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Urban Secondary Teachers' Value Orientations:
Delineating Curricular Goals for Social Responsibility
Catherine D. Ennis
University of Maryland
This research examined content and task decisions of 11 urban secondary
physical educators who placed a high priority on social curriculum goals.
Transcript data from a stimulated-recall protocol were analyzed using constant comparison to determine the extent to which content and task decisions
represented social justice and reform goals of social reconstruction or of
citizenship and positive interaction more consistent with social responsibility.
Results suggested that teachers' content decisions were consistent with the
goals of cooperation, teamwork, and involvement within the social responsibility value orientation. Task structures for middle school programs involved
large group activities, while high school tasks focused on individual activities
performed as a member of a small group.

Value orientations represent educational values or beliefs influential in
curricular decision making. These orientations determine, in part, which content
topics will be emphasized during instruction and the extent to which the content
will be learned. In urban school districts the decisions are often dominated by
efforts to assist students in learning social and cognitive skills that lead to a
positive future (Page, 1990). In physical education, the limited time and resources
allocated to programs, coupled with increasing class sizes, often force teachers
to select curriculum goals they judge most important for their students. Although
goals often include skill, sport, and fitness objectives, there is increasing evidence
(e.g., Ennis, Ross, & Chen, 1992) that some physical educators include affective
goals such as getting along and respect for others as primary foci of their programs.
This seems to be especially true in urban schools where discontent and violence
in neighborhoods often spill into classrooms (Cohn, 1992).
Research by Ennis, Ross, and Chen (1992) indicated that some high school
physical educators who taught in highly diverse ethnic and socioeconomic urban
schools perceived that the major goal of physical education was to socialize
students within the rules and norms of the school and gymnasium. Although
their inclusion of sport content had not changed over the years, teachers reported
that their curriculum focus within sport units had shifted from skill and strategy
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development to an emphasis on social goals such as respect for others and positive
group interaction (Ennis, 1992). Ennis, Ross, and Chen reported that in the past
social goals had been used as process goals to create an orderly environment
necessary when teaching sport; however, with the levels of violence in neighborhoods and schools, teachers now perceived social goals as valued products of
the physical education curriculum.
Research by Ennis and her colleagues (Ennis, Chen, & Ross, 1992; Ennis &
Zhu, 1991) examined five belief systems or value orientations influential in
physical educators' curricular decision making. Two orientations, disciplinary
mastery and learning process, place the body of knowledge as the central focus
of the teaching-learning process, whereas the other three orientations-selfactualization, ecological integration, and social reconstruction-emphasize intrapersonal and interpersonal goals as the primary physical education focus. Schoolbased research suggested that the majority of the orientations accurately reflected
teachers' curricular value perspectives. However, research by Ennis, Ross, and
Chen (1992) indicated that the social reconstruction focus was problematic.
Specifically, the social justice and reform focus of this orientation was not evident
in teacher comments. Instead, teachers reported a social focus on teamwork,
cooperation, and respect more consistent with the construct of social responsibility
(Wentzel, 1991a). Social responsibility is a curricular goal that some educators
believe contributes directly to student success through student socialization, personal agency, citizenship, and interactive problem solving. Wentzel (1991b)
explained that "character development and social responsibility in general have
been stated as explicit objectives for public schools in almost every educational
policy statement since 1848,being promoted with the same frequency as academic
skills" (p. 2). Ford, Wentzel, Wood, Stevens, and Siesfeld (1989) reported survey
research findings indicating that both "adults and adolescents believe that social
responsibility is the most important social goal for young people to have attained
by age 18" (p. 406).
The purpose of this research was to describe the content and task decisions
of urban secondary physical education teachers who placed a high priority on
social-curricular goals. Specifically, data were analyzed to determine the extent
to which teachers advocated a social reconstruction or responsibility perspective.
