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ABSTRACT 

Empirical work has demonstrated^ at least to some degree, that alternatives to 

didacticism are useful in the classroom. However, other investigations have shown that 

didactic methods continue to dominate classroom instruction time. A genuine need exists 

for research aimed at identifying the source of the discrepancy between the 

methodologies lauded in current process-product educational literature and the observed 

teaching practice noted in classroom research. This investigation was conducted to 

determine how or if an instructor's belief system influences the manner in which that 

same instructor teaches. In order to adequately address that objective, three specific 

research questions were developed. First, this work examined the espoused beliefs of a 

small sample of practicing athletic training educators regarding the role of the teacher, the 

student, and the nature of instruction. This was accomplished through the use of 

qualitative research methods including semi-structured telephone interviews, written 

questionnaires, demographic datasheets, and stimulated recall sessions in which each 

participant viewed videotape of their own classroom instruction and discussed it with the 

principal investigator. Next, this investigation also analyzed classroom practice by 

observing those practicing athletic training educators as they taught in class. This was 

accomplished by videotaping each participant's classroom instruction during three hours 

of classroom instruction. Utilmng case studies assembled for each participant and a cross 

case analj^is, this work also assessed the degree to which those espoused beliefs aligned 

with classroom practice. By utilizing these methods, this investigation indicates that 

beliefs do influence the maimer in. which individuals teach; however, other factors such 
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as fonnal pedagogical training, experience, and Job requirements may also influence the 

manifestation of demonstrated classroom practice, as well. 
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CHAPTER r 

INTRODUCTION 

Background 

Athletic training education is in the midst of significant change. In the past, a 

student wishing to pursue a career as a certified athletic trainer had two routes to 

certification. The first, the formal curriculum program, is still in existence today. It 

involves specific undergraduate training in athletic training as either an independent 

academic major or a specialization within a related field such as physical educadon, 

kinesiology or exercise and sport science. Within the formal curnculum program, the 

student is exposed to structured classroom experiences in addition to successfully 

completing a comprehensive list of clinical experience requirements under the direct 

supervision of a certified athletic trainer who has completed training in order to serve as 

an Approved Clinical Instructor (ACI) (Knight, 2001). All upper-division coursework 

relates specifically to athletic training in some way. Typical curricula include courses tn 

athletic injury management, injury rehabilitation, therapeutic modalities, biomechanics, 

exercise physiology, and kinesiology, among others. By design, the formal accreditation 

process necessary at each institution offering a program ensures that each one is similar 

to all others in a number of very explicit and quantifiable criteria. At least a portion of the 

instructional staff within most curriculum programs utilize individuals who work 

concurrently within the university or collegers athletic department as clinical athletic 

trainers and within the athletic training educatioa program as course instructors (Hunt, 

2001). As a requirement for certification, ail NATA certified athletic trainers possess at 
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least a bachelor's degree. As of August, 2000, nearly 9,500 out of a total of27,000 

certified athletic trainers possessed a master's degree(35.2%) (Hunt, 2001). Meanwhile, 

only 550 of27,000 certified athletic trainers had earned a doctoral degree (2.0%) (Hunt, 

2001). Additionally, a majority of those who posses advanced degrees, both master's and 

doctoral, have done so in content-area specializations with little or no pedagogical 

coursework or experience (Delforge & Behnke, 1999; Hertel, West, Buckley, & Denegar, 

2001;Starkey, 1997). 

The other route to certification, the internship, has been in existence since the 

beginning of formal training within the field. It involved a minimal number of courses 

relating specifically to athletic training and an emphasis on hands-on clinical experience. 

Specifically, the student was required to take eight specific courses directly related to 

athletic training and complete a minimum of 1500 hours under the direct supervision of a 

certified athletic trainer. The internship route allowed students to major in any compatible 

field (typically physiology, nutrition, kinesiology, or physical education), and still be 

eligible to take the national certification examination (Delforge & Behnke, 1999). Similar 

to the curriculum route, courses within the internship program were typically taught by 

athledc trainers working concurrently within the school's athletic department as clinical 

athletic trainers and the academic department or program as adjunct instructors. 

This route essentially treated the profession as a trade in which young apprentices 

teamed all that was required through on-the-job experience. It soon became apparent that 

the internship route to certification was notsufficientto equip undergraduate athletic 

training students with the content they needed in order to successfully challenge the 
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national certification examination and compete with their curriculum-educated peers in 

the job market (Delforge & Behnke, 1999). For a number of years, the national 

certification examination passing rates for internship students remained significantly 

lower than those for the curriculum students (Starkey» 1997). In 1997, the National 

Athletic Trainers' Association Board of Certification (NATABOC) ruled to eliminate the 

internship route to certification beginning in 2004 (Hunt, 200 L). 

