Louisiana State University

LSU Digital Commons

LSU Historical Dissertations and Theses Graduate School

1988

Thinking Processes, Management Routines and Student
Perceptions of Expert and Novice Physical Education Teachers.

Karyn R. Nelson
Louisiana State University and Agricultural & Mechanical College

Follow this and additional works at: https://digitalcommons.Isu.edu/gradschool_disstheses

Recommended Citation

Nelson, Karyn R., "Thinking Processes, Management Routines and Student Perceptions of Expert and
Novice Physical Education Teachers." (1988). LSU Historical Dissertations and Theses. 4587.
https://digitalcommons.Isu.edu/gradschool_disstheses/4587

This Dissertation is brought to you for free and open access by the Graduate School at LSU Digital Commons. It
has been accepted for inclusion in LSU Historical Dissertations and Theses by an authorized administrator of LSU
Digital Commons. For more information, please contact gradetd@Isu.edu.


https://digitalcommons.lsu.edu/
https://digitalcommons.lsu.edu/gradschool_disstheses
https://digitalcommons.lsu.edu/gradschool
https://digitalcommons.lsu.edu/gradschool_disstheses?utm_source=digitalcommons.lsu.edu%2Fgradschool_disstheses%2F4587&utm_medium=PDF&utm_campaign=PDFCoverPages
https://digitalcommons.lsu.edu/gradschool_disstheses/4587?utm_source=digitalcommons.lsu.edu%2Fgradschool_disstheses%2F4587&utm_medium=PDF&utm_campaign=PDFCoverPages
mailto:gradetd@lsu.edu

INFORMATION TO USERS

The most advanced technology has been used to photo-
graph and reproduce this manuscript from the microfilm
master. UMI films the text directly from the original or
copy submitted. Thus, some thesis and dissertation copies
are in typewriter face, while others may be from any type
of computer printer.

The quality of this reproduction is dependent upon the
quality of the copy submitted. Broken or indistincet print,
colored or poor quality illustrations and photographs,
print bleedthrough, substandard margins, and improper
alignment can adversely affect reproduction.

In the unlikely event that the author did not send UMI a
complete manuscript and there are missing pages, these
will be noted. Also, if unauthorized copyright material
had to be removed, a note will indicate the deletion.

Oversize materials (e g maps. drawings, charvts) are re-
produced by sectioning the original, beginning at the
upper left-hand cerner and continuing from left to right in
equal sections with small overlaps. Each original 1s also
photographed in one exposure and is included 1n reduced
form at the back of the book. These are also available as
one exposure on a standard 35bmm slide or as a 177 x 237
black and white photographic print for an additional
charge.

Photographs included in the original manuscript have
been reproduced xerographically in this copy. Higher
quality 6" x 9” black and white photographic prints are
available for any photographs or illustrations appearing
in this copy for an additional charge. Contact UMI directly
to order.

Ut



Order Number 8804550

Thinking processes, management routines and student
perceptions of expert and novice physical education teachers

Nelson, Karyn B, Ph.l).

The Lowsiana State University and Agcultural and Mechanical Cal | 198H

U-M-1

UKYSN Joeeh Rd
Ann Arbor, MR 106



Thinking Processea, Management Routines and
Student Perceptions of Expert and Novice
Physical Education Teachers

A Dissertation

Submitted to the Graduate Faculty of the
Loulslana Btate University and
Agricultural and Mechanlical College
in partial fulfillment of the
requirements for the degree of

Doctor ot Philosophy

in

The School of Health, Physical Education,

Recreation and Dance

by
Karyn R. Nelson
B. 8., Auburn University at Montgomery, 1978
M. S., Loulsiana State University, 1983

August, 1988



ACKNOWLEDGEMENTS

The years spent In graduate study hold many memorable
experlences for me, particularly this final year. From
tne day my data and the VCR were stolen to when my video
camera was broken, there were many individuals who
encouraged me to "stick it out” through the rough moments.

Flrst, 1 am gratefully indebted to the teachers,
student teachers, and students for thelr particlipation 1In
this study. I learned so much and can only hope to share
their thoughts, ldeas, knowledge, successes and failures
with future students. Obviously, this project could not
have been ccnmpieted without each particlipant's devotion to
the task. The teachers and student teachers reminded me
of the complexities of 1l1lfe in schools and the students
constantly reassured my bellefs in my reascons for wanting
to learn more about successful teaching. I would also
like to thark the East Baton Rouge Parish zdministrators,
support faculty and staff members at each cf the
particlipating schools for accomodating and welcoming me to
their campuses.

There are a number of former and present qraduate
students who laughed, listened, cried and complained with
me . To Debbie Howell, Madge Ashy, Karen Greenockle, Sue
McPherson, Kathi Thomas and Cralg Chamberlin, thanks for
being there during the "crazies"! I wish to also extend a
special acknowledgement to Debble Miller for her
volunteered assistance as external teacher evaluator and
to Sophie Bertrand for years cof speclal friendship.

It is difficult to adequately express my appreciation
to Dr. Amella Lee, my major professor and to Dr. Jerry
Thomas, who provided me with the moat wvaluable
assistantahlp anyone could experience. You have both

contributed so much to my thirst for knowledge by always



challenging me, yet offering the guldance and advice 1
needed along the way. Gratitude is also extended to other
committee members, Drs. Dennis Landin, Chad Ellett, Don
Franks and Richard Magill for their recommendations.
Another supportive protfessor, Dr. Richard Lomax will
always be held in highest regard for his excellent
teaching and personal assistance ln my studles.

The members of my famlly have been the backbone of
support for me. My mother, Kay Rayhill, my sister, Peggy
Smlth and my aunt, Pat Rayhill have been there to cheer me
on every step of the way, regardless the undertaking.
Their unconditional love and support have meant so much to
me. 1 also wish to thank my stepdaughter, Kristi, for
acceptling and understanding me and providing sc much
laughter, love and fun to my 1ife.

Finaliy, my husband, Jack, and son, Jared have
certalnly had to sacrifice on my behalf. To Jared...for
getting up in the middle of the night to sleep in the
chair while I was writing, asking your friends to "guiet
down, my mom's working on her dissertation”, or just
giving me a hug when 1 really needed it, I will always
cherish your speclal way of showling love and
undersianding. To Jack...how can 1 thank someone who
completely changed my life? My gratitude for your
considerateness, devotion, wisdom and encouragement cannot

be expressed.



DEDICATION

My father, Robert Rayhill s greatly responsible for
my abllity to persist through any difficult endeavor.
Even though he is gone, the things he taught regarding
hard work, determination and putting forth your best

eftfort remain with me.



Foreword

This manuscript iIs written in the format of the
American Psychological Association. The body of the paper
is presented in the format of submission for publication
to scholarly Journals. Additional information concerning
measurement ilnstruments and procedures, statiastical
procedures, tables, and atudlies reviewed for the study are

presented in the appendices.
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Abstract

Thias study examined thought processes lncluding
problem-solving and interpretations of instructional
situations of expert and novice physical educatlon
teachers at two grade levels., Four expert and four novice
teachers (two each at the third grade and two each at the
seventh grade) participated in the study. Thoughts,
concerns, decislions, and awarenesses of expert and novice
teachers during instruction wera evaluated as well as
thelr students' perceptions of the instructlon. A total
of 144 students were Interviewed. Class rules and
management routines established during the first week of
the school year by two of the expert teachers {one at each
grade level} were also ldentified and discussed. The
results revealed substantlal differences between expert
and novice teachers Jn thelr thlnking processes. The
experts in thls study resembled experts who have been
investigated in the classroom and other fields,
Speclfically, the expert teachers when compared to novice
teachers: (a) could more accurately Interpret situational
events pertaining to instruction, (b) achleved greater
insight and made more inferences from pertinent teacher
and student behavior cues available to them, (c) provided
more descriptive itnformation and included more creative
solutions to problema presented to them, (d) were more
concerned with individual student needs {n both
hypothetical and real situations, (e) focused on pupll
learning and attentlveness to a greater extent in both
hypothetical and actual lnstructlonal situations, (f)
primarily based decislons during interactive teaching on
student skill performance, with a low percentage of
management concerns, and (q) stimulated their students to

apend more claass time (three-fourths of Instructional

a



time) thinking about skill performance and activity
concepts and less time being confusel about procedures,
drtlls, skill performance and class routlnes. The two
expert physical education teachers =szelected for detalled
atudy spent considerable time dAuring the first week of
school Introducing and rehearsing effective class routines
whicnh were malntained throughout the year. The novice
teachers in this study were concerned primarily with

managerial and procedural facets of instruction.



The 1985 American Educational Aasociation
Presidential address by David Berlliner, "In 8S8earch of the
Expert redagogue® (Berllner, 1986), focused attention on
the expert/novice paradigm in education (lncluding
physical education). Although some researchers had
2lready addressed the topic (e.g., Housner & Griffey,
1985; Lelnhardt, 1983; Sherman, 1979; 1982}, more recently
a4 number of studles have focused on the study o1t
expertise, both in classrooms and In the gymnasiun
(Berliner, 1987; Carter, Cushing, Sabers, Steln, &
Berliner, in press; Carter, Sabers, Cushing, Plnnegar, &
Berliner, 1987; Howell, 1987; Lelinhardt & Greeno, 1986;
lbeinhardt, Weldman, & Hammond, 1987; Bhulman, 1986; 1987).
Typlcally, these studies have explored whether expert
teachers exhibit similar characterlistics as experts in
other fields. Research on expert/novice differences in
teaching evolved from cognitive psychology studies which
were based on the early work of de Groot (1965), who
explored memory and information processing of expert and
novice chess players. During the 1970's Chase and Simon
(1973a, 1973b) expanded de Groot's findings about memory
processes and problem solving of expert and novice chess
players. Subsequently, Chi (1978) examined memory recall,
contrasting high- and low-knowledg: children in chess
ski1l11l and Chi and Koeske (1983) studied the
characteristics of a child with expert knowledge regarding
dinosaurs.

Other studies of expertise have been conducted in
physlcs, radiclogy, spatlisl mapping, and baseball
knowledge. Summarizing the findings from these
investigations, Berliner (1987) reported that experts:

{1) often make inferences about objects and events;
whereas novices usually hold more llteral views of those

objects and events; (2) often classify problems to be

!
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solved at a relatively high level, while novices usually
classify problems by surface characteristics; (3) when
compared to novices, have fast and accurate pattern
recognition capablilitles; (4) are slower than novices In
starting to solve a problem, that is, they seem to take
longer examining the problem and building a problem
representation; (%) build different problem
representations than do novices; (6} when compared to
novices, show greater self-requlatory or metacognlitive
capabllities; and {(7) bulld competence slowly, over a
considerable length of time with considerable amounts of
practice. Berliner's initial investigations of
experlenced and novice teachers have demonstrated that
many of the same characteristics of experts across domalns
are also evident with classroom teachers.

Through systematlc analysis of the expert physlical
education teacher, Invaluable information may be obtalned
to benefit teacher preparation programs and tc better
understand the complexlties of teaching. Shulman (1987)
and Berliner (1986) both maintain that case Jjournals such
as those In law and the medical professiona might be
established through this 1ine of study, thereby
facilltating the underastanding of the teaching-learning
process. While the intern in other professions has the
advantaqge of consulting case journals when confronted with
both routine and unigue =ituations, these valuable sources
are not yet avallable in education. Additionally,
videotape libraries could be established which feature
expert teachers in actual aituations, establishing rules
and routines, conducting difficult Jlessons and handling
common discipline situations. The opportunlty to observe
and analyze "real life® models should provide valuable

learning experiences for future teachers.



Questlons regarding the expert teacher in physical
education are simllar to those which have been asked for
years about the outstanding athlete. What makes expert
teachers successful? what makes them unigque?
Specifically, how can some teachers effectively manage 30
to 40 students, provide stimulating activities, monitor
student performance while providing corrective feedback,
and still allow for individual Qlfferences? 1In contrast,
other teachers simply strive to "make it through the day".

The purpose of this research was to study expert
physical education teachers and compare these teachers
with novice teachers, in order to provide iInformation
about cognitions which precede behaviors In the gymnasium.
The study was conducted l!n four phases, each phase
designed to determine whether expert teachers in the
gymnasium resemble experts In other fields as well as the
classroom. Phase 1 was designed to describe and compare
how expert and novice teachers percelve, process, and
interpret class events and teaching situations in physical
education. Phase 2 focused on the interactive thoughts
and decislons of the two subgroups. Phase 3 examined the
thinking processes of students taught by experts and
novices and how these students perceive the learning
activities. Filnally, Phase 4 explored the rules and
management routines established dAuring the first week of

school by expert teachers.

Phase 1

Interpretation of Class Events and Teachling Situations

Recently, Berliner (1987) and Carter et al. (in
press) studled expert and novice teachers' perceptlons of

visuval information about classrooms to determine



difterences in processing and i{nterpreting actual
classroom data. SubJects were asked to describe and
discuss classroom management and Instruction while viewing
a slide presentatlon of sclence and mathematics lessons.
The findings revealed that, Iin yeneral, expert teachers
were better able to Interpret information and make
inferences about the data, whereas novices held more
literal views.

Typlcally, when compared to the novices, the experts
were able to recognlize the patterns presented quickly and
accurately. Novices di1d not usually perceive the same
cues, thus they were unable to make inferences in the same
manner as the experts. Moreover, when dliscussing
classroom management and instruction, the focus of the
experts was on the notion of work, that 1s, students
actively engaged In learning tasks. They exhibited
concern over student learning to a greater extent than adid
the novices and used thelr knowledge of classrooms to make
assumptions about what was happening in the slides they
viewed,

In a study reported by Hanninen (cited by Beritiner,
1987), three groups of teachers of the glfited were
compared in thelir analyses of five scenarlios or case
studies. Expert and novice saubjects were asked to read
and make recommendatlionz for each case. Expert teachers
reportedly used a higher-order syastem of categorization in
thelr analysis of each situation presented to them. The
author also reported a difference in mean times between
experts and novices In the analysis of the problem and the
sut.3equent scolution. This finding colncided with those
reported In cognitive psychology regarding the length of
time experts take to structure a problem s3o0lving activity
(Berliner, 1987).



Based on these preliminary results from the
educational literature, expert teachers resemble experts
in other fields in their ability to interpret and process
visual and aituational classroom information. Nou studtes,
however, have been desligned to study expert/novice
differences in the interpretation of events in the
gymnas fum. Thus, the speclific purpose of Phase 1 was to
investigate differences In interpretation of class events
and teaching situations by expert and novice physical

educatlion teachers.

Method

Selection vof Subjects

To address the Iissue of verification of expertise in
teaching, several factors were considered in the selection
process of expert physlical educatlion teachers. Flrst,
recommendations of outstanding teachers were solicited
from the East Baton Rouge Parlsh supervisor of physical
education. From these names, only teachers with 10 or
more years teaching experience at thelir present grade
level assignment were conslidered. One crjiterja of
expertise was efther consistent particlpation in a middle
school physical fitness assessment program, or student
participation and consistent performance in a parish-wide
elementary physlical fitness spring meet. From the names
of teachers meeting the initial criterlon, four teachers,
two at the elementary and two at the middlie school level
were selected. These four teachers had a reputation for
having excellent physlical educatlion programs and were
known by the investigator, who had taught for 6 years in
the local parish public school system at both elementary

and middle school levels. Other factors taken into



consideraticn were matching teachers for simliar teaching
experiences and the perceived likelihood that the
investigatc:r could establlish a trust-relationship with the
teacher so that open and honest responses could be
obtalned during interview seasions.

Following these preliminary steps, an external

tralned evaluator and the investigator separately assessed
the teachers' on-the-Jjob performance using a meritorious
teacher performance asseasment lnstrument, the Teacher
Assessment and Development System - Merltorlous Teacher
Performance Form (TADS-MTP}. The irstrument contalns 82
teacher behavior indicators clustered into four domalins:
knowledge of subject matter, techniques of lnstruction,
classroom management, and teacher-student relationships.
A score of 70 or greater was established as a criterion
ranking for teacher expertise. This score was based on
ncrmative data of teachers participating in a merit pay
structure.

To verlfy expertise, each teacher was videotaped on
two separate occasions and each lesson was analyzed
separately by the two trained evaluators. An overall
interrater agqgreement of .97 was establlished for the total
inastrument with coefficlents for each subcomponent ranging
trom .75 to 1.00. Two leasons for each of the elght
teachers were analyzed by both of the evaluators.

A description of demographic characteristics of the
expert teachers (M years teachlng experlence = 15.2) 1is
provided In Table 1.

Insert Table 1 Here

Novice teachers were students enrcolled in their
student teaching practicum in the School of Health,

Physical Education, Recreatlon and Dance at Loulsiana



State University (M age = 24 years). After completing
the process for university approval through the Human
Subjects Committee, and receiving permission from the
administrative personnel for East Baton Rouge Parlsh
School Board, informed consent forms were completed by aill
subjects. Additionally, subjects completed guestionnaires
which Included demographic data and their phllosophy and

goals of teachling.

Training of Teacher Evaluators

The two evaluators were trained during a university
supervision and instruction course by a university
professor who was one of the developers of the TADS-HTP.
First, the instrument was explained with full description
of each teacher behavior indicatcr. Second, videotapes of
several lessons across contexts and grade levels were
viewed and discussed In regard to scoring. Third, another
set of videotapes was shown and actually scored by the
evaluators. The results were compared with those of
expert evaluators and discussed where discrepancies
occurred. Next, the evaluators received fleld training by
assessing several lessons conducted at the University
Laboratory School. These assessments were then evaluated
by the university professor, and approval was obtained
regarding demonstrated competency In the use of the
instrument by the two evaluators.

The expert teachers surpassed the criterion score of
70 (ranglng from 72 to 81) and none of the novlce teachers
rated a 70 or greater (scores ranged from 20 to 63).

There was greater variabllity In performance assessment
among the novice teachers. The most consistent area of
weakness among the novice teachers was in providing

specific feedback and monitoring learner‘'s performance.



Procedures

Slide Presentaticocn. A slide presentation of an
advanced gymnastic lesson at a middle school was prepared
to examine how the expert and novice teachers percelve
visual inficormation about physical educatlion classes. A
slide presentation rather than a videotaping was chosen so
that subjects would have to infer more information about
the events that occurred.

Parental permission was obtained for the students
particlipating in the lesson used for preparation of the
slide sequence. The teacher and adminlstrative personnel
also submitted informed consent agreements.

A total of 59 slides was used in this task
representing a tull spectrum of class events encountered
from the time the students entered the class untill they
left for their next class. The teacher was asked to
tnatruct the class in a usual manner with one exceptloen.
The investligator selected three events a prlor!l which
would be typlcally encountered at one time or another in a
physlical education class. These three Incidents were: a
student not dressed for class participation (1.e.,
"sitting out"); an injury during class; and, a student who
is dressed for participation but does not engage in
activity for the majority of the class. Slides were
arranged seqguentlally.

The subjects were Instructed to observe the sequence
0of slides deplcting the physical education lesson and
following the viewing, to reconstruct the events of the
leason. They were told to write a story describiag what
had occurred along with theilr personal reaction to the
entlre lesson. 8o other informatlon was provided
regarding contextual factors or the teacher and student

characteristicas. This activity was designed to allow the



subjJects an opportunlity to become familiar with the lesson
from beginning to end iIn order to reflect on specific
events and students.

Afier the Initlal descriptions were completed, the
slides were viewed a second time. For this task, the
Instructions were tn stop the presentation to dlscuss any
of the slides they felt pertinent to classroom management
and instruction, Comments were audlotaped and later
transcribed.

Scenarioc Analyslis. During a separate testing

sesslon, teachers were presented five scenarlos of
fnstructional situations. Teachers were asked to read
each scenarlio and write a response detalllng how they
would react it the situatlion occurred durling their
teaching. The following issues were addressed: Scenario
1) classroom management and social relations; 2)
facillty/ curriculum problems and relating with other
faculty members; 3} teaching a low socioeconomlc astatus
student who is experiencing ridicule from classmates; 4)
teaching a high-skilled athlete who dislike=s routine
drills; and 5) evaluating an overweight child in a

fitness unit (see Table 2).

Insert Table 2 About Here

Using a scenario developed by Hanninen {(cited by
Berliner, 1987) as a guide, these scenarlios were
constructed to represent a varlety of real-life
experiences a teacher often encounters. The investigator
had experienced the events during years of teaching ln the
public aschools, so the scenarlos were true sltuations.
Five broad areas within the realm of teachling were

illustrated: management and discipline; soclial and



physical individual differences; curriculum design
challenges while coordinating activities with other
faculty members; evaluation of student performance; and
the emotional and social well-being of students regardless
of ethnicity, socloeconmic status, or religlous
affiliations.

Teachers were timed to determine the length of time
taken to begin recording responses and the total time
needed to complete the task. The scenarios were desligned
to approximate the length and style of scenarios used in
the Hanninen study (cited by Berliner, 1987).

Data Analysis

The typed protocols of the comments subjects made
after stopping particular slides or combinations of slides
were analyzed to determine 1f experts and novices dliffered
in (1) the total number of slides discussed, (2) beliefs
about sallent management and Instructional characterlistics
(l.e., what they chose to comment about), (3) the amount
ot accurate detall provided in the comments, and (4} the
abitiity to make inferences about objects and events.
Perceptions of the three events selected a priocri were
described In detall for the two groups of teachers.

Wrltten responses to the flive acenarlos of
instructional situations were analyzed to determline 1t
experts and novices differed in (1) the time needed to
complete a response, (2) the degree of detall provided and
the alternatives mentioned, and (3) how the problem

situations should be solved.
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Results and Discussion

Slide Presentation

Expert and novice teachers dld not differ in the
number of slides discussed (novices: M = 36; experts: M =
35}, nor the specific slides selected for discussion.
Thus, neither group of teachers seemed to show a pattern
in choosing events to make comments. Carter et al. (1987)
reported a more definite pattern among expert mathematics
and sclence teachers when stopping slides. In the present
study, one novice and one expert commented on nearly every
slide, while others stopped at various parts of the
lesson. One novice only remarkea about 10 slides, thus
the investigator stopped the presentation at 15 additional
pointas (these were not included 1n averaging number of
times subject stopped presentation). Only eilght slides
were commented on by all eight participants. However,
differences were found in the abllity to percelive and
interpret a physical education lesson.

The expert teachers responded 1n greater length and
detaill than the novices,. Experts repeatedly compared the
lesson to their own teaching experiences and readily
expressed opinlion about what they liked and disiiked about
the instruction and sltuation. They were better able to
view the entire setting, making observations on
facillities, students, and teacher actlons. In other
words, they were better able to make sense of all tacets
of the contextual cues. The novices, in comparison,
focused on one or two students, or perhaps, the teacher
and a student, rather than all the information available
from the slide. The following example=s and those used
throughout thlils paper are verbatim quotes taken from

transcripts ot teacher interviews and responses to written



reports. The quotatlons provided represent repetitive
emergent themes from all the transcripts. Words have been
placed in italics to highlight statements that were
repeatedly provided by the smsubjects.
Novice: (Slide 3) Here they're doing something...
either the teacher is giving instructions or calling
ragll or something. It's in a gym, {t'a wide open
space...all the students are =sitting down on the

floor...not in desks and they're sitting dressed

cut .
Novice: (Sl1ide 3) Okay, weli, I mean, she's in-
structing...she's telling them what she's expect-

ing..this is what we're going to be doing..this is
what I'm expecting of you, blah, blah, blah.....
Novice: (Sl11de 3) 1 think she's calllng roll.

Expert: {S51ide 3) 1 cannot bellieve the p.e. teacher
actually gets to ait down. I have never..oh, I meant
to say something about the bulletin board. I forgot
about that. Well, she's got a viaual aild, okay.....
that's good that she's got her visual aid up there
for her students..uh..and that she has a desk because
a lot of times you need something and you have to go
to your office to get it..that's a problem 1 have.
She has everything right there...that's terriflc!

She has mostly white students, Jjust a handful of
blacks and she has Jjust one boy. She has three black
girls and the rest white. So predominantly white
class with the boy, you know. She must be glving
some kind of instruction. It seems to take a long
time at the desk...I don't know...because {f she

just had to check roll, you could do it like that
{snaps fingers). £She's got toc be talking about

scmething. .because they seem very attentive. She

12



13

doesn't have any behavior problems.

Expert: {Slide 3) all right, th!s looks like the
teacher is beginning to take roll and tell the class
exactly what they're going to be doing today irlng
class..uh, probably during the beginning of tnhe class
...looks as |f some of the students are not dressed
out..at least one, anyway...she has on her school
clothes not dressed In gym shorts ...or gymnastic
leotards=s...the teacher has visual aids avallable ...
they seem to be payling attention

Expert: (§lide 3) s=she seems to be calling roll...
maybe giving a few pointers about what they'd be
doing for the day...uh, 1'm sure what eventa they'd
be worklng on..what apparatus, uh, which groups would
be working on which apparatus...uh, she seems to have
everybody's attention...they're lookling at her
Expert: (Slide 3) I like the informal...uh, I take
that approach, teco; but I don't like the teacher
sitting behind the desk...she can asit on the front of
the desk...that'd be all right, but I feel you mias
something and 1t makes her staring down at the klds
since they're spread out sitting on the f£loor. One
child has her back toward the teacher...where the
teacher cannot see them and uh, I don't like this..]
want all the kids where I can see them. But all the
kids seem to be listening to what she's saying...

The teacher 1is calling roll and giving lnstruction
for the day.

In the examples of the expert teachers, each teacher

remarked about student attentiveness. None of the novices

was concerned with pupil behavior. Instead, each novice

focused on teacher action, with one novice noting

iacilities and location of students. Novices simply



deacribed what was viewed, no inferences were made from
the observation. The implication made by the first expert
teacher regarding the length of time to take roll was
absolutely correct. This was a homercoom clams with the
teacher describing procedures to her students for a
Christmas project for needy children. This demonstrates
the expert's fast and accurate recognition of events
occurring in familliar settings. Thls finding concura with
those by Chase and Simon (1973) of expert and novice chess
players. The expert chess players were able to make fast
and accurate assessments of chess pleces placed on a cheasas
board. Because of the Inferences drawn regarding player
positioning, the expert chesas players could make more
succeasful game decislons.

In response to one of the management concerns which
the investlgator staged (1.e., student not dressing for
activity), the novice teachers only described the
situation rather than offer sclutlions. Conversely, the
experts freely communicated approval or dlsapproval and

presented suggestions to make class improvements.

Novice: (S1ide 12) One student way off back on
the stage sitting there. She's not dressed out so

maybe that's why she's not partliclipating. She's
not doing anything in particular...sitting and
watching.

Novice: (Slide 12) oOkay, here 1 notice this one
ztudent Just saltting in class. Uh, 1 don't know
whether she's sick or excused or 1f she just
refused to dreas out. To me 1t looks like she Just
pPlain refused. 8he's not dolng anything; she looks
like she's just sitting there.

Novice: (Slide 12} This one girl's not dressed out
...8he's just sitting there. I think she should do

[

3
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something...not jJust sit there,

Novice: (Slide 12) well, I couldn't tell, what I'm
assuming is that this is an on-lookar ... somebody's
Just walked in...maybe someone that's late to class
or someone who's hesitant about doing gymnastics...a
little scared so0 they're off in another area just

watching

Expert: {Slide 12) This one little girl Just sits
there. See, my idea of students not dressling..we,
uh...gtve them an assignment. We send them..we have
a place we send them. ! know not everybody has that
opportunity, but...I would make her do somethlng, not
jJust sit there. She could do a written report or
something. I1 think it helps..she might have a

doctor's excuse, or whether she's forgot her gym

suit, I think they ought to be given something to do
...1f ft's just read something on drugs and do a
report or 3Jjust any little thing, you know, than just
slt there, because a lot of them will just cop out
and not dress because they'l]l know they can simply
sit there.

Expert: (311ide 12) here i=m one girl on the astage
area...she's the one I notliced esarlier who is not

dressed out...uh, she could have a doctor's excuse

or something...but she's far away from the remalnder
of the class and she should be involved..

maybe with spotting or at least in a closer proximlty
to the rest of the students..she needs to learn just
llke everyone else in the class...the teacher doesn’'t
need to be worried about what she is dolng, elther...
if something is misaing from the teacher's desk or
any of the student's belongings...she may have to
take responsiblility...the doors are so close by...|if



she wants to leave, that's always a poss!ibility and
the teacher is responsible for her ...she's just not
tnvolved in the class {n any way....

The expert teachers, when compared to the novices,
displayed more sensitivity to involving all students in
the lesson. Both experts prnvided possible explanations
for the student behavior (i.e., doctor's excuse), while
only one novice suggested an excuse (li.e., she might be
sick). ©OCne novice misinterpreted the situation suggesting
the student just walked into the class and was afraid of
gymnastics. As Berliner (1987) reported, if novice
teachers cannot perceive the same cues, they cannot make
the inferences which gquide the experts' understanding of
the classroom. From atudies of expert and novice physics
students, Glaser (1987) suggests that the limitatlons of
novices' thinking are due primarily to their inability to
infer further knowledge from the literal cues in a problem
situation.

The following excerpts depict how the teachers
reacted to a non-participant physical education student,
which in this case, was the only boy in the class. As
with the incident with the non-dresser, thls particular
behavior was contrived a priori between teacher and

investigator.

Novice: (Slide 25) Okay, two things...the boy is..
it looks 1like he's trying to get himself "psyched up"
to begin work on that pommel horse..uh, but he's the
only one and that particular event..it's a male event
...but the glirls are moving pads around so they're
setting up thelir own area to work. 1 thought it was
funny the girls up in the area behind there. .watching

...they're saying, "Gosh, I wish we were down there

16



in gymnastics",

Novice: (8lide 25) The mats whould have already
been out there. Also, the boy, he's not doling
anything,

Novice: (Slide 25) The students are helping each
other pull out the mats. 1 also notice the boy ia
just sitting there and the other students from other
classes are watching.

Novice: (S1ide 25) Okay, obviously they need to add
some extra mats somewhere so she's assigned two
students to get this done. We have this other fellow
..he's kind of not sure if he's ready to participate
with all these girls in here

Expert: (§lide 25) These kids are looking through
these windows and they can't be paying attention to
thelr own teacher...and this poor dude..he wants to
do something..this guy Jjust lays on this horse..l
would Just like to khow his story...does he ever do
anythlng? He 3just leans on that thing the whole
class period. WwWell, she talked to him later, but
there was never a slide of him Jumping. That's not
falr'! You've got to think that he chose to be In
here, okay. Now why isn't he working like the girls
are? And these kids lIn the background here, now they
could cover those windows up. Those kids are looking
in and they can't be paying attention to their own
teacher. They were looking at this gymnastic class.
If I was the teacher in this other class, I know I'd
cover those windows wlth some poster paper..paint
them ..or something!

Expert: (Slide 25) 1 see a young man who's taking
in what's going on in the class but he's not taking
part In anything...he seems toc be just observing;

17
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he's not causing any dlstractions or anything..any
problems; but he's Just being a loner back there...
he kind of looks like he's trying to decide 1f he's
going to take part or not and I noticed later on that
she goes back there and talks to him...the girls look
ilke they're pullling out mats..so maybe it's an early
class Iin the day...and they're setting up...1is that
anothey class there behind the stage? It appears to
be...they look like they're watching you film I'm
sure...they want to get on camera. We're goliny to do
our stage like that, you know, encleose lt, but we're
not going to put any windows in it, that's for sure!
We don't want anything that is going to cause any
distractlions, you know, we want something...a closet
we can put them In and work with them by ourselves..
They should cover those windows..I'm sure the teacher
doesn't let that go on everyday...it must have been

the excitement of you belng there with the camera.

