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Teacher educadon programs are striving to 
produce graduates who teach with greater ef­
fectiveness. The knowledge base for teaching 
effectiveness continues to grow and remains a 
primary focus in educational research. Many 
preservice teachers are benefiting from research 
by experiencing undergraduate programs that 
include early and more frequent practice, peer 
teaching and the use of audio-visual equipment 
for descriptive analysis of teaching. A research-
based program which provides sequential and 
incremental clinical experience should help re­
cent teacher education graduates to teach more 
effectively than prior graduates. 

Transferring what is learned in college to 
inservice teaching is, however, a problem for 
many beginning teachers (Steen, 1985). The 
"problem of transfer" from preservice to inser­
vice teaching is yet to be solved (Locke Sc Dodds, 
1984). The socialization of teachers is an area of 
investigation that has been examined in order to 
help explain why teachers have certain beliefs 
and pedagogical views. A portion of the re­
search on teacher socialization has focused on 
changes that occur during a student's college 
career and throughout the beginning years of 
teaching. 

Some scholars believe that there may be litde 
"wash out" of pedagogic beliefs between teach­
ers' formal education and their employment. 
The "wash out effect" has been defined as a 
period of time when the effects and influences 
of teacher education programs diminish (Zeich-
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ner Sc Tabachnick, 1981; Templin, 1989; Law-
son, 1989). They propose that the lack of "wash 
out" is because teaching is biographical (Zeich­
ner, 1980; Zeichner Sc Tabachnick, 1981; Lortie, 
1975, Silverman Sc Deichman, 1974). The bio­
graphical explanation indicates that teachers use 
pedagogical methods similar to those of their 
former teachers, which means that teaching is 
part of one's biography. Lawson (1983a, 1983b), 
notes that students may enter the profession 
with a preconceived ideology about the role of a 
successful teacher due to extended interactions 
during their schooling. Lacy (1977), Zeichner 
(1980), and Snyder (1981) suggest that there 
may be little "wash out" during their profes­
sional training because students may act in ways 
to foster the impression that they have adopted 
the ideas and teaching strategies promoted by 
their teacher educators but actually they have 
not. 

Others believe that teachers are impacted by 
formal training but the effect of preservice 
programs is often overshadowed by circum­
stances encountered in the school setting 
(Feiman-Nesmer, 1983). At least four forces 
have been identified which are believed to act as 
change agents in altering pedagogical beliefs 
during student teaching. These forces are the 
cooperating teacher (Edgar Sc Warren, 1969; 
Hoy, 1968; Templin, 1979; Zeichner, 1980), the 
students (Freibus, 1977; Templin, 1981; 
Schempp, 1985), the bureaucratic structure of 
the school (Pruitt 8c Lee, 1978), and the ecologi­
cal environment of the classroom (Doyle 8c 
Ponder, 1975; Copeland, 1980). 

One obvious approach in determining 
whether a preparation program is helping teach-



ers to teach effectively is to examine its gradu­
ates as inservice teachers. Locke and Dodds 
(1984) believe that the truest test of program 
effectiveness is program evaluadon through ob­
servation of the behavior of graduates. Burton 
(1977) states that studies which follow graduates 
are the best sources of information for improv­
ing teacher preparation programs. The logisti­
cal problems of conducting such studies make 
research difficult, thus, only a few such studies 
are found in the literature. 
' Three published follow-up studies which ac­
tually examined behavior were found in the 
general education area. Borg (1979) conducted 
a follow-up of inservice teachers trained in a 
minicourse, which was a self-contained, self-
instructional package designed to help teachers 
master specific teaching strategies and skills. 
After 39 months, the performance of subjects 
remained significandy superior to their pre-
course performance in 8 of 10 targeted behav­
iors. Leith (1982) analyzed the teaching of sec­
ond year teachers who had been involved in 
micro-teaching during their preservice educa­
tion. He concluded that "long-term follow-up 
made clear that the advantage in classroom 
teaching performance given by micro-teaching 
with personal feedback persists over a pro­
longed period without further micro-teaching" 
(p.203). 

In another follow-up study, Falcone (1978) 
evaluated a secondary English teacher educa­
tion program on the degree to which expected 
outcomes of the program were achieved by 
graduates. The investigator noted that two of 
the expected program outcomes were achieved, 
two expected outcomes pertaining to teaching 
behaviors were partially achieved, and one ex­
pected outcome pertaining to continual profes­
sional growth was not achieved. 

In physical education, Freedman (1985) uti­
lized a direct method of observing teacher be­
havior in a follow-up study of program effects. 
Freedman observed 14 graduates with the 
Teacher Observation System (TOS) and 
matched the observed behaviors with 16 student 
teachers from the same program. He found that 

the graduates spent significandy more time man­
aging their classes than did the student teachers. 
Activity time was approximately equal between 
groups. Both the new teaching graduates and 
the student teachers gave more positive than 
negative feedback, but both reprimanded stu­
dents more than they gave praise. Both groups 
expressed satisfaction about their preservice 
education. 

The preceding research does not provide 
definitive work of program impact on teacher 
beliefs; in some cases graduates maintained tar­
geted behaviors and in other instances they did 
not. These inconclusive results suggest the need 
for further study. 

The purpose of this study was to investigate 
the educational beliefs and teaching practices of 
selected physical education teachers who were 
recent graduates of a major southeastern uni­
versity. Teachers' educational beliefs and in­
structional practices were examined in compari­
son to the professional preparation program 
and the viewpoint of their professors in the 
physical education department. 

The specific questions pursued in this descrip­
tive research were: 

How have the educational beliefs of the re­
cent graduates changed, if at all, through­
out the years of professional preparation 
and inservice experiences? 

What are the current teaching practices of 
the teachers and how do these actions com­
pare to particular practices advocated in 
the teacher preparation program? 

What perceptions did the teacher educators 
have of the graduates when they were 
undergraduate students in the professional 
preparation program? 

Method 

Rationale 
Because the key variables have not been iden­

tified which explain the disappearance of teach­
ing skills and beliefs demonstrated and es­
poused in professional preparation (McDonald, 
1980), this research did not seek to test the 



impact of specific variables which might influ­
ence the transfer of beliefs and skills, instead, a 
descriptive approach of inquiry was selected to 
attempt to gain an "inner understanding" of 
human behavior (Rist, 1979, p. 20) by examin­
ing the thoughts, feelings and behaviors of 
subjects. Such exploratory and descriptive pro­
cedures may be of benefit in subsequent re­
search to test theories generated from this study. 

