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Theorizing Sport
as Social Intervention:
A View From the Grassroots

Douglas Hartmann

Sport and recseation-based approaches to the social problems of “at-visk™ ur-
ban youth have become very popular in recent years. Yel the lack of a proper
theoretical understanding of these initiatives threatens to minimize tieiref
fectivencss and could generate a backiash against them. To begin to fill this
void, this paper presents a case study—based upon several years of intensive
fieldwork—of a Chicago teacher, coach, and grassroots activist and the com-
munity-based sports-oriented crganization he heads. An examination of this
sustained, grassroots altempt to use sport to keep urban youth in and inter-
ested in school and education is used 1o sketch the outlines of a deeper, more
multifaceted theory of the possibilities and challenges of usiag sport as a mode
of social ontreach and intervention.

From small, trial programs within a single school or housing project, to prison
boot camps, late-night basketball leagues, and citywide summer projects, sport
and recreation-based programs have become popular tools for social oulreach, in-
tervention, and prevention among “at-risk” urban youth and young people in the
U.S. in recent years.’ Reliable national numbers are difficult to come by, but any-
one working in and around youth sport and recreation knows well of the tend.
Dozens of such programs and initiatives serving literally hundreds of thousands of
kids exist in every major metropolitan area in the country. Longstanding youth
services have adopted both the intervention and risk prevention rhetoric and the
public-private partnerships by which such initiatives are increasingly funded qnd
supported. In 1997, the official publication of the national parks and recreation
association identified some 621 separate programs focusing on “at-risk” youth. It
is what Pitter and Andrews (1997) call the “social problems industry” that has
changed the face of urban sport and recreation provision since the 1990s (see also
Schultz, Crompton, & Wilt, 1995; Witt & Cromptoa, 1996).

In spite of their prominence and popularity, however, very little is known
about these programs, especially in terms of the extent (o which they are actually
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effective in terms of achieving the broader social ends they are touted to achieve.
In the case of erime prevention, for example, the most comprehensive and rigor-
ous survey of the social scientific literature (Sherman et al., 1998) lists only one
scholarly study that focuses explicitly on recreation-based programs, and its find-
ings about community-based after-school recreation programs are limited and con-
tradictory at best (Howell, 1995).% In an examination of the literature on athletic
beot camps, Mark Correira (1997) concludes that these programs fail to affect
arrest records, recidivism rates, or probation results among parlicipants; to the
extent that boot camps can ciaim positive impacts, these resuits seem to be limited
to participants likely to have benefited from programmatic interventions of any
type (see MacKenzie 1990, & McKenzie, Wilson, & Kider, 2001 for supporting
studies). Midnight baskethall leagues, the most prominent and most controversial
of ail such programs—Pitter and Andrews (1997), deseribe them as “paradigmatic™
of the entire field (see also Hartmann, 2001)—have received virtually no system-
atic attention. Existing studies of midnight basketball (Farreli et al., 1996; Derezofes,
19953 tend 1o be essentially descriptive, mainly single-program based process evalu-
ations conducted primarily for purposes of funding and development. None of this
is to suggest that sport and recreation-based programs don’t work. Rather, it is {0
say that we do not have the empirical, social scientific evidence to say with cer-
tainty that they do.

Many challenges stand in the way of generating a better understanding of
the effectiveness of sport-based outreach and social intervention initiatives
{Baldwin, 2000). Perhaps the most basic and fundamental is that we lack a clear
and coherent theoretical conception of these programs, an understanding of how
and why such programs might be expected to work (and how they should be imple-
mented accordingly). The ideals upon which these programs are typically based
have mainly to do with traditional, idealistic conceptions of sport as a site for sell
discipline and character building. Scholarly examples would inciude DeBusk and
Hellison’s {1989) “self-responsibility” model; the “life skills” framework of Steven
Danish and his colleagues (1993, 1997, 2002); or Martinek and Heliison’s (1997)
emphdsis on self-esteem and “resiliency.” These can be further subdivided, fol-
lowing the noted sociclogist of sport Jay Coakley (2002), into those utilizing a
social controland deficit-reduction model and those focused more on social op-
portunity and privilege promotion. The problem with such individualist and essen-
tially optimistic orientations, according to Coakley, is that there is little evidence
that such approaches ate successful and some suggestion that they can soinetimes
do more harm than good:

In light of these empirical shortcomings and the continued popularity of
sport and recreation-based youth intervention programs, Coakley suggests the need
for a new, more cautious and critical understanding of sport. Key to Coakley’s
alternative vision is an emphasis onthe social and institutional (or community)
context within which spori-based programs are deployed and the social ends to-
ward which such programs are aimed and developed. This fits well with some of
the writing that has recently emerped gesturing toward a [uller understanding of
the possibilities of sport as a form of social intervention (Baldwin, 2000; Caorreira,
1997; Witt & Crompton, 1997; Lovell & Pope, 1993). What each of these reflec-
tions share is the insight that if such sport-based programs will be able to achieve
conerete ouicome effects, it will only be to the extent that they are used in
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combination with a variety of other programs and in the context of a larger, more
comprehensive outreach or treatment strategy such as that suggested in the work
on youth intervention by life course specialist Frank IFurstenberg (1999).

This paper is an atlempt to make a contribution toward this continued theo-
retical development. Heeding Olympic anthropologist John MacAloon’s (1992)
call for a more grounded, meating-centered stiwdy of sport, the paper takes.an
ethnographic approach—which is to say, it uses formal, parlicipantlobservaglon
and intensive interviewing as the means for gathering insight and information.
More specifically, this paper presents a case'study of a community-based _[eacher/
sports activist named Larry Hawkins and the'consortium of sport, education, a.ud
community outreach programs that he founded and presides over on Ih.e south. side
of Chicago. It is based in the premise that a detailed exploration of_ th%s sustam'ed,
day-to-day, educationally-based effort to use sport in service of slolc;al mtervention
suggests a more sophisticated, multidimensional way ©f theorizing the relation-
ships among sport and social outreach and intervention. Loca} kqowledge and prac-
tical experience here supply the basis for clearer conceptualizationand theoretical
develepment. . )

| worked for Hawkins and his program in various capacities full-time for a
year and a hialf after my graduation from college and before entrance iplo graduate
school (spring 1989-summer 1990). Since that time, I have maintained regular
contact with Hawkins. T have attended several meetings and conferences he.and
his organization sponsored, returned to spend two full summers working witla them
in Chicago, and maintain regular phone consultation. In addition te fl.eid notes
based upon these experiences, 1 have conducted numerous interviews with people
participating in all aspects of the program (parents, staff, students, coaches, tcagh—
ers, reporters, board memberts, etc.) and collected a large set of newspaper clip-
pings, pamphiets, brochures, and official documents. Hz_lw}cms also authonzed‘my
complete access to his largely unorganized but substantial persosal ﬁles compx}cd
over a 25-year period and sat down Lo a series of interviews conflirming an.d fllit‘ng
out cerlain aspects of his life history and his understanding of the relationships
among spott, race, education, and society. I should also nole that I have not L{sed
Hawkins’ personat recollections on factual matters (dates, events, and the 11k<?)
except when I could confirm them against independent OiltSi.(lG sources. My pri-
mary objective is to articulate and elaborate the unclerstzmdlllg of the power of
sport as a form of social intervention put into daily practice in this program. Itisa
vision of sport as a powerlul tool for social outreach and intervention that puts
education at the heart of the matter.

