programs have received considerable attention, but no history has
besn found which included any mention of the sports participation
by Centre women. 1In fact, few hi~tories have been written any-
wvhere sbout women in sports anc , sical education.

In 1930, Dorothy Ainswortk _) concluded that the earlfer
physical education programs in twelve selected women's collepes
provided exerciszs entirely for the purpose of improving and main-
taining the health of the students, but that in the twentieth cen~
tury, there was a trend toward including sports activities that
more nearly met the educational go '~ of mental, moral and social
development. The earliest sports activity in which college women
psrticipated was horseback riding. This appeared at Elmira in
1859. Following this, croquet, walking, bowling snd bicycling
were populsr among the female sex. Tennis and archery emerged in
the 1870's and were soon followed by basketball and volleyball.

This study of the Jvogram at Centre College is divided into
four time periods. The first period prior to 1901 coincides with
the later Victorian era. It was a period of organization and
growth for Caldwell College. The second period, 1901-1926, in-
cludsa the period of World War I and the passage of the nineteenth
Amendment to the Constitution. Caldwell College became the
Kentucky College for Women during this period. The third period
spans the years from 1926-1959. 1In 1926, the Kentucky College for
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Women became the Woman's Division of Centre College. The philo=-
sophical creed of the Women's Division of the National Amateur
Athletic Foundation was a strong influence during this period. A
movement toward equality and opportunity in physical education and
sports characterizes the fourth period, 1959 to 1978.

1860-1901: The major concern during those early school days
for young women was the health of the student. Physical education
was mentioned in the very first catalog of the school along with s
rule which stated that ''young ladies are vequired to exercise on
the verandas, or out-of-doors every morning and evening." In
1861, Dio Lewis opened his Normal Institute for Physical Education
in Boston where he taught activities called "Light Gymnastics".
These exercises were desipned for flexibility more than strength.
In 1865, the system of light pymnastics was introduced at
Rockford, Vassar and Elmira. That same year, Octavia Gould, In~
structor of Light Gymnastics and Physical Culture, introduced
this system at Caldwell College. This was continued until 1870.

In 1885, Baron Nils Posse, a praduate of the Royal Central
Institute of Gymnastics in Sweden, was hired to teach twenty~five
women instructors the Swedish system of gymnastics in Boston.
Eight years later, Baron Posse's lessons were included in the
Physical Culture propram at Caldwell Collepe.

Caldwell Collepe, although only a good preparatory or fin-
ishing school for young ladies, seems to have provided a program
in physical education which often paralleled that of the more
prestigious Eastern schools for young women.

1901-1926: From 1901-1910, physical education was taupht by
the elocution instructor whose primary interest was elocution;
however, it was during this period that sports became popular as
extracurricular activities. This sports movement, led by the
eastern women's collepges, soon spread across the land. The first
Athletic Association was orpanized at Caldwell Collepe in 1901.

In 1903, Fmma Hanna came to Caldwell College from Mt. Holyoke to
tesch mathematics. With the help of Edith Vaughan, modern lan-
guage instructor, she orpanized two basketball teams at Caldwell
Collepe. The Kickapoos, a team composed of lncal pirls, competed
in a series of pames with the Tuscaroras, a team of pirls who
lived on campus. A championship game was. played at the end of
the season. The Tuscaroras won this first pame, which was played
out-of-doors in late November. Spalding's rules, published in
1901, were used. According to these rules, there were six play~-
ers on a team and the court was divided into three zones.

The Tuscaroras won again in 1905. The pirls abandoned
Spalding's rules after one year as beins too restrictive and
plsyed by the rules used by the Centre Collepe men, and that year,
for the first time, men were admitted to the fame as spectators.

The competition between the town girls and the house pirls
reached such intensity around 1906 that the collepe administration
took measurés to chanpe the structure to interclass competition
and to change the names of the teams to the Cherokees (classes
graduating in odd number years) and the Wahpanoochies (even num-
ber). Competition between these two teams continued until 1915.

The first intercollepiate basketball team competed in 1915~
16, and the catalog was very explicit in its rules and regulations
concerning participation. The team record for that first year was
8~1. With the birth of the varsity team came the death of the
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Cherokees and the Wahpanoochies; however, new intramural teams
with new names evolved after a couple of years and soon intercol-
legiate baskethall was abandoned.

After 1911, the physical education program was strongly in-
fluenced by Dr. Dudley Sargent and one of his students, Delphine
Hanna, who taught at Oberlin College. Except for two years, all
of the physical education teachers from 1910-1926 were graduates
of Oberlin College or other Midwestern colleges.

In the twelve colleges studied by Ainsworth, activities other
than gymnastics were first mentioned on the physical education
program between 1906 and 1925 (1:31). Field hockey and tennis
were included in the program at Caldwell College in 1911.