Design 
This investigation was confined to teachers 

who were recent graduates of a major southeast­
ern university, and who were also employed as 
teachers for two to four years in the state of 
South Carolina. The eight graduates who met 
these criteria were contacted and asked to vol­
unteer to participate in this study. Two teachers 
declined. Information was obtained through 
formal and informal interviews with teachers 
and their teacher educators, on-site observations 
of the teachers, a psychometric inventory, a 
demographic questionnaire, and an adaptation 
of the Qualitative Measures of Teaching Perfor­
mance Scale (QMTPS) (Rink & Werner, 1989), 
and a system to determine the percentage of 
time devoted to instruction, management and 
student activity. A number of research-based 
specific teaching skills and frameworks are ad­
vocated by the teacher educators. Many of these 
expectations are represented in the QMTPS and 
can also be found in Table 1. 

Through direct observation of instruction 
throughout the curriculum and analyses of de­
partmental documents, curriculum guide, bro­
chures and articles the investigator concluded 
that the university preparation program is sys­
tematically designed. It is implemented to en­
courage the transfer of teaching skills and be­
liefs to subsequent inservice teaching, thus, the 
preservice teachers experience extensive peer-
teaching, micro-teaching, and early, continuous, 
and well-supervised practica. Those experiences 
are part of a systematic and cohesive program of 
preparation to apply the fruits of research to the 
acquisition of instructional skills. 

Table 1 
INSTRUCTIONAL FOCUSES OF THE PROGRAM 
I. Themes of Program 

A. Elementary curriculum is organized with skill themes and movement 
concepts. 

B. Unit plans include developmental analyses and lesson plans. 

C. The four stages of game play are used as a framework for the 
' development of game skills. 

D. Lesson Planning 
1. Objectives: 

a. Objectives must include behavior, conditions and criteria. 
b. Each lesson has psychomotor, cognitive and affective objectives. 

2. Leaming experiences must meet the following criteria: 
a. Have the potential to improve the motor performance of students. 
b. Provide maximal activity or practice time for all students at a 

appropriate level of ability. 
c. Be appropriate for the experiential level for all students 
d. Have the clear potential to integrate the psychomotor, affective, and 

cognitive educational goals whenever possible. 

n. Instructional Behaviors 

A. Use of time: a high percentage of activity time is promoted. 
Instructional time is expected to be moderate and management time 
minimized. 

B. Content development utilized-(see Rink, 1993) 
Appropriate use of extension, refinement and application tasks. 

C. Feedback: predominance of specific, congruent, positive feedback. 

The teacher education faculty members them­
selves share similar beliefs about the purpose of 
physical education and the nature of effective 
teaching. This conclusion was made as a result 
of interviews with and teaching observations of 
the teacher education faculty members. The 
curriculum is designed so that all physical edu­
cation teacher preparation faculty members 
work closely in the preparation of* students, 
often co-teaching classes. Students also fre­
quently communicate individually with faculty 
members in classes and in clinical experiences. 

Interview data with teachers. The primary re­
search tool was an in-depth semi-structured 
interview technique (Patton, 1990) which was 
used to gain the teachers' views about past and 
current beliefs and practices. Open-response 
questions were used to elicit data. An interview 
guide was utilized to structure the formal inter­
view process. Interviews were tape-recorded and 
transcribed. The questions were grouped into 
sections related to (1) the transition from pre-



service to inservice teaching, (2) current prac­
tice, (3) personal beliefs about teaching, (4) 
studentship, and (5) view of the teacher educa­
tion program. As an example of the interview­
er's approach in questioning, the interviewer 
asked the teachers to describe a typical lesson 
from start to finish. Then, related questions 
about teaching were posed. Probes were used to 
assist the interviewee when deemed necessary by 
the interviewer. 

Interview data with teacher educators. The teacher 
interviews and teacher educator interviews were 
conducted in a similar manner. Physical educa­
don teacher educators at the university who had 
each of the participants in an undergraduate 
class volunteered to be interviewed. Pseud­
onyms were used for the three teacher educa­
tors: Dr. Waters, Dr. Strong, and Dr. Free. 
These interviews focused on the teacher educa­
tor's perceptions of the teachers as students and 
as teachers. More specifically, teacher educators 
were asked questions which focused on: (1) 
courses they taught the participants, (2) how the 
participants would be described as students, (3) 
the level of teaching for which the participant 
was most suited, (4) perceptions of the partici­
pants' major reason for career choice, (5) assess­
ment of the type of teacher the participant was 
upon graduation, and (6) information concern­
ing the participants since graduation. 

Self-report data. In addition to the interviews, 
self-report data were collected prior to the initial 
interview via: a demographic questionnaire and 
an adaptation of the Teacher Efficacy Scale 
(Gibson &: Dembo, 1984). 

The demographic questionnaire was used to 
collect background information for the follow­
ing purposes: (a) to simpUfy the collection of 
factual information, (b) to allow for more time 
for probing in face-to-face interviews, and (c) to 
help the investigators to better personalize the 
beginning of the interview. 

The Teaching Efficacy Scale (TES) (Gibson & 
Dembo, 1984) assessed two dimensions of 
teacher efficacy. Individual teaching efficacy is 
the situation-specific expectation that the teacher 

can help students. General teaching efficacy is 
the teacher's expectation that teaching/schooling 
can influence learning. The 30-item TES was 
scored on a five-point Likert Scale. The reliabil­
ity coefficients for general teaching efficacy and 
person teaching efficacy are .75 and .78 respec­
tively (Gibson & Dembo, 1984) (see Table 2). 

QMTPS data. Another source of data collec­
tion was a slight modification of the Qualitative 
Measures of Teaching Performance Scale 
(QMTPS) (see Table 4) (Rink & Werner, 1989). 
The QMTPS was used to determine the extent 
to which the teachers has maintained instruc­
tional skills. The QMTPS was divided into three 
constructs: type of tasks, task presentation, and 
appropriateness of student response for the 
task. There was a 94.7% inter-observer agree­
ment and a 96.4% intra-observer agreement for 
the QMTPS. The QMTPS was collected through 
analysis of a representative lesson taught by the 
teachers. An analysis of the teacher's use of time 
(management, instruction, and activity) was also 
completed in conjunction with the QMTPS (see 
Table 3). 