The Program

Perhaps the best way to introduce Larry Hawkins and the vision of sport as
a form of social outreach and intervention I think his work embedies is by going
back to the time and place where he got his formal, institutional start. It was in the
surmmesr of 1968 when Hawkins served as the chiefl architect and administrator of
what was called, in the words of the only newspaper story that seems to have been
written about i, a “youth help program, a kind of day-camp focused primarily on
gelting inner-city kids interested in and prepared to attend college” (Hawkins files,
Chicago Tribune, 20 October 1968),
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The program involved 75 students ages 12 to 19 who “participated in a “group
learning experience,” designed to expose them to college-level courses, the city
and independent study” (ibid). The students, who were all African American, were
neither outstanding nor deficient but regular, average kids who entered the pro-
gram of their own {or their parents’) volition. They came from 21 different Chi-
cago-area schools and were divided into several groups according to age, interest,
and ability. They were assigned teachers and feaching assistants who directed all
courses and activities. The teachers themselves were high school and coliege in-
structors. Two soon-to-be college freshmen worked as tutors, and faculty mem-
bers from the University of Chicago (the host campus) served as guest lecturers
and speakers. A typical day began at 8:30 in the morning with testi ng, lectures, and
class work (all groups studied history and English during the course of the day, but
other courses depended upon the interests of the students) and ended at 4:00 after
some 501t of physical activity. Over the course of the summer, teachers and stu-
dents also visited the city’s museums and theaters. They spent the final three weeks
of the program camping on the shores of the George Williams College campus in
nearby Lake Geneva, Wisconsin,

All of this made for an intensive, interactive educational experience, an ap-
proach to teaching and learning that was probably much more unusual and innova-
tive back in 1968 than it may appear to us now. But there is one aspect of the
program that stands out still today-—and that makes it appropriate for this study: It
was run by one of the best-known and most highly respected high school basket-
ball coaches in the city, staffed largely by coaches (who worked in the classrooms),
and attended mainly by youngsters who fancied themselves to be athletes or future
athletes. Sport, in other words, provided the organizing and animating principle of
the entire educational experience.

“It is our thesis,” a young Larry Hawkins would write several months later
in an aftempt to attract participants and garper funding for the following summer,
“that in order to influence non-academically oriented Black high school students,
particularly males, the most naturai alley is the athletic coach.”

[OQlur program starts with what the youngster prefers doing, for ex-
ampie, playing basketball. We then provide for his interest but urge
participation in some other sport like tennis or track. Finally, we move
the youngster to the traditional classroom subjects. We cannot claim
that he enjoys English more but with his coach as the “persuader” we
know he will.go to class. '

“The implementation of this.notion,” according to Hawkins, was “reflected in ali
phase(s) of the program” (Undated newspaper conumentary, Hawkins Files, Spring
1969). This was not to be a ‘one-shot deal. Even before the summer program was
initiated, the University of Chicago had offered Hawkins (who had originally come
to prominence in Chicago as the first Black high school basketball coach to Jead an
all-Black team to the state championship'in 1963, the year affer his greatest player
ever, All- American Cassie Russell, had graduated) the opportunity to run an after-
school and weekend version of his program year-round, even while he held down
a full-time position as a teacher and coach with the Chicago Public Schools. The
offer was made as part of an overall community outreach effort undertaken by the
university in the spring of 1968 in the wake of Dr. Martin Luther King, Ir’s
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assassination and in the face of rising community unrest and hostility in the
Woodlawn and Kenwood neighborhoods that surround the campus (University
Record, vol. 3, (3}, 1-5, Hawkins files). The next summes, alter attracting addi-
tional funds from outside granting agencies, the program served over 300 partici-
paling students on the same basicmodel it used the previous year {(and uses still
today), and in 1970, 32 of the 34 yeat-tound program “graduates” had envolled in
college (Newspaper clipping, Hawkins files).

Today, Hawkins’ experimental summer-program has grown into a consor-
tium of agencies, activities, and social networks that includes the University of
Chicago’s Office of Special Programs, a nonprofit community-based organization
called Big Buddies Youth Services, and the Institute for Athletics and Education.
Together, these various offices and organizations—all presided over by Hawkins—
operate a sometimes staggering and confusing array of edugational programs and
activities. These range from actual high school classes held 2 days per week on the
University of Chicago campus (a longtime pilot enrichment program for promis-
ing disadvantaged students), to counseling and tutorials throughan Upward Bound
grant, enrichment activities, a full summer school program, and a range of miscel-
Janeous social intervention and community development projects and activities.
Though each of these three agencics and alt of the various programs and activities
exist for separate and distinct purposes and serve theoretically distinct groups of
students, they also share staff, facilities, resources, and even program participaats
freety. In fact, the overlap between programs, facilities, and staff is so great that
one is never quite sure who one works for or which program is under the auspices
of which agency, as reflected by the fact that those familiar with Hawkins and his
activities simply refer to this atl as “The Program.”

And just as the conviction that sport could be a powerful outreach and inter-
vention tool was what made the program stand out in 1968, that same idea TeInaing
the one force, indeed the one constant (besides Hawkins himself), that scems to
hold it all together. “We believe,” as a brochure that was used in the 1990s says,
“that interscholastic sports programs in elementary and secondary schools, prop-
erly understood, organized and implemented, can make significant contributions
toward the educational aims of these institutions.” Indeed, in 1972 after several
years of successful year-round operation, Hawkins created the Institute for Athlet-
ics and Education (the JAE) specifically to develop, refine, publicize, and promote
this vision for larger professional and public audiences. The IAE, by its own de-
scription, is “a national, not-for-profit membership organization dedicated to ex-
panding the educational opportunities of low-income, disadvantaged vrban stu-
dents” by “advocating community interest and involvement in education through
sport” (TAE membership brochure, late 80s, early 90s). Though it focuses largely
on schook sport, the Institute can be understood as a lobbyist, watchdog, and clear-
inghouse for all manner of youth and grassroots sports concerns. It does this in a
variety of ways: by offering tutorials, counseling, and test preparation courses for
athletes; hosting periodic workshops and conferences; sponsoring several
semiindependent jobbying groups made up of parents, coaches, urban athletic di-
rectors, and students; issuing occasional press releases, position papers, or public
commentaries; publishing (somewhat sporadically) a magazine called School Sport
and Education; supporting various research and development programs aimed at
dcmo?strating, documenting, and developing the positive educational impacts of
sport.
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Before we move on, 1 should be clear that Hawkins® understanding of the
social vaiue of sport does not refer to health, recreation, fitness, or physical educa-
tion as it might immediately suggest for mamy of us. Indeed, Hawkins is very
critical of his athletic colleagues and thejr national organizations for having al-
lowed the relevance of sport and recreation, especially in schools, to be narrowed
and marginalized into the physical education that we know today. Neither is it
primarily about the character-building or life lessons that come so quickly and
easily to the lips of athletes and coaches when asked to speak about the social
virtues of sport (cf. Guttmann, 1988; Macleod, 1983; Cavallo, 1981). When Hawkins
and his IAE staff talk about the educational power and potential of sport, they
mean edncation in the broadest, most academic sense, inciuding the fuil range of
social, developmental, and fitness needs of young people.