Expert: (81lide 25) Here the boy is leaning on the
end of the side horse...doesn’'t seem to know what

he's supposed to do or doesn't want to do it..two
girls are getting additional matting to use on the
bars to ralse themselves up to be 1n a better
pesition for spotting...there seems to be an
extension cord coming out the window of the atage
area which could possibly be a safety factor for
the boy at the horse. There's a group of students
locking out the windows from the other class...
quess they're interested in what's going on here
instead of paying attention to their teacher...
those windows need to be covered and could be done

s0 easily.
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As In the previous example, the experts display
concern over iInvolvement of all students, even the
attentiveness of students in another class. In fact, each
expert reported the same solution; that 1s, cover the
windows, so the two classes could not distract one
another. The novices noted the problem, but did not
suggest a way to alleviate (t. The experts also made some
very accurate inferences from this one aslitde. The boy had
chosen to be in this elective gymnastic class, 1t was an
early morning class...first hour, and the students needed
mats to elevate themselves for spotting purposes,

The final Incident which was constructed for purposes
of this study was of a girl falling from the uneven
paralle}! bars. Injuries are 1ilkely to occur at one time
or another itn the gymnasium or playing area, so it was of
tnterest to assess how the two groups of teachers would
react. Two slides prlor to the incident showed the girl
not paying attention to spotting technigues in her group
and then going toward the teacher to get the teacher's
attention. A serles of four slides illustrated the injury
scene: the girl on bars ready for dlsmount, the girl
landing face down on the mat, glrls from the group
surrounding the injured student, and finally, the teacher
leaning over the student,. 1t was fairly evident the girl
was not serlously injured, thus neither group of teachers
was highly concerned over long-term effects from the fall.
For lnastance, one novice began his responae, "Ah, she
wiped outt™, indicating a relaxed approach to the
incldent.

However, differences similar to those previously
descrlbed were noted hetween expert and novice teachers'
responses. Novices were short and merely descriptive in
thelr responses, whereas experts reported how they usually
handled these situations and provided possible



explanations for the fall. Only one novice expressed how
he would respond to this situation; he stated, "1 would
have checked on her"”. The remainder of novice responses
only described the fall and teacher coming to the scene.
For example:
Novice: (81ides 38-40) The three slides ...the
girl had tallen. I noticed that two of the girls
went to help her and then the teacher came and
helped her. I couldn't tell {f she was really
hart or Jusct fell and was kind of shaking it off
or something...But I notliced the teacher was

right there to make sure she was okay.

For the experts, however, additional information was
provided,
Expert: (Slides 38-40) 1 think it's good that
nobody's trylng to move her. I noticed that four
glrls were still there...I was hoping maybe three
would be there and one had gone to get the teacher.
I don't respond to falls real quickly..l watch and
survey, so I'm not worried that the teacher ia not
there yet, but, uh,...because I given them a llttle
time...a lot of kids are disappointed when they fall,

embarassed or whatever, uh, usually you can tell by

the fall if it's a real bad injury, so ...my heart
wouldn't even skip a beat at thls point. 1I've seen
too many...now, {f I had seen the fall, especlially,

if somebody told me she's not moving, I'd be there
very hurriedly and probably send msomeone to the
office to see {if the nurse was there and of course,
if I thought it was life-threatening or something

I would definitely give them the 911 number and
tell them to go ahead and call. But right here,

I'm not overly concerned...l would have seen tf



she's responding okay, like the teacher did...!1

think this is the right approach to take.

gxpert: (S1ides 38-40) her dismount wasn't too qood
..well, 1t doean'{ look like she hurt herself too bad
..maybe she turaned an ankle, hurt her wrist, I don't
know.,.l would have come to her; I've learned never
neglect anything anytime because you never know when
a child is fakling it or not...I wouldn't have
neglected it but I would have tried to tell her,
let's get up..shake it off, because 1 could tell
there really wasn't a serious injury. I'm sure the
teacher was well-trained to deal with it anyway.
Expert: (Slides 38-40) I guess the glrl landed
wrong..fell from this position. It looks like she
could have hurt her shoulder or something..but this
was the girl that was not paying attention to her
group earlier...the one trying to get the teacher's
attention...she could have possibly done this on
purpose to get the teacher to pay attention to her.
Expert: (8lides 36-40) Well, accldents are going

to happen and I don't think most of them...they just
crave so much attention, but I know, I think that's

a fault I have, I quess I need to be-more sympathetic
but...everybody's probably going to run over there.
They should have had some spotters over here on this

side..they were all on the other side.

The first two experts showed sensitivity to the
student's feellings; for example, possible embarassment,
while the other two experts made the same statement
reflecting a possible motive for the fall (i.e., the need
for attentlon). One expert also indicated that better
spotting technlgues might have prevented the incident.

21



Overall, the findings strongly suggest differences
between expert and novice teachers when reacting and
interpretlng actual classroom situations. The results
support and expand the findings ¢f Berlliner {(1987) and
Carter et al. {(in press) of expert and novice classroom
teachers. Specifically, =xperts, when compared to
novices: (a) exhibit fast and accurate recognition of
events in phyaical education classes, (b) provide longer
and more detalled analyses of situational data, (c)
contrast events to thelr own Instructional and management
styles, bellefs, facilitles, and student behaviors, (d)
are more concerned wlith student attentivenesa/student
engagement and the involvement of every student in
activity, (e) lnterpret more cues from limited
information enabling them to ilmpose more meaning and make
more inferences from these cues, and (f) offer
explanations for student behavior and provide more
auggestions for handlling difficult and/or common

situations in the gymnasium.

Scenarioc Analysis

There was only a 20 s difference in mean times
between expert and novice teachers to read and begin to
respond to each scenario {(novices: M = 51 &; experts:

M =1min 12 s8). Differences were observed for total time
taken by expert and novice teachers to describe reactions
and preocedures for handling the situations. Experts
averaged 7:24 min while novices spent an average of 4:17
min for each scenario.

In addition to longer responses, experts provided
more approaches for solving each problem than novice
teachers (experts: M = smseven sclutions per scenario;

novices: M = four sclutions). The typical response from
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the novice teacher was to select one or two issues within
the scenario and react to those. Experts addressed more
issues and in greater detail.

Several results were similar to differences found
between the two groups durlng their reactions to the slide
presentation. Experts responded by stating the typical
way they would handle such a preoblem. Each expert used
statements such as "] usually stress", "I've done this
many times", and "what I usually do"“. In several
reactions by the novices, responses were texthook-style,
using "teacher should" statements. The followlng
reactions to scenario three which described a low
socloeconomic student illustrate this point.

Novice: No child should be ridiculed by anyone.

This should be stopped immediately. Rudi's

self-esteem and confidence must be bolstered.

The teacher should encourage any success no
matter how small. The class should be taught

to think of the entire class as a team, and
every member of the team should be respected

tor what and who they are. Home problems should

be referred to school personnel.

Expert: I woyld have the school nurse talk

with Rudi about her personal hygiene. I would
check into having a soclal worker sent out

into the home. 1 _wouyld have our school nurse
furnish the student with soap, socaping powder,
skin cream, lotion and or powder (] have done

this pany times). In individual activities,

I would try to give her some special attention.
Try to talk with her and show interest in her.
Develop some trust--so I can make some comments to

her that might help her. Have her feel confident



enough to ask me if she needs help. In tean
sporta--make her captain once so she can show
the others she can be a leader even If she has
other problems. I would start by being her
partner and showing other students they could
help her wlth her problems 1{f they could learn

filrst to treat her like anyone else.

In the two reactions, the novice describes the
prcblems, but does not express how he or any teacher would
accomplish solving the problem. He states the teacher
should encourage success...but how? ....This should be
stopped immedliately...but how? This is very similar to
superficlal descriptions provided in reacting to the slide
presentation. The expert expliclitly outllines solutions to
each problem presented in the scenario.

These findings are similar to those reported by
Berliner (1987). For example, one cf the novice's in the
Manninen study recommended, "Mark should be encouraged by
his teacher to continue his science experiments and work
on his computer"”. Rather than describe methods to
encourage Mark, the novice merely suggests that
encouragement Is needed.

Througqhout responses to each of the scenarios,
experts were consistently more thoughtful about indtividual
needs of students than novices. Perhaps through years of
seeing neglected children, a deeper sense of concern
develops. They responded to several issues by statling

they would work with students on a personal one-to-one

basis. For example with Scenario Three: "...conference
with the child..", "I would talk to Rudi first..*®;
Scenario Four: "Individual conference would be the flrst

approach 1 would try"”, "1 would smsearch for the one

weakness this Individual has and have him try to improve
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on it as we go through practice sessions. I would make
his turns more challenging..make him perform skills with
non-dominant hand...find a weakness, create a challenge®,
"a private conversation with Bo ...%;
Scenario Flve: "1 would talk to Willilam and explain that
the procedure for losing welight takes a lot of effort and
a long time....", "I would set a time and day before
school that william could welgh in to me...I would explain
to him that fitness 1s not achieved over a 3 week
period...", "1 would ask him how he felt about himself..™.
Although novices did provide some examples of working
with students on an individual basis, they were more

inclined to seek help from the principal or make “"teacher

should"” statements. For example, from:

Scenario Three: "1 would make the problem known to the
principal...., "1 would go to the principal and discuss
the problem"”, "the teacher should .."

Scnarioc Four: "1 would punish him..write him up to the
offlce {f he continues ...", "Bo should be a atudent
assistant...", "Bo should help students who are not as
talented as he is....", "1t is important for Bo to help
his teammates...".

Experts also displayed a greater variety of sound
principles of teaching. While there were a few
suggestions provided by novices encouragling the use of

positive reinforcement, each of the expert's reactions

contained numerous positive reinforcement technigues. For
example: (Scenario Five) "1'd find something positive
about his workout....i1f I don‘'t give him some positive

reinforcement, I may lose his dedicatlion to the task";"an
individual sticker award would be presented”; *I would
compliment him and emphasize his poslitive
accomplishmenta®.
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Oopposing beliefs were occasionally noted between
expert and novice teachers. For inatance, novices said
they would assign partners in dance-related activities,
while experts stated they allow students to choose their
own partners in any partner-related situation.

Experts displayed a greater msense of being in control
of the student and situatlion than novices. 3Several
experts began reactions with, "This wouldn't be a problem
for me because....". They described measures taken to
prevent Incidents from arising In their classes rather
than dealing with problems only when they occur.

In order to illustrate how expert teachers responded
more creatively, In greater detall and with a larger
repertolire of solutions, examples of reactions concerning
the facility/instructional problem {n scenario two are

presented:

Novice: I would find out what type of equipment

the school has and what type of activities were
done i{n the past. Then I would do whatever type

of unit I ccould.

Novice: 1 would find a vacant room in the building.
1f there isn't one, I1'd still have students

invelved in some type of health lesson or games

that would take up limited space. When there are
assemblies, I'd still have some games for the

students.

Expert: Activities would be set up in the
classrooms that could relnforce reading, math,
and writing skills. Thils would be a good time
to go over rules of the games. I would have
such things as crossword puzzles and word search

activities, as well as rules sheets. During
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these periods I would ask students to write
short stories about their past experiences in
volleyball or basketball, etc. The storlies
would help me better understand each of my
individual student's needs and feelings. I
would design my activities to fit the teaching
environment (auditorium}. I could use the

music from the music teacher for a unit in
rhythmic activities.

Expert: There are many activities, games, and
puzzles that are health and sport related that

I would use at this time of the year. We could
play Sports Bingo and make up our own game cards
and gquestions. ¥We could buy some inexpensive
gqames--dominoces, Jacks, etc. Play Wheel of
Fortune with some health facts. Glve penclils as
prizes. Give extra points as prizes. 1 would
try to cooperate with the music teacher and
would hope we could work with each other and

not agalinst each other.

Overall, the findingas from the scenario analyses of
instructional situvations are similar to those from
interpretations of a slide presentation of a physical
educatlon lesson. Experts, when compared to novices:

(a) were more creative and thorough in descriptions of
ways to handle various teaching concerns (b) presented the
typical way they would address events, rather than
responding Iin "textbook-style” statements, (c)
demonstrated more confidence in managing students and
situations, (d) provided more solutions to problems, (e)
were more thoughtful to needs of individual students, and
(£) displayed a greater varlety of application of sound
principles of teaching.



Implications for Teacher Training Programs

Taken together, interpretations of the slide
preasentation of a gymnastic leason and mscenarios of
various teaching sltuations clearly demonstrated
differences in ways expert and novice teachers react tc
and handle instructional events. Without exposure to
"real-life"” classroom situations, novices are limited in
resources for coping with and providing solutions to such
concerns. Teacher tralining programs can Include tasks
simllar to those used in thls investlgatlon to provide
students opportunities to reflectively think about and
prepare for the complexities of the teaching environment.
Expert teachers can assist university professors by
reporting successful methods they use when confronted with
dlfficult situations. Exploring how experts think and
react can assli|st students 1In underastanding possible
solutions. Expert teachers can also convey what concerns
are prevalent in the day-to-day activities in the schools.
Overall, the results from both tasks, the slide
presentation and the scenarios, suggest that expert
physical education teacliers, similar to those in other
flelds, possess different domain-specific knowledge
schemata, as defined by Glaser (1987), than novice

teachers.

Phase 2

Teacher Interactive Thoughts

Research on teacher thinking developed as an
cutgrowth of the process-product paradigm (Dunkin &
Biddle, 1974) which emphasizes teacher behavior. The
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assumption underlyling the studies of teacher thinking is
that what teachers do is affected by what they think.

In order to understand teacher actlon and the basis
for decisions, studles have been conducted using a
stimulated recall technigque (Bloom, 1954) to assess
teacher thoughts during instruction. The instructional
phase is called the interactive phase ot teaching.
Teachers view a videotape of thelr lesson which stimulates
them to recall thelir thoughts durlng the lesson. The
results from research conducted In classrooms (Colker,
1982; Conners, 1978; Marland, 1977; Marx, & Peterson,
1981; McNailr, 1978; Parker, & Gehrke, 1986; Semmel, 1977}
and physical education (Housner, & Griffey, 198%; Howell,
1987; Sherman, 1982; Twardy, & Yerg, 1987) have suggested
that only a small portlon ot teachers' reports ot their
Interactive thoughta deal wlth lnstructlional objectives
and content of sublject matter. A relatively large
percentage of thoughts deal with instructlonal process
including procedures and strategles. The largest
percentage ot reported interactive thoughts are concerned
with the learner,

One noteworthy study (Housner, & Griffey, 1985)
compared expert to novice teachers' Interactive decislons.
Housner and Griffey (1985) compared elght experlenced and
eight novice elementary physlcal education teachers in a
laboratory setting. Using a stimulated recall interview
tSR1}, the authurs classifled teacher perceptions into two
substantlve categories: student behavior cues; and
teacher/context cues. The primary cues attended to by
both the expert and novice teachers were student
performance (30% experts; 19% novices), student
involvement (27% experts; 23% novices) and student
interest (12% experta, 27% novices). Hence, dlfferences

in interactive decision making were found between experts



and novices In regard to student performance and student
Interest,

Housner and Griffey (1985) conducted thelr experiment
in a laboratory setting with only four students per
teacher. Moreover, these students were not known to the
teachers . In order to determine the ecological validity
of this experiment, Howell (1987} examined preactive and
Interactlive thought processes of expert elementary
physical education teachers In the schooel environment.
However, as of yet, comparlsons between novice and expert
elementary physical education teachers have not been
conducted in the natural teaching environment.

Most of the research conducted on interactive
thoughts and decisions has been conducted in elementary
school settings. A recent study by Norton (1987) examined
interactive thinking of both elementary and secondary
preservice students, Findings revealed dlifferences
between the two groups regarding pupll-related pacing of a
lesson, pupil attitude, informational content, and
plan-related pacing. There have been no investligatlons
comparing expert and novice teachers' interactive thoughts
and decisions in both middle school and elementary levels
either In the classroom research or physical education
literature, The purpose of this phase of study was to
determine interactive thoughts, decisions, and concerns of
expert and novice elementary and middle school physical

education teachers.

Method

Subjects

The sublects for Phase 2 were the same eight teachers

described in phase one.
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Procedures

Each teacher was observed and videotaped once a week
for 3 consecutive weeks of lnstruction of a physical
education unit plan selected by the teacher. The
following units were chosen by the eight teachers:
aeroblc dance, ball handling skills, bowling, fltness
activities, soccer, track and field, and volleyball. Only
two teachers, both who were novices, chose the same unit,
soccer. A SRI was conducted within a 24 hour period and
usually within 4 hours of the instructional period. This
time-frame procedure was selected based on recommendations
by Colker (1982) and Gater (1954). A structured
interview procedure was followed, and responses were
tranacribed verbatim.

An instrument of teacher thinking developed and used
in the South Bay Study (McNailr, & Joyce, 1979;
Morine-Dershimer, 1979) served as a model to generate
categories for coding teacher thoughts. Most of the
categories from the South Bay instrument were used, but
those deallng with specitic classroom behaviors were
deleted. The category "pupll learning™ was subdivided
into declarative, procedural and strategic knowledge.

code teacher interactlve thoughts. The inatrument
contains four major categories: decislons, concerns,
informatlion source, and awareness. Teacher statements

regarding conscious gecisions during the leasson segment
include those made as a result of prepared lesson plans,
pupil behavior, or supplemental planning., Teacher
concerpns focus on pupil behavior (1. e., pupll attention;
attitude; learning/ declarative knowledge, procedural
knowledge, strategic knowledge; and pupil-related pacing
of lesson) and lesson implementation (1. e., procedures

for management; linstruction; organization;



equipment/facilities; and plan-related pacing of the
lesson). Information source refers to cues used by the
teacher to govern their thoughts, decisions and actlons.
These include teacher observation based on pupil verbal
behavior, observation of skill performance, expectation of
certain pupil behaviors, a hunch by the teache:r regarding
events, and a recall of past events which caused the
teacher to behave accordingly. The final category
includes teacher awarenesses of: principles of teaching,
thelr own feelings, or behavior and, alternative teaching
technigues that could have been used in the lesson. One
question was asked of the teachers during the interview
which was used in a separate analysis. The question,
"What do you want the students to be thinking at this
toint In the lesson?" was used to match teachers' intended
student cognitive processes to students' actual thoughts
during lnstruction.

The investigator was trained by a researcher
experienced iIn the proceas of analyzing interview
transcripts of interactive decision-making of teachers
tralned the investigator. Two practice transcripts {(one
expert and one novice) were used for training sessions.
Following these sessions, adaptations of the
sub-categories of the South Bay Study instrument were made
and a decision coding log was established.

The investigator and a trained researcher
independently coded the interviews. Interrater agreement
for the total interview was .87 and for each subcomponent
within the four broad cateqorties, coefficlents ranged from
.75-1.00. Initeirater agreement for the four larger
components ranged from .80 to 1.00. Disagreements were
resolved by discussion and agreement on a final
classification. Intrarater agreement was .99 for total

interview with coefficients ranging from .83 to 1.00 for



subcomponents. Rellability was established on interviews
which were analyzed at the beginning, middle, and end of
data analysis. Thils procedure was undertaken to protect

for experimenter dxift.

Results and Discussion

In Table 3, the total frequency of categorized
statements for the three interview sessions showa observed
differences between the two groups of teachers, with
novices expressing slightly more thoughts (M = 512
statements) than experts (M = 417 statements).
Speciflcally, novlices expressed more dlfferences 1in

teacher concerns during instruction (H = 290) than experts
(M = 217, experts); whereas results for frequency of

statements in other categorles were simllar for both

groups (decisions: M = 78, novices; 74, experts;
information source: M = 65, novices; 64, experts;
awarenesses: M = 79, novices; 62, experts). Off-task

statements were relatively non-existent for both groups of
teachers throughout Intervi:w tianscripts, although
novices di1d seem aware and concerned with supervising
teachersa' opinions or presence during videotaped lessons.
Frequency of task-relevant thoughts may be inflated
because of methodological procedures which allowed
teachers to stop the videotape. This limitation has also
been acknowledged by classaroom researchers (Clark &
Peterson, 1986) who have employed the same interviewing
procedures. Hence, because teachers are asked to stop the
tape at any polnt in the lesson where they are consclously
thinking in a certain way or where they are consclously
saying, "Let's msee, I think I'd better do this now, or "I
guess J'l1l try this®, they are more llkely to report

task-relevant thoughts. This 18 not found, however, in



the way students respond to interview protocols. Students
readily report off-task thoughts. This is demonstrated in
Phase 3 of this study and in previous classrcoom
investigations (e.g., Peterson, 8wing, Btark, & Waas,
1982).

Insert Table 3 About Here

Teacher Interactive Decisions

Interactive declisions as defined by the majority of
researchers are deliberate choices made by teachers to
implement a specific action (Clark & Peterson, 1986).
Previous classroom research has reported 28.3, 22.2, and
24.1 interactive decislions per lesson by Marland (1977),
Shroyer (1981), and wodlinger (1980), respectively).
Lessons were 60 min, 45 min and 35 min in length. In the
present study, the results are simllar to those of
classroom studies (Clark & Peterson, 1986), with teachers
averaging approximately one interactive decision every 2
min for lessons of 30 and 40 min durations. Differences
were not observed for frequency of decisions reported by
experts and novices, with experts averaging 24.6 declistons
per lesson and novices averaging 26 decisions per lesson.
Clearly, these data suggest that regardless of the
setting, classroom or gymnaslium, or teacher expertise,
teaching 1ls a cognitively demanding task.

Various models have been advanced by researchers to
explain teacher interactive decision making. Shavelson
and 8S8tern (1981) suggested that teachers make deliberate
actlions when thelr routlines are lnterrupted. Earllier
explanations (Peterson & Clark, 1978) implied that

decislions are made primarily when the teacher views the



lesson as going poorly. Shroyer (1981) maintained that
teachers make decislions or elective actions based on
student occlusions. A student occlusion was defined as a
atudent difficulty or unexpected performance. However,
the high frequency of interactive decisions within
individual lessons that have been reported in claasroom
research, for example, 24 decislons In 35 min {(Wodlinger,
1980), would argue that any single explanation appears to
be too l1limited Iin focus. 1In fact, Calderhead (1981)
maintains that these models are overly constraining in
that they assume student behavior to be the only
antecedent condition tor teachers' |Interactive declisions.
Recently, Clark and Peterson (1986) supported Calderhead's
claim and stated that before speclfying a model for
teacher lnteractive decision making, more descriptive
research |3 needed.

Antecedents of Teachers' Interactive Decisions.

Teachers 1In the present astudy were found to make declisions
based on a varlety of factors which included but were not
limited to interruptions in routines, student occlusions,
and negative feelings toward the way the lesson was goling.
Differences between expert and novice teachers'’
antecedents to decisions were observed. Experts based
decisions primarily on observations of student skill
performance (44%). This firding supports Shrovyer's
explanation of student occlusion as a basis for teacher
decisions. In addition, it supports the finding from
Phase 1 of this investigation regarding expert teachers'
sensitivity to individual needs of students. PFPrequently,
during the videotaped lessons, the expert teacher provided
individual assistance to those students experiencing skill
difficulty. Only on isolated occasions was this

observatlion made with novice teachers,



The findings also agree with results from Housner and
Gritfey's (1985) study of experienced and novice physical
education teachers and Howell's (1987) investigatlion of
expert physical education teachers. The experienced
teachers in Housner and Griffey's study and those in
Howell's investigatlon reported performance cues most
fregquently as antecedents to decislions (35.71% and 49.8%,
respectively). In contrast, novice teachers in the
present study based decisions on student skill performance
only a small percentage of time (5.8%). Novice teachers
in the Housner and Griffey study reported skill
performance at a higher percentage (28.13%) but to a
lesser degree than student regquest to change activity
(76.92%) and maintaining student interest (28.13%). The
larger percentage of decliatons based on skill performance
found by Housner and Grliffey could be due to contextual
factors (l1.e., only four students per teacher in a
laboratory setting). When {nexperienced teachers in the
present study were placed in the natural school
environment with 25 or more students to manage, the
primary basis for declslons durilng instruction was on
procedures for organizing the lesson and on paclng of the
lesson (17.3% each); Iin other words, when they viewed the
lesson was golng poorly. Thls supports the early model by
Peterson and Clark (1978) of teacher Interactive decision
makling. Other antecedents for decisions by novice
teachers In the present study were alternative strategies
and procedures for managing atudents (15.4% each),
followed by maintaining pupil attention (13.4%),
instructlcnal procedures (5.8%), teacher recall of
previous experiences (3.9%), negative teacher feelings
(e.q., "I was aygravated so I declided...; 1 was
disgqusted...™; 3.9%), and teacher expectation of student
behavior (1.8%).



Other than skill performance, antecedents for
decisions for expert teachers were limited to maintalining
pupil attention (31%), pacing of the lesson and
Alternative strategies (8.3% each), teacher recall of
previous experliences and pupil attitude (4.2% each).

Focus of Interactive Decisions. As Indicated iIn
Table 3, differences were observed for expert and novice

teachers regarding supplementary and plan-related
decisions. Supplementary decisions are those where
teachers 1nclude activities that are not part of the
original lesson plan. Expert teachers changed or
incorporated new activites during instruction much more
frequently than novice teachers (experts = 20.3%, novices
= 1.3% of decisions categorized). Addtitionally, expert
teachers constantly made adjustments to lessons from class
period to class perliod. They indicated that by the end of
the day, instructional activities had improved based on
the changes implemented. 1In fact, these changes often
caused them to re-teach portions of the lesson to the
early hour classes, At the end of class perlods, the
experts were jotting notes of these changes in their grade
books. These notes served as reminders for the subseguent
dally lesson.

In a study on teacher planning which involved junior
high schoc¢l physical education teachers, Goc-Karp and
Zakraljaek (1987) reported that teachers were generally
unwilling to change plans during the lesson. Even though
these teachers indicated they were dissatisfied with the
lesson, they preferred delaying interventions until a
later time. However, the teachers Iin the Goc-Karp and
Zakrajsek study were not classified by experlence or
expertise. The data presented in the present study

suggest that expert teachers are more willing and able to



implement supplementary changes to enhance instruction
than novice teachers.

The novice teachers based decisions on prepared daily
lesson plans more frequently than expert teachers (novices
= 35.9%, experts = 8.1% of decisions cateqgorized). For
example, one novice teacher had four soccer drills planned
for one of the videotaped lesasons. Although students were
able to master the first drill in a matter of minutes, she
decided she could not proceed to the next drill until the
12 min allotted time perliod had elapsed because that was
the way her lesson was planned. Further, although the
videotaping occurred during a fourth hour class period,
which provided her ample time to execute adjustments bhased
on earlier student performances, she did not make
alterations. She revealed 1n her interview that she was
aware of atudent boredow and "ancyness" sjic but didn't
know what else to do In that case.

Both expert and novice teacher groups focused their
decislions during instruction primarily on characteyristics
or behaviors of the learners (experts = 67.6%, novices =
51.3% of all decisions categorized). This finding 1s
consliatent with results from classroom studlies (Colker,
1982; Conners, 1978; Marland, 1977; Morine-Dershimer &
Joyce, 1979; Parker & Gehrke, 1986) and from physical
education (Housner & Griffey, 1985; Howell, 1987}.

Teacher Intexactive Concerns

There were striking differences between expert and
novice teachers regarding their concerns during
instructlon (see Table 3). Novice teachers most
frequently reported concerns related to the implementation
of the lesson (64.4\) as opposed to pupil-related thoughts
{35.6%) . In direct contrast, experts reported a high



percentage of puplil-related concerns (88%} and only a
emall portion of time was apent thinking about the
implementation of the lesson (12%). The most salient
concern for novice teachers in this study was in the
organization of actlivities and drills for instruction
{23.407) followed by malintaining pupil attention (22.1%),
procedures for managlng student misbehavior (18.6%), the
pacing of the lesson based on original lesson planning
(11%) and instructional procedures (9%). A total of only
6.2% of thoughts expressed by novice teachers focused on
pupll learning. Further, only a small percentage of
thoughts revealed concern for feelings that students were
experlencing during Instruction (pupil attitude, 3.8%).

In comparison, expert teachers expressed greatest
concern for pupil learning (38.2%) whlle lnatructing the
lessons. Within this category, concern for learners'’
abllity to execute a task was deemed most important
{(procedural knowledge, 17.5%), followed by concern for
learners to understand baslc concepts and facts
(declarative knowledge, 14.3%). Expert teachers also
indicated that focus during instructlion war on maintainling
puplil attentlion (29%) and on feelings that students were
experliencing (pupll attitude, 14.3%).

Differences in plan-related pacing of lesson were
observed between experts (3.7%) and novices (11%).
Novices were more concerned with the timing of their
lessons based on thelr original lesson plan. To
ililustrate a typical response of novice teachers related
to paclng, the followlng excerpt from an interview is
provided:

Interviewer: WwWhat are you thinking at this point

in the lesson?

Novice: I1I'm beginning to get that restlesas

feeling. I start getting restless because they're



not doing what they're supposed to and it just, ktind

of, I'm beginning to get restless about it, so I'm

starting to think "Change the dri1l1l1%, but is 1t time

though?
Thus, the novice contemplated implementating a change
because the activity did not seem to be going well but 4id
not act on thlis feeling, because the drill had been
planned to be executed in a certain time frame. As
reported earljer, experts made on-the-spot adjustments to
lessons.

Another example of different concerns expressed by
expert and novice teachers involved the "busy, happy.
good" concept (Placek, 1983). S8Several stated concerns of
novice teachers focuszed on "just keeping the student busy"
rather than actively engaged in skill at appropriate
level. On the other hand, although the videotapes of the
expert teachers clearly demonstrated that their students
were indeed, "busy, happy and good"®, thelr comments during
interviews did not indlcate that this was a speclfic
concern.

The preoccupation of the novices with keeplng
students busy was reflected in their interviews with such
statements as:

Interviewer: What are you thinking at this polnt §n

the lesson?

Novice: just to keep them busy; that's my purpose

at all times.

Novice: I like to keep students busy...what I've

noticed if they keep busy, they're out of .i1ouble.

Another example ¢f a novice teacher's concern with student
involvement is evident in the following excerpt:
Interviewer: What are you thinking at this point in

the lesson?
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Novice: 1 was thinking about trying to say something
to get them involved, but then I just...it passed so
quickly...I should have sald something. But {f I
spent every bit of time trying to get those kids

that won't participate right actively involved nobody
would be participating, so I just leave them alone,
tf I didn't nobody would have a chance to
participate, 1'd be fuszing all the time.

In contrast, experts expected students to behave and
be Iinterested and pleased with class activities. As will
be demonstrated in Phase 4 of this investligation,
expectations were conveyed to students during the first
days of the school year and experts maintained the same

high expectations throughout the year.

Teacher Interactive Awarenesses

There were notable differences between expert and
novice teachers in thelr reported awarenesses of
principles of teaching and alternative strategies (see
Table 3). Experts evidenced a greater awareness= of
effective principles of teaching (21%) than novices
(2.5%). The followling excerpt ls an example from the
interview transcripts:

Interviewer: What were you noticing at this

point in the lesson?

Expert: I was noticing this one 1ittle girl wasn't

paying attention...she was lookling at Monica..she

was not glving wme eye contact and I didn't mention
it to her at this time, but when we broke into
small groups [ individually went up to her and
told her that it was rude, you know, not to pay

attentlion and you know, not tou be looking at



the hoard or up where 1 was standing there....
Ipterviewer: And that approach works for you?
Expert: for the most part. When you don't shame
them and don't criticize them ...when you try to
make them understand that it's wrong, that they
can't learn unless they give their teacher their
undivided attentlon you know, usually it reaches

most of them.,..not all...but most of them.