Table 2 
Teaching Efficacy Scores 

Participant *General **Individual 
Efficacy Efficacy 

Everett 16 44 

Patsy 16 42 

Jeff 23 37 

Phil 23 44 

Erika 21 44 

Thadd 17 44 

•General Teaching Efficacy (Gibson & Dembo, 1984) 
test score range is from 0 - 36. 
0 = low efficacy, 36 = high efficacy 

** Individual Teaching Efficacy 
test score range is from 0 - 49. 
0 = low efficacy, 49 = high efficacy 



Tables 
Time Analysis 

Everett Patsy Jeff Phil Erika Thadd 

Activity 
Percent 

61 20 22 46 37 59 

Instruction 
Percent 

30 63 59 43 41 27 

Management 
Percent 

9 17 19 11 22 14 

Total 100% 100% 100% 100% 100% 100% 

Activity Time - the time when most students (over 50%) are involved in 
purposeful motor activity. 

Instruction Time - the time when most students (over 50%) are receiving 
mformation about how to move or perfect a skill. 

Management Time - the time when most students (over 50%) are not 
receiving instruction on lesson content or involved in lesson activity. 
Managerial behavior deals with student organization and conduct. 

Selection of Participants 
Six full-time physical education teachers 

served as participants in this research. The 
sample included three second year teachers 
(Everett, Phil and Patsy), one third year teacher 
(Jeff) and two fourth year teachers (Erika and 
Thadd), Pseudonyms were used for the teach­
ers. All teachers were graduates of the same 
university with a B.S. degree in Physical Educa­
tion and were teaching in South Carolina. Two 
teachers taught on the secondary level and four 
were elementary school teachers. 

Data Collection 
After an informed consent was obtained, 

both self-report inventories were completed 
and returned prior to initial interviews. The 
teachers participated in two interviews which 
each ranged in length from one to two hours. 
The formal interviews were audio-taped and 
transcribed for analysis. On the day of the 
initial interview, a researcher also observed 
and video-taped a minimum of three lessons. 
One of the three or more lessons which the 
researchers judged as most representative of 
the teacher's teaching was selected for QMTPS 
analysis and for analysis of the time the teacher 

(students) spent in management, instruction 
and activity. Interviews, similar to those with 
the teachers, were also conducted with the 
teacher educators. 

Analysis of Data 
The process of analysis was one of gradual 

reduction of data. The process evolved into two 
descending stages of analysis. 

The first stage of the analysis process involved 
a merging of the qualitative and quantitative 
data. This level was comprised of (1) individual 
case reports, which included information from 
interviews with teachers and their teacher edu­
cators, (2) quantitative teaching data, and (3) 
scores on the Teaching Efficacy Scale. Indi­
vidual case reports made up a significant por­
tion of the level 1 analysis. The reports drew 
attention to experiences and characteristics par­
ticular to the individual teachers. Each teacher's 
language was maintained through the use of 
direct quotations. 

In the second stage of the analytic process, the 
researchers continued to analyze the informa­
tion from the first stage, which included a 
cross-case analysis, a data analysis strategy de­
scribed by Miles and Huberman (1984). Analysis 
included comparison both within and across 
cases. The result was identification of a series of 
recurring patterns or theme that reflected simi­
larities and differences between teachers. 

An educational research audit was conducted 
by an experienced qualitative researcher at both 
the stages of data reduction (Guba 8c Lincoln, 
1981). In addition to the audit, all of the teacher 
educators and another experienced researcher 
read and discussed the findings. To help con­
firm conclusions the teachers also were asked to 
verify information included in their own case 
study. 

RESULTS AND DISCUSSION 
The results are presented as both major 

themes which emerged from the data and three 
cases representing profiles of the subjects' in­
structional behavior. 



Table 4 
QMTPS Results 

Everett Patsy Jeff Phil Erika Thadd Mean 

Type of Task % # % # % # % # % # % # % # 

Informing 6 1 12.5 1 14 1 6 1 14 1 4 1 9 1 
Refinement 0 0 12.5 1 43 3 35 6 29 2 9 2 21 2 
Extension 83 15 75 6 29 2 59 10 57 4 87 20 65 9.5 
Repeat 0 0 0 0 0 0 0 0 0 0 0 0 0 0 
Application 11 2 0 ^ 14 J 0 JQ 0 SL 0 J3 4 ^ 

Total Tasks 18 8 7 17 7 23 13 

Clarity 
1. yes 100 18 100 8 100 7 94 16 100 7 87 20 96 13 
2. no 0 0 0 0 G O 6 1 0 0 13 3 4 . 7 

Demonstration 
1. Full 33 6 75 6 71 5 
2. Partial 0 0 0 0 0 0 
3. None 67 12 25 2 29 2 

35 6 100 7 17 4 55 6 
24 4 0 0 13 3 7 1 
41 7 0 0 70 16 38 7 

Amount of New 
Information 
1. Appropriate 91 17 
2. Inappropriate 6 1 
3. None given 0 0 

88 7 86 6 100 17 
12 1 14 1 0 0 
0 0 0 0 0 0 

100 7 100 23 94 13 
0 0 0 0 6 .5 
0 0 0 0 0 0 

Accuracy of 
Information 
1. Accurate 100 18 
2. Inaccurate 0 0 
3. None given 0 0 

100 8 100 7 100 17 
0 0 0 0 0 0 
0 0 0 0 0 0 

100 7 87 20 98 13 
0 0 0 0 0 0 
0' 0 13 3 0 0 

Qualitative 
Information 
1. yes 44 8 100 8 71 5 82 14 100 7 22 5 70 8 
2. no 56 10 0 0 29 2 18 3 0 0 78 18 30 5 

Socialization Strategies 
Lacey (1977) has identified socialization strat­

egies which students are likely to employ as they 
enter formal teacher education. The three strat­
egies are: (1) "internalized adjustment, in which 
the individual complies with the beliefs that the 
constraints of the situadon are for the best", (2) 
"strategic compliance, in which the individual 
complies with the authority figure's definition of 
the situadon and the constraints of the situadon 
but retains private reservations about them", 

and (3) "strategic redefinition of the situation", 
implying that change is brought about by indi­
viduals who do not possess the formal power to 
do so. They achieve change "by causing or 
enabling those with formal power to change 
their interpretations of what is happening in the 
situation" (Lacey, 1977, pp. 72-73). Lacey's 
model was used as a framework for examining 
teachers in this study. 