A stimulated recall protocol was used to assist teachers in discussing their content
decisions as they occurred in the classroom and to articulate relationships between
content goals and tasks. The significance of this research lies in our ability to
conceptualize urban teachers' goals for social curricula through specific content
and tasks that they believe are most appropriate for their students. The delineation
of interpersonal social goals as explicit curricula, rather than issues of class
control or management (e.g., McBride, Boggess, & Griffey, 1986), can assist
supervisors in developing a greater sensitivity to these issues and in addressing
them explicitly in curriculum and staff development. This information may also
be useful to teacher educators in their efforts to teach preservice teachers to
conceptualize and implement affective goals in physical education.

Value Orientations
Value orientations reflect priorities that teachers place on particular goals
and objectives for curriculum decision making. These include both academic
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advocates focus on cumcular goals to enhance students' respect and understanding of others. Students are encouraged to become involved in group activities
and to use their unique abilities to further group goals (Wentzel, 1991b). Subjectmatter knowledge provides opportunities for students to interact and to solve
group problems. Teachers place the cumcular priority on content and tasks
that encourage students to develop positive interpersonal skills leading to social
competence (Hellison, 1985; Solomon, Watson, Delucchi, Schaps, & Battistich,
1988).
Value orientations, as presented in the cumculum literature, reflect pure
perspectives on curricular decision making. In reality, teachers are influenced
by a number of value perspectives that blend to influence their curricular and
instructional plans. ~ l t h o u g hit is relatively easy to identify value orientations
in the curriculum literature, it is more challenging to describe the influence of
teachers' value perspectives in their daily decision making. Ennis and Hooper
(1988) developed the Value Orientation Inventory (VOI) to examine teachers'
goals for curricular decision making. The inventory utilizes a forced-choiceformat
to determine teachers' educational priorities within the disciplinary mastery,
learning process, self-actualization,ecological integration, and social reconstruction value orientations. Social responsibility is not included in the VOI. Items
are written to reflect potential goals, tasks, and instructional strategies consistent
with each orientation. The VOI profile reflects the respondents' score on each
of the five orientations relative to the others. Rather than arguing for the dominance of one perspective, it seems more valid to present evidence to support the
priority of each orientation within the teacher's educational belief system.
Research to examine teachers' value orientations has described the relative
strength of each orientation within the value profae (Ennis, Chen, & Ross, 1992;
Ennis & Zhu, 1991) and reported detailed descriptions of educational goals and
strategies advocated by teachers with a high priority for a particular orientation
(Ennis, Ross, & Chen, 1992). Ennis and Zhu (1991) examined physical educators'
educational value orientations in three midwestern school districts. Both the
teachers and the students were predominately white and middle class. Results
indicated that 97% of the teachers placed a consistent priority on one or more value
orientations. They thought reflectively about curricular and teaching decisions and
knew consciously or intuitively how to select items reflecting a consistent value
orientation. Teachers in this sample were equally likely to place a high priority
on items representing each value orientation.
Ennis, Chen, and Ross (1992) replicated this study with secondary physical
education teachers in a large urban school district (enrollment over 115,000) on
the East coast. Teachers were predominately white (80%), and the majority of
their students were black (86%). Results indicated that 57% of teachers placed
a high priority on the social reconstruction orientation, and only 7% placed a
high priority on the academic items within the disciplinary mastery orientation.
A follow-up study (Ennis, Ross, & Chen, 1992) compared the goals and expectations of teachers who placed a high priority on the disciplinary mastery and
learning process (DMILP) goals with teachers who valued the ecological integration and social reconstruction (EIISR) orientations. Results suggested that DM/
LP teachers' goals and beliefs were consistent with those articulated in the
literature for cognitively oriented programs. However, the EI/SR teachers' goals
appeared to represent a social responsibility rather than a social reconstruction
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orientation. EI/SR teachers reported a strong emphasis on social interaction,
cooperation, and enjoyment.