The Power of Sport:
Athletics as “Hook”

Some of the experts who know Hawkins and his operation best—such as the
professors of education and sociology that sit on the board the oversees the Office
of Special Programs at the university—think that his success as an educator and an
organizer has fittle or nothing to do with his use of sport and athletics. His approach
works, their thinking goes, because of all the other things Hawkins’ program does
in combination with sport and the intensity and duration of this engagement. The
program provides students with proper educational resources, a social support sys-
tem, appropriate role models, counseling, tutoring, and all of the other substitutes
for cullural capital underprivileged students need in order to be successful in main-
stream and elite institutions of education. Peshaps most inportant of all is ITawkins’
own personal charisma and his extraordinary will and work ethic: He simply does
whatever it takes—working 60 and 70 hour weeks, spending his own money if
necessary-—to make sure his kids get an education. As one professor of education
and public policy at Chicago su ggested to me when 1 first got involved with
Hawking, “What Larry does works because of Larry fiimself and the unique social
systerm thal he has set up. Itis not easily modeled or institutionalized” {fieldnotes,
Summer 1989)-—especially, it aimost goes without saying according to this view,
in its sport-arierited aspects. And when Hawkins talks about sport and athletics (as
is often the casé), he is treated by his colleagues somewhat like a quirky, eccentric
old uncle: He is toferated and respected for what he does but always secure in the
belief that he doesn’t guite understand the real reasons why he is successful. In-
deed, for many of {Hem what Hawkins does is successful not because of but in
spite of his interest and invelvement in sport,

There is, of course, a/goad deal of truth in the importance of all of these
nonsport factors. Hawkins 1572 femarkably passionate and committed educator
whose sheer foree of will and dedicatien are crucial to the success of everything he
does. He is also a resourcefut administrator who knows how to pull together people,
command student respect, picce together scarce resources, and use them to full

effect. And there are also selection effects as well that cannot be overlooked as
elements of the program’s success (both for students and for parents). But Hawkins’
own view is, of course, quite different. In direct contrast to those who see spoit as
gither an indulgence or a distraction—some of whom are actually his closest pro-
fessional friends on campus and his biggest, most consistent supporters—Hawkins
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counters that spott is in fact the key to everything be has done and continues to do
in education,

Sport is the way I reach out to people, parents, and children alike. It is
the hook, the carrot, the delivery system we use to attract the attention
of kids and turn themn into serious, committed students. Without sport—
or something of equivalent interest=I would have no way of talking
to kids, no way of communicating with them and convincing them of
the importance of education and the bard work and overwhelming com-
mitment it actually involves. (Personal interview, August 3, 1993)

Sport is, in short, the starting point, the foundation on which all his other educa-
tional skills and resources depend—a form of what policy-scholars cail “outreach”
{Leviton & Schuh, 1991).

Tt is not incidental that Hawkins was drawn to spost s apanswer 1o cominu-
nity organizing and revitalization. Raised by a single, unwed mother in housing
projects on the south side of Chicago in the 1930s and 40s, Hawkins=—like many
suceessful African American men of his generation—got his first pppottunities in
life in and through sports. Though he was not a great athlete, he was.a pretly good
one, good enough to support himself through college on a combination of aca-
demic scholarships and money earned barnstorming with Abe Saperstein'sBrown
Bombers and legendary Harlem Globetrotters. Hawkins attended George Will-
iams College, one of the two schools in the country that specialized in training
inner-city social workers on the YMCA/YWCA model at the time. After gradua-
tion, he took a job with the Chicago public school system as a teacher and coach at
tiny and all-Black Carver Public High School (located where the Dan Ryan Ex-
pressway today intersects Interstate 57). All during this time, Hawkins—having
been trained as a kind of activist teacher/social worker by A.H. McDade and Alfreda
Duster (two important local figures, Duster the daughter of Ida B. Wellg)—Dbecame
increasingly involved in various forms of youth outreach and COMIMUnity, organiz-
ing in both the high school and in the nearby Altgeld Gardens public housing
projects. And what Hawkins came to realize through these experiences was that
the way to reach otherwise alienated, dislocated young people was to appeal to
their interest and their passions—in other words, to use popular activities such as
sports and recreation as a tool for outreach and engagement.

This, I would argue, is one of Hawkins’ primary insights into the theory and
practice of education (not to mention the making of social change in general):
Working with young people-—whether to educate them, coach them, or get them to
do anything——must begin with their interest and familiarity. This argument, which
is by now second nature to scholars of popular culture (Lipsitz, 1990; Mukexji &
Schudson, 1990), marks a significant challenge to authoritarian, disciplinarian,
educational theories of old by putting first the task of reaching out to students,
building a community of students who want to learn, who are excited and fuily
committed to being in the classroom, and who are active and voluntary partici-
pants in the educational process. 1t is what is sometimnes called a “learner-centered”
approach to education and pedagogy (Barr & Tagg. 1999; see also Giroux & Simon,
1989). '

This vision of the social force of sport is expressed nicely in the following
excerpts from an TAE position paper, which Hawkins himseif used when testifying
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in front of the 1.S. House Subcommittee on Selection Education, Committee on
Education and Labos on Seplember 27, 1990:

... sporlis an activity that captures the attention and interest of a wide
audience of Americans. . . . We do not claim to understand any more
than others why this is; nor do we wish to pass judgment on whether
the importance Americans place upon sport is desirable or otherwise,
We simply accept the prominent social position of sport in America as
asocial fact. ...

furthermore we believe interscholastic athletics may be an especially
critical and effective educational tool in the country’s Targest-metro-

politan areas, because it is here . . . that the power sport holds over
young people and the community at large seems to be most compel-
ling.

Whether we like it or not, sports activities are the school spensored
activities that receive the most concerted interest, the highest levels of
involvement, and too often the only positive attention from parents,
students, community members, and the media alike. We seek to har-
ness the energies devoted to interscholastic sports, and utilize them,
re-direct them in a sense, toward strengthening the overall educational
mission of a school. (IAE brochure, Summer 1989, research files)

The energies devoted to interscholastic sport can prove useful for the overall
educational mission of a school in several different ways and at several different
levels. Much of Hawkins’ rhetoric and practice (as in the quotes above) tends to
focus on how interscholastic sports program can help keep otherwise uninterested
students in school. But the academic benefits of athletics can also apply to nonathlete
students and school communities as a whole. One example would be how high-
profile student athietes can serve as role models for their nonathletic peers. An-
othér would be how an entire school community—_parents, teachers, and students—
canl cothetogether as a result of a sports contest or team. Both of these social
funclionis were explained originally in some detail by the well-known sociologist
and Jate Hawkins supporter, James S. Coleman in his classic work The Adolescent
Society (1961)and in much of his other work in educational sociology.! Yet an-
other way in which sport can serve the academic curriculum would be by using
examples, illustratiofis, anecdotes, and activities drawn from the world of sport in
the classroom, in teaching traditional academic subjects as a way to engage sti-
dents, to bring subject/material to their level of interest (for a more elaborate de-
scription, see MacAloon; 1991).