From conversadons with the teachers and 
their teacher educators and observadons of the 



teachers' instructional performance, it appeared 
that, for the most part , the teachers incorpo­
rated the internalized adjustment socializadon 
strategy during their preservice education. 
These teachers apparently adopted the values 
and "way of behaving" that were promoted by 
their teacher educators. These teachers indi­
cated that they received a unique and high 
quality educadon in physical educadon at the 
university. The following are selected state­
ments made about the university experience: 

In reference to her student teaching experi­
ence. Patsy said, "I thought I was better than 
the people I was working under." Although 
not anxious to be compared to others, Everett 
noted that he felt he could teach as well or 
better than anyone in his district. He ex­
plained, "some of them just don't know what 
the new method is." Phil commented that he 
knew that he "was as well prepared as I could 
ever be to be a teacher fresh out of college. I 
know that I was better than a lot of teachers 
that have been out there and have more 
experience than I do. We were taught the 
right way to teach." Erika said that she, "has 
better insight of the purpose of P.E. and why 
we are here" than the other teachers in her 
district. 
The teacher educators believed that overall 

the teachers "bought into" the view of physical 
education espoused by the teacher education 
faculty. Dr. Waters described Patsy as a student 
who was committed and one who "bought into 
the system." Everett, Phil, Jeff, Erika and Thadd 
were also described in a similar manner by all 
three teacher educators, with one exception. Dr. 
Strong said Phil was a student who did not buy 
into the system entirely, but "took what he 
wanted from it." 

Interestingly, when asked if their view of the 
purpose of physical education had changed 
since they began full-dme teaching, two teachers 
remarked about changes in their perceptions 
before and during their preservice. Everett 
noted that his view had changed since he en­
rolled at the university. He said of the univer­
sity, "they pretty much sold me on it" [view of 

purpose of physical education]. He condnued 
that, as he entered the university, he thought he 
was going to learn to teach students how to play 
sports: 

But a lot of kids already know how to play 
sports. They need help in coordinadng the 
individual skills that go with it to put it all 
together. They know the rules and what they 
are supposed to do. If they can learn those 
skills then they can apply them to a sport. 
Phil had a similar comment about how his 

view had changed since he began as an under­
graduate: 

I thought that our job was to teach them 
basketball so that everybody knew basketball 
exactly the same way. Teach them football or 
whatever the sport is. [But] I became more 
skill oriented in my teaching, rather than 
sport-oriented. 
It has been well documented that pre-training 

can have a powerful influence on the types of 
beliefs that future teachers develop (Lacey, 
1977; Zeichner, 1980; Snyder, 1981). The pre­
ceding statements imply that, at least in part, 
Everett and Phil changed their preconceived 
notions of physical education while they were 
preservice students. 

Referring to his current teaching, Jeff said, "I 
don't feel committed to teach that way [the way 
he learned at the university]. I do it because 
that's the way I want my class to be." 

The teaching behavior and espoused beliefs 
of the teachers in this study, as well as state­
ments by the teacher educators, then, indicated 
that formal education generally predominated 
over the pre-professional conception of teach­
ing acquired by the teachers. What Lortie (1975) 
calls the "apprenticeship-by-observation" from 
their prior schooling was substantially offset by 
their formal education. 

Incorporation of Teacher Actions Advocated in 
Teacher Education Program 

In their professional preparation, these teach­
ers were taught that their primary responsibility 
as physical educators was to help their students 
learn motor skills. The professional program 



emphasized that, in order for students to learn, 
motor skills must be taught for quality re­
sponses. 

All six teachers said that they condnue to 
believe that skill development is their primary 
purpose. Patsy said that, "as an elementary P.E. 
teacher I think it [purpose of physical educa­
tion] is basically to make kids more skillful. That 
way they can carry it over into everyday life." 
Phil indicated that the purpose is to help stu­
dents develop motor skills so that they can be 
active. On a similar note, Erika explained that 
she felt that the purpose is not "to make them 
super skilled in any particular sport, but to give 
them chances for success so that they will pursue 
that area." 

The six teachers said that they were effective, 
in varying degrees, in teaching motor skills. 
Observations indicate that the teachers have 
maintained many of the skills which they dem­
onstrated in preservice training (see Table 1). 
Although what these teachers took to their first 
teaching positions was shaped by the require­
ments of that role and place (Feiman-Nemser, 
1984), their teaching practices were similar to 
the practices advocated by the teacher prepara­
tion program. 

Their scores on Gibson and Dembo's (1984) 
Individual Sense of Teaching Efficacy Score 
were toward the high end of the range (see 
Table 2). According to their scores, these teach­
ers believed that they could help students learn. 
They all said that they made a difference in 
students' motor skills. The teachers' expecta­
tions that teaching/schooling can influence learn­
ing (general teaching efficacy) was not as high as 
their projection of individual efficacy. 

Patsy said that she knew that she made a 
difference in students' motor skills by their pre 
and post test scores on skills tests. "That's like a 
motivational thing that keeps me going: it is 
knowing that they are improving, because gosh, 
if their skills weren't improving or getting bet­
ter, I'd quit." Phil said that he knows that his 
classes have helped students because he "has 
seen a difference in students' motor skills in the 
short time that he has been teaching." Erika 

indicated that being a "reflective teacher" helped 
her be more effective. She believes that she gives 
good "group and specific feedback", is flexible, 
and "expects a lot" from her students. Thadd 
felt especially effective if he was able to stay with 
a particular content, "If I pick certain things and 
just stick with it, I've actually seen a marked 
improvement." 