The findings reported in this study represent one part of a study to examine
teachers' selections of social goals for physical education. This research examined
the content and task decisions of teachers who placed a high priority on the
social reconstruction value orientation on the VOI. Content decisions focused
on the selection of curricular goals within the physical education program, and
tasks represented implementation decisions regarding how the content should be
presented to students (e.g., teaching styles, activities). Specifically, responses to
stimulated recall protocols were analyzed to determine the extent to which they
reflected the social justice and reform goals of the social reconstruction orientation
or social responsibility goals similar to those identified by Ennis, Ross, and Chen
(1992).

Method
Subjects
Subjects were 5 high school and 6 middle school physical education teachers
who had placed a high priority on the social reconstruction value orientation on
the VOI. Teachers' VOI scores were used to screen and select teachers who
placed a high priority on the social reconstruction orientation. Teachers with social
reconstruction orientation scores less than 5 1.25, the criterion score designating a
high priority, were included in the study. Teachers selected for this study had
been teaching from 16 to 34 years and averaged 25.6 years of experience. They
taught in nine different schools. Nine teachers were white and 2 were African
American. Six teachers in the sample were female. The male and female teachers
at two schools combined their classes and taught as a team. Enrollments for
individual classes ranged from 25 to 45 students, and team-taught classes averaged
85 students. All classes were taught in a gymnasium or athletic field. The majority
of students in these classes were African American (86%) and represented lower
and middle socioeconomic families. The school district was one of six encompassing a large metropolitan area. The enrollment of this district was over 115,000.
Each teacher was informed of the research purpose and the manner in which
data would be used.

Value Orientation Inventory (VOI)
Value Orientation Inventory scores were used to select teachers for the
study. The inventory was developed by Ennis and Hooper (1988) to examine
teachers' value orientation profiles. The VOI is a forced-choice instrument consisting of 15 sets of 5 items, with one item in each set representing each value
orientation. Teachers rank items to reflect their curricular and instructionalpriorities. The alpha coefficient for disciplinary mastery is .91, for learning process
.79, for self-actualization .77, for ecological integration .91, and for social reconstruction 34. Items are unlabeled and placed randomly in the sets. Scores for
each value orientation are divided into high and low priority based on .6 standard
deviation.

Data Collection
A stimulated recall protocol was used to elicit data regarding teachers'
content decisions and rationales for task selection. The investigator videotaped
two different classes for each teacher or teaching team. Classes were videotaped
at least one month apart and consisted of different content emphases. Teachers
wore a wireless microphone to facilitate the recording of instructions and comments on the videotape. The audio portion of the videotape was transcribed and
used in the analysis. Teachers met with the researcher to discuss the videotape
within 24 hours of each filming. It was usually possible to schedule the meeting
during the teacher's planning or lunch period, immediately following the videotaped class. In team teaching situations, both teachers were interviewed together.
The session following the first videotaping began with a brief discussion
of school and student characteristics. Teachers also provided demographic information about the length of time they had been teaching and the extent of their
other school responsibilities, such as hall, lunch, and bus duty. Teachers were
then asked to watch the videotape and were instructed to stop the tape or rewind
it to review segments. They explained the purpose of each activity and why they
had selected these particular tasks to convey their goals. The researcher asked
probing questions to elicit information regarding the teachers' rationale for the
content decision and the characteristics of each task that made it a candidate to
convey a specific goal or objective. This procedure was followed for both stimulated recall sessions. Each meeting was audiotaped and transcribed for analysis.

Data Analysis
Transcript data from the videotaped classes and the stimulated recall sessions were analyzed using constant comparison (Glaser & Strauss, 1967; Goetz &
LeCompte, 1984). Constant comparison is a four-step process consisting of scanning the data for common categories, identifying properties or common themes,
positioning the data within common categories, and developing explanatory theory. In this study, teachers commented on student, school, and curriculum activities as they viewed the videotapes, resulting in a wide range of categories. Data
from each interview were first scanned to identify categories and subcategories.
Critical properties for each category were delineated within the specific teaching
context in which it was identified. These two steps were then repeated for the
videotape transcriptions. In the third stage the data from the stimulated recall
and teachers' class comments from the videotapes were compared by subcategory.