The move toward formal curriculum education programs and the abolishment of 

the internship route to certification has resulted in a large number of former internship 

programs seeking to gain accreditation as accredited curriculum programs. Currently, 

athletic department administrators have been the strongest proponents of the internship 

programs* move toward accreditation. This may be tied to the fact that an athletic training 

education program provides a large and inexpensive workforce in the form of athletic 

training students to help understaffed clinical athletic training programs adequately serve 

and provide care for a large number of student-athletes (Denegar, 1997). Regardless of 

motivating factors, a number of former intemship programs have already gained 

accredited status and over 150 more institutions are in some stage of the accreditation 

process (Hunt, 2001). 

In order to become fiilly accredited, a program must meet strict guidelines and 

pass all aspects of formal evaluation by a panel composed of site examiners &om the 

Committee on Accreditation of Allied Health Professions (CAAHEP) and the Joint 

Review Committee-Athletic Training (JRC-AT) (Starkey, 2001). The panel investigates 

numerous aspects of the potential program's features, including facilities, instructors, and 
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the current and proposed curriculum to ensure that the established minimum standards 

are met. Provided that the site caa conclusively demonstrate that it provides at least the 

minimum of all the stated standards^ then that site will receive CAAHEP/JRC-AT 

accreditation as a curriculum athletic training education program. 

Although the entire program is subjected to substantial scrutiny during the 

evaluatioa process, the JRC-AT panel never analyzes the actual pedagogical practice or 

classroom instruction of the instructors at the applicant institution. While the total 

number of practicing classroom instructors within the program is considered and their 

credentials are examined, the instructors themselves are never interviewed or observed. 

No critique of instructional methods or demonstration of teaching effectiveness is 

required as a portion of the accreditation process. A genuine paucity of exploratory work 

investigating the nature of athletic training education instruction currently exists within 

the field. An exhaustive literature review elicited no published empirical investigations 

that have either directly or indirectly addressed the predominant insuiictional strategy 

employed among practicing athletic training instructors. 

The move of many programs toward formal accreditation has also resulted in a 

large influx of individuals with little or no teaching experience into the athletic training 

education teaching ranks &om the clinical setting (Hunt, 2001). As described in Hunt 

(2001)," In August [2000], 144 athletic training education programs held CAAHEP 

accreditation, and 158 programs were candidates. Each of those requires a program 

director and faculQr members"^ (pg. 11). Even though athletic trainers working in schools 

with internship programs often had some teaching responsibilities, the move toward 
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formal curriculum programs exclusively has increased not only the total number of 

courses to be taught, but also increased the depth and breadth of the material covered 

within the program. Without formal academic appointees, this increased demand has 

fallen primarily to those who have taught in the past. Additionally, over 100 employers 

sought certified athletic trainers for positions in higher education in 2000 alone (Hunt, 

2001). Although the move toward the curriculum-only route to certification was viewed 

by many as a step toward gaining increased professional respect and improved student 

preparation, a legitimate concern has surfaced regarding the ability of this veritable army 

of content-area spedalists with little or no pedagogical training to prepare the next 

generation of certified athletic trainers (NATA, 1999). Additionally, yet another concern 

is that these individuals may not possess a genuine interest in their rote as educator but 

may be willing to "endure" the role in order to continue to serve in their preferred role as 

a clinical athledc trainer. Such attitudes could obviously have profound negative 

consequences on the quality of undergraduate education. Even the chairperson of the 

National Athletic Trainers' Association (NATA) Educadon Council, Chad Starkey, has 

called for serious reform in the way student athletic trainers are instructed (Starkey, 

1997). The call for reform has come not only from within. The third report of the Pew 

Health Professions Commission entitled "Critical Challenges: Revitalizing the Health 

Professions for the 21" Century" identifies teaching as an area for concern and suggests 

sweeping changes in the manner in which ail allied healthcare professionals, including 

athletic trainers, are formally educated (Pew Health Professions Commission, 1995). 
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However, while such changes might seem warranted, the changes suggested 

are likely a bit premature. The genuine lack of exploratory work concerning existing 

classroom practice would significantly weaken any research effort aimed at analyzing the 

effectiveness of any proposed change. Alternatively, before any such work is undertaken, 

an effort must be made to first establish typical instructional methods observed within the 

accredited athletic training education program classroom. Perhaps more importantly, the 

role of potential influences or correlates to observed classroom practice such as the 

concept of teacher beliefs must be investigated. 