From 1920-1926, the stated poal of the Athletic Association
was to provide an opportunity for every girl to parilcipate in
sports and each student was expected to spend one hour a day in
the gymnasium or out-of-doors.

Until the beginning of the sports mowement, women had only
been allowed to participate in physical activity for health
reasons. The demand for competition and increased participation
came from the students themselves. The interest was so intense,
however, that many school officials became concerned ahout the
effect that this would have nn the students. The passing of the
Nineteenth Amendment to the Constitution may have contributed to
the enthusiasm of the girls and the concern of the administration.
Despite any social influences that might have affected the trends,
women leaders attempted to avoid the mistakes made by the men in
their athletic programs. 1In 1917, the American Physical Education
Association appointed a committee on Women's Athietics to "direct,
safeguard and promote sports activities for pirls and women.'" The
concern of the committee had far-reaching effects, thus the highly
emphasized young varsity basketball team at Kentucky College for
Women disappeared almost as quickly as it appeared and was replac-
ed by the "more wholesome" interclass competition. In April 1924,
a Women's Division of the National Am:teur Athletic Foundation
was formed. This gsroup presented a piatform of standards for
women's competition that favored competition for the enjovment of
the sport and that de-emphasized spectator sports, awards of
extrinsic value, teams involved in the danpers of travel, and pate
receipts. Before this group was formed, Kentucky Collcgre for
Women was in line with {ts entire platform.

1926-1959: May festivals, carnivals, circuses and vaude-
villes were popular at the Woman's Division of Centre Collespe
during this period. These provided opportunities to demonstrate
athletic skills for an audience when spectator sports were not
approved. They were also necessary as monev-making projects if
the women were to have the equipment and facilities necessarv for
an active program. This was generally the case in women's
colleges during the first half of the twentieth century.

During the thirties, black serpe bioomers and white middy
blouses were replaced by short gym suits, and the intramurals
flourished. 1In the mid-thirties, the Kentucky Federation of
Women's Athletic Associations was orranized. This organization
sponsored annual and semi-annual play days. The purpose of the
orpanization was to "create a friendly rivalr~ among the colleges
in Central Kentucky."'

The social affairs connected with the plazv day were very much
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a part of the event; e.g., at *hr annual plsy day-held at Centre

in 1941, the teams were tre.i.: o itmeh atr the Comntry Club and
tea at the end of the day, *ar fe=a'd hockey at the Univer-
rity of -Kentucky in 1944, tiw YR go—ls ware piven lunch and

tickets to the University of . - i.u Xy wersysg West VUirginia foot~-
ball game. Play days and the re-aced 3encial evemts continued
throughout the fortfew.

The Women's At :lotic As+«ociztion smomsored imtramural con-
tests in sixteen differeut 9povis durimg chis period. They also
organized hikes and dance feres. Clog darxcing was vopular and was
often mentioned as entertainmen: durims alf time of the champion—
ship basketball games. Inter=-z ar— M= cipation were especiall--
high during this pericd and te:= alumwmae -:mye quick to respond wit—
enthusiasm about the importsa—- of =pore- particirarion during
their college years.

1959-1978: The second hmzf:cr = —wertieth ~emtury was one
of rapid change. Centre Colleswe adcmzmi' a prew curriculum and a
new calendar. The women's caw:us was abaandoned aci the students
were moved acruss town to new ildimes -un the former men's cam-
pus. An exparsive building p-—w—am == undertaken. A former hip-
school building was converted .ua:ic z w&cility for ~hysical educa-
tion for Centre women. The cor:e=7s == the stude=<s changed as
world situations changed. As e.mmsher=. students -~ccame involvesi—-
at times fighting the system as = 1 fi3prted their _lves, and at
other times getting involved wiv: -+ .« svepsm tg moxe ctanges.

Women demanded opporturiries ‘. <irt2cipati~T. vectllating
between emulating the men's —wpram - creztine a  wonen's pri-
Zram. The leaders in the p—reera: o~ c&is peri~~ .xzperiercer
frustrations, hard work, cor= ANt a2 c-ymee and *»rrsomal revards
widch were usually of an fmermsic —ri— .

t~til 1964, each womar e« =+, .as —~virad 1 —2ke a clasx
in bas®- activities or bod: w cices. dEmee or raovEhEE 3 team
spert,.-Jo individual spor: = ~'"Smin.. S{ix semesrte™s of
phwsicr education were recmire il 1454 @y 9~ . mmly fou-
SemeeSens of physical educz—iles .amwy; “em:.red and ai- st all

classes Jere coeducational. igmdlsr - we:id select a. ~-~mbinat-ocs
of act: -{es to meet the = ni- 5. n 1976. all  -wuses we-eo
spened, men and women on.=z €Ot . arfs i hoizi- A wam requir
met ‘uge ‘dopted by the Coliems teer 1977 Inszume of ti-.
sllec: 6 - Ystem previously wemd, cromiam - emires. that eac”
ftiten ' Jlemmserate a proficfenc : wobiRs zuc swiswming, cor
vimce . /At :id course, and a b- . ‘urse in an inctwidual
wort, ) =port and a non--e"" il ve activity sucu as dar »
e pymuas il F