All of these are, in different times and in different forms, articulated and
endorsed by Hawkins and his.staff, Nevertheless, the bulk of their eneigies are
directed toward the development of programs that utilize the broad, general con-
cept of sport as a form of recruitment, retention, and engagement. For example, a
focal point of institute activity in the fall of 1989 was a pilot after-school sporis-
tutorial project at an elementary school in one of Chicago’s most devastated south
side neighborhoods. The program was structured so that on Mondays and Wednes-
days, the 7th and 8th grade boys practiced basketball in the gy, while the girls
from the same age range worked on homework in supervised tutorials; on Tues-
days and Thursdays, the set-up flip-flopped, with gitis playing volleyball. In order
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to play sports, students had to have altended the tuiorials the previous day. Even in
practices, a few moments each day were spent emphasizing the importance of
classroom work. In addition, the coaches who ran the practices also helped out in
the tutorials, and the teachers who ran the classes helped out in the practices. Fi-
nally, it was stressed that these students should serve as role models for the kids in
all the lower grades. These procedurgs were meant Lo convey o students that the
athletics and academics are not two separate domains but part of a common educa-
tional process (ficldnotes, Fall 1989; alsoHarhinans, 1990).

Nevertheless, Hawkins himself tends’ to emphasize the one-on-one, inter-
personal possibilities of using spot to reach outto otherwise disinterested, disad-
vantaged young people. This is perhaps best illustrated by a story I heard him tell
several times over the course of the summer of 19931t happened at one of the IAE
“recognition evenls” (awards ceremonies) that took place in the auditoriom of a
YWCA in Woodlawn, one of Chicago’s poorest soutlside neighborhoods. As
Hawkins and his staff were cleaning up after the event, helooked outside into the
hazy summer nightfall to see a bunch of young boys he didn’t kaow gathered at the
corner. Intrigued, he went outside to see what they were up to. As he got closer, he
realized that they were running little, informa track sprints. “It was a sight to see,”
Hawkins recalled, “one ‘race’ after another, proceeded by the inevitable argument
over the winner and the eventual jostling for position on the next starting line,” He
watched this informal Olympics for a while and then went back inside and asked
one of his own students if he knew any of these boys. The student knew one who
turned out to be the kid who was winning most of the street-side sprints. Having
his student serve as envoy and mediator, Hawkins went back outside and started
asking these “littie guys” about what they were doing and why they were doing it.

The coach quickly came to realize that these neighbothood kids had seen
some of his own students wearing ribbons and medals around their necks as they
left the awards ceremony and, after deciding that they too wanted such prizes, they
had immediately set about practicing their own impromptu races. After talking
with these kids for a while, Hawkins invited them to come to an informal track and
field training program the Institute was sponsoring a couple of nights a week In
preparation for a bigger open meet they planned to host the foliowing month. Anx-
ious to show off their skills and, especially, to win some prizes, these guys began
showing up at their practices and were good enough to win one of the relay races
at the open meet. As they got to know these kids beiter, Hawkins and his staff
invited them along on a couple of enrichment trips and encouraged them to come
{0 their after-school tutorial program. One thing led to another until finally several
of them became more or less regular participants in all the activities—both aca-
demic and athletic—sponsored by the Institute.

What stands out most about this story—which was obviously why he found
it so compelling—is how central sport is to reaching and educating young people
for Hawkins. As he himself observed when I discussed the matter with him,

Had they not been running those races, T wouldn’t have noticed them
and T wouldn’t have had anything to talk with them about. Why would
they want to listen (o an old man like me? On the other hand, if we
hadn’t have been running a little track training program ourselves,
wouldn’t have had anything to offer them. But because they were vol-
untarily and unconditionally interested in running—or at least in
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winning ribbons—and because 1 could offer them a place to display
and develop that interest, we had something to talk about, something
to build a relationship on. (Personal interview, August 3, 1993)

It is a relationship that Hawkins is proud to point out now involyves a great deal
more than running races and winning ribbons. Hawkins concludes, *“You can never
know for sure, but they seem to be on the right track. At least they are on the track
1 would Jike them to be on, and I feel like I've got some expertise in that area”

(Fieldnotes, Sumimer 1993).

The Paradoxical Power of Sport

Always the teacher and the coach, Hawkins is sometimes prone 1o mixing
metaphors. This tendency (along with the conventional ways in which youth sport
is understood and practiced in American culture) might make it easy to infet that
Hawkins' understanding of sport and athletics mirrors or matches that of most
gym teachers and coaches today or of the YMCA mission workers who founded
and built the college where he was educated (Baker, 1994): namely, that there is
some kind of inherent, positive social benefit to be accrued from compelitive physi-
cal activities. Such an interpretation of Hawkins and the JAE might also seem to
be supported by the fact that in recent years, in the face of declining resources for
public school sport (especially in the inner-cities which typically lack private funding
alternatives), rising costs (due to liability insurance, equipment, and salaries), and
the generai disappearance of all manner of community-based opportanities for
sport and recreation (see, For discussion Rauner, Mendiey, Stanton, & Wynn, 1994)
a good deal of their public advocacy and activism has been a gencral defense of
participatory sport in any form in inner-city, ghetto communities. This general
inference that Hawkins and his staff support sport in these uncritical, unequivocal
ways—ihat they are what Robert Lipsyte (1976) has aptly described as “true sporis
believers”—would not be correct. The track Hawkins is referring to in this case is
not an athletic one.

flawking’ understanding of the educational vaiue of sport does not, it shouid
be reiterated; refer to health, recreation, fitness, or physical education as school
sport might immediately suggest for some. Indeed, Hawkins is very critical of his
colleagues in the scholastic sport world and their national organizations for having
allowed the relévanee of the phrase “education and athletics” to be narrowed and
marginalized into the physical education that we know today (persenal interview,
April 28, 1994). Neitheris it primarily about character building or learning lessons
for life as many coachies’and athletes so easily claim when asked (0 comument on
the social virtues of sport. When Hawkins and his 1AE staff talk about the educa-
tional power and potential ofsport, they mean education in the sense that sociolo-
gists of sport have usually undérstood the term (df. Fejgin, 1994). In other words,
they are speaking, in fact, about the academic curticulum, classroom performance,
and scholastic achievement—and this is not something they think sport automalti-
caily or inevitably contributes to.

On more than one occasion, I heard Hawkins follow up the neighborhood
track story [ recounted above with another anecdote about a little league baseball
team whose coach turned out to be a drug dealer, who was quile literally using his
players as distributors because 11 and 12 year olds in baseball uniforms provided
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a very good cover, For Hawkins, this story was a cautionary tale meant to suggest
that just as easily as sport can serve positive, desirable social ends, it can also be
used in inappropriate, even harmful ways (fieldnotes, Summer 1993). For all of
his emphasis on sport’s power a$ an educational tool, Hawkins is not someone
who believes in the absiract, inherent power of sport to do good, even (or perhaps
especialiy) in educational terms. In contrast to the unqualified, idealistic sport be-
ligvers who dominate the world of sport and recreation delivery in the U.S., Hawkins
iz a critical sports realist who sees sport asa “double-edged sword” (Kellner, 1996)
that can be misused as easily as it can be used preductively.