However, in the researchers' view, there was a 
variability among these teachers in (a) the extent 
to which they were able to use the skills and 
knowledge that were part of the university pro­
gram, and (b) their effectiveness in helping 
students attain quality movement responses. 
Based on whether they were able to use the skills 
and knowledges fostered at the university, the 
teachers clearly fell into two clusters. Five of the 
teachers exemplified partial incorporation of skills 
and knowledges fostered by the university, and 
one teacher, Everett, showed a more comprehen­
sive incorporation of the skills and knowledges 
fostered at the university. When the effective­
ness factor is considered, the researcher divided 
the partial incorporation group into (1) partial 
incorporation-more effective, (Patsy, Jeff and 
Phil) and (2) partial incorporation-less effective 
(Erika and Thadd). It is important to note that 
the determination of effectiveness throughout 
this section is based on the researchers' careful 
observation and particularly on the teachers 
ability to attain quality movement responses 
from students, thus helping students to gain 
motor skills. The researchers were qualified to 
make such criterion referenced judgments be­
cause, in addition to years of teacher education 
experience, they were "conversant with the re­
search literature" which was a criteria suggested 
by Eldar, Seidentop & Jones (1989, p. 190). 

More Comprehensive Incorporation-More 
Effective 

It appears from both the interview and video 
examples that Everett, the more comprehensive 
incorporation teacher, attempted to incorporate 
to his current teaching almost all of the skills 
and knowledge which were part of the univer­
sity program. This teacher is quite effective in 



helping students learn motor skills; he also had 
a high score on the Individual Teaching Effi­
cacy Scale (see Table 2). He believes strongly 
that his job is to help students become "skillful 
movers". 

We have just as much responsibility to make 
them skillful in moving activities as teachers in 
math, science and reading do to prepare them 
to deal with those kinds of things when they 
get out of school. 
During his preservice work, Everett, was con­

sidered a model student. Dr. Walters described 
this teacher as a potential "role model" for 
everyone in the state. In all facets of teaching it 
seemed that Everett was committed to being the 
best possible teacher. For example, Everett is a 
strong manager. He stated that, "I think that I 
had management under control by the first nine 
weeks," Everett's self-assurance as a manager 
contrasts the finding that one of the strongest 
concerns of beginning teachers is class manage­
ment and discipline (Veenman, 1984). In the 
analyzed lesson, only nine percent of his class 
time was used in management (see Table 3). 
About the effects of his teaching, Everett said, "I 
wouldn't be doing my job if I didn't think I 
made much of a difference. I do, I think that the 
kids are improved." This teacher felt successful 
at helping students improve motor skills when 
students met skills objectives by the end of the 
unit. He frequently uses videotaping to analyze 
students' movements and help students analyze 
their own patterns. 

Everett stands out because of his tenacity in 
attempting to be effective. First, it appears that 
he truly attempts to teach every lesson effec­
tively; in his own words he "gives it what (he) 
has" for every lesson. He is consistent. It is 
believed that if one of his teacher educators 
came to observe Everett, they might say, "this is 
the type of teaching we attempted to cultivate." 

Partial Incorporation-More Effective 
Patsy, Jeff and Phil are placed into partial 

incorporation-more effective group. The re­
searchers believe that these teachers imple­
mented most of what was presented to them at 

the university in their inservice teaching. Al­
though they have not fully incorporated all 
program aspects, they are effective in helping 
students learn motor skills. 

According to Steen (1985), beginning teach­
ers apparently reject or "forget" many skills and 
commitments that they were taught in college. 
For teachers in this group, because of the cog­
nitive information they shared, it is more likely 
that some skills and commitments have been 
modified to fit their own personaUties and teach­
ing conditions, rather than forgotten. 

Three factors related to the teaching context 
and perceived outcomes appear most respon­
sible for the choices of teaching emphasis by the 
three teachers. The first factor is related to the 
affect of the students whom they teach. These 
teachers are very concerned about the feelings 
and attitudes of their students. They beUeve that 
utiUzing some of the skills and knowledge 
learned to the extent promoted by the university 
might inhibit positive student affect. Dr. Strong 
described how Patsy might not be the strongest 
manager of the learning environment among 
the six teachers because, "she doesn't buy into 
teacher control, teacher domination . . . she has 
an extreme sensitivity to people and students." 

Jeff, in another example, expressed concern 
over "pushing" students too much. "The ones 
that aren't [naturally skilled], I think I can push 
them as far as I can without getting them 
frustrated. I don't like a student to get frus­
trated at doing something." Phil described an­
other aspect of his relationship with students as 
a desire to please his students. He had replaced 
a "well liked" teacher and he felt that in a sense 
he had to win over the students from the former 
teacher. "I spent more time trying to explain 
myself than I did teaching." He also indicated 
that students' attitudes often caused him to 
hurry through refinement tasks. He felt he 
"loses kids" when he tries to refine skills so he 
"goes ahead and moves more quickly" than he 
feels he should. When he commented on his 
frequent use of extension tasks, he said that he 
used extension tasks to "try to stop them [stu­
dents] from getting bored, for one thing, to give 



something to think about and to make it more 
interesdng for them." In the observed lesson 
Jeff had three refinement tasks and two exten­
sion tasks (see Table 4). 

Due to their concern for students' feelings, 
Patsy, Phil, and Jeff allow student feelings and 
behaviors to control curricular and instructional 
decisions more than Everett, who demonstrated 
a more complete transference of teaching skills. 

The second and third variables responsible 
for these teachers' choices to modify what they 
learned in their professional preparation are 
related to dme and energy levels. The teachers 
do not feel that they have enough dme to 
adequately plan or evaluate their teaching and 
do not have time to effectively teach students 
each week. 

They each described how the lack of dme 
affected their teaching. Patsy listed her extra­
curricular responsibilities which included: orga­
nizing programs for the parent-teacher group, 
coordinadng field days, and leading inservice 
workshops. These commitments took away from 
the dme she could devote to specific teaching 
related activity. Jeff discussed how he could be 
even more effective if he could spend more time 
with which class every week. He also said that he 
wished he could focus longer on each content 
area. 

A lack of time was one major reason Phil gave 
for being unable to effectively evaluate his teach­
ing. 

I don't really have all the time to sit down and 
make some notes and say this worked well and 
this didn't... the only time I have is about 35 
minutes for lunch. So, I don't have time to 
evaluate myself. 
Relatedly, a shortage of physical energy is also 

a reason why these three teachers do not incor­
porate all that they learned. Patsy said that she 
did her best teaching after school breaks. Even 
on a weekly basis a period of rest caused her to 
change her teaching. "Sometimes I don't do the 
best teaching . . . I will turn back around maybe 
after I have had a restful weekend. I'll start 
doing my job like I should again." She also 
explained how a lack of energy had directly 

affected her teaching because she allowed stu­
dents to stay on task for an excessive amount of 
time. "They would be right on task. So, I was 
happy and they were happy. I really should 
have gone on to something else, but my mind 
was really tired." In the observed lesson Patsy 
had seven task changes (see Table 4). 