Ine¢ tithidre s continued W sown. 771 iutine this reriod aionr
(Yih the woweig interest L. fmntercal.iev ate competition  Inzerr
~n1lepisses mmsietball and fiele te=’ v t+ img were orpanized i-

1740, a-yemess team in 1965 —=wx; w-vd fiold team in 1972 and a

pofEbali —eam in 1978. Simre ~ 7 ~.5We~ have h.en invited t°
{bgete cw the swimming, cross - :iry, soccer and qolf teams with
‘e men.

Cen: :e is a member of the \*%—=sar’'a of Intercolleriate A=h—
swics for Women (ATAW) and a ¢ .artesr mwimdexr of the Kentucky
mmen's Intercollepiate Confere: <@ (KWIC). (entre women have
mmpeted in both state and natimaal ctw fonghips.

Physical educators, throuzh =we *i° _ have continued to ¢ -~.:-
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direction for quality programs for wemen wit:r the ferus o <he in-
dividual participant whmse primsarv role 5 » <ollege—studemc. This
has always been the philosophy of ¢ :re College regardinr its
sports program fcr women, and simce world War II, fo- mem, siso.

Summarw. T:= purpose of Ttinls stuly has been to tware -he
history of che wmen's physical educ:atiow and! sports Jreermm at
Centre College. The history began witt: =he Tounding < He=mderson
Female Institute a scnool forr woung zirlls :in Danvilie:. F=mtucky,
which over a peic d of time be. 1me ther femalee gector ©f Temtre
College of Kents:.~.

The contery «° the physitZal siuecaion program was ‘etrrmined
by examining tt.. 1001 catalogues 2:nd dooks on the hisztay of
physical educat “''' It was mecessaiv o rely extensiveir cx year-

books, questiow@\ires, and t=terviews wirh allumae to dersr=mine
the role of comi ““idve spor=s in tme sthool program.

With faculr- =zembers re—vulted :fram schoals thar wers Teaders
in the professt-a, zhe women =f Zaldwell Colleze, Kentucks Tollege
for Women and Cemtre Ccllege seem to have always had a phvi=cal
education progz=mm based on the curren- philosoohy of the am. 1In
the nineteenth --enturv. the physfrs.. =ducatiar propram at _.zldwell
College closel »oarallsled ~he prerrams in ime wmore prestz=ous
FEastern schodk ‘or yommg la.iles. "e-iph: » larma, chairmanr of the
physical educa=:.;: 1epartmen: it Hurlf~ fnfluenced “4e rTreram
in the early mmewr -::5 —*zoush 7er cuden: who were arpointsed to
teach at Kentzz: sllere 77 ‘omen.

Through ¢ ..sars. cthe ~emhasils clasnzed freom exe=—'wms for its
health value t». aciizwizzes - or their ediucatiomal zalue.. “the Tro-
gram, which at -ne rim comsimt:' entinwlv of pymnasti: w, devel~
oped into a wi.e ranps of a2ti'. 25 fo. health, leisure cime.
personal safetv, and tae edwraztz-nal poals of team play.

The compezitive snorts sroswas wig not in existence mefore
the twentieth century Basha.“all .«s introduced tc the girls in
1904 and the enthusiasm waw acoarr @ frer tlee begineing. TThe
first intercollegiate -ea~ commesr ' from L9LS t- 1977. s= school
officials and protessu:smal wmme e ame CAficermed apout the impact
of professionalism ir -ig* compeeiviive Spercs, rthe iatemmsille-
rlate team.was replacs:. -wv tn=amurm! teams. Wiith zn imtramy: al
championshio as the higmwsr: zos., maintainine .interest was. o
creasingly iifficult. 7o =m=isfs this meed, Play dzvs becamm
popular. Thaese exiszed wmxxi> the gecond half of the twentote:r—
century wher the women amnir “fArmed fmtrzocllep-ate teams .am:
competed in regular season sc - ‘ules.

Prior t5 1960, the crogram: usuallls 4nclude - either intrammral
or intercollegiate teams--ncz both. With the ¢ .ser of comRewm-
porary intercollegiate ~wams, the imtramural proeram conrmnue to
grow with an emphasis = =rowidni “oportuntities for stugmnts of
all skill levels.

Opportunities fo- compezition :n SFOrts Wesre not alwmcvws sup-
ported with money, staff, or w.-lteity bt the srudents arpeted
in spite of these inazdequacies. Stwdert: {nteres:z in atli=rics is
not sudden oT new--it has ber= in t'he lnea*: & esch penerzrion of
younp womer.. at least for twr past cen ..