In Stage 4 the data were compared with results from other research on teachers'
social goals to place the current research within a broad educational and contextappropriate perspective.

Results
Teachers' content decisions indicated a strong emphasis on interpersonal
skills as the focus of the program. They discussed the importance of content
associated with cooperation, teamwork, and involvement for students in their
classes. Tasks selected to convey these goals were primarily team sport activities
at the middle schools and group-oriented learning environments for individual
tasks at the high schools.
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Content Decisions
These teachers had almost complete control over the content decisions in
their classrooms. The decisions appeared to be influenced by their perceptions
of student needs, especially those associated with the context in which students
lived. They reported that their students lacked the interpersonal skills necessary to
cooperate with others in their neighborhoods and in the classroom. The following
categories represent teacherdefined perspectives on social content. Teachers
argued that content associated with cooperation, teamwork, and involvement was
instrumental in assisting students to live and perform successfully in school and
throughout their lives.
Cooperation. Teachers explained that cooperation was a central goal of
their curriculum. They argued that cooperation was a "necessary part of being
with other people." Joan, a high school teacher, defined cooperation as "getting
along with other students." Other teachers added that "cooperation means that
students are working together to accomplish something." Students were expected
to cooperate with the teacher as well as with other students in the class. Teachers
perceived cooperation to be essential not only for sharing equipment in large
classes but also for taking turns, playing by the rules, and facilitating a smooth
class. Teachers pointed out that there were particular reasons why these students
needed to learn cooperation and why, in some instances, students had difficulty
cooperating. Ellen, a middle school teacher, commented:
Most of my students come from low socioeconomic families. They often
have to sleep in the same bed with older or younger brothers or sisters.
After school and on weekends they must look after younger siblings while
trying to play with their own friends. They are never alone.
Teachers reported that the biggest difficulty in teaching students to work
cooperatively was in convincing them to make their own needs and interests
subservient to the group's needs or goals. A subservient image was a direct
contradiction to the independence and autonomy that many students experienced
outside of school. They described their students as "not well supervised at
home." Students were relatively independent from the time they left school until
they returned the next morning. Teachers reported that during this time students,
both boys and girls, spent most of their time trying to gain status and position
in their neighborhood groups. Although group members would protect each
other when threatened from outside, most of their out-of-school time focused on
establishing and maintaining their social position within the group. Tom, a high
school teacher, explained:
At the beginning of the school year my kids were not interested in working
cooperatively with others. They initially perceived this as a show of weakness that diminished their status with their friends. They were used to
getting what they wanted by force. . . . That often involves fighting. I
almost have to redefine what a group or a team is. When you talk about
cooperation, you have to convince them that by helping others to achieve,
they are also helping themselves.
Jocelyn described her middle school students as afraid to work closely with
others because of a fear of being perceived as weak or "needy." She explained

I70

ENNIS

that her cooperative content focused on solving problems with other people.
Problems might involve the subject matter of games and sports or simple management tasks that are required to prepare the group or team for participation. Her
criterion for a "good" social task or problem is that the task requires every
member of the group to contribute. She reported that group problem-solving
strategies were effective in enhancing social interaction. However, problem solving often led to social conflicts that, in turn, had to be handled positively:
If you don't have a decent cooperation level between you and the students
and among the students themselves, you are going to have fighting all the
time. Last week I assigned the seventh-grade team captains the simple task
of assigning each person on their team to a specific batting order for our
softball game. . . . At least with other classes it had been simple. But with
this group, all the boys on one team wanted to bat first, and the girls didn't
want to bat at all. I spent 15 minutes talking about cooperation . . . that
everybody had to work together to be successful. They finally agreed on
an order where boys and girls alternated. Several of the boys really didn't
like it, but at least they agreed to do it.
Cooperation was one of the most salient goals reported by these teachers.