Hawkins’ cautious understanding of the paradoxical, multifaceted nature of
sport (see also Eitzen, 2003) was clearly captured and-conveyed in a keynote ad-
dress James Coleman delivered at the Institute’s national conference in 1990. In
his speech, the famous sociologist described two schoois he had studied, both of
which emphasized boy’s sports. In both schools, according £0 Coleman, the most
powerful stalf member was the coach of the leading sports teapn ({football in one
school, wrestling in the other) and while both coaches clearly kaew and under-
siood their power, each utilized it in a very different fashion. The football coach
“flaunted his power” by “[making] jokes that were obliquely directed toward the
ridicule of his players, putting pressure on teachers to keep boys eligible; and.get-
ting special privileges for his athletes.” The wrestling coach, in contrast, was a
creative and engaging teacher who tried to “use the glory gained by his team to
enhance the attractiveness and status of biology” (his classroom subject} and he
“showed respect for the principal and for the other areas of activity in the schoeol.”
The educational outcomes of these different approaches are not surprising. The
life of the schools revolved around their respective teams, but in the football school,
this involvement drew energy away from school work and sclhiolastic achievement,
while in the wrestling school it fostered a deeper engagement in the school in
general aad in scholastic subject matters (Coleman, 1991).

Coleman’s account focusing attention or the coach as the decisive factor
influencing the positive or negative education impacts of sport was not accidental.
Hawkins’ first major project upon founding the Institute for Athletics and Educa-
tion back in the early 19705 (with Coleian’s help) was to initiate a coaches train-
ing and retraining program designed to help coaches and physical educators put
their work in proper educational perspective. His primary argument in the course
{which was for a time offered a Master’s level degree in concert with a local um-
versity) was that if coaches were to be genuine educators, then they had to under-
stand the unique influence that they have on young people and develop the skiils,
knowledge, and techniques that allow them to channel this influence toward positive
social and educational ends. In short, coaches had to understand themselves not
just as coaches but as “teacher-coaches.”

Coleman’s tale of two schools and Hawkins’ notion of teacher-coaches taken
together suggest that the power of sport is rather like the power of any other tool,
technology, or social practice: Its efficacy has to be judged on how and to what
ends it is used. Another way of putting this is that sporl is not a monolithic institu-
tion or activity, rather, it is a diverse, sometimes conflicting set of understandings
and praclices whose social consequences and impacts vary in equally complicated
ways. Hawkins realized this very early on in his own career. More than (his, he
came (o believe that unless it was channeled toward educational objectives in a
conscious, deliberate fashion, the practice of sport in schools more often than not
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tends to subvert or simply overshadow the broader educational goals of the school,
al least for athletes if not the entire student body. Hawkins elaborated upon this in
the context of a conversation about one of his first and most athletically successful
basketball teams. Despite the fact that at least four of the six main players were
good enough to win scholarships of one kind or another, Hawkins saw thein struggle
just to graduate. He took personal responsibility for their problems:

It wasn't until several years later that I realized how badly I'd behaved
with those young men. . . . We got too caught up in the fun and excite-
ment of it all . . . I did the sports part but I wasn’t careful enough about
the rest of their lives. I missed them. I didn’t prepare them for the
classroom properly. It wasn’t like I didn’t say to study but I didn’t say
it forcefully encugh. . . . I decided I would never do that to a kid again.
I think that might have been the beginning of moving forward this
concept of seeing {sport ag] more than just a game where everybody
feels good or bad depending on whether they win or lose. I think that
is where it came from. (personal interview, April 28, 1994

A large number of factors contribute to Hawking” critique of the corrupting
influence of conventional sport programs (things like an over-emphasis on win-
ning, the importance of finances, cheating, and the like) but ail of them boil down
to the way in which sport is turned into an end in and of itself, something Hawkins
himself eventually decided to refuse to aliow or accept. Just as would be suggested
by the detached, analytical tone of his comments in front of the House Subcom-
mittee quoted above, he sees little or no inherent value in sport. On a more per-
sonal note, he sometimes denies caring about sport at all:

Some of my friends have always been pissed at me for not going on to
ceoach at the college level or higher. What they didn’t understand was
that T wasn’t interested in going anywhere else. Hell, 1 wasn’t even
that interested in being a coach either but it was a great way to reach
kids. (personal interview, July 7, 1993)

Hawkins frequently insists, in fact, that if they cannot be shown to have any cur-
ricular benefit, sports should be taken out of the schools entirely.

If Hawiins can be considered a realist about the social impacts of sport,
then, it is because'of this nonideological, instrumentalist view of sport. This under-
standing ullimately puts Hawking in a difficult political position, however. On the
one hand, he finds himself trying to convince many teachers, counselors, principals,
and administrators who believe sport to be an inherent distraction or corruption
that it can be a powerful edticational tool if understood and utilized appropriately,
On the other hand, he is constantly frustrated by what he might call {he “anti-
educational” attitedes and approaches of those coaches and physical education
instructors who would otherwise be his'natural allies. The situation of being un-
comfortably situated between one group of naive sport supporters and another of
skeptical, dismissive critics is not unlike the paradox that the renowned Irench
sociologist Pierre Bourdieu described as characterizing and problematizing the
schelarly stady of sport over two decades ago in his seminal “Program for a Soci-
ology of Sport”™ (1988): On the one hand, Bourdieu wrote, those who know the
most about sport tend not to have the inclination or ability to realize its broader
social connections and significance or think critically about it; on the other hand,
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those who have the requisite skills to understand the broader sociai dimensions
tend to ignore or dismiss sport as a phenomenon worthy of serious social scientific
investigation.

The practical problems associated with this paradoxical sitzation are numer-
ous. In the after-school sports-titorial program described above, for example,
Hawkins found that the teachers were felictant to venture into the gym, while the
coaches were not very comfortable helping in the classroom. It also put Hawkins
in a very awkward position during the debates over the NCAA’s Propositions 42
and 48. Tn this case, he found his commitment to-education as the sole reason and
justification for school sports coming up against.the claims of African American
coaches and activists that these programs were discriminating unfairly against Af-
rican American student athletes.’

Fortunately, just as his practical, instrumentalist sense of sport is what gets
Hawkins into this situation in the first place, it may provide for us analysts and
theorists a way out. More specifically, I would argue that an appreciation of
Hawkins’ sense of sport as a tool which must be directed in 2 specific fashion in
arder to achieve desired educational outcomes tugns our attentionaway from the
abstract, universalizing question of whether sport is an inherently positive or nega-
tive (or nentral) social force and suggests instead that we might do better£o con-
sider the conditions—in terms of both the form of sport and its environment—
under which sport can be seen to have different kinds of effects upon racial ad-
vancement. Rather than treating sport as an unproblematic independent variable,
in other words, we should inquire into its multiple formations and the social cir-
cumstances and historical contexts that make it more or less likely to contribute to
the goals of youth outreach, intervention, and development.