Reference
1. Ainsworth, Doroth-. The #i oT¥ : Prwalc - Educartizm ia Col-

leges for Womem Yier Y-ork. 4. &, Aarnes Co 330,
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Women's Equity Movement in Sports
At a Large University:

A Movement Within a Movement, 1970-1977
Anne G. Ingram
Physical Education, Recreation and Health Bullding
University of Maryland
College Park, Maryland 20742

Prologue

As a prelude to the extraordinary change in sport programs for
women on the University of Maryland campus, unusual campus upheavals
took place. Student riots over the continued war in Vietnam, and
other issues, occurred spring of 1970, 1971, and 1972. These dis-
turbances brought the National Guard to the campus which was put
under curfew. Charles Bishop came as the new chancellor summer of
1970 and campus re-organization began. Unusual social conditions
drew women together to form a Women's Caucus (1971) and, aided by
the Human Relations Office, created 1970, the caucus confronted the
administration with the urgent need for the university to be more
responsive to needs, interests and aspirations of women students.
The women's movement started in society at large with the emergence
of NOW and Women's Equity Action League rather than in the athletic
arena and feminists served as the ""cutting edge" that provided lead-
ership towards new concepts about women's roles and aspirations,

The Period 1971-72

The fall of 1971, the newly formed Women's Caucus chaired by
Nancy Anderson of the Department of Psychology first met, and women
began to think of themselves as a viable political force. The cul-
mination of the productive school year for women was the meeting
between the Women's Caucus Committee and Chancellor Bishop. The
committee presented Dr. Bishop with a list of requested actions: to
investigate and publish the conditions and status of women on the
campus and to create an advisory council on women's studies to de-
velop courses for an interdisciplinary women's studies program,

On the z:tional level, one of the most change producing pieces
of legislation to ever appear was passed on June 23, 1972, Title IX
of the Education Amendments Act. * conference, '"Women and Sport"
¥as held at Penn State the summer of 1972, and research papers con-
cerning women in sports and athletics were presented.” In 1971 and
1972, the Association for Intercollegiate Athletics for Women (AIAW)
was emerging as an association to regulate women's athletic compet-~
itions.

Yearly Events of 973

Women won the right to control theiy own reproductive systems
when abortion was legalized. The {ledgling Association for Inter-
collegiate Athletics for Women was not allowing women with scholar-
ships to participate in AIAW sponsored cortests. The Kelleymer vs.
NEA, AAHPER, DGWS, NAPECW, AJAW and FAPECY case developed when
students, recipients of athletic scholarsiiips at Marymount College,
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the director of physical education and the school tennis coach filed
a suit in the U.S. District Court for Southern Florida. The AIAW
rules that prevenivd women holders of scholarships from participating
in AIAW sponsored contests were ruled illegal by NEA layyers because
these rules were discriminatory towards women athletes, Sports I11-
ustratedsran a tnree part series "wWomen in Sport" in May and June

of 1973,

Chancellor Charles E. Bishop, December 3, 1973, established the
Commission on Women's Affairs charged with the responsibility to
"ident1fy unique problems facea by women on thi: campus and propose
solutions to them."” This action resulted from u promise that he had
made to the Women's Camcus, In December 1973, —arl G. Croyder, a
concerned parent of a f£=male Student, Paige Crommer, enrolled at the
University of Maryland, filed a formal complaint imder Title X
against the University of Maryland with the Offiwe of Civil Rights
of the Department of Heiath, Education and welfare (HEW). The com-
plaint charged gross discrimination against women in the area of
intercollegiate sports, Mr. Croyder was the father of five girls,
and he wanted them to Participate in high caliber-athletic exper-
iences wirile in college. He had observed that young men gifted in
athletics received numerous benefits, and he felt that the existing
University of Maryland athletic program for women would not enable
his daughters to develop to their full potential in this area. His
action provided the catalyst that accelerated the development of the
women's athletic program. He used the public forum of local news-
papers, radio talk shows and other means to express his point of
view,

A

Yearly Events of 1974

Jaauary 1974, Virginia Beauchamp was appointed Acting Coordinator
of the budding program for Women's Studies. Spring of 1974, a three
hour course "Women in Sport,"” was added to the curriculum of the
physical education department.

Prior to 1970, thers had been few books on the market for women's
studies; however, with the development of Women's Studies courses on
various campuses, the book market was exploding with hooks related
to women in almost every discipline. The Ger er, Berlin, Felshin
and Wyrick book, The American Woman and Sport’ (iater made intp a
film) and Hoepner's Women's Athletics: Coming with Controversy” were
books in the physical education ana sport domain.