Videotape transcripts indicated that the teachers spoke to students frequently
about the importance of cooperation for success in school and in life. Teachers
stopped the class at regular intervals to reinforce and reaffirm these goals. Learning to cooperate appeared to be of greater importance to teachers than academic
goals. Bill, a high school teacher, said, "Your subject matter is secondary. The
skill they can learn anywhere. The group interaction is what I teach. If I don't
teach it, where else will they learn it?" Teachers appeared to place a greater
verbal emphasis on cooperation than on teaching content associated with skills
and fitness. Their comments about cooperation usually involved a specific concrete goal to be accomplished with a minimum of disagreement. It involved
majority rule with an emphasis on the subservience of individual preferences to
a general set of group goals.
Teamwork. Content focusing on teamwork emphasized concrete strategies
to accomplish team goals. Although cooperation was group oriented, the goals
were nebulous and frequently related to students managing themselves. When
content focused on teamwork, the team was charged with a specific objective
usually requiring athletic ability, concentration, and helping others. Teachers
specifically commented about students helping each other to score or win in
team play. As they viewed the videotapes, the teachers seemed especially pleased
when helping behaviors between teammates occurred spontaneously and without
their assistance. Betty, a high school teacher, stopped the tape after a successful
flag football play and exclaimed:
Yes! There . . . right there . . . did you see that? Sean threw a good pass
to Tamika. It was a good pass because it was one she could catch . . . not
too hard. He just lobbed it over the defender's head . . . right into her arms.
And she caught it! Sean was as excited as Tamika. Now that was an
example of good teamwork . . . being sensitive to the needs of people on
your team and placing them in a situation to be successful.
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Sue and Bob, middle school team teachers, reported that they emphasized teamwork activities in stressful game situations:
Sue: We have been working with our students all year on teamwork, and
they do a pretty good job with it in day-to-day situations. But it's when
the pressure is on in our team-competition days that we see how well they
are doing.
Bob: Last week we finished our volleyball unit wirh an eight-team tournament. Each of the teams was evenly matched and the scores were pretty
close. Students started criticizing teammates for mistakes, arguing, and
complaining about the rules. We even had two fights break out. . . . We
finally stopped the tournament and sat everyone down to talk about the
importance of teamwork under pressure. It doesn't matter how skilled you
are or how much you know. If you can't work together as a team, you are
not going to be successful.
Teamwork represented a principal content goal for these teachers. They
reported that many of the interpersonal skills, such as helping others, and developing respect and understanding for others were best taught with a focus on
teamwork. Four teachers emphasized that although difficult team members initially caused problems, it was important for the group to continue to work with
that person and to bring him or her into the group. Jocelyn said, "Even though
the team suffers because of one person, in the long run you are going to gain a
lot because that person is going to turn around for you."
Group affiliation was identified as a critical component for successful
teamwork. Teachers reported that they planned activities to help students "feel
as one as a class." Videotape transcripts indicated they took time to encourage
students to communicate with each other and to place the group's needs above
their own preferences. Sally and Ron, middle school team teachers, reported they
emphasized the role of communication when encouraging students to affiliate
with their group or team:
Ron: We know when teams are not getting along. Seventh and eighth graders
are quick to complain about other group members. We talk individually to
the person supposedly causing the problems, and then we go back to the
group members to assist them to work through the problem.
Sally: Most of the time it is poor communication. Someone gets angry
because he or she doesn't think the team is including them. They want to
be part of the team, but they simply don't know how to approach the group.
We talk to everyone together and explain that if a student is not playing
the way you want, it is probably because the group is not treating them
the way they want to be treated.
Teachers reported that they used incentives to encourage students to affiliate
with the team. Teams were assigned both positive and negative bonus points
based on their behavior and ability. The team was awarded points based on the
ability of team members to answer questions about the sport rules or strategies.
They were given additional points for performing a skill correctly regardless of
whether the skill led to scoring points within the rule structure of the game.
However, students who were not prepared for class not only lost points from
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their own grade but the team was also penalized through a loss of team points.
Failure to sit quietly or work together as a team resulted in a similar loss of
points.