Partial Incorporation-Less Effective 
The other two teachers, Erika and Thadd, 

also incorporated parts of what was presented at 
the university. Their teaching behavior was simi­
lar to the three teachers just discussed, with one 
major exception. Erika and Thadd were less 
effective in teaching motor skills. The critical 
difference between these teachers and the oth­
ers is that Erika and Thadd do not teach for or 
expect quality motor responses from their stu­
dents. It is important to note that these two 
teachers are "good", but not effective teachers 
(Berliner, 1987). They are both professional 
and truly want to be effective teachers, however, 
they fail to teach for high quality student move­
ment responses. In the analyzed lessons, each 
teacher had two refinement tasks. Refinement 
tasks should communicate the teachers concern 
for quality performance. The researchers be­
lieved that Erika and Thadd have lower expec­
tations for students learning in physical educa­
tion than the other teachers in this study. They 
do not hold students accountable. Erika sees no 
difference between holding students account­
able for good quality work and pushing them. 
She explains, "pushing them is hard, pushing 
them through the stages and through lessons is 
hard." She believes that students are less moti­
vated when they are "pushed" during the les­
son: 

Yes, like they practice hard. I know that it is 
important. I know that they are not going to 
get any better if they are not actually doing 
the task. But you are going to lose—I would 
lose 50% of my kids' motivation if I took that 
teaching and goal, if I were rigid. I would lose 
them. So, I guess it is important to get good 
rapport. 
In addition to the variables noted in the 



previous section (student affect, dme available 
and teacher energy) other variables may contrib­
ute to the ineffectiveness of these two teachers. 
These teachers may not have acquired the skills 
they needed to be effective during their under­
graduate program. It happens that both of these 
teachers are fourth-year teachers. It should also 
be noted that during these two teachers' preser­
vice education curriculum, curricular changes 
were being implemented in the teacher educa­
tion and they did not receive the full "new 
curriculum". 

Analysis of Instructional Behavior 
The teaching behavior of selected teachers 

will be described in the following secdon. In the 
interest of efficiency and thoroughness, only 
three teachers will be represented. First will be, 
Everett, the comprehensive incorporation, 
more-effective teacher, then Patsy a partial in­
corporation, more effective teacher, and last will 
be Erika a pardal incorporadon, less effective 
teacher. 

Everett In a self-descripdon of a typical lesson, 
Everett, a middle-school teacher, said that stu­
dents are given three minutes to be dressed out 
and in the gym. There is a warm-up task written 
on the board which students read and then 
warm-up independently. Popular music is 
played at this dme. After the warm-up students 
come together and Everett presents the initial 
task. At this dme students are ability grouped. 
Everett teaches interactively and provides feed­
back undl the closure which ends approximately 
three minutes before the bell rings. 

In the observed lesson, Everett taught "strik­
ing with short handled implements" to sixth 
graders. This was the second lesson in a Pickle 
Ball unit. In this lesson Everett used a unique 
method of developing content which did not 
include any refinement tasks. After the inform­
ing task he had 15 extension tasks and two 
application tasks (see Table 4). His extensions 
were very slightly more difficult than the pre­
ceding task, so that he was able to get good 
quality movement before he had students work 
on a different extension or application task. It 

should be noted that Everett was also frequently 
observed refining students' movement quite ef­
fectively in lessons which were not analyzed. 

Everett indicated that he changes tasks "when 
about three-fourths of the class are doing the 
skill" at the expected level. He individualizes 
tasks for those students who are not ready to 
change focus. He said that he seldom presents a 
task without a demonstration and prefers to 
have students demonstrate. In the observed 
lesson, Everett only included a demonstration 
for about one-third of the tasks. The reseacher 
observed that the absence of demonstrations 
often occurred for tasks that were only moder­
ately different from the previous task. For ex­
ample, a demonstration was not used when he 
extended a task from striking a ball with a racket 
while walking to striking a ball while jogging. 
Summary cues were not often utilized in the 
observed lesson. Everett said that he found the 
use of summary cues more advantageous with 
individual skills than with game play. 

Everett is very conscious of the way that dme 
is used in his lessons. He is sure that his students 
are getdng "a lot of activity dme." In the ana­
lyzed lesson his students activity time constituted 
approximately 61% of the clas's. Thirty percent 
of class time was spent on instruction and 9% in 
management (see Table 3). Everett's use of class 
dme and his scores on the psychometric inven­
tory in relationship to the other teachers in the 
study was examined by the researcher. Everett 
had a higher percentage of activity time and a 
lower percent of management dme than the 
other teachers. He had a relatively high indi­
vidual teaching efficacy score (according to the 
TES score) (see Table 2). 

Patsy When asked to describe a typical lesson, 
Patsy reported that students generally read the 
first task on the board outside her class, then 
come in and begin work on that task. When 
everyone has been working quietly for a few 
minutes, she stops the class and gives an over­
view of the lesson. Patsy tells the students what 
they should be able to do by the end of the class 
and also has the objective written on the board. 
Next she gives the extension tasks until refine-



ment or application tasks are needed. This 
process continues throughout the lesson. Patsy 
provides a reflection time toward the end of 
class for students to talk about what they did 
during class. 

In the observed lesson, Patsy taught "taking 
weight on hands" to third graders. This was 
approximately during the middle of the gym­
nastics unit. There were eight tasks in the lesson, 
one informing, one refinement and six exten­
sion tasks (see Table 4). When asked what she 
considered when she changed tasks, Patsy re­
sponded that she tries to observe students "mo­
tor responses, what they are doing or how we 
can do it better." Patsy said that she tried to 
include a demonstration in each task presenta­
tion. In the observed lesson she used full dem­
onstrations for six tasks (see Table 4). 