April 1974, at the national level, the Representative Assembly of
the American Alliance of Health, Physical Education and Recreation
(AAHPER), Anaheim, California, supported implementation of Title IX
and elaborated: “interscholastic and intercollegiate competitive
athletics have educational value and are an integral part of the edu-
cational system.” Although the guidelines of Title IX had not been
approved, it was becoming apparent that many of the most radical
changes would have to be made within the pervue of the physical edu-
cation and athletic departments. On the College Park campus, immed-
iately following the AAHPER National Conference in Anaheim, a con-
ference was held, 'Title IX: Target 1979, Ending Sex Discrimination
in Helath, Physical Education Recreation and Dance."
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#ass $19,00..  uuntmmle athletes were < rrently
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that zr wti: facioiiner "¢ aposoved, and services provided male
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“he

5, th ourd of B_errs of the University of Maryland
@ive, Iy to beg:in complying with the "letter and spirit"”
deral rales barring sex discrimination in athletics as

T educzzoonal activities, B. Herbert Brown, newly

¢ chatrmman, stated, "Women are entitled to their day

“ic field and in the gym. Women coaches should be paid

2r, « o had filed a Title IX complaint December 1973
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against the university said, "It's a credit to the stare o- Maryland
that the Board of Regents has takew ~his action. 1It's toc ad the
professional educators imroéved duu not have the foresight ..ad
couldn't have :ed the way."

June 1975, the White House Tsivased the proposals for en: srcing
Title IX of the Educational Amediients of 1972 which banmed sex bias
in any federally sided educatiohal program. John Fuzzk, president
of the National Co:legiate Athle+ - Association (NCAA) smid zhat if
the rules for :=mlementing the iaw« were followed, it woz:lg “spell
disast=r to th- :ntercollegiats “rorrrams at most colleg=-." :iearings

on Title Ix rew :ations were hais - washington, D.C. b the Com-
mittee on Edu~-._on and Labor, #w: -~ of Representatives -or six days
in June, Althumurn extensive pres- -~ from NCAA and oth: -s was ex-

erted to remm: --~evenue produci

wrts from the jurlsd-;ﬁion of
Title X, the -- »mulations became = .

festive July 21, 1972,

Mz:.  modi:z..uitions of the unurversit s intramural scere began

fall !7°5. “Inr 3iggest change wa=: tha._: ‘ross-participat-on between
the w:' . n:—ammral program anc The wem—n's Recreation issociation
occurnez. wmen undergraduates zmuld - v the first time, enter
tour—ymmes:. - ‘ne men's programs . -mmer—— -onducted in ten sporti‘,1 in-
cludmn tow . rcotball, soccer, :vft™sall, track and wrestling.

C © 1975, the Board of Regent s f.—merly approved "granting"
wome=" ieti= scholarships "begin -ingfall 1976 as part of the
univeT effort to comply wizh 7 :lc IX federal sex discrimination
rule . Se. ral women coaches resign- .J t-eir coaching assignments

€ ‘nts continued to support thc position that athletic
scho z=rshi he given to women athlete:s =s well as men. The six
wome achl < coaches involved wror e vhe Diamondback, "Equality is
not .t i=» , rather it is a differ~r: in interpreting how equality
is . be ..r> .ined.' These coaches .- r-=d that a previous article
"gr "ssly myivepresented the efforts « <salue positions of the coaches
inv aed.” In response to the P ~.2d statement of women coaches,
Ba~=+~1 Bermmunn wrote "Letter t tditor" of the Diamondback
sa: . "I~ ader why these women' .ax coaches have never threatened
to - --1gn wusm their pigyers have < denied access to first class

court  and *emipment ?*

ge .rzo-der, a junior at the witi.ersity, elaborated about her ob-
jec~ ns o wnequal treatment and said, "If men have scholarships,
woe== should se able to have them.™

~Tosition to Title IX still ra.ed nationally. John G. Tower of
Te==s introd:ced a bill to exempt intercollegiate azhletics from
the sex di§crimination provisions of Title X, but the bill was
dez=ated. November 1975, Yvonn-- Zitta of Maryland Public Interest
Research Group (MaryPIRG) and charrwomen of the committee to invest-
igate discrimination in athletics in regard to Title IX released a
report that found "definite discrrmination against women in the ath-
letic department." A conference, Women in Sport, was sponsored by
NAGWS znd took place in }ge National Education Center, Washington,
D.C. December 4-8, 1975.

A proposed Human Relations Code had gone through more than four
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years without official approval was at last approved by the state
attorney in September 1976 and became effective October 18, 1976.

The code provided grievance Procedures for discrimination on the
basis of race, color, creed, sex, marital status, personal appearance,
age, national origin and political affiliation. The code was im-
Plemented fifteen days after its texts were widely distributed
throughout the campws.

On the College Pzrk campus, the intramsral sports office of-~
fered sports open to women -- horseshoes, touch football, soccer,
weight lifting, foul shooting, wrestling, mixed table tennis, hand-
ball, racquetball amd track and field. Women competed separately
from men in horseshoes, touch football, golf, cross country, one
on one, foul shootimg and racquetball. The Women's Recreation Asso-
ciation offered volleybail, mixed tennis doubles, mixed badminton
doubles and a swimmimg marathon,

At the fall meeting of the AAHPER Board of Governors, a Col-
legiate Sport Manifestc was approved which stated: "Within the con-
duct of athletics the we!fare of the athlete shouig be basic, the
Programs must have an educational orientation.,."