Interviewer: What were you thinking at thls polnt

in the lesson?

Expert: At this point when students were circling
up, there were a couple ot problems and uh, 1 just
let them calm down on thelr own rather than me
trying to 3Jump in there and uh, shut them off and
get them in a frame of mind that they don't want
to listen...1f you, 1 find that if you raise your
volice too much, they'll be quiet but they'll shut
you out after awhile. I was just taking a moment
to let them settle down because usually these
children settle down...they don't want to waste
thelr time..they want to participate...s0o I'm
walting; I'm looking for eye contact from them

and less eye contact from each other.

These findings support those discussed previously in Phase
1 concerning the expert teachers' analyses of situations
presented In the various scenarios. Those results also
demonstrated greater knowledge in applying sound
principles of teaching when presenting solutions to
problems identlfied in each scenario.

Novice teachers reported more alternative strategies
{69.6%) than experts (43.5%)., This finding supports

results from early studles of expert and novice chess



players (de Groot, 1965). The author reported that master
chess players considered fewer alternatives than weaker
players before choosing a move. Further, master chess
players invarliably explored strong moves, whereas weaker
players spent considerable time analyzing the conseqguences
of bad moves.

Differences similar to de Groot's findings can be
demonstrated in the followl:.g excerpts of expert/novice
alternative strategies considered Iin the present study.

Interviewer: Rlght here at this point, when the

students were jumping rope, what are you notlcing?

Expert: The individuals which were not doing the

work more than those that were...I should have

complimented those (like Kathryn) who were doing
the work llke I did in the exercises to help, you
know, spur them on...but I didn't.
Another example of the responses of three cf the experts
concerning a similar teaching sltuation:

Interviewer: Was there anything you thought of

doing at this point in the lesson but decided

against it?

Expert: well, maybe taking Clarence and pulling

him out and talking to him after class...

Expert: well, possibly at this point I could

have pulled him to the side and gotten another

student to work with him where he would have
some more practice time
Expert: probably pull her out and go one on

one to reemphasize the skill.

Responses from the novices to the same prompt reflect a
much different focus of concern:
Interviewer: Was there anything else you thought
of doing at this point In the lesson but decjided
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against 1it?

Novice: Well, when 1 was choosing exercise leaders
You saw how Richie wanted to jump in and do it, 1
thought about Dexter doing one and Richie doing one
but then 1 decided against it..just let Dexter do
1t.

Novice: I had put Robbie out of the game on the side
and I thought about putting Marcus out, too..but then
that would have just been putting them away from me
and T might not be able to catch it ...ycu know, if
they started something

Novice: Well, I thought that after class 1'd just
have to have them do some punish work.

Nevice: well, if I could have thought of another
game to play I would have but 1 didn't have anything
right off the top of my head,. 1 thought of playing
heads up but that's a slow game and not everybody
plays. Half of them don't get picked. 1 wanted
something where they would all get involved.

Novico: I thought about placlng tne students on
their dots..we have little red dots out there and
it's for that purpose..this is your dot, don't

leave {it, but that would have taken too much time
..that would have been mass confusion, soc I didn't
do it.

A= jllustrated, novice teachers spend considerable
time analyzing the consequences of bad moves similar to
weaker chess players in de Groot's (1965) investigations.
The expert teachers, when compared to novices, provided
“stronger moves" as alternate teaching strateglies.



Intended Student Cognitive Processes

The responses to the interview question, "What do you
want the students to be thinking?" revealed differences in
expert and novice teachers' intended student cognltive
proceases. Responses by the novice teachers were
primarily related to appropriate piocedures (42.7%),
followed by wanting studenta to pay attention to
Instruction (27.3%). Examples of procedural concerns
include the followlng statements:

Interviewer: What do you want the students to

be thinklng at this point In the lesson?

.Just don't wess up, don't bother Coach B's
class, don't stop at the water fountain...just go
outside.
...3taying In theilr lines..stay in your
strajght lines, you know,.
..Closing their mouths
...To get away from the desk
...To remember what I told them, you know,
...Just go to your position and stay there
...Not to touch the egulpment
..To get to the end of the lesson

Only 24.7% ot novice responses focused on pupll
learning when responding to this interview gquestion, and a
very small portion related to pupil attitude (5.3%).
Responses that did reflect pupil learning concerns were

very general rather than speclific. For example:
Interviewer: Wwhat do you want the students to

be thinking at this point in the lesson?
...how to position the shotput
...the shotput, how to hold it

...pacing themselves



..the whole sequence about the shotput
«-.3Just to do it the right way
...] want them to be thinking juast to do the correct
kick the best they could
...to just run through, you know, not slow down

...1 wanted them to try to remember back to what they
had learned

In dilrect contrast, expert teachers responded to thls
gquestion wlith primary focus on pupil learning (81.14%),
followed by wanting students to pay attentlion during
instruction (12.29%), pupil attltude (3.29%), procedures
(2.46%) and paclng of the lesson (0.82%). Further, pupll
learning statements were Quite speclfic as opposed to the
general statements made by novice teachers. The malor
emphasis of pupil learning was that of procedural
knowledge (40.16%), with approximately egual welght gliven
to strategic (21.31%) and declarative (19.67%) knowledge.
Examples of pupil learning statements made by the experts
include:

Interviewer: Wwhat do you want the students to

be thinking at this point In the lesson?

...ready position, elbows locked, stepping into the
ball, you know, all workling to improve our skill

...to try to get the ball to the Larget, and the
proper technigue I had taught, mostly lock your
elbows, bend their knees and not awing thelr arms,
watch the ball...all the cues that you know, I had
given them

..I want them to be thinking scoring, concentrate on
when it's a strike..that the next two balls are
important to count.

...that it's real important if I hit a strike or a
spare to really try to do well when I get up to



throw the next ball..to concentrate on what I'm
doling..getting the ball where I want it to go..
what kind of approach to take..how to hold the
ball..bend my knees low..and finally, how to
score what I've gotten
.using correct form in making the bounce pass,
uhm, stepping with the correct foot, making sure
the ball is bouncing at a...the right angle to
have the rebound at the receiver’'s walist..looking
at the dAirection they're going to throw ..make the
pass

...uslng the correct defensive positioning--knees
bent, back straight, arms out, uh, on the balls
of their feet

These lllustrations reflect pronounced differences in
interactive teacher thoughts that are directly related to
the student learning process. There were also a few
statements concerning student approval which were unique
to two of the novice teachers. On several occasions,
statements such as "I just want the students to like me,
you know, because I llke them"” were provided by two novice
teachers. In addition, there were many instances noted In
all the novice teachers' transcripts in response to this
question relating to the "busy, happy, good" concept
(Placek, 1983). For example:

.I jJust want them to be thinking it's fun

.Just to continue in the game and not get too
loud. Inslde, you Jjust try to keep them busy.
.1 Jjust want them to be thinking they had fun in
PE, because I want them to enjoy it. I did when

I was thelir age.



n o tive ughts

There were no observed differences between elementary
and middle achool teachers' concerns, decisions,
antecedents for declslons, or awarenesses during the
instructional phase of teaching. Further, there were no
differences between the two groups for intended student
cognitive processes. Only two mub-categories showed
slightly different percentages for the two groups:
alternate strategies (elementary level = 65.7%, middle
school = 50.7%) and observatlion of skill performance
{elementary level = 57.1%, middle achool = 36.3%).
Findings from classroom research are limited to elementary
school instruction with the exception of one
investigation (Norton, 1987). Using the same
instrumentation as in the present study, Norton reported
differences between elementary and secondary preservice
teachers in regard to pupll-relating pacing, pupll
attitude, and plan-related pacing.

From an examination of expressed concerns during
interviews, |t can be observed that middle sachool teachera
expressed different management concerns related to the
avalilability of limited space, particularly during
inclement weather. These teachers had to share a gym
space with three or more teachers and at least 90 more
students, which is a common situation for any middle or
high school physical education teacher. Therefore, they
must think about and make decisions during instruction
which involve concern with management in confined areas.
Iliustrations of this point can be demonstrated in the
following excerpts from middle school teachers'
transcripts:

Intezrviewer: Wwhat are you thinking at this point
in the lesson?



...1I was noticing Coach A's class had come out on
the court earlier than the other classes. 1 was
upset that I was having to yell s0 loud and that
the students were distracted by what was golng on
in Coach A's class.

.I had opened the door and I looked cutside and

Mas. H's class was in the parking lot..and 1 had
Just told my kids to go to the basketball court
because I have a large class, but when 1 opened
the door and saw her class there, 1 changed my

mind and told them to line up behind Ms. H's

class .,

Conversely, the elementary teachers 4did not have to
schedule activities around other physical education
classes, and therefore, did not reflect the same kind of
teachling concern. Even though this observation was noted,
differences in percentages for the management category
were not observed (elementary level = 11%, middle school =
13.1%). Simllarly, differences in percentages for
crganizational procedures were not demonstrated
(elementary = 13.2%, middle achocol = 16.3%).

Summary

Overall, the findings reveal substantive differences
in expert and novice teachers' thoughts, concerns,
awarenesses, and decisions during the inatructional phase
of teaching. The most pronounced difference concerns
pupil learning. Due to the complexitliea of managing
student behavlior and organizing activities and drills
which are new experitences for novice teachers, thelr major
focus Is to simply implement the lesson and hope it fits
the time allocated for instruction. Until these



organizational and management technigues are mastered,
they are unable to focus on student skill performance.
Examples of organizational and management concerns of the
novice teachers include: finding the best method to
distribute equlipment, selecting exercise leaders,
exhibiting equality when choosing teams, making sure
assigned members from one team do not sneak over to
another team, keeping students in lines, keeping students
away from equipment and supplies, designing acceptable
leason and unit plans, and coping with student
misbehavior. They are also concerned with the approval of
their supervising teacher and whether the students like
them or not.

Conversely, expert teachers are confident in their
methods employed to control student behavior, organize
effective drills and activities, and implement efficient
routines. Consequently, the expert teachers are able to
focus thelr primary attention during instruction on
individual skill attainment.

Phase 3

Student Perceptions of Instruction

Recent research on teacher thinking has revealed that
a high percentage of teacher decislons and concerns are
focused on the learner. 1In light of these findings 1t is
important to study the link between teacher thoughts and
behavior with student cognitlions and perceptions of those
actlons, Research conducted thus far on students' thought
processes and perceptlons of lessons has examined the
relationshlip between what children think, believe, feel,
say, and do and their achlevement (for a review, see

Wittrock, 1986). Several researchers (Doyle, 1978;



Peterson, 1988; Winne & Marx, 1977) have argqued for the
need to broaden the conceptualization of eftfective
teaching to include teachers' and students' cognltion.
Clearly, student thinking mediates learning and
achievement and student actlion during finstruction.

Students' perceptions of what is being taught is an
important variable to conslder since the instruction as
perceived by the students may be different from what the
teacher intended to be learned. An illustration of this
point was given by Thomas (personal communicattion, 1984},
When he asked hils daughter, age 3, how high she could
count, she stood up on the couch and extended her arm
above her head and began to count. Obviously, the words
"how high" held different meanings for the teacher and the
learner. How frequently 1s this situation experienced in
the classrcom or gymnasium in which there are at least 20
or more children?

A number of classroom studles have assessed the
effects of students' thoughts on achievement (Peterson, &
Swing, 1982; Peterson, Swing, Braverman, & Buss, 1982;
Peterson, Swing, Stark, & Waas, 1984; Stayrook, Corno, &
Winne, 1978; Winne, & Marx, 1962, 1983; WwWittrock, 1978;
1986). Findings have indicated that achievement |s
predicted by the more specific student cognltive
strategies rather than general strategies. These results
imply that through the examination of student thought
processes effective learning strategies used by students
can be ldentifled. In one of the classroom studies
(Winne, & Marx, 1982), students' and teachers' views of
thinking processes in upper elementary and seventh grade
classroom leasons were investigated. Lessons were
videotaped, and SRI procedures were employed with both
students and teachers. Teacher Interviews were designed

to obtain an account of what the teacher intended the



student to be thinking while student interviews described
what they were actually thinking during instruction.
Findilngs revealed a noticeable lack of one-to-one
correapondence betwen what teachers had intended students
to be thinking and the cognitive processes that actually
occurred. Practically speaking, 1f teachers do not come
Lo grips with the possible dichotomy between how they are
teaching and their astudents' perception= of their
instruction, optimal learning may be difficuit to achleve.
There have been no data reported concerning student
perceptions cof expert and novice teachers' lesson in
education or physical education. 1t is therefore the
purpose of thils phase of research to examine student
perceptions of the instruction of expert and novice
physlical education teachers. Further, comparisonas of the
teachers' deslired student cognitive processes will be made

to actual reports by the children.

Method

Subjects

Teachers. Subjects were the same eight teachers
described in Phases 1 and 2.

Students. A total of 144 students served as
subjects. Students were either at the third (g = 72) or
seventh grade (p = 72) levels. 8Slx students per teacher
for each of the three lessons were randomly selected to
participate In an SRI. The teachers were asked to
fdentify students as elther low-skilled, average, or
high-skillled in regard to physical performance. 1In the
case of the novice teachera, the supervising teachers were

asked to provide this ranking of student skill level.



Thereafter, of the six students per interview, two from

each skill level were randomly selected to particlpate.

This procedure was chosen simply to ensure heterogeneity
of the samples with regard to skill level.

Procedures

Stimulated Recall Interview. During the teacher 8RI,
each teacher was asked what he or she had in mind for the

students to be thinking during instruction. The day
following the videotaping and 8R1 of the teacher, students
were interviewed to assess thelr perceptions of the
lessons.

A structured interview procedure was followed. At
the beginning of the interview, the Investligator expressed
the importance cof the project and assured students that
they could answer honestly without fear of any punishment.
When the investigator felt that directions were clear and
students felt comfortable, the SRI began.

The videotapes were viewed by the students and
stopped at the predetermined points in the lesson that
were established by the teacher in the interactive
interview. After students observed the segment, the
interview proceeded. One child served as a "target
student" to begin questioning, and then a rotation process
was employed with other students responding to the same
gquestion. The next question started with a different
“target student", and procedures continued, until every
child had the opportunity to be the flrst one to respond.
The process continued until the completion of the
interview. This procedure was used to obtain a full
spectrum of responses from the students with the greatest

possible efficlency.



Analysis of Interviews. Students' responses to the
S8RI were audiotaped and transcribed for analysis. An

inductive process was used to develop a coding system.
Typed protocols of students' thoughts were examined
line-by-1ine, and loglical categorles were permitted to
emerge from the data to address the three major concerns:

1. what are students thinking about during

instruction in physical education?

2. What ways do physical education teachers help

students to learn?

3. Do students think there is a better way to learn

activitlies?

The conceptual basls for selecting the categories was
derived from a coding system used by Peterson, et al.,
(1982) in a study of student thoughts during mathematlcs
instruction. Definitions for categqories are presented in
Table 5.

Insert Table 5 About Here

Two researchers classified the thoughts of students
in the classes of the expert and novice teachers according
to the coding system. The fregquency of each specific
category for the two groups of students -1s computed by
counting the number of times a category was mentioned by
the students across the 3 interview days. The students
had to express thoughts in their own words to be included
in the analysis. Therefore, statements such as "same as
Johnny" or simply, "same thing" were not included in the
cumulative frequency.

Intercoder agreement for the student coding system
was eatablished by two researchers by independently
scoring a sample of the interview transcripts. An

interrater agreement coeffliclent of .97 was attained for
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the total interview. Coefficlents for the subcomponents
ranged from .75 to 1.00. Intrarater agreement for the
total instrument was .,99; the coefficients for the
subcomponents within each broad cateqgory ranged from .81
to 1.00. Interrater and intrarater agreement in
interviews at the beginning, middle, and end of data
analyses were examined to protect for experimenter drift,

Results and Discussion

Focus of Student Perceptions of Expert and Novice
Teachers' Lessons

There was only a slight difference in total frequency
of atatements recorded for students of expert and novice
teachers when responding to the interview question, "What
are you thinkling at this polnt in the lesson?", with
students of expert teachers reporting 414 thoughts during
instruction and novices, 387 thoughts.

As shown in Table 6, a simllar trend was noted in
the responses of the two groups of students as to general
categorles of thoughts during instruction with the primary
focus on affective thoughts, followed by skilll-related
thoughts, comprehension of instruction, and off-task
thought=s. Only a small number of children responded that
they could not remember what they were thinking. Although
a similar trend was evidenced in general categories for
the two groups of students, the freguency and focus of
thoughts for these categories were substantially different

for the two groups of students.

Insert Table &6 About Here
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Affective Thougqhts. The most prevalent affective

thoughts of the students of the novice and expert teachers
were concerned with motivating themselves to accomplish
the task. These results support findings reported by
Peterson et al. (1984) of students' thoughts during
mathematics lnstruction. However, frequency of reported
"motivating self" statements was notably different for the
two groups of students in the present study (students of
experts, n = 87 statements, or 42.4%; students of novices,
n = 54 statements or 21.7%). Thus, students of expert
teachers more frequently reported thoughts such as, "1 was
trying to do i1t right”, or "1 was trying to do my best"”.
The next most frequently occurring affective thoughts for
students of novice teachers reflected negative feelings
toward the actlivity, instruction, or situation, followed
by thoughts of self or team assessment. In contrast,
students of expert teachers expressed more positlve
feelings toward the teaching sltuation, followed by self
or team evaluation of performance. Thuas, both groups of
students, particularly when watching the teacher
demonstrate or explain an actlivity, were thinking of how
they would perform the task when it got to be thelr turn.
Students of expert teachers only exprassed 12
negative feelings about the situation. Not only was the
guantity of negative statements different, but also the
content. Most of the 50 negative atatements made by
students of novice teachers pertalned to misconduct of
students, boredom, or qQuestioning the relevance of the
activity. For example, from the interviews of students of

novice teachers:

Interviewer: What are you thinking at this point

in the lesson?
Student: I was thinking why 4id we have to go



through kicking the ball and stuff when really you
knew how to kick the ball.

Student: I was thinking that the kids should be

a little more Quieter, because 1 couldn't hear what
she was sayling.

Student: I thought (it was going to be fun, but 1t
was boring.

Student: 1f everybody would have been listening I
wouldn't have to be dolng the shuttle run again cuz
she wouldn't have to pay attentiosn more to them than

the stop watch.

In comparison, most of the 12 negative statements
expressed by students of expert teachers concerned sklll
performance of teammates or assigned partners within group
activitlies. For example, from the interviews of students

of expert teachers:

Interviewer: What are you thinking at this point

in the lessaon?
student: Sometimes the boys {(on my team} got in
the way and I didn't like it.

Student: Jeremy and them...they were throwing
tovo short...they weren't 3Jumplng or nothin' ..

they were just standin' like this...letting the
ball pass by.

Only one statement from a student of an expert teacher
referred to student misbehavior. Other negative
statements from students of expert teachers were in
reference to particular exerclises (e.g., dislike of sguat
thrusts; student did not want to jump rope). Since there

was relatlively no student misbehaviors occurring in the
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expert teachers' classes, there was no need for students
to be thinking along those lines,

Another difference observed for the two groups of
s_udents was in student thoughts of winning, with students
of novice teachers expressing slightly more concern than
thcse ot expert teachers.,

Skill-Rejated Thoughts. There were observed
differences in frequency of thoughts related to =skill

performance, with students of expert teachers expressing
more sklll-related thoughts (n = %4) than students of
novice teachers (n = 52). Further, students of expert
teachers reported more thoughts regarding speclific skill
technique or game strategy. These findings suggest that
expert teachers stimulated students to be thinking about
the specific processes involved In skill performance more
than novice teachers. It also reflects the differences in
the amount of time students actually spent engaged in
s8kill activity. Because the novice teachers spent more
class time engaged in orqanizational and routlne tasks,
their students dild nect have as much opportunity to
particlipate In skill activities.

Comprehension of Instruction. 8tudents of novice

teachers expressed confusion during instruction to a
greater degree than students of expert teachers {see Table
6). MHost of the confusicn was related to instructional
routines, procedures and organization. The students of
novlce teachers reportedly d4id not know where to go and
what to do dAuring portions of Instructional time. For

example, from interviews of atudents of novice teachers:

Interviewer: What are you thinking at this point
in the leason?

Student ; 1 didn't know what was going on.
Student: I didn't know what to do...I thought we
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going to run around the gym two times.
Student: He didn't tell us what to do, so 1 thought
we were golng to be dolng exerclses.
Student: I was thinkling are we all going to be in
the same group?
Student: I was thinking was I goling to go and get
to do the kicks?
Student: I was thinking what are we goilng to do for
pe?

In contrast, students of expert teachers spent more
tlme thinking about the general concepts being taught.
Additionally, the students of expert teachers reported
using specific cegnitive processes to comprehend lesson
content, whereas none of the students of novice teachers
reported using such strateglies. For example, from

interviews with students of expert teachers:

Interviewer: What are ycou thinking at this point

in the lesson?
Student: I was thinking that he wanted us to see
how much blood we were pumpling.
Student: He was showing us how it (heart rate)
would change after we did aercblics.
Student: I was thinking we were dolng the
steps (Iln the aerobic dance)} so
your heart can beat more faster.
Student: I was thinking about how to.., uh,
make sure I was adding correctly
to get the right score and everything
like that.

Classroom research relating student thought processes

to achievement (e. g., Peterson et al., 1984) has
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indicated that students reporting specific cognitive
processes performed better on achievement tests.

Another observation pertaining to student confusion
is pertinent here. There was approximately the same
number of responses concerning confusion regarding
cognltive concepts by students of both expert and novice
teachers (students of novices, n = 10, or 22.7%; students
of experts, n = 11, or 14.1%;. However, it was revealed
later in the iInterviews that the expert teachers were able
to clarlfy the points of confuslon, whereas the students
of the novice teachers remalned confused throughout the
lesson. The following excerpts from an Ilnterview with a

student of an expert teacher i{llustrate this observation:

Segment 1 of Interview: Teacher is explainlng
scoring for the flrst time in the bowling unit.
Interviewer: What are you thinking at this point
in the lesson?

Student: Thinking about how you do the score.

Interviewer: Do you understand how to do {t?
Student: 1 was confused.

Interviewer: What about it didn't you understand?

Student: 1 jJust didn't understand what she was
saying.

Segment 2 of Same Interview: A study guide was
distributed to students which provided a sample
scoring problem.

Interviewer: Were you understanding at this polnt?

Student: Yes m'am.
Interviewer: What was it that Ma. XX 4Aid to make

it clear to you?
Student: When she went to the board and started
going over (t, 1t helped me to understand.



in contrast, the following illustration is from an

interview with a student of a novice teacher:

Segment 1 of Interview: Teacher is explalning player
positioning In a soccer unit to the students.
Interviewer: What were you thinking at this point

in the l¢sson?

Student : I didn't want to be wearing that green
thing {the green jersey for dividing teams).

Segment 2 of mame interview: Students are assigned
player positions on the playing fleld.

Interviewer: What are you thinklng at this point?

Student: 1 was confused because 1 dlidn't know
anything about soccer and really | still don't know
anything---1 still don't know what I'm supposed to
do in soccer.

Interviewer: wWhat could the teacher have done

to make 1t more clear to you?

Student: When she's trying to explain directions,
everybody =shouldn't be talking and stuff...more
discipline.

Segment 3 of same interview: Students are playing
the game In their assigned player positions.
Intexrviewer: Did you understand your playing
position at this point in the lesson?

Student: No.

Interviewer: What could the teacher have done to
help you undersatand?

Student: I could have asked the teacher, but she

was so busy.

Thus, although students reported egqual numbers of

confuslon regarding concepts, it was observed that the



eXpert teacher was better able to resolve
misunderstandings.

Teacher-Intended Student Cognitive Processes. Results

from Phase 2 revealed differences between expert and
novice teachers in their responses to the question, "what
do you want the children to be thinking?". The expert
teachers were primarily concerned with pupll learning,
while novice teachers emphasized appropriate procedures.
Students of expert teachers were more often engaged in the
understanding of the concepts and skills being taught.
While the novices reported concern for pupil learning only
a small portion of time, their students did not focus on
learning to the extent of the students of experts.
Accordingly, one might imply that both groups of students
did, 1Indeed, match with the teachers' Intended thoughts.
However, to illustrate what children were thinking when
the teachers from both groups reported an intended
learning statement, the following excerpts are given. For
example, from interviews of the middle school expert

teachers and students:

Interviewer with Expert Teacher: What do you want
the students to be thinking at this point in the
lesson?

T.acher: I'm trying to get the kids to think
about passing the ball (volleyball}
to the front row Instead of over the
net, and trying to get them to play
with teamwork and so I use the court
50 they can understand baslically what
they're dolng. 1 have the three back
row people marked, and then I have thls
big apet in the front. I even had the

net up, even though I could have done



this drill without the net; Just to
show the relationship in the court and
what they're trying to do. I want them
to be thinking about the technigue for
the forearm pass, and where do I want
the ball to go.
Interviewer with Students: What are you thinking at

this point in the lesson?

Student: 1 was trylng to get the ball to the
net, to the person tryilng to catch it.

Student: 1 was thinking you were supposed to say
here I am--that you were supposed to
keep your elbowas locked and be correct
and everything and at least try to get
it in the area and i1f not you'd qet
an extra chance.

Student : 1 was thinking to learn to play ...so
you wouldn't be like jungle ball and
have to hit it over by yourself, you
could pass it to the first perscon and
they could try to hit it over.

Student: I was thinking to cooperate and have
good teamwork.

Student: It makes the game more exclting when
you have three hlts instead of just one,
because, you know, nobody else can play
the ball.

Student: Yeah, she had the three lines back there
because In the game you have the three
back positions and srmhe's showing you
where to hit the ball.

Interview with Expert Teacher: What do you want the
students to be thinking at this point in the lesson?
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Teacher: I want them to be thinking about proper
bowling etiguette..you know, not running
across the lanes and run in front of the
ball or anything, and my main thing is for
them to learn to score here..and use the
proper four-step approach and form.

Interviewer with Students: WwWhat are you thinking at

this point in the lesson?

Student: Uhm, thinking about how many steps to
take to bowl and stuff and where to stand
like she had told us.

Student: well, all I was really thinklng about doling
was to see how many steps to take and how
to throw the ball and stuff and I think I
did okay.

Student: 1 was thinkling about how 1 was supposed to
behave and stuff so we'll have enough time
to bowl a lot of games...like she sald =she
wanted us to be able to bowl a lot of games

and everything.

Student: I was thinking about making me some
strikes.
Student: I was trying to concentrate so0 1 could make

some strikes and spares.

Btudent: 1 was thinking about the score...we got
three spares in a row and me and thls girl
were thinking about how to add it up and
stuff, so we asked her how to add it up

and she explained it to us.

In comparison, when the novice teacher reported that
they wanted the student to be learning a particular skill
or concept, their students were not cognitively engaged 1in
that thought in the same way as the student of the expert



teacher. For example, from interviews of the middle

school novice teachers and students:

Interviewer with Novice Teacher: What do you want
the students to be thinking at this point in the

lesson?

Teacher: Uhm, when I would tell one person use the
inside of the foot, not your toes...kind
of subconsciously hoping it's gettling
in there somewhere, "when I get up there,
1'11 use the 1lnside of my foot, and not
my toes".

Interviewer with Students of Novice Teacher: Wwhat

are you thinking at this point in the lesson?

Student: What team I was on.

Student: WwWhat team I was golng to be on...with my
friends, like Jason.

Student: 1 was thinking that the kids should be a
little more gquieter, because 1 couldn't
hear what she was sayling,

Student: I wanted to be on my friend's team so
we could be the best team and win the
relay.

Student: I was thinking about kicking the ball
to the cone and then where do you bring
it back...stralght down the 1line or in
and out ltke golng up there?

Student: 1 was thinking why did we have to go
through kicking the ball and stuff when
really you knew how to kick the ball.

Interviewer with Novice Teacher: What do you want
the students to be thinking at this polint Iin the

lesson?
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Teacher: Uhm, how they're supposed to hold the
shotput {(softballs were used in the
lesson to teach the shotput technigues).

Student: I was thinking that we were golng to
throw the ball.

Student: 1 was thinking that they (the student
helper}) should, you know, try to
pass the balls out in a hurry so we
could get through with this,

Student: I was thinking how far was 1 going to
throw the ball.

Student: I wasn't thinking...I was thinking...
but I was in the back clewning...to tell
you the truth.

Student: I was thinking that we're golng to start
this soon and to get the feel of the
ehotput, you have to do it with a softball
first.

Student: I was thinking was he going to let us throw
the balls?

Consegquently, there was a notliceable lack of
one-toc-one correspondence between what the novice teacher
intended the student to be thinking and what actual
thoughts occurred. The differences In these thought
concepts were lllustrated throughout the interview
transcripts. 1In order to determine to what extent the two
groups of students were engaged In task-relevant thought
processes, those categories which lllustrated positive
thoughts were ldentified. These cateqories were:
positlive feellng toward sliltuation/activity/teacher,
motivating self, self/team assessment, attending,
remembering, general cognitive concept, speclific cognitive

concept, general skjll technique and speclflc skill
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technique (see Table 6). These cateqories are consistent
with variables put forth by motor learning researchers as
affecting learning of motor skills (e.qg., see Schmidt,
1982). Frequencles of those thoughts by students of
expert and novice teachers were compared.

Total frequency of the positive thoughts by students
of expert teachers was much greater than those by students
of novice teachers (students of experts, n = 302/414 or
72.9%; students of novices, n = 175/387 or 45.2%). Thus,
students of experts were engaged in task-re=levant or
positive cognitive processes for the majority of
instructional time (three-fourths of the lesson), whereas
students of novice teachers spent less than half of the
instructional time engaged in positive cognitive

processes.

Reports of Teaching Processes

Table 7 presents results from student responses to
the interview question, “What are the things the teacher
did to help you understand (the activity) at this point in
the lesson?". There were differences in total number of
reaponses by students of expert and novice teachers, with
more responses by students of expert teachers (students of
experts, N = 244; students of novices, N = 128).

According to the student responses, the expert teachers
used multiple technigques to a greater extent than the

novice teachers. For example:

Interviewer: WwWhat are the things the teacher did to
help you understand?

Student: He demonstrated and told me what to do and
like 1f 1 made a mistake, he came by ang helped me
correct myself (individual feedback).
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Student: She kept gojng gover it a Jlot (review) and

also when we were serving if you missed it the first
time, she would come and help you get in the right
position and help you (individual feedback) aserve |t

again.

There was also a8 greater variety of teaching
processes Indicated by students of experts, whereas
students of novices reported explanation and demonstration
in three-fourths of thelr responses (combined n = 76.06%).
These findings support results of classroom research
(Peterson et al., 1984) in which the students reported
that thelr teachers explained the material, provided
examples, and "helped them". 1In the present study, 1f
atudents responded by simply stating, "the teacher helped
me", a follow-up guestion was asked, "how did the teacher
help you?". Although explanation, followed by
demonstration were also the most prevalent teachlng
processes noted by students of experts, these students
reported that thelr teachers also provided indfividual
teedback and *"broke the skills down" in a step-by-step
(task analysis) procedure to a greater extent than was
observed by students of novice teachers.

Insert Table 7 About Here

ent f v t
Novice Teachers

Responses to the interview questlion, "is there a
better way to learn this activity...If you were the
teacher how would you have taught this activity?"” are



presented in Table 8. There were fewer reaponses to this
question by students of experts (N = 147) than by students
of novices (N = 178). As in the case of multiple thoughts
provided by students of expert teachers when answering the
question about ways teachers helped them learn, students

of novice teachers often provided multiple suggestions in

response to ways to improve instruction. For example:

Interviwer: Can you think of a better way to

to learn this activity?
Student: Yeah, firat I'd make everybody be quliet

{better class control) so you could go over the
soccer rules and then 1'd have put a defensive plavyer
on _so you could learn to dribble and learn how to
play defense (change activity) and kill two birxds

with one stone.