This is not, of course, an entirely new proposition. Bourdieu’s influential
conception of sport as a site of social struggle and reproduction (which was, in
certain ways, foundational for all of his social theory) is based around just such a
way of thinking (see, for example, Bourdieu, 1988, 1991). Moreover, Laurence
Chalip and his colleagues worked on a namber of carefully designed comparative
surveys in the 1980s (Chalip, 1980; Chalip et al., 1984; McCormack & Chalip,
1988), which demonstrated that at least for understanding the individual experi-
ence and impact of sport, it was necessary to break out of overly abstract, totaliz-
ing, and moralizing notions of sport in favor of an approach that differentiates
between different practices or forms of sport and situates them in their appropriate
social context. The Chalip et al. paper (1984), for example, found that one of the
most important determinants of a positive experience in sport for individual ath-
letes was the coach, his or her relationship with athletes, and his or her attitude
toward sport—a finding that Hawkins obviously would not find at all surprising.
In short, sport is not a mopolithic social entity, but a compiex collection of very
different and often conflicting social practices and consequences. If its social sig-
nificance is to be fully appreciated and understood, it must be treated as such and
siluated accordingly.

Such an approach demands a complicated, multidimensional, and concrete
way of thinking about the relationships between sport and social intervention that
may not be easy to apply, implement, and develop. But in many ways, this is
precisely the point for someone like Hawkins. In his view, the relationships among
sport and education in the United States are far more complicated, uncertain, and
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even contradictory than conventional theorics can allow. It is these complexities
we must explose if we are to really begin to understand the role of sport as a form
of outreach, intervention, and prevention. And it is not as if such an approach
means that we must reject dominant theories and findings out of hand. Such an
approach should help us to see, instead, that both sides in the debate have contribu-
tions to offer to ous understanding of the relationships between sport and social
change, but these insights must be recaste as the product of specific forms of sport
and particular social and historical conditions rather than absolute or abstract uni-
versals.

Race, Education, and Culture

Even if we accept the proposition that Hawkins® instrumentalist conception
of sport helps us rethink the role sport can play in social intervention, questions
about the social context and cultural specificity of his understandings still remain.
More specifically, it becomes important to consider what lessons Hawkins and his
program hold with respect to the “at-risk,” young people of color who have been
the focal point for so much problems-based athletic programming referred to in
the introduction. This question presents a particular puzzie because of Hawkins’
own puzzling, if not paradoxical, relation to and way of talking about race. On the
one hand, talking to Larry Hawkins or reading about him and his program might
lead one to believe that race is not much of a factor in either the day-to-day func-
tion of his operation or its overarching philosophy. Hawking’ sport-based “pro-
gram,” as 1 have tried to capture in the preceding pages, is typically framed and
explained, in essentially race-neutral, color-blind terms as if this model would
apply to young people across racial, ethnic, and class lines.? On the other hand, the
on-the-ground, practical realitics of Hawkins’ entire aperation run completely
counter to this universalized discourse. Having emerged in the iate 1960s out of
the struggles of the Civil Rights movement, the program has a clear African Ameri-
caf history and identity. Since its inception, the program has served African Ameri-
can‘youth almost exclusively, and the vast majority of the staff and teachers have
been African American as well.”

Perhaps the first point to make in this context is that Hawkins does not be-
lieve there i§ anything essentially or fundamentaily unigue about Black culture or
consciousnesd: he sees them, rather, as the products of {and thus limited by) the
unique social conditions of inequality within which they are situated. More than
this, he sees the problems that African Americans face as largely structural and
impersonal, based primarilyn class and economics. Indeed, Hawkins broad, if
Jargely implicit, critique of American society and American racism roughly paral-
lels the analysis William Wilson (who served on Hawkins’ Exccutive Board during
his appointment at the Universify of Chicago) offered in his famous and influential
The Truly Disadvaniaged (1987). This much is iliustrated in the first lines of text
Hawkins delivered when asked to testify before the House Subcommittee on Sep-
temiber 27, 1990:

The lifestyle in this country, particularly in farge cities, is being en-
dangered by a number of social ills: poverty, ¢crime, unemployment,
teenage pregnancy, drug nsc, and gang-related activity, to name a few.
As Gordon Berlin of the Ford Foundation has indicated, the fact thata
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Jarge segment of the population cannot read, wrile, comnpute, or com-
municate both intensifies and contributes to these problems. We hgld
that the most appropriate and direct public response to these sogal
dilemmas is to improve the'American system of public education.
(House Statement, awkins files)

And ander such stark conditions, sport offered one of the few sources of
social capital that social workers and educators iave to draw upon. Because of 13.16
large numbers of African Americans involved insport and their deep passion for it,
sport is a powerful and important social force in the Black community, 50 much 50
that it can have serious impacts upor Or CONSEqUENces foranore trad;tlonauy seri-
ous social concerns such as education or even African American progress in gen-
aral. Hawkins doesn’t necessarily provide for us a rationale or explanatiox} as to
why this is the case; he simply takes if as a given and a uscful starting point Tor
social outreach and intervention. o _

What we quickly realize, of course, is that Hawkins’ vision of 1'@01{11 change
through sport is predicated completely and unconditionaily on his behe'f in educa-
tion. Indeed, Hawkins is clearly convinced that education is the key to sociabchange,
to the revitalization of the Black community, and to American society as a who]g.
Which brings us to the deeper guestion of why Hawkins focuses so much_of his
energies and efforts on education. Why, in other words, does he borrow Wilson's
analysis but follow Coleman’s solution? o

This has less to do with his vision of education (which is fairly standa‘rd
Jiberal faire) than with his understanding of what consl‘itutgs meaningful soclxal
change and of the social and political limits within whi-ch African Amenf:an’ activ-
ism and progress must take place. What it does not lmvolve, in I:IﬂWki.T}S view,
typically, is noteworthy: It is not about state interventions, dramatic political pro-
tests, and large structural shifts. Rather, meaningful social change usually r?fers_to
small, ongoing changes that work themselves out in the course of people_, s daily
lives. Parl of this notion of change stems from his pragmatic political belicf (also
represented powerfully in Wilson’s work) thal mainstream A]p(::rica has gone &s
far as it is willing to go in terms of large-scale, structural poi_xcses and programs
designed to combat racial problems. But a larger pottion of }ns tuen to education
can be atiributed to his understanding of real, meaningful social change as coming
only slowly and gradually, from the bottom up, one individual success at a time.
Here is where we begin to see why education is crucial for Afr.ica.n Americans. Itis
about empowering individuals to work within established social structures and
take advantage of the opportunities that exist therein. ‘ .

In a cerlain sense, of course, Hawkins® understanding of gducation and its
importance for African Americans is not a radical vision at all; '{t ig, i'n fac.t, rather
mainstream, reflecting traditionat American ideotogies about mdmduahsm an_d
meritocracy much like those espoused by the early Martin Luther ng, Ir. and his
liberal-democratic dream of a colorblind society. (Itis no accident, 1 thmlg, that the

only poster on the IAE office wall is one of King with a caption from his famous
1963 *I Have a Dream” speech or that the 1AE’s motto is “Sporl opens doors . ..
education keeps thesmn open.”) But this slower, subtler, and more m(hreci.way of
thinking about change is imporiant as far as the terms by which we con31d‘m' the
relationships between education and social change. It is also where we can glimpse
an even deeper sense of the importance of sport with respect to Black culture and
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community life. T am referring here to the alternative, “learner-centered” concep-
tion of education and pedagogy-—where “coaching” and “mentoring” models play
a cendral role—that are implicit in Hawkins’ practices.