December, 1976, the first student to qualify for the twenty-one
hour basic requirement in Women's Studies was awarded a certificate,
The degree program in Women's Studies had been approved in November,
along with the approval for the granting of a certificate.

Yearly Events of 1977

by the year 1977, tie accomplishments of the women's movement
were decidedly uneven, Stalled at the Start documented HEW's
failures to investigate complaints and to enforce federal legis-
lation concerning discrimination. The failure of HEW to act had
for several years been deemed harmful to the women's movement by
major women's associations.

The fall of 1977, ai the University of Maryland, athletic schol-
arships for forty-six women athletes were given to women divided
among eight sports. Sixty-five scholarships were planned to be
given to women in the fall of 1978. The report of the President's
Commission on Olympic Sports 1975-1977 was released and ""h°1eT8
heartedly supports the non-discrimination intent of Title IX."

In November of 1977, fifteen thousand people filled the Astro-

‘arena in Houston for the National Women's Conference, The confer-

ence produced a blueprint for implementing sexual equality, There
was a decided trend for aggrieved women to use new civil rights
legislation and have issues settled in court. Closed doors of op-
portunity were being forced open. Title IX had brought about radical
changes in sport programs in elementary schools through colleges,
The visibility of financially successful women athletes were pro-
viding role models for young women. Progress had been made in
actualizing opportunities for women but equity remained elusive.
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In Search of The Golden Age of Women’s Sports
June Bacht and Wayne McFarland
Department of Sports and Recreation
Washington University, Box 1067
St. Louis, Missouri 63130

This study began as an exploratory reading project designed
to collect information concerning American women in sports, tinen
became delimited to a particular period of time because of frequent
reference to Tne Golden Age of Sports, a period theoretically
marked by a peak in human endeavor, economic prosperity and an
absence of war or famine (Durant & Bettmann, 1965). Such an age
is also characterized by a corps of talented writers wnose
dramatizations reach the general public and help create popular
acclaim for the performances and performers being chronicled.

All of the authors using the term golden included all or
much of the colorful era known as the Roaring Twenties as part of
their golden age in sports; however, these chroniclers did not
always agree regarding the starting and ending dates for tnis
age, For the purposes of the present study, the investigators
choge to accept the Durant-Bettmann dates of 1919 and 1930.

This phenomenal era began in 1919, the year Jack Dempsey defeated
Jess Willard for the world heavyweight boxing title. It closed
on & day in September, 1930, when golfer Bobby Jones won the
United States Amateur — after having won the British Open, the
British Amateur, and the United States Open in the same year.

Between Dempsey's 1919 feat and Jones' 1930 successes were
numerous achievements by other male athletes, many of whom were
immortalized by male reporters such as Damon Runyon, Grantland
Rice, Heywood Broun and Ring Lardner. But what about the American
women? Was thls also their golden age of sport?

To answer this question the present study f'ocused upon five
sports and the outstanding female performers in each during tne
years 1919-1930. The cnlef sources of data were: the sport
pages of the "New York Times", "St, Louis Post-Dispatch", and
"St. Louls Globe-Democrat”; interviews witnh two of the era's
female Olympians, and a number of available books.

Sports were firmly establisned in America by 1919, especially
for men, College sports were very popular, and professional
sports were growing. Departments of physical education, which had
filtered down from the college level, were now a part of the
organizational structure of many city high schools and were
offering a number of sports, both at the interscholastic and
intramural levels. Younger children, mostly boys, were playing
sports on elementary school playgrounds during recess and in
vacant lots throughout the summer,

The year 1919 was rife with cnange, a condition that arose
during World War I * ! was to prevail throughout the Twenties and
nourish a national :uod for new adventures for women as well as
men. As early as 1920 American women were to be blessed with two
important cnanges, namely, the implementation of the suffrage
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~ granted by the 19th Amendment and the introduction of the disposable
"sanitary napkin onto the public market. Cellulose creped wadding,

which was produced by Kimberly-Clark Corporation during World War I
for surgical dressings since it offered greater absorbency than
cotton and was more resistant to Infestation, had been discovered by
nurses at the front to make an ideal sanitary napkin — one which
could be disposed of easily. The first domestic products to grow
out of this discovery were marketed in 1920 by Kimberly-Clark and
were gratefully purchased by women who were anxious to throw away
the washable menstrual cloth they had been using, Although there
was strong objection to Kotex advertising, the product was enthu-
siastically endorsed and widely used before the close of the
Twenties (correspondence witn Kimberly-Clark, 1977). This simple
product, along with the 19th Amendment and other changes, created au
atmosphere of openness ard freeness within ine nation that would
contribute to major changes in sport fashions; bloomers and other
massive cover-ups were to hecome things of the past.
, The present study found no evidence of professional sports for
Americar women prior to 1919, and only the beginning of profession-
alism in the Twenties, This being so, the investigators naturally
turned to the most important showcase for amateur sports, tne
Modern Olympic Cames, and found American women participating in
seven officially sanctioned sports (iezo, 1956), as shown in Table
I. It was decided to exclude archery and fencing from the study
because at no time between 1919 and 1930 did American women receive
broad acclaim, Olympic or otherwise, for their performances in
these two sports,