The most freguent response by students of both groups
of teachers was "no change in lesson". However, the
frequency of this response was notably different, with
students of experts expressing this more often (students
of experts, p = 82 or 57.7%; sBtudents of novices, p = 48
or 26.2%). For students of expert teachers the next most
frequent suggestion was changing warm-up exercises,
followed by changing drills or lesson activities. For
students of novice teachers, suggestions for changing
drills or activities, as well as changing routines,
changing warm up exercises, having better class control,
and providing better explanations and/or demonstrations
were frequent responses. There were no statements made by
students of expert teachers indicating a need tor better
explanations and/or demonstrations, providing more
practice or providing more feedback. Further, only one

statement was made suggesting better class control.
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Insert Table 8 About Here

Focus of Elementary and Middle School Students'

n O c cCa n

There was a slight difference in total frequency of
statements recorded for elementary and middle school
students when responding to the interview guestion, "What
are you thinking at this point in the lesson?", with
elementary students expressing 449 thoughts and middle
school students reporting 352 thoughts.

Affective Thoughts. As shown Iin Table 9, studentsa at

both age levels reported more affective thoughts
{({elementary, n = 251; mliddle school, pn = 202} during
instruction thaua any other category. Elementary students'
next most prevalent concerns were skill-related thoughts
(pn = 74, or 20.9%}), followed by comprehension of
instruction (n = 61, or 13.6%), "I can't remember" or no
reply (n = 22, or 4.9%), off-task thoughts (n = 15, or
3.4%), and soclal thoughts (p = 6, or 1.3%). Middle
school students' moust fregquent concerns following
affective thoughts focused on comprehension of instruction
(p = 61, or 17.3%), followed by skill-related thoughts (g
= 52, or 14.8%), off-task thoughts (g = 9, or S.4\),
soclial thoughts (n = 15, or 4.3%) and "I can't remember”

or no reply (p = 3, or .8%\),.

Insert Table 9 About Here

Substantial dlfferences were observed in student

affective thoughts regqarding negative feelings about the
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instructional situation, motlivating self, wanting to get
done, self/team assessment, and winning. Middle school
students expressed more negative feelings and “"wanting to
get done". In contrast, elementary students reported a
greater number of thoughts of "motivating self"” to do the
task well, were more concerned with their ability to
perform the task and concentrated more on winning.

Comprehension of Instructlion. Only slight

differences between elementary and middle school students
were observed on the percentage of thoughts related to
lesson comprehenslon. Elementary astudents were confused
regarding skill performance to a greater extent than
middle school students. Conversely, middle school
students expressed more confuslon related to cognitive
concepts.

Other Differences. There was substantially more

skill-related thoughts expressed by elementary students (n
= 94) than by middl: school students (n = 52). Elementary
children were engaged in more thoughts related to general
skill as well as specilfic ski1ll technigque than middle
school students. Elementary students could not remember
what they were thinking during instruction more freguently
than middle school students. Middle schocel students
expreased more social thoughts, that is, thoughts of
friends, boyfriends and girlfriends, more than elementary
children.

For total positive thought processes (i.e., positive
feeling about situation, motivating self, self/team
assessment, attending, remembering, general concept,
speclfic concept, general sklll technique, and specific
skill technlique), differences were observed for the two
groups of students. Elementary students reported these
positive thought processes more frequently than middle
school students (elementary, p = 304/449 or 67.7%; middle



schocol, n = 173/352 or 49.1%). Thus, elementary students
were engaged in positive thought processes for about
two-thirds of the instructional time, whereas middle
school students were only engaged in positive thought
processes for slightly less than half of the time,

There were relatively no differences between
elementary and middle school students when responding to
the questlons, “How did the teacher help you understand
the activity" and "Is there a better way to learn the
activity”, «zxcept in total number of reported statements.
Elementary students expressed more teaching processes (N =
221} that assisted them in understanding the lesson
content than midale school students (N = 151). Both
groups responded that teacher explanation, followed by
demonstration were most beneficlial. Middle school
students provided more suggestions for ways to improve
instruction (N = 185) than elementary students (N = 140}.
The majority of responses for both groups suggested no

change in the lesson (elementary students = 47.9%, mliddle

school students = 34%). MHiddle school students suggested
changing routines to a greater extent (n = 25, or 13.5%)
than elementary students (p = 3, or 2.1%). Both groups of

students recommended changing warm-up exercises as thelr

primary suggestion for lesson improvement.

SUMBAL Y

Overall, the findings from Interviews of student
perceptions of physical education instruction revealed
differences in the way students of expert and novice
teachers view the lessons. 8Students of expert teachers
spend more class time thinking about skill performance and
concepts being taught than students of novice teachers.

Further, they expressed less confusion regarding

12
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procedurés, routines or thelr own performance of
skill-related activities. Although the amount of
confusion with regard to cognitive concepts was similar
for the two groups, expert teachers were able to clarify
misunderstandings, whereas students of novice teachers
remained confused.

Students of expert teachers expressed a greater number
and varlety of thoughts related to the ways teachers help
them learn the lesson content than students of novice
teachers. Students of expert teachers also made fewer
recommendations for improving instruction. 8Students of
novice teachers reported more negatlve feelings of the
teaching sltuation, while students of experts percelived
the lessons in a more poslitive way.

Middle school students percelived physical education
more negatively than the elementary students. Conversely,
the elementary chlldren spent more class time
approprliately engaged in positive cognitive processes.

Taken togethexr, students most frequently reported
aftective thoughts during physical education instruction,

regardless of age level or expertise of the teacher.
Phase 4

Rules and Management Routines

The most consistently replicated findings of research
on teaching have linked students' achlevement to their
opportunity to learn the material (Brophy, 1986).
Engaqement rates depend on the teacher's ablility to
organize the classroom into an efficlent learning
environment where activities run smoothly, transitions are
brief and orderly, and llttle time iIs spent in

organization. 1If routines are well established, students



will have more opportunity to learn. The succesasful
teacher reduces the complexities of the learning
environment by establishing rules and management routines
which allow instruction to proceed in a focused way
(Brophy, 1987; Doyle, 1986; Lelnhardt et al., 1987},

Findings from classroom research have shown that the
first days of a school year are extremely ilmportant in
eastabllshing and routinlizlng procedures. It is durlng
this time that rules are announced and enforced (Clark, &
Elmore, 1979; Clark, & Peterson, 1986; Emmer, Evertson, &
Anderson, 1980; Evertson, & Anderson, 1981), and routines
are rehearsed (Leinhardt et al., 1987; Pittman, 1965).
Routines can be defined as activities which become
auvtomatic to help simplify the environment for both
teachers and students, whereas rules prohibit certain
behavliors from occurring. The first day of school has
always been consldered vitally important. In 1907, LIn a
classic text of classroom management, William Bagley
states:

The flrst day should leave with the puplils a

distinct impression that work has begun in

earnest, that no time has been frittered away,

and that something definite has been

accomplished (p. 29).
Three entire chapters in Bagley's book are devoted to
establishing and mechanizing class routines for efficlient
classrooms. His recommendations included the
establishment of routines for: passing of lines; fire
drills; signals; passing to the blackboard; passing to the
recitation bench; distributing and collecting wraps, books
and materlals; leaving the room; and for neatness of
written work and blackboard work. Interestingly, recent
studies (e.g., Lelinhardt et al., 1987) still advocate many

of these as important routines to establish.



Many classroom routines do not apply to the physical
education setting since the gymnasium or playground is a
more dynamic and open environment than the classroom and
involves different supplies and egquipment. 1In addition,
because of the increased student activity and movable
equipment, concerns for student safety during instruction
are more likely to affect many of the rules and routines
established by the physical education teacher. One of the
most difficult tasks the new beginning teacher encounters
is to eatablish effective rules and management routines,
Examining the ways In which experts perform these tasks at
the beginning of the school year should provide the novice
teacher added lnslght Into the teaching process.

The speclfic purposes of this phase of research were
to (1) i1dentify rules, activity structures, and management
routines that were developed by two expert teachers during
the first 5 days of clasas; (2) describe the actions of the
teachers as the rules and routines were established; (3)
describe when and how disciplinary actions were taken; and
(4) determine it rules and routines were maintailned

throughout a semester.

Method

Subjects

One expert elementary teacher (EE-1) and one expert
middle school teacher (EM-1) were selected for study.
These two were selected randomly from the four experts
chosen for this research project. Detailed biographlcal
data for each teacher &are provided In the section which
describes the procedures used by the teachers 1in
establishing rules, routines and disciplinary actions at

the beginning of the school year.



Procedures

Teachers were videotaped during the flrst 5 days of
the school year. The videotapes were then analyzed to
identify rules, actlvity structures and supporting
routines used in the lessons. Activity structures are
defined as small segments of the dally lesson. The
investigator and two other researchers used an Inductive,
categorical analysis procedure (Glaser, & Strauss, 1967;
Goetz, & LeCompte, 1984; Yinger, 1978) based on the work
of Lelnhardt et al. (1987) to define activity structure
and routline.

The videotapes were studied and records were made of
classroom events and procedures, noting the rules,
activity structures and routines occurring during the 5
days. The activity structures and routines were then
sorted into major categoriea with detailed definlitlions for
each category. This iInitial identification and sorting
was done on the basis of discusslion and consensus amonyg
the three researchers. Filve activity structures were
observed and categorized to describe the actlions of expert
teachers. The activity structures included:
presentation/non-academic; warm-up; presentation/
demonstration; practice; and transition.

Routines were classifled intoc three types:

management, support, and interactive. Manaqement routines

can be thought of as tasks involving student-movement from
one place to another and non-academic interactions. The
management routines used were: enter the play area/llne
up; signal for stopping activity; water/restroom; and
moving quickly and/or qQuietly.

Support routines were those that facilitated
instructional actions, speclfying the behaviors necessary

for student learning to occur. These included routines



for: approprlate formations and/or spacing; distribution

of equipment; and appropriate attire for class activity,

Interactive routines faclilitate communication between

the teacher and student. These included routines for:
teacher questioning with student choral response; teacher
guestioning with a "call until correct"™ student response;
paying attention, "eyes on me" teacher behavior; and hand
ralsing by students.

After identifying the major activity structures and
accompanying routines a preliminary coding scheme was
developed by the three researchers, The definitions for
the categorles were refined when necessary and frequency
counts were determined for the introductlon and use of
routines. Each declslon was dlscussed and agreed upon by
the three researchers. Finally, actions of each teacher
were described In detail as the rules and routines were
established. These were discuasased and revised, going back
to the videotape |f necessary.

To establish reliablillity, the following procedures
were used. First, the three researchers randomly selected
one of the two lessons from day 1, day 3, and day 5 to
code a second time. Results were compared with the
original coding torms to determine intrarater agreement
(.93). Second, a fourth researcher with previous
experience In research procedures used 1ln this study
participated In a short training session. This researcher
was glven the set of generated constructs and decision logq
and asked to code three randomly selected tapes. The
frequency counts within the categories were compared with
those derived by the original researchers. Reliabillity
for the general and speclfic levels of the coding

instrument was .90 or higher.



Results and Discussion

Routlnes Within Activity Structures

The frequency of routlines within thelr appropriate
activity structures across the 5 day perlod are presented
In Table 10. Collectively and individually, the
presentation/non-academlc structure was used most
frequently for intreducing and rehearsing routines.
Differences between teachers within remaining activity
structures are shown. EE-1 spent a significant portion of
time rehearsing routines during practice, whereas EM-1 did
not. Lelnhardt et al. (1987) report that expert
elementary classroom teachers use the highest number of
routlines during transition between activities (eq.,
changlng from reading groups to a science lesson). One
posslible reason that ditfferencesa exlat is that the
elementary student ls contained in the classrocom
throughout the day, whereas they only spend 30-45 min per
day with the physical education teacher. This time frame
does not require the number of transitlons which occur in
the classroom. In addition, the terms trans!tion hold
different meanings for classroom and physlcal education
settings. In classroom research, transitions usually
occur between subiject matter changes and in physical
education, they usually occur between changes in drills or

groups.

Insert Table 10 Here




Introduction of Routines Across the 5 Day Perliod

Table 11 presents data for introduction of routines.
The majority of routines were introduced on day 1 and by
day 5, procedures were routinized allowing for maximum
instructional time to occur. Routines were most
frequently introduced with an explicit statement from the
teacher and/or modeling of the routine (eq., hand
ralsing). Routlnes were generally reinforced through
positive methods, but stern lectures were given when
students falled to comply with lnstructions. Although
both teachers had taught a number of years, they felt it
necessary to have every detalil recorded and lecture from
notes during the first few days. They were extremely
organized and efficlent, including providing an attractive
physical environment for students. This finding coincides
with classroom research on effective classroom management
(Brophy, 1987).

Insert Table 11 Here

Cumulative Freguency of Routjines

The cumulative freguency of routines is presented in
Table 12. There was an observed difference in total
trequency of routines with the elementary teacher spending
more time in Introduction and rehearsal of routines (EE-1
r 190; EM-1 = 149). Further, the selecting of specific
routines to emphasize was different for the two teachers.
The routine used most frequently by the elementary teacher
entaliled a signal for stopping activity and questioning
with a choral response {(p = 41 for each category). The
middle school teacher only practiced the stopping on a
signal routine three times in the 5 day period. The
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routine stressed most often by the middle schocl teacher
was related to establishing appropriate dressing codes and
locker room procedures (p = 36). However, the next most
frequently practiced routine was guestloning with a choral

response which correspeonds to EE-1.

Insert Table 12 Here

The differences in emphasis of routines may be due to
a number o¢of factors; personal style, student behavior,
nature of activities, dressing code vs. non-dresslng code,
and finally, developmental levels. Brophy (1987) reported
that changes In students' developmental levels creates
various degrees of emphasis on classrcom management
strategles by classroom teachers. He stresses that during
the primary grades, chlldren must be indoctrinated to the
rules, procedures, and routines of classroom life. Thus,
a large amount of the teachers' focus must be placed on
management instruction. Between second or third grade and
fifth or sixth grade, students have learned most of the
procedures and routlnes they need to know because young
children generally identlfy and cooperate with adults,.
However, between fifth or sixth and ninth or tenth grades,
when students are entering adolescence and beginning to
identify with peers, they often distance themselves from
and even resent adult authority. Therefore, management
concerns become promlnent agaln with more emphasis on
disciplinary aspects.

Unlike classroom teachers of third graders who would
not need to spend as much time wlth management
instruction, this elementary physical education teacher
spent a significant amount of time In this area. However,

since the third grade students in this study were



receiving physical education instruction for the first
time, they were not indoctrinated to rules, procedures,
and policles of the contextual setting. Although many
routines such as hand ralsing and choral response had
obviously been introduced to students prior to their
physlical education instruction, many other routines unique
to the setting were entirely new and required the teacher
to manage the class as though they were early primary
students. With reqard to low management time spent by the
middle schocol teacher, 1t is possible that a very
stringent scroocl-wide discipline policy contributed
significantly to the manner in which students behave at
that particular school. Although Brophy (1987) reports
that this 18 a time of high concern for disciplinary
managment, Evertson and Emmer (1982) alsc found that less
time at the junlor high school level was spent teachling

and rehearsing rules and procedures.

Management /Support/Interactive Routlines Summary

Both teachers introduced and rehearsed a higher
number of interactive routines (EE-1 = 81; EM-1 = 66),
that is, establishing communication routines between the
teacher and the student than support or management
routines. For EE-1, the management routines were of next
highest freguency (n = 67) followed by support routines (n
= 42). Due to the nature of the movement activity, EE-1
used a signal for stopping activity frequently, hence,
inflating the number of management routines. However, by
day 4, he was able to have each of 26 children tossing and
catching a small rubber ball in a confined indoor play
area without any management problems. When the command
"Freeze" was given, students stopped activity immediately

to pay attention. For EM-1, support routines were used
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more fregquently than management routines (n = 48; n = 35,
respectively). The thrust or focus of the support
routines was establishing an appropriate dressing code and
locker room procedure. EE-1 used support routines less
frequently than the other two categorlies (p = 42).
Although Leinhardt et al. (1987) report the highest number
0of routines as support, contextual differences between
Cclassroom and gymnasium play a significant role in the
findings presented here. The support routines in the
classroom featured seatwork procedures such as: take
out/put away, rullng paper, walit to start, open/turn
to/look at/close, and keep busy when assigned work 1ls
finished. In physical educatlion, fewer support rcutines

are needed.

Retention of Routines

Both teachers were videotaped for one lesson during
the end of the first semester of school to determine
retention of rules and routines that were formed during
the first week of school. Both still enforced 100% of
routines at midyear. 1t was also observed that EM-1 had
established a routine for distributling and collectling
equipment and EE-1 had added a routine for wearing and
removing cocats during outdoor activity.

The teachers in this study are similar to classroom
teachers (Emmer et al., 1960; Leinhardt et al., 1987) in
the way they defined for the students procedures for class
operation, including clear expectations of student
behavior. Although both teachers exhibited a structured
and orderly class by day 5, each used a different style to
achieve this goal. EE-1 used an intimidation approach,
while EM~1 used a mild desist management style.



The following account describes the detailed
procedures used by both teachers in developing order in
class at the beginning of the year. Rules, routines and
disciplinary actions implemented by both teachers are
described.

Expert Elementary Teacher {(EE-1)

Blographical Sketch. EE-1 is a white male, 42 years

of age, and has taught at the same urban elementary school
for 12 of his 21 years of teaching. He has received an
award from the state physical educatlion assoclation as the
OQutstanding Elementary Phystcal Education Teacher 1in
Louisiana. In addition to his Master's Degree, he has
earned +30 hours of graduate credit and participated in
the statewide professional improvement plan.

His physlical education (PE) program has achieved the
state championship in physical fitness for the past 9
years. Also, his school has been the top money ralser of
the state for the Jump Rope for Heart program, with an
average earning of approximately $10,000 per year.

From information obtained from his qQuestionnalre,
EE-1 stated that the most Iimportant objective of his
program is to establish a warm and caring environment
which is optimal for learning to occur. He reported that
the environment he tries to maintaln is one in which high
goals are established and that he provides the motivation
for students to reach these goals. Other objectives
include: for students to have fun; develop self
discipline and respect; and "Be the best you can be,
whatever the undertaking”.

For the first few days, EE-1's Ilntended obljectives
were setting policlies for students to follow; stressing

qood work habita and the importance of worklng together;
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and i1nformally assessing students' social needs and
ability levels. He also admitted that he uses an
intimidation approach during these first days to achleve
desired behavior from the students. (It was noted,
however, that along with the intimidation approach, EE-1
established a fun-filled atmosphere by laughing and Joking
with students. He even laughed at himself in front of
them on a couple of occasions).

Day 1. EE-1 used the firast day to motivate students
about physical education and the activities for the
upcoming year. The play area was an indoor auditorium
located In the center of the school. Classrooms werxe
along two hallways, one on each side of the large room.
The front office was also in close proximity. The
students were brought to the play area and seated on the
floor throughout the entire first day's lesson.

The students listened attentively as EE-}1 told them
they would be experlencing about 30 to 40 activities
during the year and that his prilmary goal was for them to
"have fun". He explained the meanings of the words goals
and objectives to them. Other objectives, he stated, were
toe learn and to remaln state physical filtneass champilions.
He showed them a large symbol, ¥#1, which was poated on the
back wall and told them i1t had been there for 9 years and
would remaln there untll they were no longer the state
champions. This discussion was a guestion/answer style
with routines for both choral responses and call untiil
correct individual responses employed. EE-1 encouraged
children to ralse their hand before responding. Following
the Introduction of hand raising, he asked a gquestion and
immediately ralised his hand to reinforce the expected
behavior of the children. Other routines introduced at
this time included an approprliate method for entering and

leaving the play area, desired attire ilncluding footwear,



and rules for good sportasmanshlp. A health note was
distributed and students were asked to get their parents
to indicate any medical conditions regarding physical
activity participation. The students were told that they
would not be allowed to partlicipate until this note was
recelived, He strongly emphasized returning it the next
day.

EE-1 specitfied his desire that all students try all
of the activities that would be taught. He told them, "we
all make mistakes and miastakes help us to learn™.

Students were assured that none of the other students
would laugh at them and stated, "They may laugh at you one
time, but they won't do it again®. This was one example
of FEE-1's intimidation approach.

For the remalnder of the 30 min pertod, lncentlve

plans were discussed. These included: "the PE student of
the week'" and the introduction of the PE motto, "Be the
best that you can be". For the PE student of the week, he

showed them the button that 1s issued at the end of every
week for the student in the class who tries the hardest,
shows the best sportsmanship (e.q., "don't be a ballhog"},
and gets along well with others. This student, along with
being able to wear the button for the entlire week, has the
privilege of holding the water for the reat of the class
everyday after PE during that week. Additionally, the
followlng week, this student wiil be allowed to hold the
door for the class when coming in and/or going outside to
participate in activity.

The PE motto was rehearsed by the students in choral
response and a lecture was gliven to students regarding
dolng thelr best in their classes, at home, and in PE. At
this time, he also invited students to feel free to talk
to him concerning any problems they may be facing and

asked them to not be afrald to come to him for help.
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The flnal incentlve was an explanation that the
school had been chosen as the only elementary school in
the state to take part in the Russian Physical Fitness
Testing. The test items were described briefly. He
explained that children in Russla were taklng the American
Physical Fitness Test and thlils was a speclal program for
the United States government. Students were notably
excited with this information.

In closing the class, EE~1 reminded students to bring
back the health notes. There were no physlcal activitlies
taught during the firast day. He did, however, set a very
motivating and enthuslastic environment for the students.
There seemed to be at atmosphere of caring and trust
established, yet in a flrm, commanding style. There were
no reprimand=s whatsoever, as every student was at full
attention throughout the entire presentation.

Day 2. Upon entering the indoor play area, students
were Instructed to sit qulietly while EE-1 collected
health slips. He requested that as he called roll, each
child would bring him the "“"unfolded"™ note. Two of the 28
chlildren failed to return a slip. They were isoclated from
the group until the completion of roll call at which time,
the two "wallflowers™ (as he referred to them) were given
a harsh reprimand. EE-1 made 1t clear to all students
that the health slips were considered an assignment and
there was no excuse for fatling to complete an assignment
in his class.

The day's lesson was generally content-oriented but
activities were used to introduce routine procedures for
listening and maintaining appropriate spacing for
activities. The students were first asked to spread out
without touching anyone else. He presented a =series of
movement challenges, stressing the importance of listening

carefully for a signal to stop movement; that is, "Freeze®



or "Stop". He proceeded slowly, keeping a close watch on
the responses to the movement tasks and controlling for
inattention by calling names of children showing incorrect
movement. The tasks presented called for specific
responses such as "touch your left knee with your right
elbow". He reinforced that students must listen to and
follow his specific instructions. A "Simon Says" game was
implemented on the spur of the moment which seemed to be
used simply as a rapport-bullder sltuation. When
questloned after class, EE-1 stated it was not part of his
intended lesson plan. EE-1 laughed with children as he
tried to catch a few "aleepyheads™. Thr oughout the game,
his sense of humor was exhiblted.

EE-1 explalned concepts of personal and general =pace
and Introduced a routine for getting into scattered
formation. He said, "find your space, your personal
space"”. After a series fo movement challenges emphasizing
shapes and levels, EE-1 told students to look carefully
at the location of thelr space. He asked them to remember
the spot and rturn to this identical space the next day.
Throughout the lesson, he monitored student responses
calling on several students to correct body positions.
Moreover, he stressed individual differences by expressing
a desire for students to be creative and unique in thelir
response to each movement challenge. He reinforced this
by calling upon a student who had demonstrated a unigue
response and allowed him to demonstrate for the rest of
the class.

Toward the end of class, EE-1 dlscussed yearly
activitlies and iIntroduced hls expectations for indoor and
outdoor student behavior. He indicated that while
laughing and cheering teammates on durlng game play would
be acceptable outside, a silent yell would be used when

participating indoors. Once again, he emphasized his



desire for students to have fun, yet he continued to
establish a business-like atmosphere by maintaining tight
control over student's actlon.

In cloaing the lesson, a short review session using a
choral response and "call until correct® individual
response interactive routines were implemented. He
reviewed the concepts of personal and general space and
emphasized following directions by llistening carefully to
his speciflic instructions.

Day 3. Children entered the play area and were
instructed to go to thelr "personal space"™ and spread out
where they wouldn't touch anyone else. Using a "call
until correct" individual response, activities from Day 2
were reviewed. Hand raising routines were demonstrated by
the children. Activities began with a warm-up exerclise
routine, wlith strict attention glven to proper form and
technigue and an emphasis on gQuliet indoor behavior. The
entire class was stopped at one point, to correct for
improper form during exercising. One sBtudent was asked to
demonstrate proper technlque.

He continued the lesson with a varlety of movement
experiences, enforcling listening for the signal to stop.
Throughout the instructlion, several breaks in activity
were taken to stress performing movements correctly.
Several students were asked to demonstrate locomotor
skills. Appropriate indoor student behavior was
relterated by reminders to remain quiet, and a "no need
for sound effects” statement. Although using firm control
for disclipline, at one point in the lesson segment, when
he asked the children to twist their bodies, EE-1 broke
into his rendition of "Come on baby, let's do the twist!"
and performed the twist much to the student's approval.

The lesson proceeded with children particlpating in a
serles of throwing activities. After the chlldren



practiced awhlle, a review of correct technigue with
choral response was employed. EE-1 introduced expected
behavior at the water fountain as the children lined up to
return to the classroom. The procedure would be as
follows: students would act as class wmonltors and tap a
cthild misbehaving in water line and point to the
classroom. The misbehaving child must leave the line and
return to class without water. The monltors are
designated by EE-]1 by using a "color of the day". For
instance, on day 3, the color was gray, s¢ all children
wearing the color gray were class monitors. Each day
hereafter, the same procedures would be followed.

Day 4. During the fourth day, EE-1 established a
line formation for callsthentics with students forming
four stralght lines. As the chlldren entered the play
area, he counted off in fours to assign them to groups,
conslously delegating an equal number of boys and glris to
each group. He called for group one to line up, evenly
aspaced under a row of liights. When a student who was not
assigned a "one" Joined the group, he immedlately
recognized the discrepancy and strongly enforced that
students will always keep their assigned numbers whenever
he makes groups or teams for the remainder of the year.
The impcrtance of remembering thelr assigned numbers was
stressed by asking chlildren in groups three, one, four,
etc. teo ralse their hands for ldentification. These newly
formed groups would remain intact for exercise procedures
and game play for the first part of the semester.

Bean bags were distributed with EE-]1 placlng it in
front of each child while giving instructions not to touch
the equipment. He was expliclt with Instructlions
explaining that this rule would apply to any type of
equipment for the remalnder of the year. The content for

the day's activity, which involved various throwing and



catching tasks, was described as children handled the bean
bag famillarizing themselves with its texture and size.

Activity started with students tossing and catching
while various directions were given as EE-1 employed a
signal for stopping between skilla. To maintaln control
and orderliness, students were instructed to drop the bean
bag in front cof them while he explained and/or
demonstrated a3 new drill. As in previocus days, much of
the class time was spent with EE-1 emphasizing correct
form. Oftentimes, activity was stopped so a demonstration
of correct and lncorrect form could be provided to ensure
student underatanding.

As children practiced, EE-1 traveled from student to
student providing feedback and informally assesslng skl1]l
levels. At the same time, to maintaln class control, he
monitored students on the opposite side from where he
would be standing by commenting on thelir behavior and/or
technigue.

Another plece of egquipment, a plastlc scoop, was
distributed to each chlld in the same procedure used for
the bean bag. Equipment regulations were strongly
enforced with sharp commands to children not complying
with the proper procedure.

As part of a tossing/catching activity, EE-1 had
students in group one turn and face group two and group
three face group four. Students played catch with a
partner. He reinforced paying attention to hls commands
as well as maintaining proper spacing.

After a short revlew, to close the class, the "“color
of the day" water routine was implemented as the children
dismissed to return to their classes.

Pay 5. The children entered the play area lining up
in their pre-assligned exerclse groups with each group

spaced out under thelr row of lights as determined on day



4. As EE-1 quickly called roll, appropriate spaclng was
designated through a positive reinforcement approach.
Instruction began with the calisthentic warm-up routine.
By day 5, the children were familiar with the exerclses
and had noticeably improved theilr technique. On several
occaslions, EE-1 praised children using good form and
corrected those who were not properly executing the
exerclses. Another exercise, the sguat thrust, was added
into the caltsthentic routine. A student was called upon
to demonstrate to the class while they remained quietly
seated (Indian style}) for observation. The child aselected
for demonstration had been reprimanded on several
occasions earlier {in the week for misbehavior. During the
demonstration, EE-1 implemented a Question with choral
response to assess chlilldren's understanding of proper
form. Students practiced the squat thrust to an
exaggerated count with EE-1 placing importance on '"not
doing the exercise half-way".

The focus of the lesson was on throwling and catching
using a small rubbher ball. Each child was given a ball
with EE-1 distributing the equipment using the procedure
established in day 4. He monitcored activity with strict
attention given to catching the ball. Since there were 28
children in a relatively confined Iindoor area, several
reprimands were made to children not using good judgment
in tossing. On several occasions, EE-1 stopped the class
using a "Freeze" signal for stop to polint out a student
using correct form and control. He would allow these
students to demonstrate for the other students,

when changing from one drill to another, EE-1 had
students place the ball on the floor, as he presented and
demonstrated the 4drill. As chlildren practiced, several
times activity would be stopped by using a "freeze" or

"hold up" command so EE-1 could question students about



the activity. Students would answer with a choral
response. For the majority of the class, children were
attentive but a "pay attention" routine was used on
occasion to retain this alertness. For example,

following a demonstration, several students began
glggqling. He stopped what he was doing immedlately and
sald, "I'm up here trying to teach you and you're laughlng
thinking this is funny; you are here to learn. You need
to listen and follow directions”. Chlldren promply
responded to the reprimand.

Further, during the closing review, as the chlidren
were seated listening (with the ball by thelr side), one
girl had to get her ball which had rolled away. EE-1
sharply diaciplined her for handling the equipment without
permission. Following the incldent, he reissued the
egquipment ruling for the entire class,

Az In previous days, the "color of the day" water
routine was used. He made a statement regarding
appropriate behavior in the water line and then students
returned to thelr class.

Midyear Observation. One lesson was filmed in

December to evaluate routines. After reviewing the tape
and scoring routines in the same procedure as used for the
first tapes, 100% retention of routines were still
implemented in EE-1's third grade class. Children entered
the play area (outside}) and immediately formed exercise
groups wlthout any command from EE-1. Aa they were
forming the groups, each student removed a jacket (1f they
had worn one) and placed them In a designated spot. They
did this without lnstruction from the teacher. The
exerci=se routine was the same one that was introduced
during the first days of school. A basketball was placed
on the ground in front of each of the nlne groups of three

children per group. Not one chilld touched the ball untll



EE-1 called for group practlice to begin. Following a
short presentation of passing drills (il.e., bounce, chest,
and overhead passes), the first child in each line picked
up the ball and practiced. bDuring the presentation, hand
raising, gQuestioning with choral response and individual
"call until correct" response were employed. EE-]
monitored practice providing feedback for approprlate as
well as inappropriate form. A "Freeze" signal for stop
was used throughout the lesson. On several occasjons
during drlll practice, EE-1 relnforced the need for
children to pay acttention and follow directions. The PE
student of the week was wearing his orange button and was
Instructed to hold the water at the fountaln while the PE
student of the previous week was told to hold the door for
the class. The "color of the day" was designated as
children guickly and quietly picked up their coats and
lined up to leave for water and return to thelr classroom.
The class was enthusiastic and orderly with no
management problems encountered. The children exhiblted a
clear understanding of what to do, where to go, and how to
act. Transltlons were smooth allowing for maximlized
learning time and no disciplinarian actions were taken
enabling the lesson to move qulickly. Children were also
preparing to take the Russian Physical Fltness Test and

thelr Jump Rope for Heart Program.