Patsy expressed great concern about her use 
of class time. She strives for high activity time 
for her students, but she believes she spends too 
much time talking. Patsy was observed to use 
63% of class time instructing, 17% in manage­
ment, and 20% with students engaged in activity 
(see Table 2). This activity time is well below the 
percentage advocated by the university. The 
researcher's analysis revealed that this low activ­
ity time was partially due to an attempt to let 
students express themselves in class discussions 
and demonstrations. Also related to use of time. 
Patsy tended to give long tasks presentations, yet 
she was the teacher who most frequently used 
summary cues. 

Erika Erika indicated that in a typical lesson 
students practice skills and then move into game 
play. She said, "They know that we improve our 
skills, that's first and foremost, and then, if we 
are ready for a game, we will play a game." She 
has her fifth and sixth graders eventually play 
modified games, while seventh and eighth grad­
ers play games with most of the conventional 
rules. 

In the analyzed lesson, seventh graders were 
in the initial lesson of a volleyball unit in which 
the overhead pass was being taught. Erika had 
two refinement tasks and four extension tasks 
(see Table 4). Erika discussed the difficulty that 

she had in developing content as she would like. 
She indicated that while "she wants to practice, 
the students want to play the game." 

These kids get bored to death. They will sit 
down. They won't even participate. You have 
to give them more credit for being skilled, 
that's the hardest. They can't see the whole 
thing, that's the hardest part in refining-is 
that they get bored going back. 
The researcher did not observe good quality 

movement by the students in Erika's classes. 
Students were cooperative and were giving what 
appeared to be reasonable effort, but quality 
movement was not expected or cultivated by the 
teacher. 

Erika said that she uses extension tasks when 
she sees "enough quality, when they show me 
what I want." She tries to make her extension 
tasks appropriately progressive so that she does 
not have to refine often. 

She indicated that she uses summary cues and 
demonstrations when she presents a task. Stu­
dents are encouraged to verbally repeat the cues 
as they practice. In the analyzed lesson all seven 
tasks had full demonstrations, while summary 
cues were used infrequently (see Table 4). In the 
analyzed lesson Erika used 37% of class time 
with students in activity, 41% in instruction and 
22% in management. 

Conclusions and Recommendations 
A goal of the teacher education program at 

the university was to have teachers incorporate 
what they learned in college to inservice teach­
ing. At the risk of oversimplifying the results of 
this research, it does appear that, at least to 
some degree, the teachers have incorporated 
many of the skills which they demonstrated as 
undergraduates (see Tables 1 &: 4), to their 
inservice teaching. The professional prepara­
tion program at the university was relatively 
successful in helping these prospective physical 
education teachers become more effective teach­
ers. It is clear that their preservice education 
had some influence on their current beliefs and 
practices. For these teachers, this research does 



not strongly support teaching as biographical 
nor that what the teachers learned as under­
graduates has "washed out". 

Generally, the participants reported that their 
view of the purpose of physical education was 
similar to that of their teacher educators. All six 
teachers said that they made a difference in 
students' motor skills and their scores on the 
Individual Sense of Teaching Efficacy Scale 
were relatively high. Each of the six teachers 
indicated that they were aware of their use of 
dme and strived to keep practice dme high and 
management and instruction dme low. Only 
Everett responded that he was proud of his use 
of dme. Several teachers had higher instrucdon 
time than would be advocated by the university 
program. All teachers condnue to teach in the 
interactive method which they demonstrated at 
the university. 

Since some success has been achieved, the 
teacher educators should condnue the well-
established preparadon process, while also striv­
ing to improve the programs' effectiveness in 
developing skills and helping them to transfer to 
different teaching settings. 

First, the teachers in this study all indicated 
that they believe that the main purpose of 
physical education was to help students learn 
motor skills. This has led to the adoption of a 
similar framework (university promoted) by pre­
senting content and managing the learning en­
vironment among the teachers in this study. 
Each teacher, however, had a unique teaching 
orientation or style for helping students acquire 
motor skills. Perhaps during the undergraduate 
experience students should be encouraged to 
begin to identify their own "teacher value sys­
tem" so that they become more reflective and 
explicidy evaluate teaching methods and cur­
ricular decisions according to their own per­
sonal philosophies. 

It might also prove beneficial to have preser­
vice teachers involved in forecasting conditions 
that they will encounter in their first teaching 
positions. An awareness of potential impedi­
ments to teaching effectiveness and strategies to 
combat these detrimental influences should be 

developed before they have completed their 
teacher preparation program. Some of the ob­
stacles to teaching effectiveness found by the 
teachers in this study were a feeling of wanting 
to accommodate student's desires in many as­
pects of teaching, becoming physically tired 
from teaching, and maintaining enthusiasm in 
the face of repetitive lessons. 

Forecasting and developing strategies for 
these types of teaching hurdles could be done 
through thorough discussions with other stu­
dents, faculty members and experienced teach­
ers. Seminars could be conducted which address 
time management, the development of coping 
skills and the benefit of networking with other 
new and experienced teachers. Other strategies 
could include having a guest panel of "expert 
teachers" address pertinent issues and having 
students work with interactive video disk to help 
develop reasonable plans to deal with future 
detrimental influences in the teaching environ­
ment. 

It appears that the preparation programs has 
been relatively successful in helping students 
learn to extend tasks for content development. 
However, the teacher educators should help 
preservice teachers develop a better understand­
ing of the design and use of application tasks. 
There appears to be some confusion as to 
whether to include application tasks which are 
cooperative or competitive in nature. The con­
fusion apparently contributed to a lack of appli­
cation tasks in the participants' teaching. The 
program should continue to emphasize the im­
portance of refining movements for quaUty mo­
tor responses. The recent emphasis on refine­
ment has made a difference in the more recent 
graduates. All of the teachers in this study were 
skillful managers of the learning environment, 
which the researchers and teachers linked to the 
teachers' undergraduate experiences. The 
teacher educators should also continue to con­
centrate efforts on helping preservice teachers 
to use teaching time wisely. 

A specific research recommendation for the 
university is to conduct true longitudinal studies 
which examine influences on teaching which 



were illuminated in this research. Researchers 
could udlize the existing rich data base collected 
in the teacher preparation program which exists 
from extensive videotaping of undergraduate 
teaching performances. Further, a second phase 
follow-up study should be made of the subjects 
from this study, particularly of the four who 
were only in their first two years of teaching. 

References 

Berliner, D. (1987). Simple views of effec­
tive teaching and simple theory of class­
room instruction. In D. Berliner 8c B. 
Rosenshine (Eds.), Talks to teachers (pp. 
93-110). New York: Random House. 