TABLE I: PARTICIPATION OF AMERICAN WOMEN IN QLYMPIC GAMES

SPORT Year of the OlympiC Games

190071904 F 1908 T 1912 1916 [ 1920 19241 1928
Archery No Yes | No No s No No No
Fer:eing No No No ) = No Yes| Yes
rigure Skating No No No No 1] Yes | Yes| Yes
Golf Yes | Ro No No = No No No
Swimming No No | No No S | Yes| Yes | Yes
Tennis No No No Ne No Yes | No
Track & rield No No No No No No Yes

Women's tennis seems to have received more publicity during
the 1919-1930 era than any of the other sports listed in Table I,
although most of it was outside the Olympic framework. Tennis, or
lawn tennis as it was called, was created in England in 1873 by
Major Walter C, Wingfield; a year later it was brought to Staten
Island by Miss Mary R. Outerbridge, who asked her broiher to lay
out a court at the Staten Islund Cricket and Dzseball Club. Miss
Outerbridge had observed 5pltlsh soldiers in Bermuda playing the
game and brought home a complete set of tennis equipment, tnough
she had trouble getting it through customs as no one knew wina. use
was to be made of these items.

Most of the tennis acclaim granted to American women during
the period 1919-1930 centered around Hazel Hotchikiss Wightman and
Helen Wills, wWightman was America's first durable women's tennis
champion, A native of California, where she gained attention by
defeating the Sutton sisters, she wen the first of her four United
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Statés Lawn Tennis Association National Singles Championsiips in
1909:and the last in 1919. Married to George Wightman, a president
of the USLTA, she donated a silver trophy in 1923 to that associa-
tion, "'for competition among women's teams tnroughout the world,'"
(Hollander, 1976, p. 98) altnough only England and the United
States nave competed to date. In 1924 in Paris, Wightman teamed
with Helen Wills to win a gold medal in Olympic doubles play. As
an encore, she won a second gold for tne mixed-doubles with partner
R. N.:Williams. -

fielen Wills, also of California, earned her acclaim by one
golden performance after anotner. This prolific player won, during
the years of this study, o singles, 4 doubles, and 2 mixed-doubles
USLTA Championships; 4 singles, 3 doubles, and 1 mixed-doubles
Wimbledon Championships; she also represented her country in
Wightman Cup matcnes, and in addition won 3 French singles titles
and one doubles title. At the VIII QOlympics in 1924 Wills won the
singles competition as well as the doubles competition with Hazel
Wightman, Wills is the only American woman ever to earn an Olympic
gold medal for tennis singles since tennis - for both men and wom-
en —vas removed as an Olympic event after 1924.

Golf, like tennis, was an early favorite of well-to-do
American women, who played a very dainty, unspectatular form of
the sport, Their first international acclaim was achieved in
1719 when Margaret Abbot of the Cnicago Golf Club won the gold
medal in the II Olympics (correspondence witn United States
Olympic Committee, 1978). Her victory, achieved in France,
recelved little attention back home.

By the time Glena Collett was stealing the golf headlines of
the Twenties tne ladies' game was no longer dainty. Taught by
her father, who was an expert golfer, Collett won tihe United
States Golf Association's National Amateur Championship for Women
in 1922, 1925, 1923, 1929, and 1930; she was medalist in this event
in 1922, 1923, 1925, and 1927. Bobby Jones approved of ner play,
observing, "'Her accuracy with the spoon and brassie ... is, of
course, her way of absorbing to a great extent, the disadvantage of
length, which some women suffer against tne best males; but she
does it with little disadvantage to be noticed.'" (Hollander, 1976,
p. 40). Collett was in a class by herself, the only lady golfer
of tnis era whose performance could possibly be classified as
golden,

Figure skating, like the two sports discussed above, was
initially and for a long time thereafter the province of America's
leisure class. Introduced at the London Olympic Games in 1908,
figure skating was one of the first Olympic sports offered to
modern women, The European mode of skating, a freer and smoother
way of skating as opposed Luv America's rigid style, became very
popular. The Skating Club of Boston, founded in 1911, featured
this style of skating; Theresa Weld, whose father was a charter
member of the Club, used the technique and became America's first
national figure skating champion in 1914. She competed in the
1920 Olympics in Antwerp, where she won a bronze medal.