Middle School Expert Teacher (EM-1)

Blographical Sketch. Teacher EM-1 is a white female,

33 years of age, and has taught at the same rural middle
school for 11 years. All of her teaching experience 1ls at
the same school. In addltion to her bachelor's degree,
she participated in the statewide professional improvement
plan. The school has a population of 900 students with an
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equal raclal distribution and predominantly middle to low
socloeconomic status.

Teacher EM-1 stated that the most important objective
of her program is to contribute to the physical, mental,
emotlonal, and social well-being of each student. Other
obJectives included: creating an interest and challenge
for each student by stimulating a desire to learn and
improve, having goals within thelr reach, and creating a
simple enjoyment of participation; for students to learn
the history, rules, and strategies associated with each
activity; for students to develop physlical skills needed
to participate In a sport with enjoyment, satisfaction,
and safety; and for students to develop and maintain
fltness.

buring the first few days of the school year, Teacher
EM-1 reported that her first goal was for students to gain
understanding of what she expects from them throughout the
school year. Other goals included discussing rules and
requlations set forth by the physical education
department, lssulng gym sults and lockers, establlishing
approprtate dreasing codes and seating orders for roll
call, and introducing the dalily warm-up exerclise
procedures,

Teacher EM-1 was an avid athlete in high school and
college and participated In several colleglate sports.

She attrlibutes her own participation and love of sports to
part of her success as a teacher. Other factors included
complete support from administrative personnel, a good
knowledge base in the content area, adeguate facilitles
and egquipment, and flnally, common sense.

Pay 1. The first day started with students entering
the gym and sitting in the bleachers. The bulletln boards
in the gym were nicely prepared with information regarding

physical fitness. Teacher EM-1 spent a tew minutes



95

checking that all students were in the appropriate class.
One student was lost so the teacher directed her to the
appropriate classroom. Another student came into the
class late and EM-1 called out "Tardy" toc the student and
then lnqulired as to the reason. Wwhen finaing ~uL Ll.2t vrhe
student had gone to the wrong classroom, she told the
student she'd have to hustle to make it to the gym on time
because her classroom was a long way from the gym. The
rest of the students sat quletly while EM-1 was Involved
with the lost students.

The small gym was shared with another teacher of
sixth graders. EM-1 directed her students (who were all
girls) to sit at the far end of the gym in front of a
table which cuntained class materlals. She re-checked the
roll and asked students to "listen up" and pay close
attention. An absentee slip was then glven to one student
to take to the offlce. The teacher distributed envelopes
to each student and explained the need for a $1.00 fee for
health materlals. The atudents were Instructed to bring
the envelopes back the next day.

Next, a departmental pollicy letter was lIssued.
Students were told to take the letter to thelr parents,
read it together, and both a parent and the student should
sign the bottom portion and return it to school the next
day. The letter contained the rules and regulations of
the physical education department. The letter whlch
expllicitly described appropriate gym suits, socks, shoes,
and locks was read to the students. The gym suit would be
sold at school as well as local sasporting goods stores
which EM-1 had contacted prior to the opening of school.
EM-1 reguired that all students mark thelr clothing with
their names, indicating that she would provide a laundry
pen the next day if students did not have one. She also

required that no nicknames would be allowed on the



clothing, so that 1f the clothing was missing she would be
able to identify the owner. Several times during the
overview, EM-1 asked elther questions to individuals or to
the group with a choral reaponse from the students.

At one polint during discussion, two glirls were
engaged in a private conversation. EM-1 stopped going
over the rules and quietly said, "Are y'all following with
me?" The girls stopped talking immediately and were
attentive the remalnder of the class. This was the only
evidence of misbehavior during the class period.

The glrls were told to bring bandaids, sanltary
supplles, deodorant, rubber bands and any other personal
supplies they wanted to keep in the physical educatlon
lockers, A short lecture about hygiene was glven
emphaslizing the need for everyone to bring towels, and use
deodorant dally. She also asked the girls to bring
roll-on rather than sprays because of the problem sprays
create in the small locker room.

A great deal of time was spent describing the proper
uniform and the deslire for the class to look neat
throughout the year. Physical education folders and
pencils were required and would be kept In each student's
locker at all times.

At the end of the class, EM-1 reminded students to
bring the bottom portlion of the letter and the envelope
containing the health fee to rlass the next day. She also
talked to the students about the exclitement of the
upcoming year as far as activities In class and school
activities that would be avallable to the students (eqg.,
pepsters, cheerleading, student council, yearbooks, sports
teams). She Instructed the students to leave through the
front door of the gym when the bell sounded and that until
that time, they could get water or use the restroom. She

explained the procedures for water, restroom, and "mirror
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time"” which would be Implemented at the end of each day's
class period. Finally, she reminded students to always
enter class at the side entrance way.

Days 2 and 3. The second and third days of achool

were spent issuing gym suits and assigning gym lockers to
the girls. On both days, the students entered the gym
through the side doorway and sat on the floor in front ot
the teacher's table. Before the sound of the tardy bell,
students were instructed to get 1n place quickly and
quletly. Students were also asked to railse hands to
answer the roll while the teacher slowly reviewed the
names. Each of the two days she called for new students
to report to her and spent a few minutes explaining
procedures to these girls. Each class started with
students turning in signed form letters and the envelope
containing the health fee. She would take fee money only
it It was In an envelope with the students’' name on 1it.

The girls came down to the locker rcocom in small
groupa to try on gym suits. Teacher EM-1 checked the gym
sult of each student to ensure proper sizing. During the
fitting session, EM-1 talked to one student who was
repeating the class due to fallure the previous year. She
told the girl she would like to see them have a good year
together and that she expected her to dress and
participate daily in all the activities. She conducted
this lecture privately.

Following the purchasing of gym wear, EM-1 brought
all students to the gym to begin locker assignments. The
glrls had been instructed in the letter to bring thelr own
Master lock to school. A review of locker policles and
procedures was conducted usling guestioning with both
choral and individual responses. The girls were told to
line up alphabetically in small groups in a qQquick and

quiet manner with locks so EM-1 could record serial
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numbers and lock comblnations. Following this procedure,
the students went to the locker room with the teacher to
recelive a locker assignment. Most students placed their
sults and materials in the locker and then returned to the
maln gym area.

At the end of the class periocd, EM-1 reviewed the
rules and policies and gave a lecture about
responsibility. She told students that she could tell who
would be responsible or not by the way they were returning
(or not returning) papers. During the end of each class,
EM-1 also supported the school and athletic events by
anncuncing several of the activities,

By the third day, 1f students had not complled by
bringing back materials and purchasing a gym sult, a short
reprimand was given. 8She stated that she was displeased
with students who had not returned thelr forma, money, or
purchased clothlng and locks. Class was dlsmissed each
day after a short dlscussion regarding dressing procedures
for the next day. Students were allowed water before
leaving the facillty. During the second and third days,
class content was not discussed with the students; the
entire lesaons focused on procedures for dressing,
behavior, and locker room rules and regulations.

Day 4. The students entered the gym at the side
doorway and reported to the locker room and dressed in gym
suits for class. All but one student reported in
approprliate attire. Although this was the fourth day of
school, the students actually had 5 days to secure gyn
clothing, because school had started on a Wednesday. As
EM-1 checked r0ll, she assigned the girls to squad
formation for exercise partijcipation. She reinforced
proper spacing of groups on two occaslons. After calling
names and allowing students to sit in their approprlate

places, EM-1 went to the locker room and returned with a
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student's notebook in her hand. She identified the owner
and reprimanded her by telling her the next time it
happened, she would keep it In her offlice. All students
were reminded that no personal articles could be left out
of the lockers in the locker room during class time.

At this time, EM-1 checked to see 1f names were
placed on gym suits. For those who had not marked their
clothing, she reminded them to have it done for the next
class meeting. Students were told to go cutside to the
track stadlum, remembering to be qulet along the way. As
the girls walked to the track, EM-1 casually talked with a
group ot students. All students followed directions and
there were no disruptions or misbehavior.

wWhen arriving at the track, EM-1 Introduced the
fitness unit to the students. She informed them that they
would begin a conditioning program for a fitness
evaluatlion, and that part of the evaluatlion would be a 1
mile run. She provided 3joggqing tips, both physically as
well as mentally. She demonstrated the approprlate
running style and suggested that the students stay close
to the inside of the track. The value of setting
short-term goals was them emphasized. She told them that
following the evaluation, they would receive Fitnessgrams
which would provide informatlion regarding theilr level of
fitness. During this time, she commented about how neat
the uniforms looked and requested that all shorts be seen
{l.e., the girls had to tuck in their shirts or tie them
on the side). EM-1 used gquestioning with choral response
during the presentation of content. The students then
began Jjoggling and walking two laps around the track. EM-1
observed students, encouraged them and provlided strategies
and feedback as they completed the flrst lap. At the end
of the second lap students walked to cool down and

casually walted for the remainder of the students to
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finish the activity. During this time, EM-1 asked several
girls {f they would be going out for the track team,
pepsters group, or cheerleader. She encouraged all the
students to get invelved in some type of extracurricular
activity. When all students had completed the activity,
she complimented them on thelr performance and appearance
and explained to them that they would contlnue this same
procedure the following day. She told them when they got
to the track the next day, they could begin Jogging
Immediately without additional instruction. She then
asked them to return to the gym without interfering wlith
other classes. They were Instructed to get water, dress
in and walt {in the gym area for the bell before leaving
out the front door of the facility.

Day 5. The girls entered the slde of the gym and
reported to the dressing room followlng procedures
described in Day 4. On Day S every student was dressed
for participation and all personal belongings were
properly stored in lockers. The glrls dressed quickly and
reported to thelr assigned seat within a team squad. Two
girls came to EM-1 for asslstance during the dressing
perliod; one could not work a combination lock, and one
needed help with a lost contact lens. These problems were
s80lved qulickly with 1jttle confusion. During attendance
and uniform check, several girls tucked in their shirts
without any comment from the teacher. She reinforced
wearing proper fcotwear and indicated that if students q4id
not wear tennis shoes for activity, they would not be
allowed to participate. She asked if any students needed
to turn in forms or be assligned a locker, and two students
responded. Before beginning Instruction, she asked the
groups to spread out and get inte proper formation.

A warm-up exercise was introduced with the teacher

demonstrating and explaining each exercise. Followling the
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demonstration, students performed the exerclise with the

teacher also participating. She encouraged all students
to count while performing the exercise. Exercises were
stopped with a command from the teacher. These exerclises

included a coordination jumping jack, sit ups, push ups,
arm exercises, and several stretching exercises for the
legs.

The girls were told to report to the track without
disturbing classes In progress in the building. When
getting to the track the girls started jogging and walking
without waiting for the teacher. During activity, EM-1
observed, encouraged, and offered suggestions as the girls
completed the first lap. Following the actlivity, students
were glven pralse for thelr performance and neat
appearance and Informed of activity and expectations for
the next day's class. At the end of the presentation,
students were told to return to the side entrance of the
gym in the same orderly manner they had exhibited earlier.
By Day 5, students knew that water privileges were allowed
at the end of activity. Dressing in from activity was
done quickly, and it was noted that all girls had supplied
their lockers with expected hygiene products, including
the roll-on style deodorants. After dressing, the
students returned to the main gym area and exited from the
front entrance without instruction from the teacher.

Midvear Observatlion. During the midyear observation,
100% of the routines established during the first days of

school were observed, It was also noted that a routine
tor distribution and collection of equipment was in
effect. Due to the nature of the flrst unit, fltnesas,
where the students were not usling equipment, this routine
was obviously established at a later time. All girls were

dressed in the school physical education uniform.



The midyear lesscon which was volleyball was conducted

as a coeducatlonal class with the seventh grade boys'
class. EM-1 provided instruction for the entire group.
The lesson started with roll call followed by warm-up
exercises with students in assigned squad formation. The
skills were explained and demonstrated by EM-1. Then,

students broke into small groups and performed skills,

with EM-1 rotating from group to group providing feedback.

The male teacher assisted In group rotation and
fnstruction to individual students. At the close of the
lesson, all students came to the center of the gym In a
close seated formation. The skills were reviewed with a
questlion and answer seasion using both choral and

individual responses. Consistent with the procedures

established at the beglnning of the year, she explalned to

students what they could expect for the next day's
activity. Glrls returned to the locker room gulckly and

quietly and followed the same procedures for leaving the

facility that were established the first week. The locker

room was neat and all students kept personal items in
lockers during class time. It was also observed that the
student who had failed the previous year and had received
a short lecture In one of the first day's lessons, was
dressed appropriately, cooperating with the teacher and
classmates, and participating in class actlivity. When
gquestioned, EM-1 reported that the student was performing
well in class earning B's and C's up to that polnt in the

grading perlod.

SUMMAL Y

The purpose o0f Phase 4 was to determine the way in
which expert teachers at the elementary and middle school
levels establish rules and routines at the beginnling of
the school year. The teachers 1In thlis study resemble
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teachers of classroom research (Clark & Elmore; Emmer et
al., 1980; Lejinhardt et al., 1987) in the way they defined
explicit class procedures and expected student behavior.

The elementary teacher devoted more time to
management instruction and rehearsal of routines than did
the middle school teacher. However, nelther teacher
experienced any dlisruptive or rebellious behavior from
students during the observation periced. It is probable
that each teacher's reputatlion for structure, discipline,
providing stimulating activities and quality instruction
was known to the students. Although 1t was the first time
tor students to recelve instruction from the teacher at
each level, the majority of students attended the same
school the previous year. Therefore, they had the
opportunity to observe and talk to school frliends
regarding expected behavior. Research on teacher
reputation is limited; however, Smith and GCeoffrey (1968)
reported that reputation played a role in creating order
ir the class.,

Both teachers tollowed a procedure for establishing
order that was described by Smith and Geoffrey (1968} as
containing four major aspects: "grooving the students",
that is, having them rehearse rules and procedures;
communicating a sense of seriousness ("I mean it");
following through when incidents occurred that involved
the rules and procedures; and finally, softening the tone
of the management system by using humor.

One of the most difficult tasks the new beginning
teacher encounters is that of establishing effective rules
and management routines. Examining the ways in which
experts perform these tasks at the beglinning of the year
should provide the novice teacher added insight into the
teaching process. Brophy (1987) recommends that teacher

training programs should provide sustained and supervised
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tleld experliences for students dAuring the flrst week or
two of the school year to enable them the opportunity to
learn management strategies. In additlon to providing
approprlate fleld experlences, the next phase should be
that of tralining novice teachers management strategies and
assessing the effectiveness of these training programs in

the development of effectlve classroom management .

General Discussion

This study examined thought processes including
problem-solving and interpretations of instructlonal
situatons of expert and novlice physical educatlion
teachers. Thoughts, concerns, decislons, and awarenesses
of expert and novice teachers during instruction were
studied as well as their students' perceptions of the
instruction. Class rules and management routines
established at the beginning of the school year by expert
teachers were also identifled and discussed.

The results showed substantial differences between
expert and novice physical education teachers in their
thinking processes. The expert physical education
teachers in this study possess characteristics similar to
experts who have been studled in classroom situations and
in other flelds (e.g., physlcs and chess). The expert
teachers also resembled experts in other areas in thelr
domain-specific knowledge schemata (Glaser, 1987).
Specifically, these physical educatlon teachers when
compared to the novice teachers: (a) could more
accurately interpret situatlional events pertaining to
instruction, (b) achieved greater insight and made more
inferences from pertinent teacher and student behavior
cues available to them, (c) provided mecre descriptive

information and included more creative solutions to
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problems presented to them, (d) were more concerned with
individual student needs in both hypothetical and real
situations, {e) focused on pupil learning and
attentiveness to a greater extent in both hypothetical and
actual tnstructional situations, (f) primarily based
decisions during interactive teaching on student skill
performance, with a low percentage of management concerns,
and (g) stimulated their students to spend more class time
(three-fourths of lnstructicnal time) thinking about skill
performance and activity concepts and less time being
confused about procedures, drills, skill performance and
class routines. Previous research reviews (Brophy, 1986)
indicate that engagement rates and ultimately achlievement
are related to a teacher's ability to organlze a classroom
with well-established routines, The two expert physical
educatlion teachers selected for detalled study spent
conslderable time during the first week of the school year
introducing and rehearsing eftective class routines which
were maintained throughout the year.

The novice physical education teachers in this study
were concerned primarily with managertal and procedural
tacets of instruction. One probable explanation has been
advanced by Fuller (1969}, who malntains that teachers
progress through three stages of concerns as they mature:

Stage One: Self-Concerns - the teachers's own adequacy

and survival as a teacher; about class control, being
observed, and about the fear of fallure; Stage Two: Task
Concerns - the mastery stage, dealing with the tasks of
teaching; working with too many students, lack of
instructional materials, time pressures, and so forth;
Stage Three; Impact Concerns - recognizling the soclal and
emotlonal needs of the pupils, individualization of
instructlion and so forth. It is not certaln, however,

when and how teachers advance through these three stages.
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Moreover, 1t 13 not known when and how expert teachers
acguire the special teaching skills and domain-specific
knowledge they possess.

This study represents a small step toward a complete
understanding and explanation of what constitutes
expertise in teaching physical education. However, a
logical approach to a thorough conceptualization of
teaching effectiveness ia the gymnaslium is to identify and
describe thinking processes of expert teachers and thelir
students. Subsequently, teacher tralning programs must
strive to develop effective strategies for future teachers
to acqulire the necessary knowledges and skills needed to
be a successful teacher. It i3 not even clear whether all
of these qualitlies can be acguired during preservic-
professional preparation programs. It Is my bellef,
however, that through systematlic observation and analysis
ot the expert teacher, new teachers, az well as teachers
who are experiencing difficulties, can gain useful
knowledge . It is also important to identify successful
learning strategles used by students which help them to
achieve success both with skill performance as well as
with the comprehension of the speciflic underlyling concepts
and game strategies lnvolved. Once these strategles are
clearly ldentified, teachers should be trained to enhance
the strategic thinking skllls of thelir students.

Whether the results reported here are generalizable
to other populatlons or slmply specific to the teachers
and students in this study is uncertain. It iIs also
guestionable as to whether teacher expertise as defined
here would be applicable to other industrlallzed
populations where schools are more advanced. For example,
it would be of interest to compare responses from
particlpants In this study with students and teachers of

physical education training schools such as those in the



Soviet Union and East Germany. These schools have highly
trained instructors who are experts in a particular sport.
Additionally, the students are top-performing athletes who
have the potential to represent their countries in the
Clympics. Would the criteria established for teacher
expertise in this study be an accurate measure when these
characterlstlics are compared to teachers Iin specialized
physical education programs? Would responses from elite
athletic students be comparable to those of students in
the schools of this study? What cognitlve processes exist
with elite athletic students--what are thelr thoughts
during class instruction---what ways do teachers help them
learn? What role does sport-speclfic knowledge structures
play in the development of teacher expertise? Further,
what relatlons do sport-speclific knowledge structures and
knowledge of pedagogical principles of teaching have to
teacher decislon-making during instruction? 1In addition
to examining these questlions, it would be equally
important to study the function of teacher's bellefs in
the relatton to the cognitlive aspects of instructlion. To
continue along the lines of the hypothetical study of
teachers in physlical education training schools, what
values and bellefs do they possess and are these ditferent
from those of teachers in the typlical public school? How
do these belliefs affect the way teachers plan for and
implement actlvities in thelx classes?

These questlons, as well as many others concerning
the teaching/learning process remaln unanswered.
Investligating teacher behavior as well as teacher and
student cognitlive processes are challenging areas of
study. The methodological procedures employed in this
study are only some of the techniques that can be used to
galn greater undetrstanding of the complex components

involved In effective teaching.
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There is a need to replicate and expand the findings
presented in this study and lncorporate a variety of
research designs before theories of teacher expertise in
physical education can be formulated. Longitudinal
research on outstanding students In teacher training
programs who then engage in teaching physical education is
needed to analyze how characteristics develop over a
perliod of time. Hopefully, by gaining knowledge and
understanding of how expertise develops, we will then be
able to expedite the professional preparation of teachers,
which will allow them to concentrate less on managerlal
and organlzational tasks and expend more of thelir enerqglies

on puplil learning.
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Table 1

t h =

Grade Yras School ac. Domlinant

Teach. "Lével "EXp. Age Sex Pop. st SEY of
u »

6,7,8 11 33 F 900 50/50 low-middle
M-2 6,7,8 12 34 F 650 60/40 low-middle
E-1 3,4,5 21 42 M 603 75/25 middle
E-2 1,4,5 17 39 M 350 30/70 low

Note. E = Elementary Level; M Middle School Level

]



Table 2

Inatructiona: Read the following scenario and analyze
and describe what you would do in this teaching situation.
nario

Age Level of Students: 6th grade

You have just ilntroduced a new square dance unit to
your class. You set up the sguares and realize that you
have unequal nuwmbers of boys and girla. Your students do
not want to hold hands with their partners. Girls and
boys alike are giggling and making remarks to one another.
You have an integrated school and some blacks and whites
do not wish to dance together. You have two students who
are forbidden to dance due to relliglous affiliations. You

are being observed by your principal today.

Scenario §2
Age Level of Students: 3rd Grade

It is winter and you are teaching in a lower lncome
elementary school in rural Loulsiana. You share an
auditorium wiht the music/strings/plano teacher. 1In
addition, your auditorium has ceiling fans which 1limits
your Indoor activities such as basketball and vclleyball.
There are four assemblles scheduled during this winter
including a large Christmas musical which is requiring
additional practice by the music teacher.

Scenario §3
Age Level of Students: 5th grade

One of your students, Rudi, 1ls a very poor child.
She has eight brothers and sisters. Her mother and

grandmother are raising the children by themselves and
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Table 2 cont'a.

recelve welfare. They live in the local housing project.
Rud]l sleeps with several of her younger sisters who
urinate In the bed. In addition to the urine asmell, she
has poor personal hygiene, that is, bathes infrequently
and wears dirty clothes. Rudi 1s a low-skilled student in
physlical educatlion but dAoes not quallify for adapted
pPhyslical educatien. 8She is alsc In the lower quartile of
her classroom. The other children make fun of her and do
not want her as a partner on their relay teams or sport

teams in any of your planned activities,

Scenario 4

Age level of students: 10th grade

Bo J. Is an exremely talented athlete. He excels in
football, baseball, gymnastics, tennis and track. He has
become bored working on the drills and practice sessjions
which you have designed for your unit. He is becoming
rebelliious and uncooperative In your class. He is popular
and therefore getting a good number of hils friends to Join

in with this "uncooperative” routines.

Scenario #5

Age Level of Students: 7th Grade

You are teaching a fitness unit. In your grading,
your primary objective 1s achlevement in fltneass. One of

your students, William P., is obviously overwelght and
unskilled. He has expressed desire to lose welght and
become physically fit. He works hard in all of the
exercise sessions and reports to you that he is working on
his dlet. However, at the end of the unit, his fitness

scores are atill very poor. Anawer the following:



Table 2 cont'd.

1) How will you handle Willlam P. and thls
situation?

2) How will you evaluate Willlam P. at the end of
the unit In light of the stated objectives which are
achievement in fitness?
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Interactive Thouqhts and Decislons for Expert and Novice

Teachers

Decisions
Supplementary
Pupll-Related
Plan-Related
Explanation of Events
TOTAL

Concerns

Pupil Attention
Pupil Attitude
Pupil Learning

Pacing: Pupll-Rejiated

Pacing: Plan-Related
Procedure-Management
Procedqure-Instruction
Procedure-Organization

Procedure-Egquipment/

Sub-Total (Lesson

Implementation Concerns)

Expert
n b3 n
15 20.3% 1
50 67.6% 40
g.1% 28
4.0% 9
74 100.0% 76
63 29.0% 64
31 14.3% 11
83 38.2% 18
Declarative Knowledge 31 14.3% 9
Procedural Knowledge 38 17.5% 8
Strategic Knowledge 14 6.5% 1
14 6.5% 10
Sub-Total (Pupll Concerns) 191 88.0% 103
8 3.7% 32
8 3.7% 54
2 . 9N 26
8 3.7% 68
0 0 7

Facllities/Extraneous

26 12.008 187
217 100.0% 290

TOTAL

Novice
b3

1.3n%
51.3%
35.9%
11.5%
100.0%

22.1%
3.8%
6.2%
3.1%
2.8%

. 3%
3.5%
35.6%

11.0%
18.6%
9.0%
23.4%
2.4%

64.4%

100.0%



Table 3 {(cont'd.)

Expert Novice
n 3 n 3
Information Source
Observation-verbal 6.2% 5 7.7%
Observation-skilll perf. 47 73.4% 20 30.8%
Teacher expectation 4.8% 21 32.3%
Teacher hunch 6.2% 5 7.8
Teacher recall 9.4% 14 21.5%
TOTAL 64 100.0% 65 100.0%
Awareness
Principles of Teaching 13 21.0% 2 2.5%
Teacher Feelings le 25.8% is 22.8%
Alternatives 27 43.5% 55 69.6%
Teacher Behavior 6 9.7% 4 5.1%
TOTAL 62 100.0% 79 100.0%
GRAND TOTAL 417 512

4 Note. The aubcategories of declarative,

proce

dural and

strategic knowledge comprise the total for pupll

learning statements .



Table 14

Interactive Thoughts and Decisions for Expert Elementary

d choo achers

Decisions
Supplementary
Pupil-Related
Plan-Related

Explanation of Events

Concerns
Pupil Attentlion
Pupil Attitude
9 pupil Learning
Declarative Knowledge
Procedural Knowledge
S8trateqgic Knowledge
Pacing: Pupil Related
Sub-Total (Pupil Concerns)

Pacing: Plan-Related
Procedure-Hanagement
Procedure-Inastruction
Procedure-0Organization
Procedure-Eqgqulipment
Sub-Total (Lesson

Implementation Concerns)

Middle S8chool

a
7
42
17
2

64
29
53
27
18

14
160

23
37
16
46

123

1
10.3%

61.8%
25.0%
2.9%

22.6%
10.2%
18.7%
9.5%
6. 4%
2.8%
5.0%
56.5%

8.1%
13.1%
5.6%
16.3%

. 4%
43.5%

Elementary
n 1
9 10.7%
48 57.1%
17 20.2%
10 12.0%
63 27.6%
13 5.7%
48 21.2%
13 5.7%
28 12.3%
7 3.1
10 4.4%
134 58.8%
21 9.2%
25 11.0%
12 5. 3%
30 13.2%
6 2.5%
94 41.2%



Table 4 (cont'd.)

il

Middle Bchecol Elementary
Information Source n b 3 n 3
Observation-verbal 4 7.3% 5 7.1%
Observation-skill perf. 20 36.3% 40 57.1%
Teacher expectation 14 15.5% 10 14.3%
Teacher hunch 5 9.1 4 5.7%
Teacher recall 12 21.8% 11 15.8%
Awareness
Principles of teaching 10 14.1% 5 7.1%
Teacher feelings 17 23.9% 17 24.3%
Alternatives 36 50.7% 46 65.7%
Teacher behavior 8 11.3% 2 2.9%
2 Note. The subcategorlies of declarative, procedural and

strateqglc knowledge comprise the total for pupil

learning statements.
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Table 5

Definitions for Cateqorjes for Student Thought Processes
During Instruction

pAffective Thoughts: refers to student feelings and

emotlions.

Neqative Evaluation of Self: Thoughts expressed

related to negative feelings of how the student will
perform or what others may be thinking ot them.
Examples: 1 was thinking 1 wasn't doing it right
I didn't want to be embarassed In front of the
class
I was nervous
I didn't want the teacher to use me as an
example In front of the rest of the classa

I know I'm going to have the wrong score

Negative Feelings about Siluation/Events/Teacher:

thoughts expressed relating to negative feelings toward
the class actlvity or the instructional processes.
Examples: I1f everybody would Just play their positions..
I wish the teacher wouldn't take so0 much time
I'm bored
I'm mad about having to play goalle
I wish the kids would act right
Why do we have to be dolng this anyway?




Table 5 cont'd.

Postive Feelings About Situation/Events/Teacher:

Opposite for negative category. Examples:
I couldn't wait to get my turn
I admire the teacher a lot
I was thinking how much fun we're having in

clasmss

Motlivating Self: Technigques used by students to try

to do the skill or activity correctly. Examples:
I was trylng to do it right
1 wanted to be good for the teacher
I was trying to do the best I could

Wanting to Get Done: Student expresses thought

related to desire to simply complete the task; to just get
through the activity. Example:
1 was Jjust trying to hurry and finish

my turn

Self/Team Tapk e t: Student thoughts
regarding how they will perform an activity {(the process)
or an evaluation of thelr own performance in an activity.
It also Includes thoughts of how thelir team or group will
perform. Examples:

I was wondering how I could kick the ball
I was wondering how I would do when it was
my turn to kick..would 1 kick hlgh or low?

I was wondering lf my team would do good




Table S5 cont'd.

Self/Team Assessment-cont’'d.
I finally got it right

I understood it

The test was easy

¥inning/Gaining Recognition: Thought relative to the

outcome (the product) of an activity or thoughts of
personal recognition from the teacher or classmates,
Examples: 1 was thinking to come in first place

I was thinking of my team winning

Comprehension of Instruction: Refers to student thoughts

related to ways 1n which they learn or understand the
activity or expressions of confuslion In trylng to
comprehend.

Confusion-5kill] Performance: thoughts related to

confusion over how they were performing the skill
activity. Examples:
I wa=s wondering if I was kickling the ball right
When the ball came to me 1 didn't know wnat to

do

Confusjon-Procedures/Routines/Drilils: Student

doesn't know where to go or what to do during class

activity. Examples:
1 was trying to filgure out--do we take the
acore sheet with us or what?
I was trylng to think was 7 on the green
team or the vyvellow team
I just didn't know where to qo
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Table S cont'qa.

Confusion-Cognitive Concept: Misunderstanding of the

lesson content. Examples:
I don't understand anything about =occer
I 4di1dn't understand the player positions
I couldn't figqure out what she meant by adding

the scores together

Attending: Student reports paying attention to
instruction. Examples:

1 was listening
1 was paying attention
I was concentrating

I was trying to keep up with her

Remember ing: Student reports trying to remember what

had been taught. Example:
I was Jjurst trying to remember what she had

told us

General Concept: Student reports thinking about a

general cognitive concept assocjiated with the lesson

content. Examples:
I was thinkirng about how to keep score

I was thinking about how to put the acore on

the scoresheet




Table 5 cont'd.

Specific Concept:

Student reports thoughts about a

speclific cognitive strategy used to help learn the lesson

content. Examples:

I was trylng to add the scores together to

figure out the score to put on the sheetl

I was trying to hold my pencil on one box
and then add back to the other box and bring

my =cores together for a final score

Skill-Related Thouqhts:
related to the game or skill activity for the lesson.
General Skill Technigue or Game Play: A general

any thought expressed which

statement reflecting thoughts about the game or skill.