Jabari Mahiri's Shooting for Excellence (1998) is a recent analysis that em-
bodies much of this approach. Mahiri’s book is a provocative attempt (o construct
an alternative, learner-centered vision of education and pedagogy based upon an
understanding of the cultural identity of African American youth. Mahiri’s frame-
work can be best understood in contrast to the influential accounts of African
American educational failure purported by the educational anthropologist, John
Ogbu (1978, 1990). According to Oghu, low levels of academic achievement among
African American youth can best be explained by the oppositionak attitude and
identity African Americans assume with respect to the cutture of schoals and Ameri-
can educational institutions more generally. In particular, he suggests that for Afri-
can American kids to succeed in schools, they are obligated to adopt attitudes and
behaviors associated with the White mainstream; they must “act White”—a pos-
ture that cuts against the meaning and history of Black identity in American cul-
ture (Fordham & QOgbu, 1986). The implication for Ogbu is that the identity and
orientation of African American students will need to change if they are to be
successful in American schools.

In contrast, Mahiri, drawing on the work of a diverse set of critical scholars
(including Gloria Ladsen-Billings, bell hooks, Toni Morrison, and Stoart Hall),
sees African American youth culture as less of a problem and more of a resource to
work with and build around. Mahiri suggests that “educators simply take these
cultural practices and sensibilities as given and then fry to upderstand and build
upon the authentic experience of studems™ (1998, p. 7). His emphasis is thus on
changing or transforming the culture of schools and the pedagogical practices and
understandings of teachers and mentors working with such diverse student popu-
lations. “Aspects of popular youth culture can act as a unifying and equalizing
focusimeulturally diverse classrooms” (p. 7), he writes, if they are understood and
directed appropriately.

The details of Mahiri’s argument and analysis are obviously well beyond the
scope of this paper. But it is relevant that Mahiri develops his theory and pedagogy
out of and"based upon an intensive ethnographic experience with a “community-
based sports program”’ (also, it is worth noting here, on the sounth side of Chicago).
Taking the “authentic experience” of students and young people seriously and
making it the starting point from which engagement, outreach, and education—
rather than forcing them to adapt to and be shoehorned into the often-unfamiliar
culture of schools—-is, of cotltse, central to this theory. But the idea of coaching is
also a crucial part of his vision of classroom learning and pedagogy itself. “Coach-
ing practices and perspectivesinthe community sports setting [ observed were not
only viabie for the development of athletic skills. . . they also revealed a variety of
ways 1o develop these youths as crucial and conscious actors in the world beyond
sports” (p. 9).

I don’t want to push the paraliels between Mahiri’s theories and Hawkins’
practices too hard, T am not entirely certain how much of this allernative concep-~
tion of education and pedagogy Hawkins himself would accept. (While [ am sure
he would accept much of this in principle, there are elements of Hawkins™ own
theory- and practice, both as a coach and as an educator, that remain rather tradi-
tionally oriented around the authority and discipline of the coach and educator, In
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particular, he is convinced that coaches and teachers ultimately know best and thus
need to be directive, assertive, and often authoritative for youth and their parents.)
Nevertheiess, this comparison should\bring out what may be most unique and
important about Hawkins’ intuitive understanding that social programs of any sort,
especially those serving African American youth, need first to engage those whom
they are intended 1o serve and support ifthey are to be successful in their goals.

Summary and Conclusions

As popular and pervasive as sport-based soctal intervention programs have
become in the last ten (o fifteen years, the vast majorityof these well-intended
initiatives lack a coherent conceptual foundation. Too-often, such programs sim-
ply provide an excuse for athletic administrators 10 secute funpding for otherwise
limited sports facilities or programs or allow public officials to make it appear as if
they are taking steps to deal with the perceived problems of urban crime, violence,
and public safety in an era marked by declining support for social services run by
the state (Hartmann, 2001). Such shortsighted and one-dimensional visions not
only leave such efforts valnerable to public criticism and cutback (witness the
attacks on midnight basketball in the context of debates over the federal crime bill
in 1994), they also compromise their immediate impact and effectiveness.

This study of a Chicago-based, “educator-coach” and his sport and education
operation provides some important insights into how we might betler understand
and operationalize sport-based social intervention jnitiatives. The experience and
practical understanding of Larry Hawkins suggests, in the first place, that while
sport can be a powerful force for social intervention, its impacts are not {contra
traditional idealist beliefs) automatically or inevitably positive. Indeed, as Hawkins
well realizes, sport can actually serve undesirable ends or reinforce problematic
bebaviors if implemented improperly. Thus, sport is better understood as a ool for
social outreach, a hook or instrument whose impact depends upon the ends toward
which it is directed, how it is implemented, and the context in which it is deployed.

This brings us quickly to a second point: The success of any sport-based
social interventionist program is largely determined by the strength of its nonsport
components, what it does with young people ance they are brought into the pro-
gram through sport. A great deal could be said here about all the things that are
required for meaningful social intervention, especially under the conditions of
poverty, inequality, and institutional discrimination that “at-risk” urban youth typi-
cally face. Hawkins’ own broad emphasis on education, for example, suggests that
social intervention may be far more intensive and extensive and expensive than
we typically are willing (or able) to acknowledge. But the key point in this context
is that the operators of sports-based programs must fully understand and engage
these issues if they are to make good of their social interventionist ideals and
ohjectives.

None of this is to suggest that the sport-based companents of such programs
can be ignored, taken for granted, or minimized. To do so would be to risk losing
the very hook that brings young people into the program and inspires their ongo-
ing and energetic participation. Rather, it is to insist that there needs to be a bal-
ance between the sport-based and the nonsport-based aspects of a program, where
sport is just one part of a whole package of resources and social supports requiring
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a level of investment and intensive, day-to-day involvement far beyond that of
most sport-based intervention programs. It may not be too much to suggest, in
fact, that sport-based social intervention actually requires of its operators a kind of
sophisticated bait-and-switch technique where participants are brought into the
program for purposes that are only instrumentally related to other goals and objec-
tives. In any case, it is clear that rather than having it easier than other youth work-
ers, spori-based program organizers have a unique double burden requiring that
they must be proficient at both sport and social intervention.