Borg, W. (1979, March). Time and school 
learning. BETS Newsletter. 

Burton, H . (1977). Teacher education 
graduates and their perceptions of pro­
grams. Journal of Social Studies Research, 
50(3), 486-598. 

Copeland, W. (1980). Student teachers and 
cooperating teachers: An ecological rela­
tionship. Theory into Practice, 18, 194-199. 

Doyle, W., & Ponder, G. (1975). Classroom 
ecology: Some concerns about a neglected 
dimension of research on teaching. Con­
temporary Education, 46, 183-188. 

Edgar, D., &: Warren, R. (1969). Power and 
autonomy in teacher socialization. Jowrna/ 
of Teacher Education, 42, 386-399. 

Eldar, E., Seidentop, D., & Jones, D. (1989). 
The seven elementary specialists./oi^rntt/ 
of Teaching in Physical Education, 8(3), 
189-197. 

Falcone, N. (1978). The products of a 
teacher education program (Doctoral dis­
sertation, Columbia University Teachers 
College, 1978). Dissertation Abstracts Inter­
national, 39, AAD78-10878. 

Feiman-Nesmer, S. (1983). Learning to 
teach. In L. Shulman and G. Skyes (Eds.) 
Handbook of teaching and policy (pp. 150-
170). New York: Longman. 

Freedman, M. (1985). Research on 
follow-up of teacher education: Promise 
for the future. In C.L. Vandein Sc J .E. 
Nixon (Eds.), Physical education teacher edu­
cation (pp. 156-162). New York: Mcmil-
lian. 

Freibus, A. (1973). Agents of socialization 
involved in student teaching. Journal of 
Educational Research, 70, 263-268. 

Gibson, S., Sc Dembo, M. (1984). Teacher 
efficacy: A construct validation./oitrna/ of 
Educational Psychology, 76(4), 569-582. 

Guba, E., Sc Lincoln, Y. (1981). Effective 
evaluation: Improving the usefulness of evalu­
ation results through responsive and natural­
istic approaches. San Francisco: Jossey-
Bass. 

Hoy, W. (1968). The influence of experi­
ence on the beginning teacher./oiirna/ of 
Educational Research, 76, 312-23. 

Lacey, C. (1977). The socialization of teachers, 
London: Methun. 

Lawson, H . (1983a) (part 1). Toward a 
model of teacher socialization in physical 
education: The subjective warrant, re­
cruitment, and teacher education. Journal 
of Teaching in Physical Education, 3(1), 
3-11. 

Lawson, H . (1983b). (part 2). Toward a 
model of teacher socialization in physical 
education: Entry into schools, teachers' 
role orientations, and longevity to teach­
ing. Journal of Teaching in Physical Educa­
tion, 3(2), 12-20. 

Lawson, H . (1989). From rookie to veteran: 
Workplace conditions in physical educa­
tion and induction into the profession. In 
T. Templin Sc P. Schempp (Eds.), Social­
ization into physical education: Learning to 
teach (pp. 145-164). Indianapolis: Bench­
mark Press. 

Leith, G. (1982). The influence of person­
ality on learning to teach: Effects and 



delayed effects of microteaching. Educa­
tional Review, 34(3), 195-204. 

Locke, L. , & Dodds, P. (1984). Is physical 
education teacher education in American col­
leges worth saving? Evidence, alternatives 
and judgements. In Struna (Ed.), NAPEHE 
Annual Conference Proceedings: Vol. 5 
(pp. 91-107). Champaign, IL: Human 
Kinetics Publishers. 

Lortie, D. (1975). Schoolteacher: A sociological 
study. Chicago: University of Chicago 
Press. 

McDonald,]. (1980). In Griffin, G. (1985). 
Teacher induction: Research issues./ot^r-
nal of Teacher Education, 7(36), 42-46. 

Miles, M. , & Huberman, A. (1984). Qualita­
tive data analysis. Newberry Park, CA: 
Sage. 

Puritt, K., & Lee, J . (1978). Hidden hand­
cuffs in teacher education. Journal of 
Teacher Education, 29(5), 69-72. 

Rink, J . , & Werner, P. (1989). Qualitative 
measures of teaching performance scale. 
In P. Darst, D. Zakrajsek, & V. Mancini 
(Eds.), Analyzing physical education and sport 
instruction, (2nd ed.). Champaign, IL: Hu­
man Kinetics. 

Rist, R. (1979). Ethnography: On the trans­
formation of a method into a movement. 
Educational Researcher, 9, 8-10. 

Schempp, P. (1985). Becoming a better 
teacher: An analysis of the student teach­
ing experience. Journal of Teaching in 
Physical Education, 4, 158-166. 

Silverman, R., & Deichman, J . (1974, Octo­

ber). Modeling as an important technique 
in teacher training. Kappa Delta Pi Records, 
pp. 23-27. 

Snyder, M. (1981). Impression management: 
The self in social interaction. In Wrightsman 
8c C. Deaux (Eds.), Social Psychology in 
the 80's. Montery, CA: Brooks/Cole. 

Steen, T. (1985). Teacher socialization inphysi-
cal education during early training experi­
ences: A qualitative study. Paper presented 
at the National Convention of the Ameri­
can Alliance for Health, Physical Educa­
tion, Recreation and Dance, Atlanta, GA. 

Templin, T. (1979). Occupational socializa­
tion and the physical education student. 
Research Quarterly, 50, (3), 490-493. 

Templin, T. (1989). Running on ice: A case 
study of the influence of workplace con­
ditions on a secondary school physical 
educator. In T. Templin & P. Schempp 
(Eds.), Socialization into Physical Education: 
Learning to teach (pp. 165-198). India­
napolis: Benchmark Press. 

Veenman, S. (1984). Perceived problems in 
beginning teachers. Review of Educational 
Research, 54(2) 143-178. 

Zeichner, K. (1980). Myths and realities: 
Field-based experiences in pre-service 
teacher education./o^^ma/ of Teacher Edu­
cation, 31 (6), 45-41. 

Zeichner, K., & Tabachnick, B. (1981). Are 
the effects of university teacher educa­
tion 'washed out' by school experience? 
Journal of Teacher Education, 32(3), 7-11. 