Examples: 1

L B R

8 c

was
was
was
was

wWas

Sk

thinking
thinking
thinkling
thinking
thinking

ot
of
of
of

of

ue :

going bowling

playing soccer
running

just kicking the ball
rolling the ball

Thoughts reflecting a

speclfic way of performing a skill. Examples:

I was thinking of taking four steps, bend

low,

and roll the ball, and aim

I was thinking about trying to play defense
and trying to chlp kick the ball all the way

to the goal and score

Player Posjtlonlng/Teamg: Thoughta about the

pesition or team--wilshing to be with members of a team or

wlshing to be a position on a team. Examples:




Table S cont'd.

Plavyer/Team Positioning-cont'd.

I was wondering what team I'll be on
I was wondering what position she'll give me

I was wishing to be a goalle

Soclal Thoughts: Any thought related to frlends,

boyfriends, girlfriends, etc. Examples:
I wanted to be with my friends
1 was hopling ! could play with my friends

Off -Task Thouqhts: Any reported thought not pertalining to

the lesson content. Examples:
I was thinking of cheating
I was thinking about going to the football game
this weekend




Table 6

Student Perceptions of Lesscons of Expert and Novice

Teachers

Affective Thoughts

Negative Eval of Self

Negative Feellng of
Situation/Evenits/Teach

Positive Feeling of
Situation/Events/Teach

Motivating Self

Wanting to Get Done
Self/Team Assessment

Winning

aComprehension {Total)

Confusion {(Sub-total}

Confusion-8kill Perf.

Confuslon-Procedures/
Routlnes/Organization

Confuslion-Cognitive Concept

Processes (Sub-total)
Attending
Renember lng

General Concept

Specific Concept

Novices

n .Y
248 64.1%
31 12.5%
50 20.2%
24 9.7%
54 21.7%
21 8.5%
5 20.2%
18 T7.2%
44 11.4%
40 90.9%
10 22.7%
20 45.5%
10 22.7%
4 9.1%
3 6.8%

0 [
1 2.3%
0 —_——

Experts

n b3
205 49 ,5%
28 13.7%
12 5.8%
35 17.1%
87 42 . 4%
13 6.3%
29 14.1%
1 .6%
78 18.9%
19 23.1%
6.4%
2 2.6%
11 14.1%
60 76.9%
14 17.9%
10 12.8%
24 30.6%
12 15.4%




Table 6 cont'd.

Novices Experts
n .3 n 3
Skill-Related Thoughts 52 3.4% 94 22.7%
General Skill or Game Play 34 65.4% 56 59.6%
Specific Ski1ll1 Technliqgue
or Game Strateqgy 17.3% 35 17.3%
Player Positioning/Teams 17.3% 3 3.2%
Social Thoughts (Friends) 13 3.4% 8 1.9%
Off -Task Thoughts 19 4.9% 15 3.6%
No-Reply or "1 can't
remember™ 11 2.8% 14 3.4%
2Note. Cognition categqory encompasses both confusion and

specific thought processes reported by students.



Table 7
Student Thoughts Regarding

134

Ways Expert and Novice Teachers

Help Them Learn

Pemonstration

Explanation

Review

Individual Feedback

Task Analysis

Provided Handouts/AVs

Particlpated with Students

No Reply

Other (provide practice/
watch teacher help cother

students, etc.)

TOTAL

33
65

o® s D W

128

Novices

%
75.8%
50.8%
3.1%
4.7%
2.3%
3.1%
6.3%

1.1%

100.0%

65
69
le
35
20
10

16

244

Experts

=]

100.

.63
. 4%
.6%
. 3%
.2%
1%
1%
6%
. 3%

0%




Table 8
Student Thouqhts Reqarding Better Ways to Learn Activities

From Expert and Novice Teachers

Novices Experts
n L3 n L]
Provide More Practice 5 2.7% 0 - -
Change Procedures/Routines 22 12.1n 6 4.2%
Change Organlzation of
Drilis/Aactivity 23 12.6% 21 14.8%
Provide More Feedback 6 3.3% 0 --
Exerclse With Students 5 2.7% 1 YA N
Change Warm-up Exerclises 22 12.1% 22 15.6%
Provide Better Explanation
or Demonstration/Clarity 18 3.8% 4] -
Have Better Class Control 20 10.9% 1 A
Provide Outside of Class
Experiences 3 1.6% 6 4.2%
No Change 1n Lesson 48 26.2% 82 57T.7%
Nc Reply 5 2.7% 2 1.4%
Other {(More game play, 1 A Y 6 3.3%

provide instructional

aids, or speed up)

TOTAL 178 100.0% 147 100.0%
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Table 9
Student Perceptions of Elementary and Middle School

Teachers' Lessons

Elementary Middle School
n % n L]
Affective Thoughts 251 55.9% 202 57.4%
Negatlive Eval of Self 35 13.9% 24 11.9%
Negatlve Feelling of
Situatlon/Event/Teacher 18 7.2% 44 21.8%
Positive Feeling of
Situation/Event/Teacher 30 11.9% 29 14.4%
Motivating Self 98 39.0% 43 21.3%
Wanting to Get Done 2 .B% 32 15.8%
Self/Team Assessment 52 20.7% 27 13.4%
Winning 16 6.5% 3 1.5%
dcomprehension (Total) 61 13.6% 61 17.3%
Confusion (Sub-total) 27 44.3% 31 50.8%
Confusion-Skill Perf. 12 19.7% 3 4.9%
Confusion-Procedures/
Routines/Orgqanlization 9 14.8% 13 21.3%
Confusion-Cognitlive Conc. 6 95.8% 15 24.6%
Processes {(Sub-total) 34 55.7% 30 49.2%
Attending 10 16.4% 7 11.5%
Remember ing 4 6.5% 6 9.8%
General Concept 12 19.7% 13 21.3%
Speciflic Concept 8 13.1% 4 6.6%




Takle 9 cont'd.

Elementary Middle School
n 2 n h]

Sklll Related Thoughts 94 20.9% 52 14.8%
General Sklll Technique

or Game Play 61 64.9% 29 55.8%
Speclfic Skill Technique

or Game Strateqgy 29 30.8% 15 28.8%

Teams/Positions 4 4.3% 8 15.4%

Soclal Thoughts (Friendsa) 3 1.3% 15 4.3%

Off-Task Thougqhts 15 3.4% 19 5.4%

No Reply or "I can't remember"™ 22 4.9% 3 . 8%

INote. The category cognitlon encompasses both confuslion

and speclific thought processes repcrted by
students.



Table 10
Routines Within Activity Structures Across the 5-day
Pexied

ACTIVITY STRUCTURE DAY
Elementary Teacher i 2 3 4 5 total
Presentatlion/

Non-Academic 25 6 7 17 11 66

Preasentation/

Demonstratlon 0 9 5 11 3 28
Practice 0 8 23 13 23 67
Transltion t 5 1 14 7 27
varm-up 0 0 2 ] 0 2
I?Iy‘*ttt**t*i***i*t*tttzgt***22l't**22****22**!*1:**%29***

d S8chool Teacher

Presentati
Non-Aca emic 35 22 33 21 15 126

Presentation/

Demonstration 0 0 0 3 4 7
Practice 0 0 0 D 2 2
Transitlion 0 0 0 1 6 7
warm-uUp 0 0 0 0 7 7
TOTAL 35 22 33 25 34 149




Table 11

Introduction of Routines Across the 5-day Period

ROUTINE DAY S

Management 2l 2 3
Enter Play Area/ EM/EE

Line Up
Signal for Stop EE EM
Water /Restroom EM EE
Moving Quickly/Quietly EM EE

Support
Formatlon/Spacing EE EM
Distribution of Equipment EE
Appropriate Dress/

Lockers EM/EE

Interactive
Question/Choral Response EM/EE
Question/"Call until

Correct" Response EM/EE
Pasénaeﬁttention/"ﬂyea EM EE
Hand Ralsing EE EM
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APPENDIX A

Extended Review of Literature



Current efforts to assess the effectiveness of
teachers in classrooms and gymnasiums have included a
study of expertise iIn pedagogy. Research on the
psychologlicai nature of expertise Includes an examination
of the cognitlve processes employed by experts and novices
as they perform domain-speclflic tasks. The purposes of
this paper are to: {a) provide a background for the study
of expert teachers from the cognitive psychology expertlise
literature, (b) summarize the research avallable which
explains expert teacher behavior In the classroom, (cC)
summarize the research avialable which explains expert
teacher behavior In the gymnasium, and (d) discuss other
areas of study needed to help understand the nature of

expertise In physlical education pedagogy.

Cognitive Psychology Expertise Research

The ploneering work of de Groot (1965) and Chase and
Simon (1973a, 1973b} explored memory, problem-solving, and
information processing differences in expert and novice
chess players. Experts differed from novices mainly in
terms of measures of logical thinking and general problem
solving. Experts were better able to process larqe masses
of domain-specific information without loss of detail;
however, experts and novices did not differ with regard to
general measures ci “pan memory and working memory.
Further, experts did not evidence superiority in logical
reasoning and d4id not search through more possible moves;
1f anything, the master chess players consldered fewer
alternatives than weaker players before choosing a move.

Further studies by Chl (1978) and Chi and Koeske
(1983) examined recall contrasting high- and low-knowledge
children in chess sklll and also of a chlild with expert

knowledge regarding dinosaurs. The findings revealed that



differences between high- and low-knowledge Individuals
Aare attributed to the influence of knowledge in content
areas, rather than exerclisling memory capabilities.

Research on problem scolving differences between
experts and novices has been conducted across a varlety of
domalins: chess, physics, architecture, electronics, and
radlology (Glaser, 1987). Falrly consistent flndings have
demonstrated that differences exist In how experts and
novices approach problem solving. The sclutlon is
addressed on the basis of domain-related knowledge and the
organlzatlon of thls knowledge. Thls research suggests
that novices' representations are organized around the
literal objJects and events which are given in the problem
statement . Conversely, experts' knowledge 15 organized
around inferences about principles and abstractions that
underly the situation. For example, in physics, Chi,
Feltovich, & Glaser (1981) and Chl, Glaser, & Rees (1982)
examined expert/novice differences when asked to classlitfy
problems i1n mechanics (an inclined plane problem}. The
novices classiflied the problems according to the physical
propertlies of the solution, whereaa the experts
cateqorized problems in terms of applicable physics
principles, Further, the experts demonstrated knowing how
to apply thelr knowledge. The findings suggested that the
problem-solving difficulties of novices were attributed
largely to the nature of thelr knowledge bases, and much
less to the limitations of novice's processalng
capabllities. The limitatlions of thelr thlnking are due
primarily to thelr lnabllity to infer further knowledge
from the literal cues iIn a problem situation.

The organizationas of knowledge that are developed by
experts can be thought of as theories of knowledge or
achemata. The schema as deflned by Glaser {(1987) Is a

modifiable information structure that represents generic



structures of concepts stored In memory (p. 68). Schemata
represent knowledge that people experience, that is,
interrelationshlips among objects, sltuations, and events.
It enables indlividuals to Impose meaning on a situation
and make inferences from partial information. The
schemata 1nclude goal structures that can be matched to
the demands of a problem. Speclficity of performance is
exhibited by the fact that expert proficiency can be
disrupted by the presentatlion of random patterns such as
those used by Chase and Simon (1973a). When presented
with meaningless chess patterns, experts lost their rapid
perceptual and representational abllity and resorted to
general problem-solving strategles.

Overall, the knowledge structure of experts when
compared to novices exhibits: more concepts, more
relations defining each concept, more relations
interconnecting concepts, mocre robust relatlions for
retrieving related concepts, and more procedures
concerning how to perform in response to specific
situations (Chl et al., 1981; Chl et al., 1982; Chi &
Glaser, 1980; Glaser, 1987).

Summarizing the findings from the cognitive
psychology investigations, Berliner (1987) reported that
experts: {l1) often make inferences about obiects and
events, whereas novices usually hold more literal views of
those objects and events; (2) often classity problems to
be solved at a relatively high level, while novices
usually classity problems by surface characteristics; (3)
when compared to novices, have fast and accurate pattern
recognition capabillitlies; {(4) are slower than novices in
starting to solve a problem, that 13, they seem to take
longer examining the problem and bulilding a problem
representation; (5} bulld different problem

representations than do novices; (6) when compared to
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novices, show greater self-requlatory or metacognitive
capabllities; and (7) builld up competence slowly, over a

conslderable length of time with considerable practice.

Characteristlcs of Expertise in the Classroom

Findings relating to expertise in teaching have grown
out of the expert/novice research literature, encompassing
both ethnographic and empirical, as well as more
traditional empirical approaches. Brophy (1986) reported
that the most consistently repllicated findings iIn research
on teaching have linked student achievement to the
opportunity to learn the material. Engagement rates
depend on the teacher's abllity to organize the classroom
into an efficlent learning environment where worthwhile
academjc activitlies are provided whlich run smoothly,
transitlions between activities are brief and orderly, and
little time is spent In organization. 1f routines are
well established, students will have more opportunity to
learn because classroom events will be more predictable.
Brophy (1987) maintains that effectlve routines reduce the
students' need to seek directlon and the teachers' need to
make decislons or give speclfic Instructions concerning
datly events. Hence, the successful teacher reduces the
complexities of the learning environment by establishing
rules and management rovultlnes which allow Instructlon to
proceed in a focused way (Brophy, 1987; Doyle, 1986;
Leinhardt, Weidman, & Hammond, 1987; Yinger, 1978).

Findings from the classroom research have shown that
the first days of a school year are extremely important in
establishing and routinlizing procedures. It Is during
this time that rules are announced and enforced (Clark &
Elmore, 1979; Clark & Peterson, 1%986; Emmer, Evertson, &

Anderson, 1980; Evertson, 1985; Evertson & Anderson, 1981;



Evertson, Emmer, Sanford, & Clements, 1983; Yinger, 1978}
and routines are rehearsed (Leinhardt, et al., 1987;
Pilttman, 1985). The results of these studles on effective
classroom management suggest that the most important
elements of management include: preparing the classrcom
as a physical environment sulted to the nature of the
planned academic activities; developing and Implementing a
workable set of housekeeplng procedures and conduct rules;
monltoring the quality of the students' engagement in
activities and assignments; and monlitoring the progress
students are making toward achlevement of intended
outcomes .

The tlrst day of school has always been conslidered
vitally important. In 1907, in a classic text of
classroom management, William Bagley states:

The ftirst day should leave with the puplils

a distinct impression that work has begun in

earnest, that no time has been "frittered"

away, and that something deflnite has been

accomplished (p. 29).

Bagley devoted three entire chapters to establishing and
mechanlizing class routines for efficient classrooms. His
recommendations included the establishment of routines
for: passing of lines; flre drills; signals; passing to
the blackboard; passing to the recitation bench;
distributing and collecting wraps, books and materials;
leaving the room; and for neatness of written work and
blackboard work.

Currently, attentlion is given to what routines are
deemed lmportant In expert teachers' classrooms and how
experts divide or segment the time avallable for a lesson.
The 1985 American Educational Research Associatlion
Presidential address by David Berliner, "In Search of the
Expert Pedagogque" (Berllner, 1986) focused attention on



the expert/novice paradigm Iin education. Thlis address
indicated that expert teachers seem to have a speclal kind
of knowledge which allows them to respond to classroom
situations In different ways.

Central to the effort of identifylng lmportant
characteristlics of expert teacher=s has been the research
of Lelnhardt and her colleagues conducted mostly In the
area of elementary mathematics (Lelnhardt, 1983; Lelinhardt
& Greeno, 1986; Lelilnhardt & Smith, 1985). Generally,
findings Indlcated that expert math teachers used
etficient routines and had a large repertoire of routlnes,
A lesson taught by an expert was divided into logical
segments called actlivity structures. Within each
structure ot the experts’' lesson substantive content, a
goal structure, and a consistent knowledge base were
evident. In contrast, novice teachers showed varied
patterns of behavior with few well-practiced routines.

Consistent with the early beliefs of Bagley (1907}
concerning the lmpcrtance of the early days of the school
year, Leinhardt et al. (1%387) studied six expert
mathematics teachers to determine the routines and
activity structures established during the first 4 days of
school. Classes were videcotaped and each routine coded as
management, support, or exchange. The authors defined
management routlnes as those which provide a classroom
superstructure within which the soclal environment and
behaviors are clearly defined and well known. Support
routines specity the behavliors and actlons necessary for a
learning-teaching exchange to take place. Exchange
routines define intecactive behavliors that permit
learning-teaching to occur. The moast freguently used
management routlines reported were: pencll sharpening,
lining up, "don't interrupt", and "no talking®. The most

frequently occurring support routines included: "take



out/put away suppllies", paper formatting, teacher
collecting/distributing, "wait to start", "open/turn to/
look at/close", and "keep busy when assligned work 1is
finished". The most Important exchange routines were;:
hand raising as a slgnal, teacher guestloning with a "call
untll]l correct”" response, teacher gquestioning with an
individual student response, travel/check/monlitor assigned
work, and teacher gquestioning with a student choral
response. The expert teachers in this study were
videotaped agaln at midyear to determine 1f routines were
sti1ll in place. It was found that a hlgh percentage of
the routlnes established during the first 4 days of school
were 5t111 enforced at midyear and that these routines
were consjdered important in the maintenance of the
effective learning environments of these teachers.

More recently, researchers uslng the expert/novice
paradigm in classroom research have focused on
interpretatlons of slituational classroom data. For
example, Berliner (1987) and Carter et al. (in press}
studied expert and novice teachers' perceptions of visual
information about mathematics and science lessons.
Following the viewing of slide presentations of actual
lessons, subjects were asked to describe and dliscuss
classroom management and instructional concerns. The
erxpert teachers when compared to novices exhibited a rich
store of classroom knowledge about students and events and
were able to use that knowledge to understand and explain
classroom phenomena. They were able to compare
information viewed in the slides to their own classroom
sltuatlions. In addition, they were cautious {n thelr
interpretations, often taking into account inferred
variables which were not evidenced In the slides. The
group of experts tended to focus more on the same events

in classrooms and demonstrated more confidence in their



reactions to classroom management and instruction than did
the group of novices. Moreover, the focus of the experts
was on the notion of work, that 13, students actively
engaged in learning tasks. They showed concern over
student learning to a greater extent than 4id the novices.
The novices could provide a precise description of what
they saw, yet did not have the depth of experlence to
provide multiple and often accurate interpretations. The
recognition of fast and accurate patterns by the experts
was also noted when compared to novice responses.

In a atudy by Hanninen {(clted by Berliner, 1987),
three groups of teachers of the glfted were compared in
thelr analysis of five scenarlos or case studies. Expert
and novice subjects had to read and make recommendations
for each case. Expert teachers reportedly used a
higher-order system of categorizatlion in thelr analysls of
the situatlion presented to them., For example, when maklng
recommendatlions about an active 8 year old child who

enjoys reading, computers, and sclence but has a hearing

deflcit, cone novice stated: *Mark seems llke a very
talented Individual with many diverse interests", In
contrast, an expert stated: "Mark's needs can be broken

down into three broad areas--academic enrichment,
emotlional adjustment, and tralning to cope with hils
handicap". The novice simply used surface characteristics
to make recommendations, whereas the expert analyzed the
situtatlion in more depth. The results also reflected that
the expert teachers when compared to novices were more
thoughtful about students' needs. The author reported
differences in mean times between experts and novices 1in
the analysis of the problem and subsequent sclution. This
finding colncided with those reported in the cognitlve
paychology literature regarding the length of time experts

take to structure a problem sclving actlivity.
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Expert/novice differences have also been evidenced
by Carter et al. (1987). Expert and novice mathematics
and sclience teachers and postulants (content matter
experts from business with a desire to teach but with no
pedagogical training) were presented an experimental task
resembling an incident often encountered In a "real life"
teaching situation. Each subject was asked to respond to
the followlng scenarlo:

Filve weeks into the achool year you are assigned an

additlonal class to teach. The previous teacher has

left abruptly, and her classes are being distrlbuted

among existing staff members. You are asked to

assume responsibllity for one of these classes.
Subjects were given a note left by the teacher, a grade
book with grades and attendance records, student
information cards containing demographic information on
one side and teacher comments about the student on the
other, corrected tests and homework asslgnments, and the
textbook used by the former teacher.

The findings demonstrated that experts, novices, and
postulants differed in: thelir attitude toward the
processing of student intformation, their inclinations to
accept as valid the information provided by the previous
teacher, the ways they talked and thought about indlividual
students, the kind and guality of solution strateglies they
proposed for classroom problems, their thinking about
preparing to take over a new class, their routines for
getting to know the students and for assessing what the
students have learned, the types and amount of information
they remembered about students, the amount and kind of
attention they gave to test and homework information
provided in the task, and the amount of time they
allocated for examining information about students and for

planning instruction.



Based on these results from the educational
literature, differences exlst between expert and novice
teachers In thelr approaches to problem solving and

interpretation of classroom events.

Expert/Novice Behavior in Physical Education

The study of eftective teachlng Iin physical education
is a relatively new area of lnvestligation and has for the
most part rellied on observing teaching behavlor for short
periods of time. Effortas to correlate proceas behaviors
and achievement in physical education have been diverse
and findlngs are somewhat inconsistent (Dugas, 1984;
McEwen & Graham, 1982; Pieron, 1982; Silverman, 1985},
Thus, research -based conclusions about successful
Iinstruction in physical educatlon are difficult to
formulate. However, moat physlical educators who study
teaching believe that the key to effectiveness is the
teacher 's ablllity to maximize the time students spend
actively engaged in activities of an appropriate
ditficulty level and minimize the time spent waiting,
making transitions, or engaged in misconduct.

Recent interest in the expert/novice paradigm has
uncovered several teacher characteristics assoclated with
competent performance in teaching physalcal education. The
analyslis of expertise in pedagoglcal physical education
has focused malnly on the thinking processes of teachers
as they plan for (preactive thinking) and teach lessons
{interactive thinking). Research on teacher thought
processes depends mainly on self reports obtained through
think-aloud procedures (i.e., teachers speak Into a tape
recorder while planning) and stimulated recall procedures
(l.e., teachers view thelr own teaching by vlideotape,

reporting on cognlitive processes).
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Research on teacher thinking developed as an
outgrowth of the process-product paradigm (Dunkin &
Biddle, 1974} which emphaslizes teacher behavicr. The
assumptlion underlylng the studles of teacher thinklng 1is
that what teachers do 1s affected by what they think.
Fennema, Carpenter, znd Peterson (1987) maintain that the
rationale for this perspective of the teacher was
influenced by a report from Panel 6 of the 1974 National
Conference on Studies in Teaching. The panellists argued
that:

It is obvious that what teachers do is directed Iin

nc small measure by what they think. Moreover, it

will be necessary for any lnnovation in the context,
practices, and technology of teachlng to be mediated
through the minds and motives of teachers. To the
extent that observed or intended teacher behavior

is "thoughtless", 1t makes no use of the human

teachers' most unlique attributes. In so delng, it

becomes mechanical and mlght as well be done by a

machine. I1f, however, teaching is done and, in all

likllhood, will continue to be done by human
teachers, the question of the relationships between
thought and actlion becomes cruclal (National Insti-

tute of Educatlion, 1975 p. 1}).

Since the publlication of the Panel 6 report, research
on teacher thinking has been a major focus In the fleld of
education and to a lesser degree in physical education.
Comprehenslive reviews on teacher thinking have been
published by Shavelson and Stern (1981) and Clark and
Peterason (198%).

Teacher planning research conducted in physical
education using the expert/novice paradigm has shown that
experienced teachers regquest more informatlon durlng

planning and plan more comprehensively {Housner & Griffey,



1985; Howell, 1987; Taher}, 1982). Further, the
experienced teachers in Housner and Griffey's study made
mere preactive decislons regarding lnstructlional
strateglies to implement the activitles. Metzler and Young
(1984) studlied lesson plans designed by an expert and
novice physical educatlion teacher and found that the
different planning styles of the teachers affected student
academic learning time in physical educatlion (ALT-PE).

The expert/novice paradigm has been used by several
researchers in physical education (Dl Cicco, Housner, &
Sherman, 1981; Housner & Griffey, 1985; Howell, 1987;
Taherl, 1982) to study pedagoglcal cognitions during
teaching. This effort to understand teacher action and
the basis for decislons in physical education followed at
least 10 years of classroom research on the interactive
phase of teachlng.

The results from the clasasroom literature (Clark &
Peterson, 1986; Colker, 1982; Conners, 1978; Marland,
1977; Marx & Peterson, 1981; McNair, 1978;
Morine-Dershimer & Joyce, 1979; Parker & Gehrke, 1986;
Semmel, 1977) and from physical education (Housner &
Griffey, 1985; Howell, 1987; Sherman, 1982; Twardy & Yerqg,
1987} suggest that for all teachers a small portion of
their interactive thoughts deal with instructional
objectives and content of subject matter. A relatively
large percentage of thoughts deal with instructional
process including ilnstructlonal procedures and strategles.
The larqest percentage of reported interactive thouqghts
are concerned with the learner.

In general, the research on teachers' thought
proceasses to date substantlates that the teacher ls a
reflective, thoughtful 1ndividual and that teaching is a
complex and cognitively demanding human process.

Teachers' bellefs, knowledge, Jjudgments, thoughts and



declisions strongly influence the way they teach and react
in the classroom.

One noteworthy approach to the analysis of expertise
in teaching physlcal education (Housner & Griffey, 1985)
compared expert to novice teachers' interactive decisions.
Housner and Griffey (1985) compared eight experienced and
elght novice elementary physical education teachers in a
laboratory setting. Using a stimulated recall Interview
(SRI), the authors classifled teacher perceptions Into two
substantive categorles: student behavlor cues and teacher
/context cues., The primary cues attended to by both the
expert and novice teachers were student performance (30%
experts; 19% novices), student involvement (27% experts;
23% novices) and student interest (12% experts; 27%
novices). Hence, differences in interactive
decislion-making were found between experts and novices in
regard to student performance and student interest.

Housner and Griffey (1985) conducted thelr experiment
in a laboratory setting with only four students per
teacher. Moreover, these students were not known to the
teachers. In order to determine the ecological validity
of this experiment, Howell (1987} examined preactive and
interactive thought processes of expert elementary
physlcal education teachers in the school environment.
For the most part, the results corroborated findings of
Housner and Griffey (1985). The majorlty of teachers'
attention was allocated to students' performance (49.8%)
followed by involvement {(18.6%). Howell (1987) also
reported B84% of alternative strategles that were
implemented were based on student behavior cues, while 16%
were based on teacher context factors. While these
findings agree with those of Housner and Griffey (1985},
they differ from the classroom findings which reported

teacher context cues as the primary antecedent of



interactive declalons (Fogarty, wWang & Creek, 1982;
Marland, 1977).

Howell (1987) reported a relatively small freqQuency
of management decisions by the expert teachers astudled,
This finding conflicted with Housner and Griffey (1985}
who reported that approximately 50% of the interactive
decislions made by experlenced teachers were related to
management. Howell speculated that a possible explanatlon
could be the ecologlcal factor that the expert teachers
studled knew thelr studenta, while those in Housner and
Griftey's study did not. It Is probable that rules and
management routlines had been establlished by the expert
teachers with thelr classes at the beginning of the year.

Various models have been advanced by researchers to
explain teacher lnteractive decision making. Shavelson
and Stern (1981) suggested that teachers make deliberate
actions when thelr routines are interrupted. Earlier
explanatlions (Peterson & Clark, 1978) implied that
decisions are made primarily when the teacher views the
lesson as goling poorly. Shrovyer (1981) maintained that
teachers make declalons or elective actlons based on
student occluslons. She deflned a student occluslion as a
student difficulty or unexpected performance. However,
the high frequency of interactlve decisions within
individual lessons that have been reported in classroom
research, for example, 24 decisions in 35 min (Wodllnger,
1980), would argqgue that any single explanation appears to
be too limited in focus. In fact, Calderhead (1981)
maintalns that these models are overly constralilning in
that they assume student behavior to be the only
antecedent condition for teachers' interactive decisions.
Recently, Clark and Peterson (1986) supported Calderhead's
claim and stated that before specltying a model for



teacher interactive declision making, more descriptive
research is needed.

Overall, the findings from the current literature on
teacher thinking has resulted in the development of new
models for curriculum development. Figure 1 deplcts a
recent curriculum model developed by Fennema et al. (1987}
which represents the way that teachers' knowledge base,
bellefs, and decislons Influence student learning. it is
beileved that what children learn is directly influenced
by the decisions that teachers make.

Insert Figure 1 Here

Other Areas cof Study Needed

Research on students' thought processes and
perceptlons of lessons examines how teaching or teachers
influence what astudents think, believe, feel, say, and do
which affects learning. Clearly, as shown in Flgure 1,
teaching influences student thinking and student thinking
medlates learning, achlevement and student action during
instruction. It would seem likely that expertise in
physical education instruction would include the skllls
needed to explain and demonstrate activities clearly.
Following thls line of arqument, what students learn is
determined in part by teachers' decisions which in turn
influences students' cognitions. While there are
certalnly other variables involved In student cognition
and learningqg (e.g., self-regulated strategqlies or
motivation), teacher declisions should be considered and
the expert/novice paradigm would be useful in studying
this aspect of teachling.



Thus, students' perceptions of what is being taught
i an lmportant varlable to consider. Often the
Instruction as perceived by the students may be different
from what the teacher intended to be learned or the
instruction may not be understood by the learners. A
classic tllustration of this point was glven by Thomas
(personal communication, 1584). WwWhen he asked hls
daughter, age 3, how high she could count, she stood up on
the couch and extended her arm above her head and began to
count. Obviocusly, the words "how high” held dlfferent
meanings for the teacher and the learner. How frequently
is this slituation experienced in the classroom or
gymnasium 1n which there are at least 20 or more children?

Although a number of classrcoom studles have been
conducted to assess the effects of students' thoughts on
achlevement (Lelinhardt & Putnam, 1987; Peterson & Swing,
1982; Peterson, Swing, Braverman, & Buss, 1982; Peterson,
Swing, Stark, & Waas, 1984; Stayrook, Corno, & Winne,
1978; Winne, & Marx, 1982, 1983, wWittrock, 1978; 1986,
none of these have approached the study of student
thoughts from a expert/novice paradigm. For example,
Winne and Marx (1983) studled students' perceptions of
clasasroom Inatruction and their relation to achievement.
Three cognltive processes were examined: g¢grlepnting, which
Involves dlirecting students' attentlion; gperating, which

includes comparing, generating, and using metacognition;
and gconsoljidating, which includes storage and retrieval.
They reported that students' perceptlons of instruction
and the cognitive processes they used in response to it
were related to achievement. Moreover, they found they
could teach cognitive processes that would enhance
achievement on objective but not essay tests.
In an earller investigation by Winne and Marx (1982),

atudents' and teachers' views of thinking processes in



upper elementary and seventh grade classroom lessons werc
studied. Lessons were videotaped, and SRI procedures were
employed with beth students and teachers. Teacher
interviews were designed to obtain an account of what the
teacher Intended the student to be thinking, while student
interviews described what they were actually thinking
during instruction. Findings revealed a noticeable lack
of one-to-one correspondence between what teachers had
intended students to be thinking and the cognitive
processes that actually occurred.

Peterson et al. (1982) and Peterson and Swing (1982)
examined flfth and alxth grade students' reports of their
cognitive processes occurring during mathematics
instruction. Using an SR1I procedure, student-reported
attention correlated with achlevement scores more highly
than classroom observatlion of time-on-task. Further,
student reports of using speclfic cognitive strategies,
rather than global strategies such as thinking and
listening, also correlated with achievement. The
successful strategles included relating iInfermation to
prior knowledge and also usling motivational strategies.
These findings were expanded in a later study by Peterson
et al. (1983) which was conducted in a naturallistic
environment wlth a more culturally diverse population.