Content decisions regarding teamwork were primarily sport related and
depended on the development of a sense of group affiliation. Students were
placed in stressful situations and encouraged to help others. Affiliation with the
group took precedent over personal goals. Teachers reiterated that learning to
interact socially was of critical importance to school success for these students:
"They can learn to play the sport anywhere, it is our job to teach them to work
together as a team."
Involvement. The content decisions to encourage students to become involved in class stemmed from the fact that many students in these programs did
not want to participate in class activities. Teachers believed this was due to a
lack of motivation, fear of failure, and a perception that peers did not value the
activity. In sport-based programs this often resulted from a dislike for a particular
sport, displeasure with particular team members assigned to one's team, or the
physical demands of participation, such as the fear of breaking designer-painted
fingernails. Several middle school teachers reported their cumculum included
different activities in an effort to maintain student interest. Ellen pointed out,
"The theme is variety, variety to capture interest, variety to motivate." Sport
units changed every 2 weeks so that students who were displeased with the unit
would not have to endure it for too long. Bill explained:
Most of the content consists of sports we know they enjoy, although there
are some cultural differences. We give them choices about the activities
for some units. A few students like to play soccer, floor hockey, and
lacrosse, while most like basketball. We tell everybody that they can't play
their favorite sport all the time. They have to give other sports a chance.
Bill admitted that 2-week units were not conducive to learning the skills or
knowledge base associated with a particular sport:
We are not interested in creating Olympic athletes here. We just want
students to have an opportunity to work with a lot of different people. By
changing sport teams every few weeks students can be on a team with just
about everybody in class sometime during the year.
Several teachers pointed out the importance of exposing students to activities that they had never seen or participated in. This was seen as educational,
just as exposure to ideas in social studies or history opens new opportunities for
students. Joan focused on gymnastics events for her high school students:
Many of my students have never had the opportunity to try gymnastics.
Now they are 15 and 16 years old. It is very difficult to learn the skills.
They just don't have the muscular strength in relation to their body size
necessary to do the stunts. But I don't expect them to be elite athletes. I
want them to have a chance to get up on the uneven bars or the rings and
try a few very simple movements. I want them to have the opportunity to
put several moves together to form a routine. If they are willing to participate, they will get an acceptable grade. The fact is they are up there,
attempting it. They may not get any better than they are now, but at least
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they are learning what it's all about. They are doing something. . . . I want
to reinforce that.
Teachers were continually working to encourage students to get involved
in the program. They pointed out that the particular background of these urban
students made "the job of getting them involved that much more difficult." Ron
explained:
Some kids are just not interested in our program or in school, even at
seventh and eighth grade. They are thinking about jobs. They are thinking
about getting out of school. We have had some studentswho were suspended
and come back, and they are not motivated. But we somehow manage to
get them dressed and get them out there, and they get to enjoying it, and
they go on. I know that we won't get 100% participation. You work with
5% detractors or problem students, and sometimes you are just not able to
teach. If you have to spend time with 2 students when the other 28 are
motivated to go, it takes away a lot.

Task Selection
The majority of tasks included in the middle school programs involved
large group activities, most often sport. Teachers pointed out that they chose
these activities because they offered students an opportunity to interact and
because they had large classes and limited equipment. High school programs
that emphasized cooperation and teamwork focused on individual activities performed as a group member. These included individual sports or activities in
which students learned the skill with the assistance of others and practiced in
the presence of the group.
Large Group Activities. Large group activities often involved 8 to 12
students and were structured to encourage all students to participate. Bob explained that he and Sue typically designated group leaders or team captains based
on students' knowledge of the activity and their ability to encourage harmony
within the group:
We choose captains that can get along with the group and get everybody
to mix in. We put the captains in charge, and then we stress cooperation.
We resolve any major conflicts that arise. We pick captains that we hope
will be fair and let everybody try the positions they want to. There are
times when we have to get on the captains about letting everybody get
involved so that it helps their team. We stress teamwork, cooperation, and
we get them involved.