All of these challenges and complexities in mind, it is important to stress
one final point: Whatever sport-based social intervention programs may have to
contribute to improving the lives of urban youth, we must be careful not to expect
too much from them. Social intervention is a complex and challenging enterprise
even under the best of circumstances, with abundant resources and using the most
comprehensive and advanced modes of engagement and programming. Given their
typically limited resources and scheduling, sport-based programs by themselves,
even when brilliantly conceived and implemented, will not always succeed; more
often than not, they will fail. To believe anything else at once overestimates the
social force of sport and underestimates the difficulties of meaningful social inter-
vention and change. Perhaps, even worse, such misunderstandings can actually
serve to reinforee and exacerbate the problems faced by at-risk wrban youth by
deflecting public atiention away from deeper social sources of their problems. “If
we are not cautious,” as Jay Coakley has put it, such programs “ . . . may unwit-
tingly reaffirm ideological positions that identify young people, especially young
people of color as ‘problems’ and then forget that the real problems are
deindustrialization, unemployment, underemployment, poverty, racisim, and at least
twenty years of defunding social programs that have iraditionally been used to
foster community development in ways that positively impact the lives of young
people” (Coakley, 2002, p. 23).8
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Notes

"There are many reasons for this groweth, From the point of view of sport practicioners,
declining public funding for sport and recreation provision have been a driving force (Ewing,
Gano-Overway, Branta, & Seefeldt, 2002; Crompton, 1980; Crompton & McGregor, 1994,
White, 1992; Bwing & Seefeld(, 198%; Chalip, 1988; Ingham, 1985; Shivers & Halper,
1981). From the point of view of public planners little interested in sport, these programs
seem 10 offer an affordable approach to problems of urban youth risk in an era marked by
paradoxical rising concerns about crime, risk, violence, and public safety and declines in
support for public goods, especiaily the social services of the welfare state (cf. Wacquant,
1994; Wacquant & Wilson, 1989). But whatever the motivations and driving forces, ihis

~ seems o be a policy initiative that is well entrenched and will remain with us for the fore-

seeable future,

?Tg be certain, numerous programs that include athletic and physical activitics as one
aspect or component of a larger integrated service or outreach effort—Boys and Girls Clubs,
YMCA, after-school based programs would be typical examples—have been found to have
positive viotence prevention effects (Gambone & Arbreton, 1997; McLaughlin, kby, &
Langman 1994; Tierney, Grossman, & Resch, 1995; Gottfredson, 1986). However, these
tend not to be sport hased or even use recreation as the key to their outreach and recruitment
and appear not to systematicaily theorize the 1ole or place of sport and recreation in the
conception and operation of the overarching program.

3 Althotgh this paper is intended to draw upon Hawkins’ program io formulate some-
thing of a new theoretical model for how to understand sport and recreation-based social
intervention programs, some evidence of this program’s own historic effectiveness would
probably be beipful. Obviously, such an intensive, unconventional approach to education
and social intervention does not lend itself to the kinds of quantitative anatyses that drive
and sustain most schools, funding agencies, and public policies: It doesn’t reach large num-
bets of students; conventional measures of academic success amd criterion of program evalu-
afion fail to capture Hawkins’ long-term goals and influence. Nevertheless, there are clear
indicatots that Flawkins® program works. Alumni of the program include notables such as
Chicage Judge Michael Stuckey, former llinois Senator Carol Mosley Braun, former NBA
great and now Atlanta Hawks Vice-President Cassic Russell. And the real success of the
Program is not in'the standout individuals it has produced but in the reguiar stream of solid
students and citizens they produce. Between 1975 and 1984, for example, 201 of 220 se-
niors who completedthe program enrolled in elite colleges and unjversities around the
country (University of Chicage Magazine, Spring 1984). In a city like Chicago--—where
many high school valedictorians have great difficulty making the transition from commu-
nity college to college—these numbers are nothing short of remarkable.

“Tt might be pointed out, 4N fact, that Coleman, who spent much of his career at
Chicago, was ane of Hawkins' strongest supporters, and the two often exchanged ideas on
schools, sport, and other social issues, .

A more widely known African American sporls personality who found himself in
this situation was Arthur Ashe, an old friend of Hawkins and his Program (cf. Ashe with
Rampersaad, 1993, pp. 147-153).

S(3iven sport’s own history of sexism and gender bias, a word on gender may be in
order. The program seems to have been largely masculine and male-dominated in its early
years in terms of parlicipants as well as of staff, teachers, and coaches. But beginning the
late 1970s, the program (perhaps in conjunction with developments around Title IX) seems
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to have hegun to make gender equity a real priority. In the 1980s, in fact, Hawkins himself
shifted from coaching boys sports to girls sports and for many years now has worked prima-
rily with girls volleyball in the city. Hawkins believes, in short, this vision of sport as an
educational tool applies to girls and young women as well as boys and puts these ideas inte
practice as wetl.

I was one of only three—out of approximately 20—White staff members during the
year and a half I worked most intensively at the program. I fizst met Hawkins in the spring
of 1989 whea, on the advice of my undergraduate mentor, I gave him a copy of a paper I had
written on the 1968 African-American Olympic Protest Movement (it was titled “Where
sports, race and radicalism collide” and would become the'basis of several subsequent works).
All T knew about Hawkins at that time was what [ had been told by one of my advisors: that
he ran this organization that was supposed to use sport to keep kids—especially inner-city
kids—in school. I wasn’t guite clear why he would even be interested in my project, but it
turned out he was and he invited me to discuss it with him a week or two dater. I was both
surprised and confused to discover that Hawkins had read my paper-carefuily (which I
would only later discover was somewhat remarkabile in itself, given the-demands on his
time) and said that he considered this story bis own-—that his life, too, invelved just such a
radical commitment to and struggle for racial justice and African American advancement in
and through sport.

*Culturally-oriented sport scholars have written a great deal on the unfortunate and
uaintended symbolic effects such programs can have {cf. Hartmann, 2001; Pitter & Andrews,
1997; Cole, 1996; Hartmann & Wheelock, 2000).
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The Current Often
Implemented Fitness Tests
in Physical Education Programs:
Problems and Future Directions

Xiaofen Deng Keating

This paper aims 1o examine current nationwide youth fitness test programs,
address problems embedded in the programs, and possible solutions. The cur-
rent Fitnessgram, President’s Challenge, and YMCA youth fitness test pro-
grams wege selected to represent nationwide youth fitness test programs. Spon-
sors of the nationwide youth fitness test programs need to (a) carefully exam-
ine the cfficacy of youth fitness test batteries in promoting student health-
related fitness, (b} increase the accountability of youth fitness testing, (c) add
a written test on student fitness knowledge to the fitness test programs, and (d)
select and develop more efficient test items in each test component.

Youth fitness testing in school-based physical education programs has been
in existence for more than a century (Corbin & Pangrazi, 1992; Pate, 1989). Na-
tionwide regular youth fitness testing, however, began in the 1950s in response {0
lower performance on the Kraus-Weber test by American youth, compared to Eu-
ropean youth. (Freedson, Cureton, & Heath, 2000; Seefeldt & Vogel, 1989), Al-
though the Kraus-Weber test generally was not considered a valid measure of
children’s health-related fitness (Corbin & Pangrazi, 1992), regular fitness test
programs in school¢based physical education programs were nevertheless adopted
{Freedson et al,, 2000%

Issues regarding fegular youth fitness testing have been debated for years
(McKenzie & Sallis, 1996, Seefeldt & Vogel, 1989). It is premature to draw any
conclusions on whether fitnéss testing has a beneficial impact on health-refated
fitness and regular participationin physical activity (PA). Nevertheless, the merits
of youth fitness testing have been brought into question, probably resulting from
the following three facts: {a} American children have failed to show improvement
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