Recently, Leinhardt and Putnam (1987) based a study
of student cognitlon on the earlier work of Peterson and
colleagues. They examined the complexities of the
learning environment from the student's point of view and
reported that a successful student must determine what
actions are expected by the teacher and must grasp the
intended content of the lesson, connecting and integrating
that content with prlior knowledge. These findings suggest
that the way chilldren adapt and learn involves a variety

of cognitive competenciesa: an actlon system, a lesson



parser, an information gatherer, a knowledge generator,
and an evaluator. The authors concluded that a successful
student is one who s willing and able to learn and one
who i3 actually contributing to his or her own learning of
new material. Taken together, these findings emphaslze
the importance of examining the dichotomy between how we
are teaching and the students' perceptlions ot the
instruction in order to understand and explain phenomena
related to optimal learning in the classroom. Still
unanswered is the question of whether children taught by
experts can grasp the intended content of a lesson easler
than chlidren taught by novices.

It 1s a difficult task to prepare teachers for the
complexitles of teachlng and the school environment.
Brophy (1987) states that teachers must possaess
propositional knowledge (concerning principles of
effective classroom management) as well as procedural
knowledge (how to implement these principles effectively)
and conditional knowledge (when to lmplement them and for
what reason} to achleve effectiveness in the classroom.
This knowledge must be integrated wi'h knowledge of
subject matter and pedagogy for students to achieve.
Systematic research 13 needed to study the development of
a teacher's knowledge base and bellefs over time. Through
systematlic cobservatlion of the expert teacher, lnvaluable
information may be obtained to beneflt teacher preparetion
programs and to better understand how this knowledge
structure is obtained. Shulm=>n (1987) and Berliner (1986)
have both commented that case journals such as those 1In
law and the medical professjions might be establi=shed
through this line of study. In other professions, the
intern has the advantage of consulting case Jjournals when
confronted with both routlne and unique situations. Yet,

in educatlion, these valuable sources are not avallable.



Additicnally, videotape libraries could be established
which feature expert teachers 1n actual situatlons,
establishing rules and routines, conducting difficult
lessons and handling common dlisclpline situations. The
opportunity to observe and analyze "real life" models
should provide valuable learning experiences for future

teachers.
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CATESCRY I ~ FKNOWLEDGE OF SUBJECT MATTEER

Teaching behsaviors in thie sssessment category indicate the extent to whi:c®
the tescher demonstrates command of the subject matter taught during the lesscr
cbeerved. The information gathered to make asesssments in this categecry wmus:
reflect direct observation of what the tascher says or does relative tc the
contest cf the lesson,

There are tvc performance indicazors ip this category:

A Sublect Matter Content

B. Sublec: Matter Presentatlion

Iadicatcor A Teguites the obeerver to fire:, recogoirle subject MAT er RTTOTE &%
Ec 3

secand, t: be able tc give an accurate count of their frequency. Subsiacniial
errcTs include ma‘cr miscenceptions and information {mparied to learners such a:
incorrtect eocjugatior cf verbs Iin a language srty clasy and using vroog unplite cf
measuTemec: 1n & sclence class. Mipor errors lnclude such thinga as ioaccuzate
dates and av*ithmetical S.ips. Observatior of a substantial error or a pumber o
mincr errors reflecting & lack of sublecr matter knowliedge {s sufficient o
denving crecdi:z fcr this indicator.

The second perficrmance indicator focuses oo the nanaa?.xn which the conten:
of dpstructiorn s presented during the lesscn observed. The observer mares
judgzents about four tesching behaviors which reflec: the timeliness and se-
quence of information/teopics presented, tescher amphasis on important dimensions
apd applicstions of topics/activities snd presentatioco cof subject matter at a
variety of cognitive levels.

The TADS-MIP FORM performance indicators and tesching behaviers fcor

assessmec: Cartegeory I are included on the following pege.



CATEGORY I ~ KNOWLEDGE OF SUBJECT MATTEF

Ferfocrwance Indicators and Sample Teaching Behavicrs

ma. Subject Matter Conteng

I. Makes nc errors indicative cf lack of knowledge of subject mat:e:
tavght.
*E  Subfect Matcer Presentation
: Infcrmaticn 1Is up-to-date and timelw.
J Important dizensions or applications of tcpics avre utilizeld to enharce
fnstructics

Sut‘ecs matter 18 presented at wmore thac cpe ccgritive ¢f
level .

Lal

i, Sequence of infcrmation presented 1s logical.

*encres Perfcrmance Indicator

peTioTmarn ¢



CATEGCORY 1T - TEIENIQUES COF IKSTRUCTI

The teaching beraviors and performance indicators in this category of the
TADS-MT? FOEM define severa. key elements of an effective learning situartion.
First, instruction is presentel a: & level where lesrners can be successful.
Leatners are matched to lesscr objectives through a variety of techniques arc
strategies, and materials and methods are chosen to accommodate the intellectual
and developmeznial neede of the learners.

Seccrndiv, instruction should be well~-organized, Effcrts shouid be mace
present lesson activities in 8 sequential and orderlv fashion with ne missircg
lings., Where media cof other instructiornal alds snd materials ave used, theyr
purpose should be to facilitate imstrucrion.

Trirdlv, rcommunicaticn, expianations  and irections shculd be clear-.
ClaTit~ of expressicrn has beer recocgnized as a critical element In effective
teaching. Further, teachers should be sensitive tc the peed for additiora.
exp.ataricr througheout @ lessor so that clarificacdiprn 1s provided whenever
necessars .

Feurzhly, instruction 1s ar scfive process 3o which learmers interac:
verkal.. ard 10 other wavs Wil the teacher, with each other and with wvar.ec
.earning matetials. The teacher shculd fac:litate and eﬁcourage interaciiorn:s
which are perlinent to Lesson objecClves. Additicnallv, a teacher shoul:
moriter the effectiveness of instruction, make sdjustments 1f needed and prov:ide
feedhack tec learners about their performance and progress.

Nine performance indicators, each defined by four or more specific teachirng

behavicrs, comprise this TADS=MTP FORM categorv. These indicators and reachirg

benaviors are presented on the pages that follow.
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CATECCRY 11 - TECHNIQUES QF INSTRUCTION

Ferformance lundicstcors and Ssmple Tesching Behavicrs

HMatches lnstructico tco Learners

1. Instructicu 1s appropriate for the needs and avilities of the lear: -
ers.

2. Learners have sufficient opportueity to practice lesscn objectives.

3. Learners participace {n twe or more activities which require more tha:
passive listening,

- The reacher ancd the learner interact iu more than one group size (i.e.
clase-s.zed grcoups, Mmall groups or individual learmers; #**wgre=s gr
teache: is rtespcnsible for ooly one learner.

LN The lesscn {s perscoalized for learners by using the learners’ owvr

eXperiences

cr by providing examp.es tha:

ate relevant Tt thex.

Alds are UseZ to Facilitate Ipstruction

i Imstrucrional aids {e.g., chalkboard, plciures, slides, or fi.zs,
ti.) are apprcpriate for learners.

2. Iostructicnal aids are appropriate for objectives,

3. insttyctional aids gre used ar appropriate times in the lesscr..

“. instructioral afids are used skillifully.

S

Instructicnal

1. Instructicnal
the ieatners,

2. instructiona.

aids enhance sccomplishment of instructiopa. ctijectiives.
to Facilitate Instruction

materials are appropriate for the needs and atilities c:

materials are sppropriate for learner objectives.

3. Instructiona. waterials are used at appropriate times in the lesson.
4. Supplemental and/or differentiated materials are used.
5. lostructiconal materials enhance the accowplishment of lesson oblec-

cives.
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ol PN

Instructicr Follows an Appropriate Sequence

4.

Lesson 1s initiated with a morivating introductioen.
Necessary background is or has beern estabiished.
Instructional components are sequenced in & logical order.

Lesscr. 1s closed appropriately.

Clear Explarnations and Directicons are Provided

L

learner atienticn 1s ensured before directions and expianaticns fc-
lecsscr content atre provided,

Explanaticns of lesscrn content are clear and easy tc follow wiin
appropriate vocabulary for learners.

Commanicaricn is precise with few talse staTts, interrupters cr inaj-
Fropriate qua-ifiers.

Ma‘cr pcints of potential areas of difficulty are emphasized bv verba.
ard o non-verkal cues and,or by repetizion.

Examp.es and cr demomstrations are used te 1llustrate lesscrn corntent.

Directions and Explanations are Clarified When Necessarw

Ateas of confusion are identi{fied and communications restated befcre
learners asy Questions *mxporwa* ne confusion i1s eviden:t.

Atzempts are made tc clardfy coofustion which occurs *"=*or*** nc
clarif:cazicn 1s needel.

o
[
4
m

[P

ren’t words and ideas are used irn clarification %%*gr*** o
p ;

arifrzation is needed.

Clart:ficatiors arte made for individual learmers rather than the entire
class when necessary *mmgrwes png clarification 1s needed.

Attempts tc clarify explanations are effective.

Opportunities are Provided for Verbal Interaction

l.

3,

Learners who try to contribute are acknowledged.

Commentcs, questions, examples, demonstrations and other contributions
are sought from leatners throughout the lesson.

Respcrses are sufficient teo address learners' questions or comments.

Learners ideas are elatcrated in the lesson through excended
walr-t.ze o teacher comtents and/cr questions.
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Makes Tnforma. Assesstments of Learner Performance and Progress During the
Lesson

i
1

Lar

.

orma

MoniicTrs lesarners' performance as learhers engage in actiview,
£

Solicits responses o7 demonerrazions froc learners for asssessze- -

EUYEOSC‘S .
Multiple levels of learning sre monitored where appropriate.
Learners evaluate their ovr and/or each other's performacce.

dases feor learner difficulties or wmisunderstandings &re  BCLECC
WERQr*R* provifig 1S DOL Decessary.

2]

tor. {5 Preovided te learners About Their Progress

Expe-tations about learmer performance atre commucicated at the begir-

RInE Cf activiiles

Specificz feedback s provided to learners about inadeguacies Ir
petriformance.

Specific feedbacw 1s provided to learners aboul adequate perfcrmances,

Suggestions fer improving performance are provided to learrers.



CATEGORY 111 = CLASSRCOM MANAZEMINT

This TADS-MTP FCR™ category assesses teacher performance relative tc five
important elexents of teaching: 1) time devored to instruction, I} managemer:-
of routine tasks, 3, pupil engagement Iin learning; &) strateglies used tc manage
of f-task behavior; and %) management of pupil behavicr. These are importan:
teache- concerns because theyvy are related to the copportunity pupils have -
learm and to pupil iovelvement in instructiccal activities. Eesearch studie:
suggest that there are large variations ic the amount of time teachers spen:
crgacizing children fcr learning sas cpposed to the amount cf time punlils are

ngaged 1irn some kind cf instri-tional cr learocing sctiviey. Inefficient -eact -
ers spend morfe time organizing for imstruction than actuaily teaching.

The five performance indicatcrs in this TADS-MIP FORM™ asssessmeni categoT
describe a classroom {n which activities are wel. administerecd, ascadex::
engagemern: 1: high and puplils are able to understand expectations and weor»
efficientiv witn liti.e disrupticon. The five performarce ipdicatcrs i troe
category are

A Mes: of the Observarional Period is Deveted to Some Form cf Instruc-

ticr Rather than tc Organizationai Activities, i.e. FRoll Taking,
Distraibution of Supplies/Haterials and Regrouping fcr Instructior

E. Attends to Routine Tasks
C. Maintaios Learner Involvemen:t Throughout the Instructicnal Period
L. The Teacher LUses Strategies to Prevent, Identify and Redirect Off-Tasx

Learners
E. Pupil Behavior is Hanaged Appropriately
tach of these performance indicators 1is measured by three or mote specific
teaching behaviors. The five performance indicators comprising TADS-MTP FORM
Categer~ 111 wits their associated teachirg behaviors are presented on the pages

trat foiiow.
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CATEGIETY 111 -~ CLASSROCM MANAGEMENT
Perfeormance Indicators and Sample Teaching Behavicrs
Mes: cf the Observatior Period 1s Devoted to Some Forz of lInstruce
i8¢

Rather Thar tc Orgacizationa. Activities, 1.e., Rcll Taking, D
cf Suppiies/Materials and Regrouping for Inmstructior

PTETY

LT,
Titutl

1. Instructional! activities begin promptly.

<. There are nc wuonecessary delays during dinstruction, (e.g., during
transitions due tc different completion times of group work ¢v dar:ir,
rouline LasKs .

g There ate no undecirable digressicns.

[ Instructicra. activities fit the allocated time pericd.

Atterds tz houtice Tasks Effectivelvw

L. Learner attertlcn 1s ensured befcre providing directicus (o €rpla-
raticns for rToulline Lasks.

.. Frocedura. directlcrs necessary te lomplement the £.ass criwite oartd
¢.ear and comp.ete (e.g., whe, what, where, how..

3. Necessarv mater:a.s are on hand and readv for use.

< Reutire tasks are dealt with in an efficlent manner.

Ma:nta.ns Learmer Involvemezt Throughout the Instructlocal Feriod

-
(5]

ximate.v E5% or mrre cf the learmers are on-~tase throughou? tre
T. .

. A
1

w

b
es55

1

The Teacher LUses StTategies te Prevent

.
nt, ldentifv and Kedirez: C(fi-Tas.
learrneris

. Stimul: for Learners are varied by chacging veice, movemen:, focus cf
artenticn, e1c

<. Active 1involvezert ts scught from iearners who are involved ofn.
passively in dinsgtruction *“**or*** ng learners are only passive.-
involved,

3. Non-verba. techrniques are used to redirect learners who are persice-

tently off-task *#*or4** there i< nc persistent of f-rask behavior.

“. Verba. techniques are used to redirect learners who are persistent’y
ocfr=task *mecr*®w rhere is no persisternt off-task behavicr.
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Effcrts toc recdirect learners who ate persistently off-task are suc-
cessfu. ***or**"™ there 1s pco persistent off~task behavior,

Techrigues ate used to maintain the attentior ©f learners whc have
bee: rec.recied **wor*** there L5 nc persistent off-cass beravior

[ 4N

Pupi. Behavicr is Managed Appropriately
P PProp h

l.

-

&,

Expectations about behavior are macde clear to learners ®**cr**?
learner behavior indicates that expectations have been made clear.

Consisrent expectations about behavior sare maiotained througheut the
lesscr,

Behavicr ¢f the entire clase 18 moniteored througheout the lesscr.

Learners ate provided verbal and:or con-verbal feedtack abour specifi-
beravicris: .

leatners whi intetract inappropriatelv or otherwise interfere w
work ©f others are identified anc dea.t with quicklv ®=scre** learne:-
do nct interfete with instruction.

Learners whro interact inappropriately cr otherwise iote
work ¢f rcthers are dealt with apprropriatels (i.e. firmm
suitatle coosequences: WAMaor*e»s legrners do not inter
slruction,
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CATEGCRY IV - TEACHER-STUDENT RELATIOKSHIPS

The teacher's interpersonal behavicr with students has a significan:
influence or. whether teacher-studect relationships will be positive. T
teacher demonstrales trespect for and fairness with lesrners by includicg all
learners it lesscn activities, assisting learners who have difficuley and
providing perscnalized feedback to learners who do well. A comfortable arnc
positive iInterperscmal learning envitonment 1s alsc promcted by demonstrati=g
wvarmth and friendliness with and amcng learners, by showing patience and ecpath-
and dexzonstraring enthusiasz for teaching, learnirg and the subtezr bheing
taught.

I teacher~studen: relatlonships, there 1is allovance for a wide rtarge o
wavs €¢f inreracting. The cbviouslv negative wavs of relating tc and interaziing
with other human beipgs, 1f exhibited by the teacher, are sufficlen: cause o7
derving credi: for performance in this TADS-MTP FORM category. This categcrT
adcdresses the sccla. and emctiognal dimensiorns of the classroor environmen: arn:-
the teacher’'s arftempts to ktimulate and waintain a positive learcing cl:imate.
The criter.a fcv judging teacher-studect rtelatiouships are buiit around &
ccncept ¢f fatrnmess and impartialitv to a#ll students Tegardless of race, sccial

class, abilitvy level, sex or religion.

Three performance indicators comprise This categoryv:

AL Svystematically Attempts to Inveolve A1l Learners in Class Activicies
B. Prowotes a Positive Interpersonal Environment
C. Demcnstrates Warmih and Friendliness

fach of these performance indicators 1is assessed by four or wore specifi.
teachiing behaviors. The TaZI-MTP FORM Categorvy IV perfcrzance {(ndicators anc

teaching behaviors arve presented on the following page.

rer
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CATEGORY IV ~ TEACHER-STUDENT RELATIONSHIPS

Performance Indicators apd Sample Teaching Behaviors

Systemartically Attempis to Involve All lLearners in Class Activicies

L]

learners are provided equai opportunities ro particlpate ir class
aciivities.

learners whe respond poorly or who have difficulcy are encouraged.

mert is sought from learners whe sppear reluctant to activelw
participate "**cr*m® rhere 18 ne necesasity for such encouragement.

-

£ whro de well are perscna.ly/individually recognized
erformances.,

Promctes a Positive Interpersonal Eovironmernt

Tairness and {mpartiallizy are demonstrated when dealing with learners.

Patience or empathy or understanding is demonstrated when learne:
respond pcorly cr have difficuloy.

ir

Comrents tc c¢r about learners are free of demeaning sarcasc arc
persona. ridicu.e.

Escablishes a climate of courtesy and respect.

e
L]
I

mthusiass is communicated for teachiog, learcing and the sub
’

The importance cf teplcs [o the content area ©f to rea. life 15 stazes
{c iearmners.

Decm.rutrazes war=th and Friendiiness

-

waretr and friendliness are demonscrated by a positive tone of volce
and eve contact which sccompany verbal interaction(s) with lesarners.

Warzth and friendilness are demonstrated by bknowledge and use o
student names.

Warmttr and friendliness are demonstrated by swmiling, laughing or
demonstrating a sense of humor.

warxzt: and friendiiness are demoustrated by sitting ot standing near
sfudetits,
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Table B-1

Teacher Performance Assessment Ratlngs

Observer &1 Observer §2
T;ag?gr Day + ay Day ay 2
M-1 72 74 75 76
M-2 78 79 77 71
E-1 80 80 81 80
E-2 75 76 17 76
Novices
M-1 37 21 36 22
M-2 44 40 46 472
E-1 48 42 50 44
E-2 63 62 60 60

Note. E = Elementary level; M = Middle School Level
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Interrater Reliability

Evaluation of Teacher Performance

Two videotaped lessons for each teacher were
independently coded by two trained evaluators. Each
sub-category of the teacher performance assessment
instrument was compared. Reliability was estimated by the
following formula:

# of agreements
X 100%

B of agreements + # of dlsagreements

Teacher Interactive Thoughts and 8tudent Coqnitiep

Interviews

Three of the 24 teacher interviews and three of the
24 student interviews were analyzed independently by two
trained coders. These were randomly selected from
interviews coded at the beginning, mlddle, and end of data
anaylsis. Each subcategory was compared using the formula

presented for teacher evaluation rellability.
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Table B-2

Interrater Reliability for Teacher Performance Assessment

Teacher
EE-1 EE-2 EM-1 EM-2 NE-1 NE-2 NM-1 NM-2

A 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
iB 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
2A .BO 1.00 .80 1.00 1.00 .80 1.00 .80
2B 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
2C 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
2D 1.00 1.00 1.00 .80 .80 1.00 .80 1.00
2E .80 1.00 1.00 1.00 .80 .80 1.00 1.00
2F .80 .80 .80 1.00 1.00 1.00 1.00 1.00
26 1.0¢0 1.00 15 .75 1.00 1.00 1.00 1.00
2H .80 .80 .80 1.00 1.00 1.00 .80 .80
21 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
3A 1.00 .00 1.00 1.00 1.00 1.00 1.00 1.00
38 .15 1.00 1.00 .75 1.00 1.00 1.00 1.00
3¢ 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
3D 1.0¢ 1.00 1.00 .83 .83 1.0¢ 1.00 .83
3E 1.00 1.00 1.00 1.00 1.00 1.00 .83 1.00
4A 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
4B 1.00 1.60 1.00 1.00 1.00 1.00 1.00 1.00
4C 1.00 1.060 1.00 l1.00 1.00 1.00 1.00 1.00
Note . EM = Expert Teacher Middle School Level
EE = Expert Teacher Elementary Level
NE = Novice Teacher Elementary Level

NM = Novice Teacher Mliddle School Level



Table B-3

Interrater Relliabllity for Teacher Performance Assessment

for Lesson Two

Teacher
EE-1 EE-2 EM-1 EM-2 NE-1 NE-2  NM-1 NM-2
l1a 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
1B 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
2A 1.00 .80 1.00 .80 1.00 1.00 l1.00 .80
2B 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
2C 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
2D 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
2E 1.00 1.00 .80 .80 .80 1.00 1.00 .80
2F .80 .80 1.00 1.00 .80 .80 1.00 .80
26 1.00 1.00 1.60 1.00 .75 1.00 1.00 1.00
2H .80 .80 1.00 1.00 1.00 .80 1.00 .80
21 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
3A 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
3B .15 .15 1.00 1.00 1.00 1.00 1.00 1.00
3C 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
3D 1.00 1.00 1.00 1.00 1.00 .83 1.00 .83
3E 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
4A 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
4B 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
4C 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00
ote. EM = Expert Teacher Middle School Level
EE = Expert Teacher Elementary Level
NM = Novice Teacher Middle School Level
NE = Novice Teacher Elementary Level



APPENDIX C

Interactive Teaching Interview Information



185

STIMULATED RECALL INTBRVIEW PROCEDURE FOR TEACHERS

structions ven_at th r erview s

I am Interested in what you were thinking while you
were teaching this lesson--especially what you were
thinking as you declded what to do next at varlous points
in the lesson. As I play back the lesson, please tell me
to stop the tape whenever we reach a point where you were
conscliously saying to yourself, "Let's see, I think I'4d
better do this now,” or "I guess I'1ll try doing this*". I
may stop the tape myselef at a couple of points, but you
should tell me to stop it whenever there is a point in the
lesson whre you made a speclfic decision about what to do
next in the leason. There are no right or wrong answers.
I am Iinterested in what you were thinking. Any gquestions?

When the tape was stopped by the teacher, the
following questions were asked:

What were you thinking at that point?

Are you noticing anything in particular at this time?

Was there anything you thought of doing at this
point, but decided against it? (If teacher responds

yes, without elaboration, ask what was 1t?)

One additional question was asked which would be used in a
separate data analysis:
What d4id youy want tudents to be th ng about
at thi=s point in the lesson?

This last guestion was asked to compare to student
interview responses of what they were really thinking
during instruction.

The interviewer stopped the tape if the teacher d4id
not only when the teacher changed activities during
instruction (e.qg., changed group drills; started a new
activity)



184

Decislion Log for Teacher's Interactive Thinking

General Instructions

¥hen coding a transcribed interview, examine an
entire segment of thought before making category
decisions. A segment consists of one complete cycle ot
questioning. If within one interview guestioning segment,
the teacher repeats the same thought to emphasize your
understanding of their actions, only code the thought
pattern once. However, within the next segment, if the
teacher's focus is still on the previous thought pattern,
code it for that segment. Mark your categories in the
margin and following the coding, record notes regarding
any statements which 4id not f£it into a category. 1In
addition, record sequences of thought patterns that were

noted.

Part One. Declsions

The teacher makes a consclous decision during the lesson

segment .
Supplementary. The teacher makes a decision which is

implemented but is not part of the original daily lesson
plan. Example: "I 3just declded to talk tce the students
about their lazy behavior as far as dressing appropriately
for class. I had not planned on it, I just decided to do
it».

Puplil-related. The characteristics or behavior of a
pupll, a group of pupilis, or the class become the basis of
the teacher's decision. The behavior may be skill related
or management orlented. Example: "I saw that the kick
really wasn't a chip kick, it was a full kick, and it went
on past me, 80 I Jjust told them to go ahead and line up on
the other line rather than cause confusion and have thewm
1ine up 1like I had orliginally intended"™. (Note: The
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entire declision was made due to an unexpected student
behavior, that is, an incorrect skill behavior)
Plan-yrelated: Teacher reports a decision to behave
in a particular way, based chlefly upon the original
goalas/plans or the lesson. ERxample: *"Ideally, I wanted
to take my first two groups, but suddenly there was more
than I was anticipating and I'm just kilnd of stuck. At
that point, I declded that I'm not going to be able to
take two groupas at a time to go with me because I wasan't
going to have enough eguipment®™. (Note: the teacher
makes reference to groups of atudents, but the entire
statement refers to a decision made due to change of
original plan.)
NOTE : PLAN-RELATED AND PUPIL-RELATED DECISIONE MAY BE
MADE SIMULTANEOUSLY. IF 80, CODE BOTH.
Example: "Refore, 1 do the demonstration which is next, 1
would have like to have used Troy and Ira to demonstrate
because they weren't payling attention, and 1 could have
brought them into the lesson, but because I had used then
last week to demonstrate, I wanted to get a new person to
do it this time. That's what was really going through my
mind, who I wanted to pick"™.

Explanation of Events. This is, technically, not a

decision. The teacher simply explalins what he/she was
thinking about or what was happenling at that point in the
lesson. Example: "The line is a llttle sunken in so I
just have to keep reminding them to put the ball up off
the little gulley”.

Part Two. Concerns
Events which occur that the teacher expresses concern.

Pupil Behavior/Attention. Teacher comments on

student behaviors such as paying attention during



instruction. Example: "1 was notlicing that Tim and Joe
were looking in the other direction. They were lookling
away, so I was trying to get their attention back to me",

Pupil Attitude. The teacher's attention is on the
feelings that pupils may be experliencing. Example: "He
needed some kind of relnforcement. He really feels
frustrated here".

Pupil learning-declarative knowledqe. The teacher |is

concerned with pupils learning the knowledge of facts and
concepts. Example: "I wanted the students to know that
the approach 1s the same, but where you contact the ball
ts going to be different to make the ball do different
things"®.

Pupil learning procedural knowledqe. The teacher is

concerned with puplls learning how to perform/execute/do
something. Example: "I wanted the kids to think about the
proper technigue that I had taught, mostly lock your
elbows, bend thelr knees, watch the ball...all the cues
that you know, I had glven them",.

Pupll learning-strateqfic knowledqe. The teacher is
concerned with pupils’' knowledge of general rules which
may be generalized across knowledge domains. Example: A |
want the kids to be thinklng about the serve, but other
than that, I wanted them to think about hitting the ball
legally and maybe setting 1t up, trying to use more than
one hit..think about teamwork, calling the balls, gliving
each other suggestions™.

Procedure-Management. The teacher's attention is on
measures used to engage the puplls, keep them on task, or
get them involved in the lesson or measures used to
discipline the puplils. Example: "I was thinking, "was {t
a good idea to put the jump ropes out or should I have
left them in a box, because, uhm, and let them come up row

by row to get them, because |t tended to be a problem to
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have them out because the kids wanted to play with them,
s0o that took my time to discipline them to stop”.

Procedure-Instruction. The teacher's focus 18 on
instructional routines being used in the lesson. Example:

"I was thinking, that I cannot do this skil]l well mymelf,
I was thinking how am I goilng to get this demonstration to
make them understand®.

Procedure-Organization. The teacher's focus 1s on

the organlizational routines regarding grouping,
formatlions, spacling; anything related to the procedural
organlzation of the activity. Example: "At this point,
I'm trying to make the teams even up, the groups even, so
that when they're doing the next drill, I'm golng to be
splitting them up”.
Procedure-Eguipment/Faclilities/Extraneocus Variables:

The teacher's concern is related to egquipment/facilities

or outside variables such as environmental factors (i. e.,
rain, etc.). Example: "1 was going to have to do some
juggling around of the equipment, because I was short of
Jump ropes®™.

Pacing: Pupil-related. Teacher comments on the

timing of activities or speed of content coverage in a
lesson, glving pupil characteristicas as the principal
reason for what 1s occurring. The teacher might comment
that puplls were not moving through a drlll or activity as
quickly as he/she hoped. Example: "I'm thinking, that
what does it matter to Donna if she's flrast or second, but
I just said, well, let me please her, because 1 wanted to
go on with the drill; I didn't want to take time off with
her..l kept thinking, this drill can go faster, faster..",.
Pacing: Plan-related: Teacher concerns with the

timing of lesson or or speed of content coveragqge in a
lesson as planned by the teacher. Example: "I had to

almost start over and explain half of another lesson, ao I
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was a little worried about my time; trying to rearrange
ien,

Part Three. Informatlion Source.

Cues used by the teacher to govern thoughts/decisions/

actions.

Observation-verbal. This relates to a teacher's

thought based on an observatlion of pupils' verbal
behavior. Example: "Someone asked me a quesation, and
sald, “"Which foot?", and 1 hadn't thought about 1t until
then, so0 I sald, "elther one",.

Observation-skill performance. Observatlon of a

pupil’'s skill ability or performance of activity.
Example: "I noticed that a lot of the kids were missing
the serve, sc 1 thought 1 should glve them a second
chance™ .

Teacher expectation. Puplils' behavior or learning
which, because of his/her pre.lous knowledge of the class
or some other reason, the teacher expects in the course of
the lesson. Example: "I wanted to make sure there would
be an even number, because |f there's one person odd, when
it gets to be their turn, they're going to say, "I don't
have anyone to go with®”™ so I was trying to avoid that
problem”.

Teacher Hunch. This refers to the assumptions or
gquesses that come to the teacher iIn the course of the
lesson. Example: "I ran Iinto a problem right there
because they sti1l1]l don't realize what to do, or maybe 1
didn't explain myself well enough last week or during this
lesson, so they that might be why they d4idn't realfize what
to do".

Teacher Recall. Thls relates to references made, by

the teacher, to previocus information or events related to



the present lesson content, procedure or the puplls.
Exawmple: "1 knew, Jjust based on the times the way the
groups had been going from earller in the day, I knew that
I needed to do that".

Part Four. Awareness,

Events that occur in the lesson for which the teacher

becomes cognlzant.

Principles of Teaching. This refers to general rules

that the teacher becomes mindful of and follows in a
certain type of situation. Example: "I realized that my
groups that were partner passing had big long 1lines which
they shouldn't have had".

Teacher Feelings. This refers to emotions the
teacher experliences at a particular point in the lesson.
"I was thinking, this is golng to be great, I'm going to
mess up in front of these kids here®™,

Alternatives. These are other techniqgues or

procedures that the teacher becomes aware cof which could
be used in place of the one actually used In the lesson,
Example: "1 was thinking about maybe goling ahead and have
two groups with me but I decided against it because there
wasn't enough balls".

Teacher Behavior. These are acts by the teacher,

which seem to be more than the ordinary and of which
he/she becomes aware. Example: S8ince 1 had only gotten
the chip shot about three times, 1 had to concentrate on
what 1 was doing to make this go the right way".