Selecting captains and placing students on teams to facilitate cooperation
and teamwork was a central issue for these teachers. They also made an effort
to mix girls and boys and black, Hispanic, and white students on each team.
Sally commented that the school principal had asked the physical education
teachers why their grades for black and white students "were so close together,
while black and white students' grades in other subject areas were so far apart."
Sally and Ron decided there were several factors involved:
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Sally: We don't require homework, in most cases-so parental supervision
does not play a large part in the grade. Also we make an effort to have
different people on different teams.
Ron: We have captains pick the team members, alternating black and
white students and girls and boys. We try to keep the social cliques from
dominating our classes. Everybody must meet different people and find a
way to get along in order to accomplish the team goal.
Large group activities were selected not only to support content decisions
associated with cooperation and teamwork, but to address the large class sizes
prominent in the middle school programs. As class sizes had increased within
this metropolitan school district, facilities and resources such as equipment had not
kept pace. Jocelyn argued that they had to encourage cooperation and teamwork as
primary goals because they were unable to contend with large groups of divisive
students:
We started 4 years ago with 600 students in our school, and now we are
pushing 900. When we get five classes in the gym with 35 students in each
class, they are like sardines in there. When you have a class of 25-28,
that's great. But as the classes get larger, every kid over 25 seems like 2,
and everyone over 30 seems like 5. Problems don't simply multiply with
more students, they increase exponentially.

Group Structures for individual Tasks. High school programs focused
less on large, team activities and more on small groups or squads. Teachers
selected individually oriented tasks but organized students in small groups to
practice. The teachers pointed out that their students worked better with peer
support than by working alone. They preferred to have others close by to offer
feedback and, when the group was focused on the activity, to keep each other
on task. Teachers emphasized the importance of assisting others in the group for
instructional and safety reasons. Tom encouraged students to work with partners
and in groups of three in his weight-lifting class to assist students to learn
teamwork and responsibility to others:
In the weight room you have to be vigilant every second, because someone
else is counting on you. Each person has a role. The weight lifter has to
push on the weight and lock his arms. You wait until the weight is on the
rack before you let go. As soon as the spotter touches the bar, you don't
let go. I never think about them not cooperating with each other, because
of the partner relationship. We spend so much time teaching them how
and when to spot and how very important it is.
Students frequently were taught the skill component of the content as a
large group and then given an assignment to complete either individually, with
a partner, or in a small group. Betty reported that some students did not know
how to organize their time and were often unprepared when required to perform
the skill or routine:
Most routines I compose and give to them. They have to memorize and
perform them individually at the end of the unit. The individual scores for
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each team member are totalled to become the team score. I'll say, "You
can continue to practice your other routine while I am working with these
students over here." But if they want to go sit somewhere and hide, they
can. They can mill around, spend the whole period without having done a
lot. Then, when it's time to grade they say, "We're not ready. We can't
do this. We haven't practiced." Well, whose fault is that? . . . And they
do learn, because I keep telling them that they are responsible to their team
and to themselves, and this is what you have to do to be successful.
Teachers selected particular task structuresto convey the teamwork, cooperation, and involvement goals that were central to their content. Middle school
teachers used primarily team-sport structures in which students worked cooperatively to achieve a common goal. They also pointed out that these structures
were almost essential because of large class sizes and limited equipment. High
school teachers selected content primarily related to individual activities. They
reported that their emphasis on cooperation, teamwork, and involvement required
that individual activities be conducted in small groups. They emphasized that
students preferred to work in groups rather than individually and seemed, in
most instances, to stay on task when they had a partner to offer support and
encouragement.