Along with Theresa Weld, Beatrix Loughran and Maribel Vinson
were America's leading skaters during the 1920's., Between the
three of them, these ladies won every United States Individual
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Championship and, with a partner, every U.S. Pairs Championship
between 1920 and 1930, inclusive. There were no championships
conducted in 1919. At the first Olympic Winter Games in 1924,
held in Chamonix, Lougnran won the silver medal; at St. Moritz
in 1928 she won the bronze. Vinson, a Bostonian fated to become
during her lifetime America's premier figure skating coach, was
also & contestant in the 1928 games which were won overwnelmingly
by the Norweglan ice queen, Sonja Henie. At the World Champion-
ships neld a month later in London, Vinson placed second to Henie
in tne individual competition. ‘
Although the tennls players seem to have garnered the most
publicity during the 1919-1930 era, within the Olympic framework
it was the lady swimmers who received the greatest acclaim, and
rightly so! lIn the 1920 Olympic Games at Antwerp, American women
won 4 out of 5 events; at Paris in 1924 they won 6 of 7; and at
Amsterdam in 1928 they won 5 of 7 (iiollander, 1976, p. 81).
Particularly outstanding in these games were Ethelda Bleib-

. trey, wno won 3 gold medals in 1920, and Martha Norelius, who won

der flrst gold medal In 1924 and two more in 1928. Equally out-
standing, 1f not more so, were the American springboard divers;
these ladies won all nine Clympic medals awarded in tuis event
during the Twenties.

A very large proportion of the best American swimmers were
members of the Women's Swimning Association of New York; for
example, six of the 1920 Olympic team of fifteen women belonged
to this organization (Gerver et al., 1974, p. 139). Furthermore,
swimmers from this club dominated the rapldly growing national
Amateur Atnletic Union indoor and outdoor competitions during
this period; women from this organization won 7 of the 8 outdoor
800-meter relay championships conducted during tnese years. In
1924 a member of this Association, Gertrude Ederle, earned a gold
medal in the 40U-meter freestyle relay, and as an individual she
won a bronze in botn the 100-meter freestyle and the 400-meter
freestyle.

Ederle was destined to become women's sports first truly
national celebrity, a level of fame she acquired in 1926 by
becoming the first woman to swim the English Channel. Not only
did she swim the channel, her time of 14 hours and 31 minutes
was better than any of the times recorded by the five successful
men who preceded her in tnis endeavor. Her achievement was
enthusiastically reported to Americans coast to coast, and upon
her return New York City greeted her with a spectacular ticker tape

parade,
The economic and social bonds surrounding tennis, golf,
figure skating —and to a lesser defree swimming — were, by

comparsion, less influential in the area of track and field. The
big organizational step forward for track and field occurred when
the AAU conducted national track and field events for women in
1923, after Harry E. Stewart, a physical educator, nad taken a
team to compete in Paris the year before (Gerber et al., 197,
p. 38). The results of this trip abroad underscored the fact that
many of the European nations were much ahead of the United States
in organizing competition for women in sports,

AAU organizations provided most of the women competitors at
the Olympic tryouts in Newark, New Jersey in July, 1928. A short
time later the first United States Olympic track and field team
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of 19 women sailed for the IX Olympics. At Amsterdam Elizabeth
Robingson, a 16-year-old Chicago schoolgirl competing in the 100-
meter run, became the first American woman ever to earn a gold
medal in track and field. In addition to tni-z success, American
women finlsned second in the 400-meter relay =znd tnhe discus.

The bronze medal for the high jump also went -o an American. In
tne only other event the contestants from all countries had much
difficulty, probably because most of them were sprinters and had
not been trained properly for the 800-meter run. As a result
many of the women collapsed; others finished in pain and dis-
tress. One of the runners in this event, a 3t. Louis physical
education teacner named Dolores Boecikinann, recognized the need
for better training and remembered this eight years later when
she wao appointed the first woman coach/chaperone of an American
Olympic track and field team.

As revealed in the discussions above, this study found that
no more than three American women earned sufficient popular
acclaim during the 1919-1930 era to support the statement that
this period was the golden age of women's sports: Wills in
tennis; Collett in golf; Ederle in swimming. Even these three,
however, received little nationwide attention — except in the
instance of Ekderle's flashy return from kurope — wnen compared
to their male counterparts.

It is more accurate to perceive the achievements of this
period as a continuation of the pioneering pnase of women's
sporte, not a golden age. Tne era is characterized more by
change than it is by a peak of numan endeavor. During 1919-1930
women's opportunities for competition were expanded, tneir sports
attire became less voluminous and less encuwnbering, and they
played more vigorously and more frequently in public than their
predecessors. Like their contemporaries in many other fields of
endeavor, the women athletes of 1919-1930 were preparing the way
for future generations of Americans by establishing new mores and
new expectations.
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