Interactive Thinking Coding Sheet

Part One. Decisions Total

|o#

Pupll Related

Plan Related

Explanation of Events

TOTAL FOR PART ONE: %
AR AR N R A AN RN A A A AR AN A AR R R AN R R R R A AN AN N AR AN R AR AN AR ARk R A

Part Two. concerns.
Pupil Behavior/Attention

Pupil Attltude

Pupil Learning-declarative knowledge

Puplil Learning-procedural knowledge

Pupil Learning-strategic knowledge

Pacing: puplili-related

Pacing: plan-related

Procedure-Management

Procedure-Inastruction

Procedure-Qrganization

Procedure-Equipment/facilities/
TOTAL. FOR PART TWO: b}
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Part Three. Information Source. Total A 3

Observation-verbal

Observation-skill performance

Teacher expectation

Teacher hunch

Teacher recall
TOTAL FOR PART THREE: %

SRR S SRR RS RRRSRERRRRERRRERR st R RRRRRRRRR2R SRR}

Part Four. Awareness .,

Principles of Teaching

Teacher Feellngs

Alternatives

Teacher Behavior

TOTAL FOR PART FOUR: L §

EAEEEAARR RN RRR A AR E AR R A AR A AR RRAANERARNANARARRAREARARAANRRARNAR

OVERALL TOTAL:

RECURRING SEQUENCES OF THOUGHT PATTERNS:

COMMENTS (INCLUDE ANY STATEMENTS WHICH DID NOT FIT INTO
SPECIFIC CATEGORIES WHICH YIELDED ADDITIONAL INFORMATION):



November 18, 1987
IDM-Observation #3

Two soccer flelds were marked off and the children played
in four teams throughout the clagss time..Randy officlated
between the two flelds

Interviewer stopped tape when children had completed
warm-up exercises and were running while Randy distributed
equipment

What are ygou thinking?

Just trying to get set up to be organized when they get
back

Were you notlcing anything?

No, not really

Was there anything you were thinking about doing, but
decided pot too?

No, Just when they flnished that they would line up by
thelr teams and then we'll go from there

What do_you want_ the ds to be about 2

1 want them to remember what team they are on. They want
to think colors but we change colors everyday. Team
numbers stay the same but the colors change. A lot of

them want to go wlth the same color they had the day

before.

Randy stops the tape when the kids are being divided up

into two teams and some of the kjids are coming up to you.

What axe vow thinklng?

They didn't know what team they were on and it gets worse.

Nobody knew what team...two teams were fine..no problem,
but the other two teams didn't know and 1 d4idn't know
either ... I had to look on the paper to see who was

supposed to be where..just a little confusion and it took
a little time to get 1t stralghtened out and it was mostly
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because of the color vs. the number..they wanted to be the
same color so they grabbed the shirt and ran without
thinking about what I had said and I had to stop and get
it strajghtened out. In fact, all of those, I had to stop
them..one fleld was set up and ready to go and then I had
to stop the other two teams and get them reocrganlized.

What were you noticing?

Because they came up and started asking me and they were

saying, 1'm on this team....
Was there anything else you thought about doing but

decided agajinst it?

No, I Just had to stop and totally redo it so it would go
faster

what do vou want the ki to be thi

Trying to remember what team they were on and listen to me

I noticed that little gqirl comes over to you about four

times during the class...
Right there she wanted to be goalle. I said, "just wait,

go over wlith your team, I'll be there as aoon as I can".
I can only do one thing at a time. B8he's a smarter one,
she knows what's going on; I ncoticed some kids that were
playing that were supposed to be on the other field.

So what did you do?

1 jJust sald, "hey, you're supposed to be over here" and
Just pulled them off.

Stopped when both teams were nearly set up ready for play:
What are you thinking?
Just trying to get them set up ... I had to make sure they

got the ones in the front and the ones in the back because
they have lines to follow. On one team, 1t looked like we
didn‘t have enough players, so I let them just play
wherever they wanted to on the field.\
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¥hat are you noticing?

Just watching them play, trying to see how they're playing
I'm refereeing..1f it goes cut of bounds, I was calling
who i1t went out on to throw it back in

Is there anything you thought of dolng but decided against
1t?

No, Just make sure they get thelr throw in rlght. I have

to keep reminding them, because they forget.,

what do you want the kids to be thinking?

Just dolng 1t right...

The throw in..or ...

Just the whole thing, but the throw in specifically

Randy stopped the film when during the game play he had
the kids do a penalty kick for the flrst time:
What are you thinking?

I'm showing them something new here. Anytime, it hits a
cone (in the goalie area), one of our rules was no goal,
And, what I let them do, this 18 a new...something I never
showed them before, called a goal kick. I let the goalie
kick 1t out of there and they had never really seen 1t
before so I went up there to show them what to do. 1 just
wanted to let them see what it was and do it In a game
situation so the next time 1t happens, they'll know how to
do 1it.

¥hat were voy pnoticing?

I Just knew they didn't know what to do. Elther the
goalie was qgoing to take it and throw It or kick it ox
whatever and I had been doing {t with the older clasases
and I wanted to go ahead and get it |In with this younger

class

Was there anything else you thought of doing at that time
but decided against it?
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I could have just let 1t go, but I decided to do 1t since
they, they really hadn't had any experience with the ball
hitting the cone 80 it's kind of a new thing for them.
what did you want the kids to be thinking?

Just learning the ruies by play.ng

I pretty much let the kids decide theilr positions on thel.

own and 1f there s any arquing, then I decide.

We stopped the tape when a student from one field comes to
get Randy because of a pushing foul:
wWhat are you thinkling?

That I didn't see it and I don't know what was going on
and {f there's a lot of arquing, I'll have to stop 1t {(the
game), if not I1'11 just let them play..I1'll say, "ok, red
ball take it in" or something ltke that; just start the
game back up and get it going

Was there anything you thought of doing here, but decided

against 1t?
No, just keep the game going, let them get in as much as

they can
What do you want the kids to be thinking?

Playing, playing...I want them..we stress sportsmanship,
no arguing, in fact, 1f they argue after the game is over,
they can forfeit whether they're bragging or if they're
complalning. They don't bring it Into the classroom. If
they bring 1t into the classroom, the teacher knows that
they aren't going to play soccer the next day, L1f they do

that, so the classroom teacher helps out as well.

A little boy i3 hit In the face with a ball that 1s Lbeing

thrown in:

¥hat are yvouy thinking hexe?

I'm hoping that he's not hurt..most of them, they're not,
they'll get popped and it stings a 1llttle bit, but what I
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notliced is that he threw the ball from the middle of the
field and there’s no reason for him to be doing that. He
should have been out on the side and I didn't know what he
was dolng, 80 I had to go over there and show him and
stralghten him up and the guy who got hlt In the head,
there was no problem, so let him go..

was there anything you thougqght of doing, but decided not

too?
Well, I could have Jjumped all over him, for throwlng 1it,

but it was an accident, so0 I just let it go.

The little boy seemed fine..Yeah, he said, "I headed the
balli™

What d4i1d you want the kids to be thinking?

Just playing



Table C-1

]t;q

Intended Student Cognitive Processes for Elementary and

idd)le hoel Teach

Puplil Attention

Pupll]l Attitude

dpupll Learning
Declarative Knowledge
Procedural Knowledge
Strateglc Knowledge

Procedures-Management

Procedures-Instruction

Procedures-0Organization

Procedures-Equlipment

Pacing-Pupil Related

Pacing-Plan Related

Middle School

n
37

9
51
10
34
15
a3
17
43

1

4
18

s
16.2%
3.9%
28.1%
6.1%
16.2%
6.6%
14.5%
7.5%
18.86%

. 5%
1.8%

7.9%

Elementary

n
39

6
66
19
37
12
22
10
26

6

?
14

b 3

21.5%




Table C-2

Interrater Rellablility for Teachers'

ALl

Interactive Thoughts

Declsions
Supplementary
Pupll-Related
Plan-Related

Concerns
Pupll Attention
Pupil Attitude
Pupil Learning

Declarative

Procedural

Strateglic
Paclng: Pupil
Pacing: Plan
Procedure-Mgmt
Procedure-1nst
Procedure-0rgq

Informatlon Source
Obs . -Verbal
Obs.-Skill

Teacher Expect

Teacher Recall
Awareness

Prin of Teach

Teacher Feeling

Alternatives

L

.80
.80

1.00
.83

.80
1.00
1.00

Lesson
2

1.00
.80
.B3

.80
.80

.80
.83
.80
.80
1.00
.80

1.00

1.00
1.00
.80

.80
1.00
1.00

3

.83
.80

. BO
.80

.83
.83
.80
.83
.80
.80

1.00

.B0O

.80

Note. Categorlies with slashes were not observed for that

interview.
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Table C-3
Intrarater Reliability for Teacher Interactive Thoughts

es n
1 2 3
cisions
Supplementary -=- 1.00 -
Pupil Related 1.00 1.00 1.00
Plan Related 1.00 1.00 1.00
Concerns
Puplil Attention 1.00 1.00 1.00
Puplil Attitude 1.00 1.00 1.00
Pupil Learning 1.00 1.00 1.00
Declarative 1.00 1.00 1.00
Procedural 1.00 1.00 1.00
Strategqic 1.00 1.00 1.00
Pacing: Pupil 1.00 1.00 1.00
Facing: Plan .83 .86 1.00
Procedure-Mgmt .86 1.00 1.00
Procedure-Inst - --- 1.00
Procedure-0rg --- 1.00 1.00
Information Source
Obs-Verbal --- 1.00 ---
Obs-Skill 1.00 1.00 1.00
Teacher Expect --- 1.00 -
Teacher Recall 1.00 -—- .86
Awareness 1.00 1.00 1.00
Prin of Teach 1.00 1.00 -=-
Teacher Feelings 1.00 1.00 -=-
Alternatives 1.00 1.00 1.00

Note. Categories with slashes were not observed for that
interview.
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STUDENT INTERVIEW PROCEDURES

Directions to Students: You are going to be watching
yourself and your clasasmates on television, so I know this
1s going to be fun for you. However, it is very important
for you to listen to me and the questions that I'l}! be
asking you. I want you to pretend 1llke you were in Lhis
class, and try to think Just the same thoughts you were
thinking at that time. Please be very serious and glve me
your most honest answers because they are very lmportant.
You are specially chosen to take part in this research
because 1 khew you would be good during these Interviews.
Remember that you wlll not be punished for any answers
that you glve me, so please answer the guestions real
honestly. Do you have any gquestiona? Okay, let's watch a
few minutes of your lesson and you try real hard to
remember how you were thinking during this lesson.
Now, as I come around to you with the tape recorder, speak
loud and clear so that I can understand what you are
saying. (At the beginning, let children say thelr name
and favorite sport or tv show and then play back the tape
so they can hear how they sound...they love to hear
themselves, but this allows the investigator the chance to
make sure all atudents are speaking clear enough and to
dQouble check that batteries, etc. for equipment are
operable)

QUESTIONS

1. Describe what you were thinking about during this part

of the lesson.
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2. Did you understand the actlvity (materlal..sklll..

explanation...demonstration, etc.}); at this time?
Yes No

Can you tell me what you

were having trouble under-

standing?

what could the teacher have

done to make this clearer to

AV you? L

3. What thing. did the teacher do to help you understand?

4. bpid you understand why the teacher was
(explalning, demonstrating, ...the activity, driil,
etc.)?
Yes NO

N

Why did she/he
do that?

l !

5. Is there a better way to learn the activity?
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November 18, 1987

Observation #3-Student Interviews

Btopped tape after students had exercised and (Student)
had received his President's Physical Fithess Award In
front of the class. They came back and lined up in their
teams.

What are you thinking about?

Stul: 1I'm thinking about soccer; getting to play

Stu2: I'm thinking about winning a patch

Stul: I'm thinking about winning a patch

Stud: WVWinning a patch and running the track. I like it
and try to beat everybody

Stu5: Playing soccer and all...lf we're going to win
Stu6: To try to do better in pe to get the patch

Stu’7: I was thinking about being good encough to be the
student of the week

Stu8: Running and trying to get the patch

Did you understand why Mr. XXXX has you exercise and run

at the beginning of class?
All answered yes

Why?
Stul: =80 it will astretch you out and you can run better

S8tu4: =so you can get the patch

Stu2: 80 you'll feel good when you run

Stul: =80 you'll play good In soccerx

Stub: B0 you're not so tlred and all

Stub6: 80 you can get good exercise and all that

Stu?7: 80 you can stretch and all, so you'll be ready to
play

S5tuf: keeping you in shape

What ar o of e thin Mr . X doe h u
understanpd?

Stu4: The way he tellas it to us
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How?
Stu4: Like he make us do it right, like if we mess up,

he'll make us run

S5tu5: Well, he explains it so I can understand it

Stu6: the way he explaina |t

Stu7: the way he explains it, because he kind of does it
slow, like If he s telling us like to run to the cones
and stuff, he'll ask at the end of what he's telling us,
he'll ask us 1f anyone has any gquestlions about it and all
Btu8: Like 1If you do something wrong, he'll be there to
tell you 1f you don't underatand

Stul: he takes 1t step by step

Stul: he does (t slowly so we can understand

Stul: he tells us and then he asks, does everybody
understands

I1f you were the teacher for the day, would you do anything

differently about the warm-ups to help the children learn

this activity bettex?
Stu7: uhm, I'd teach it like him, because he teaches 1t

good to make sure everybody understands

Stué: well, I would teach 1t like him, because he teaches
it real good and makes sure everybody understands It

Stu$: I'd teach it like him

Stud: I'd make them run the track more

Stu3l: I would try to get as much in as I could, so they
could start playing a lot sooner

Stuz: I1'd make them do lots of exercises
Stul: I would teach them more exercises and more stuff to
do

Students viewed tape of teams dividing up to the two
different fields.

Did you understand where you were supposed to qo?
Two answered that they were confused




Stué: Well, he, when he said that we had to, when he satid
which Jerseys to put on, I put on the green and he kept
saying we were supposed to be yellow and it confused me
and then he finally got It straight and said we were green
and I already had on a yellow one.

Stu2: Whenever he was talking about the jerseys I didn't
understand what he was saylng because he was sayling he
started to say green and then I thought it was green with
the holes in it and then he sald Crystal and the other
one.

What would you do to help the chlldren understand about
Lthe jerseyp?

S5tu2: I would tell them over and over agaln

Stul: I would Just get, tell them all, I would call out
the names, then I would tell them to go, go into one

group, and then keep on doing 1t and then tell them ta get
a certain jersey

Stud: I would mark them

Stub: I would put all the Jerseys in one pile and put,
uhm, put ever how many people that's on one team, put them
in a certain group and 1'd call ocut the color jerseys that
they had to go and get then

Stuéb: 1 would get them all quiet and tell them to listen
carefully and I would say it slew enough to where they

could hear me and understand

The children watched several minutes of their game play
activity.
What were you thinking about?

Stu’: I was thinking about me getting a goal and scoring
a lot of polnts and all for my team
Stu6: I was thinking about, uhm, my team winning and Jjust

getting a lot of goals to make our team win
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Stus: I was thinking about scoring a bunch of goals so my
team could win
Btu4: WwWinning

g8tu: I was thinking about belng a great sportsman.

us ticed t u
angry, what was that about and what were you thinking?
Stus: because I had to stay for defense and I wanted to

score goals

Stuld: 1 was thinklng about trying to play defense and
trying to chip kick it all the way to the goal and scoring
Stu2: wWinning

Stul: I was thinking about everybody scoring five goails
on our team to win

Did you understand the activity at this time?

Stu?2 responded no

Btu2, what didn't you understand?

stu2: when coach sald I was supposed to lead..on the kick
off..1 didn't know how to do it.

Stub: I didn't understand when I had to try to kilck the
ball when I was running around and tryilng to get the ball
from this boy and I didn't understand because when 1 got
in front of him, I tock the ball and this boy in the green
came up to me and kicked 1t over to the side of the goalle
and when 1 went to get it, somebody came over and got the
ball, and I was just walking around, "“where is the
ball?"...1 couldn't find 1it.

For those of you w what

things Mr. XXXX did to help vou to understand?

Stu8: Uh, he would, uhm, like we practiced 1t before we
played a game

gtul: Uhm, he told me which place to play In and he told
me where to kick the ball and everything

Stu2: He's teached me how to kick it and he's explained

you can't use your hands..it's a kicklng game



RENAT!

Stué: He helped me understand how to kick it and dribble

it and everything and not use your hands unless it goes

out of bounds 1f you were teaching this activlity, what are

some th ou ot e dre dexs
e Y ?
Stu4: the same way
StuB: 1I'd teach that you can't use your hands...the same
way

Stu3: Have them practice first and then play...like he
did

Stu7: 1 would teach it the same way except I would say it
a little bit slower
Stu6: 1 would teach 1t the same way except I would

explaln it a little bit better..try to you know, get them

to understand because a lot of them get confused

Stubs: I would make sure that everybody really understood

what 1 was saying so they would understand how to play the
game .

How would you do that?

I would go over everything step by step, and uhm, after 1
sald each thing I would ask everyone i{f they had any
questions

Stul: I would tell them which side is which and tell them
what to do.



Table b-1

gtudent Thoughtp Reqarding W3ys Elementary and Middle

School Teachers Help Them Learn

Demonstration
Explanatlon

Review

Individual Feedback
Task Analysis
Provided Handouts/AVs
Particlipated With Us
No Reply

Other

TOTAL

Elementary Middle School
n L} n 1
62 28,1\ 36 23.8%
65 29. 4% 69 45.7%
12 5.4% 8 5.3%
24 10.9% 17 11.2%
16 7.2% 7 4.7%
7 3.2% 3 2.0%
9 4.1% 0 ---
20 9.0% 4 2.6%
6 2.8 7 4.7%
221 100.0% 151 100.0%
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Table D-2
gtydent Thouqhts Regarding Better Ways to Learn Activities

aught by Elementary and Middle Schoo e s
Elementary Hiddle School
n L3 n 13
Provide More Practice 4 2.9% 1 . 5%
Change Procedures/Routines 3 2.1% ~25 13.5%
Change Organization of
Drills or Activitles 17 12.1% 27 14.6%
Provide More Feedback 1 .IN 5 2.7%
Exercise With Students 1 .TN 5 2.7%
Change Warm-Up Exerclaes 23 16. 4% 21 11.4%
Provide Better Explanation
or Demonstration/Clarity 7 5.0M\ 11 5.9%
Provide Outside of Class
Experliences 6 4.3% 3 1.6%
Have Better Class Control 3 2.1% 18 3.7%
No Change in Lesson 67 47.9% 63 34.0%
No Reply 3 2.1% 4 2.2%
Other 5 3.7% 2 1.2%

TOTAL 140 100.0% 185 100.0%




Table D-3
Interrater Rellability for Student Cognition Interviews

Lesscon 1 rd 3
jve
Neg. Eval of Self .75 .80 1.00
Motivating Self .86 .83 .80
Neg. Feel. Sit. 1.00 1.00 .86
Poas. Feel. Sit. 1.00 1.00 1.00
Wanting to Get Done -——- -—- 1.00
Self/Team Assess. 1.00 1.00 1.00
Winning 1.00 1.00 1.00
Comprehensjion
Conf.- Skill .86 .B6 1.00
Conf.- Proc. .80 1.00 .83
Conf.- Cog. Conc. 1.00 1.00 -
Attending 1.00 1.00 1.00
Remember ing -- == 1.00 1.00
G. Cog. Concept .80 .83 1.00
§. Cog. Concept 1.00 -—-—- 1.00
eklll-Related
Gen. Skill Tech. 1.00 1.00 1.00
Spec. Skill Tech. 1.00 --=- 1.00
Player Positions - 1.00 ——=-
Social Thoughts ——— 1.00 -——-
Off-Task Thoughts 1.00 1.00 1.00
No Reply 1.00 1.00 1.00

(A X R A RS RS REENREEEET SRR RIS SR XSRS RXN]

Student Thoughts-Ways Teachers Help
Demonstration 1.00 1.00 1.00
Explanation 1.00 1.00 1.00
Review .86 1.00 1.00
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Table D-3 cont'd.

Lesson 1 ra 3
Student Thoughts-Teachers Help cont'd.
Individual Feedback 1.00 1.00 1.00
Task Analysis 1.00 -— - .B3
Provided Handouts/AV ---- -——-- 1.00
Particlipated With Us ---- 1.00 -——--
No Reply 1.00 1.00 1.00
Other -——- -——- 1.00

I E R AR RS SRR RSN RREERRRls RS s RRRRREREREENS LR

Student Thoughts-Better Ways to Instruct

Change Routines - 1.00 -——-
Change Organ. 1.00 1.00 .86
Provide More Feedback ---- 1.00 1.00
Exercise with Student 1.00 -—=-- -
Change Warm-Ups .80 .86 .80
Clarify Explan/bemo. -——— 1.00 ——--
Prov. Out.of Class 1.00 -—=- -———-
Better Class Con. -—-- 1.00 -——-
No Change in Lesson 1.00 1.00 1.00
No Reply 1.00 1.00 1.00

Other 1.00 1.00 -




Table D-4

Intrarater Reljabllity for Student Coqpition Interviews
Lesson 1 ra 3
Affective
Neg. Eval. of Self 1.00 1.00 1.00
Mot. Self 1.00 1.00 1.00
Neg. Feel. 8it. 1.00 1.00 1.00
Pos. Feel. Sit. l1.00 1.00 1.00
Wanting to Get Done -—-=-- - 1.00
Self/Team Assess. 1.00 1.00 1.00
winning 1.00 1.00 1.00
Comprehension
Conf.-8ki11} .B6 1.00 1.00
Cont.-Proc. 1.00 1.00 .86
Conf.-Cog. Conc. 1.00 1.00 -———-
Attending 1.00 1.00 1.00
Remember ing -—-= 1.00 1.00
Gen. Cog. Con. .86 1.00 1.00
Spec. Cog. Con. 1.00 ~——— 1.00
Skill-Related Thoughts
Gen. Skill .86 1.00 1.00
8pec. Skill 1.00 ~——- 1.00
Player Positlons —-—- 1.00 ———=
Social Thoughts -—-- 1.00 -—--
Oftf-Task Thoughts 1.00 1.00 1.00
No Reply 1.00 1.00 1.00

AR A AR T A AR R AR A RN A AR R E A RN AR N RN R A AN E AR A A AN ATN RN ARARRR AR
gtudent Thoughts-Ways Teachers Help
Demonstration 1.00 1.00 1.00
Explanation 1.00 1.00 1.00
Review 1.00 1.00 1.00




able D-4 cont'd.

Lesson

gtudent Thoughts-Ways Teachers

Individual Feed.
Task Analysis
Prov. Handout
Part. With Us

Nc Reply

Other

1 <
Help cont'd,
1.00 1.00
1.00 -——-
——— 1.00
1.00 1.00

3

l1.00
1.00
1.00
1.00
1.00

AR SRS RAREEERLR RS R RS RARESRERRREERARRERSRRERRERDRLERE S

Student Thoughts-Better Way to Instruct

Change Routines
Change 0Org.
Provide Feedback
Ex. with Student
Change Warm-Ups
Clarify Exp./Demo.
Better Class Cont.
Prov. OQut of Claas
No Change

No Reply

Other

1.00
1.00
.83

1.00
1.00
1.00
1.00

1.00
1.00
1,00
1.00
1.00
1.00
1.00
1.00
1.00

1.00
1.00
.86

1.00
1.00




APPENDIX E
Decision Log and Definitions for Routines
and Activity Btructures



DECIBION LOG
ACTIVITY STRUCTURES

1. Qrlentatlon/Closing: Any time prior to the

instructional phase of the class. Examples: prior to
warm-up, walting for class to begin. Any time during the
final non-instructional phase of the class,

2. Presentation: Explanations by the teacher. Examples:

Goals for the year; grading procedures; Iincentives;

techniques; rules of games; skills; and warm-ups.

3. Practjce: Chilldren are working on newly acqulired

skills or activity or exploratory movement experliences.

4, Demonatration: The teacher or a student will model a

technigque for skill or activity, If the teacher models
the techniqQque at the same time he/she presents skill with
a verbal explanation, code demonstration gply.

5. Transition: The phase between one instructional
segment and the beginning of another; switching activities

or group size or formation.

6. Game Play: The phase In the class when the child 1is

involved in an organized game activity.

7. Tests or Measurement: Any formal evaluation occurring

or any type of measurement made on students. Examples:

Fitness test items, helght and weight,

8. WVWarm Up: Any type of caliasthentics or vigorous
or to the skill development and/or game play

™ e

he class,



Sl

ROUTINES

INTERACTIVE ROUTINES

1. ¢ghoral Responpe: Any question asked without a

specific student's name called should be coded as choral
response. It several students, rather than the whole
class, answer In unity, code as choral response.

2. Individual/Call Unti]l Correct: If a gquestion is asked

and teacher calls on iIndividual student; code as

individual exchange/call until correct category. Students
may railse their hands to answer, i{f so, code both hand
ralsing and call until correct. Bee hand raising for

further clartficatlion.

3. Payling Attentlion: Any time when there are any teacher
statements to redirect students' focus. Examples: "Eyes

on me"; “Listen Up™; "I'm walting", or "Pay Attention®.

4. Hand Ralsing: Code 1f hand raising 1s modeled by

teacher while asking a question or when the teacher
specifically requests for students to raise their hands.
Code only one time for each gquestion answered. For
example, if a teacher asks a gquestion and 12 students
ralse thelr hands to respond, only code one time rather
than 12 times. Similarly, if the teacher s calling roll
and requests hand ralsing, code only once. 1f teacher |is=s
questioning in a "call until correct"” format, and children
are ralsing hands, code hand raising for each question

asked, rather than for each child who raises their hand.



MANAGEMENT ROUTINES

1. Line Up: code if teacher specifies or explalins how to
line up to enter or exit the play area or if the teacher
reinforces line-up routines with such statements as "I
1lke the way you are in line"™; "Where should you be?"
(referring to the lline;.

2. Sigqnal for Stop: code 1f the teacher explains or

implements a procedure for stopping activity such as a
whistle signal and/or anytime the teacher uses a verbal

command such as "Freeze".

3. Water/Restroom: code if there is a statement by

teacher regarding water or restroom procedure.

4. Move Quickly and/or Quletly: code for any verbal

statement or specific gesture from teacher indicating need
for efficlency and order in the class., Examples: ™“Move
Quietly", or teacher begins counting to filve; 1, 2, .... ;

use of a “silent yell™ to show excitement during indoor

play.

BUPPORT ROUTINES

1. Feormation/spacing: code when any comment or gesture

is made to enforce spacing/ formation of students for the
activity. This may be for either getting into a formatlion
or for maintaining the formation. BSpacing may be also
coded when the teacher assigns children to a task iIn
groups to reduce confusion and/or wisbehavior ("crowding
up”"). Examples: "Scoot Around”, "Look how crowded the

girls are--spread out", "Take one step back".



2. Egquipment: code 1f there 1s a teacher-dlrected
statement about the use of egulipment and/or if there is a
specific procedure demonstrated for distribution of
equipment. Examples: "Don't touch the beanbag until I
give you directiona", YLeaders for group che, please pass

out the beanbaga™.

3. Appropriate Dress: code when the teacher specifies

appropriate attire for physical activity.



APPENDIX F

Teacher Questionnaires



UBSTIONNAIRE
XPERT TEACHER

Name

8chool

Age

Grade Level(s) (that you teach)

Number of Years Teaching at Present 8chool

Number of Total Years Teachling

University(ies) Attended

Degree(s) Earned

Please glve aE?roximate data for:
8chool Population

Racial Distribution

Predominant Bocloeconomic Btatus of the Students (Low,
Middle, Upper Class)

on a aegarate plece of paper Ylease answer the followling
open-ended gQuestlions as explic tly as possible:

1. What are the factors that you feel contribute to the
success of your p.e. program?

2. W¥What are the reasons Tou sta¥ in the field of teaching
in general and in physical education In particular?

3. Wwhat Erofessional goals do you hope to achleve
hroughout the remaindeér of your teaching career?

. What professional achievement is the most signlficant
hus far In your teaching career?

. What do you consider to be _the most ilmportant goal or
bjective of your p.e. program?

t

4

t

5

o

6. What other obzectlves do you consider important? (List
in order of importance)

7
£
8
e
9
s
w

. What specific goals do you tr; to accomplish during the
irst few days of the school year

. I1f you could change anything regardin our .e.
togram¥ what would tﬁat bX? 9 3 ¥ P

. Pleage 1ist any sports that ou rticlpated In high
ol and/or co?lggc? or that yxu a?: preagntiy assoc?ated

cho
ith.



student Teacher Questionnalire

Name Age

School (where you are student teaching)

Orade Level(s) that you teach

Please answer the following guestions in full detall:

1. Why did you decide to enter the flield of teaching in
general and physical education in particular?

2. what professional goals do you hope to achieve
throughout your teaching career?

3. Please describe your student teaching experlence with

regard to:

a. your best experiences (successes)

b. your most challenging experiences

¢. Yyour most frustrating experiences

d. your relationships with your studenta/classes

e. your relationship with your supervising teacher and

co-workers at your school.
4. Please describe your outside responsibilities with
regard to work, soclal, and/or famlly obligations.
5. what recommendations would you make to improve the
quality of the teacher training program at the School of
Health, Physlcal Education, Recreation, and Dance at LSU?
6. Have you changed your outlook toward your chosen
profession as a result of your student teaching experience?
1f so0, how?
7. What do you feel was your strongest characteristic in
working with and teachlng your students? your weakest
characteristic?
6. What characteristics of your supervising teacher will
you try to use In your future teaching career and why?
9. What characteristics of your supervising teacher would

you not use in your future teaching career and why?



APPENDIX G

Permlassion Forms



PARENTAL PERMISSION LETTER FOR BLIDE
PRESENTATION PARTICIPATION

February 23, 1988

Dear Parents,

Your child has been asked to participate in a
research project tor the S8chool of Health, Physical
Education, Recreation and Dance at Louisjiana State
University. A slide presentation will be made of your
child's gymnastic class. We are asking that you allow
your child to participate. Please sign this form and
return it by Friday, February 26th. Thank you for your
cooperation and please do not hesistate to call {f you
have any guestions. My number at work is 388-2387 and at
home 769-1835.

Karyn Nelson
Research Asslistant
LsuU

hae my permission to
pate In a s8lide presentation for a research project

Signed

Parent's name

does not have
permisslon to participate In a sllde presentation for a
research projectiford su.
gne

Parent's name



March 1, 1988

Dear Parent,

sclcczg rtﬁ“éﬁ?ﬁ?a?ﬂiﬁécT% gdggggggghcégggeggsfgge

wPY1%hanY18E0t5pcd ana acteral st BAERES 1 1B 28
seifcted to be 1Injcrviewed followling the aglng.
wi b uring th

e asked to Jdescribe their thoaghts
activity.

We are asking that you glve permission to hav
child videotaped and interviéwed. The name of Kou
will never be used in this project. I will be hap
answer any questlons that you might have regarding
?xoject. H¥ phone at work is:

69-1835. he urYose of the research 1s to learn
children are thinkling durilng instruction.

Thank you for your cooperation.

Bincerely,

Karyn R. Nelson
Research Asslistant
School of HPERD
Loulisiana State Univer

Amelia M. Lee
Professor

8chool of HPERD
Louisiana State Univer

Please return this Eermlsslon slip to your child's

physical education teacher. Thank You.
HY child has my ?ermlasio
videotaped and Interviewed during physical educati

class.

276

n

n class
ndomly
The

e class

e your
r ghild

P¥nis

B8-2387 or at home:

how

sity

sity

n to be
on

Parent's asignature

My child does not have my
pérmissioin to be videotaped and Interviewed during
physical edurcatlon class.,

Parent's signature
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Informed Consent for Expert/Novice Experiment

*Io be yetained by the jinvegtigator

My signature, on this sheet, by which I volunteer to
participate in the experiment on differences in expert and
novice physical education teachers conducted by Karyn Nelson
indicates that 1 understand that all subjects In the project
are volunteers. I can withdraw at any time from the
experiment, and I have been informed as to the nature of the
experiment. The data will be anonymous and my ldentity will
not be revealed without my permission, and wmy performance in
this experiment may be used for additional approved
projects. Finally, 1 shall be given an opportunity to ask
questlions prlor to the start of the experiment and after my

participation is complete.

Subject's Signature
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