Discussion
The content and task decisions emphasized by teachers in this urban school
district appeared to be more consistent with the goals of cooperation and respect
for others within the social responsibility value orientation than with goals of
social justice and reform conceptualized as social reconstruction. Teachers' content decisions centered around teaching cooperation, teamwork, and involvement
for both middle and high school students. They selected large group activities
at the middle school and individual activities learned and performed in small
groups at the high school to convey this content to students. Social responsibility
is a component of the larger construct of social competence. Social competence
includes both intrapersonal skills associated with a sense of personal agency or
the belief that one is capable of acting successfully, and intrapersonal skills
related to the promotion of self and others within social settings (Ford et al.,
1989). Articulated as goals for curricular decision making, interpersonal social
goals can include both those associated with social justice or reconstruction and
goals that focus on respect and responsibility. Social reconstruction advocates
construct goals to increase student awareness of inequities in their school and
community. Advocates encourage students to develop a commitment to change
existing conditions and strategies to facilitate this change (Banks, 1991; Bell,
1991). Although social reconstruction values are strongly advocated by cumculum scholars, they have received less attention at the school level (Eisner, 1992).
Social responsibility advocates focus on the extent to which individuals
work together and demonstrate respect for others. Central to the definition is the
ability to avoid disruptive or violent behavior and to demonstrate characteristics
of responsible citizenship. In schools, social responsibility is an influential factor
in readiness to learn, setting the stage for skills associated with listening, following
directions, and completing assignments(Wentzel, 1991a).Although most teachers
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include social responsibility skills as part of class management (LeCompte, 1978;
McBride et al., 1986), teachers who place a high priority on these skills discuss
explicit curriculum goals that assist students to work with others, demonstrate
respect, and act responsibly. Objectives and tasks are designed to provide opportunities for students to interact positively and to experience concretely the results
of responsible action (Wentzel, 1991b).
Wentzel (1991a, p. 1066) suggested that socially responsible behavior
reflects adherence to social rules and role expectations essential for social interaction. She pointed out that cooperation, respect for others, and positive forms of
group participation are essential for developing social responsibility. Teachers
in the current study explicitly stated goals for cooperation, teamwork, and involvement as a central focus of their cumculum. Although some teachers used the
traditional knowledge base (e.g., skills and fitness) as a means to the end of social
responsibility, several teachers appeared to disregard the traditional knowledgeoriented content in favor of a strong focus on social interaction. For the middle
school teachers, sport provided the task structure for cooperative interaction, but
there was little emphasis on teaching skills and knowledge necessary to perform
skillfully in game situations.
Teachers in physical education have been criticized for ignoring the knowledge-based content and simply keeping their students "happy, busy, and good"
(Placek, 1984). Although undoubtedly there are teachers who attempt to survive
the day with as little difficulty as possible, there also appear to be others who
are working diligently to increase student performance on educational goals other
than skills and fitness, in this case those specificallyrelated to social responsibility.
The findings of this study confirm those found by Placek. Teachers in this study
did attempt to keep students happy, busy, and good. However, because of the
educational and social context in which they worked, these teachers argued that
this was a central part of their job.
Teachers seemed to make an effort to keep students "happy." They reported
that students often were not happy with their lives and social situation in school.
They encouraged students to become involved and stay involved in class and
school activities, a necessary, though insufficient, component of the cooperative
process. This does not mean that they catered excessively to student whims but
that they were sensitive to cultural and neighborhood differences that led to
activity preferences.
The teachers in this study readily admitted they were working to keep
students involved or "busy" with cooperative and teamwork content. They
perceived that their students were primarily sedentary and not involved in physical
activity on a regular basis. Being busy in these classes meant participating in
class activities. They encouraged students to focus on problem-solving strategies
at appropriate levels of complexity and difficulty. These could be as simple as
ordering a batting lineup or as complex as learning and practicing a gymnastics
routine with other team members.
Teachers were also attempting to keep students "good." They reported
that students had difficulty solving their social problems through discussion and
were often willing to solve disagreements through physical violence. Violence
was often just below the surface in these schools and classrooms. Teachers were
vigilant to focus students' efforts on strategies to work together and to affiliate
with a team to accomplish positive group goals (Ford et al., 1989). They readily
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a high priority in program and lesson planning. These goals are seen by some
teachers as essential for encouraging prosocial behaviors in fostering productive
group activities necessary for effective interpersonal relationships.
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