Research Rationale 

Qearly, athletic training education has reached a critical juncture. The move to 

eliminate the internship route to certification has produced the unexpected consequence 

of staffing classrooms predominantly with individuals ill equipped or formally under-

prepared to serve as teachers. Instead, athletic training education has unknowingly de-

professionalized teaching and treated it as an innate skill likely possessed by all content 

specialists. With no formal pedagogical training, these individuals are left with little other 

than their "apprenticeship of observation" developed as students to guide their own 

instructional practice G-ortie, 1975). Interestingly, it is likely that the very teachers whose 

practice is being modeled also had little, if any, pedagogical training. Di this way, teacher 

focused instructional sQrles have perpetuated themselves and continue to dominate 

classroom instructional time. 
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The observed persistence of teacher focused methodologies and the notable 

absence of student focused instruction ia athletic training classrooms is also troubling in 

light of the quality and volume of process-product findings indicating the relative 

superiority of student focused methods (Abraham, 1989; Allard & Barman, 1994; 

Barman, Barman, and Miller, 1996; Brooks & Luft, 2000; Colbum & Clough, 1997; 

Gang, 1995; Hemler& King, 1996; Stepans, Dyche, & Beiswenger, 1988; Wilke & 

Granger, 1987). These and similar works have demonstrated improved student test 

scores, concept retention, concept mapping ability, discussion ability, and motivation 

when instructed utilizing student focused methods versus teacher focused approaches. 

Such work is important because it demonstrates the potential ability of student focused 

instruction to encourage the development of healthy inquisitive attitudes while also 

concurrendy improving student teaming and achievement. However, unlike teacher 

focused approaches that concentrate on "material coverage," student focused instrucuonal 

methods are best viewed as an acquired skill that educators perfect through formal 

training and a supportive environment that encourages reflective practice. Although an 

important first step, conunentaries such as the Pew Conmiission report as well as most 

research efforts to date have only posited that instructional change is necessary. These 

works typically stop short of suggesting exactly how such change could or even should 

be implemented. 

On the other hand, a research movement within developmental psychology and 

teacher education has acknowledged that such work must shift its focus from 

demonstrating that change is needed to understanding why it is failing to occur. The 
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notion of teacher beliefs has demonstrated a close association with the development of 

instructional practice (Richardson, 1996). Simpljrput, a teacher's behavior is most likely 

not significantly influenced by the findings or suggestions of empirical research 

concerning more effective instructional methodologies. Instead, teacher beliefs may have 

the unique capabiliQr to drive practice independent of other influencing factors, including 

research findings (Richardson, 1996). The majority of research and theory within the 

realm of teacher beliefs posits that no meaningfiil or lasting change in pedagogical 

practice will ever occur unless teacher education efforts are aimed specifically at altering 

the teacher's beliefs about the nature of instruction, die role of the teacher, and the role of 

the student. This may begin to explain why, despite empirical evidence supporting the 

use of smdent focused methods, many teachers seem resistant to change from traditional 

teacher focused approaches. 

Most research to date concerning teacher beliefs and their influence on teaching 

practice has been conducted within groups of formally trained educators. Participants 

within these investigations are most frequently elementary and secondary educators. An 

exhaustive search of multiple electronic databases revealed no published work to date 

that has analyzed the influenceof teacher beliefs within post-secondary instructors. 

Furthermore, no published work has been identified that has focused on content-area 

specialists with limited pedagogical training, as is ̂ icaQy the case among athletic 

training educators. 
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Statement of Purpose 

This exploratory work: was conducted to analyze the beliefs and practices of three 

athletic training educators teaching within accredited athletic training education programs 

with the intent of understanding the manner in which beliefs interact with classroom 

instruction. Additionally, this work was conducted to fill a void within the literature 

pertaining to the pedagogical background and predominant classroom practice of content-

area specialists, specifically athletic training educators. This will serve to not only inform 

current practice but also to provide direction to future work. 

Research Objective and Questions 

The objective of this investigation was to determine how or if an instructor's 

behef system influences the manner in which that same instructor teaches. With that 

purpose in mind, three specific research questions were developed. 

1. What are the salient beliefs about the nature of teaching and learning, the role 

of the teacher, the role of the learner, and the goals and aims of instruction of 

three athletic training educators who work within CAAHEP-accredited 

athletic training education programs? 

2. What are the classroom practices utilized by those educators within their own 

classrooms? 

3. To what degree do espoused teaching beliefs align with observed practices 

within each participant? 
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Limitations of the Study 

A number of limiting conditions exist within this iavestigation that require 

explanation and discussion. Potentially impacting both the empirical and conceptual 

underpinnings of this work, the influence of such limitations was minimized wherever 

possible within the framework of the iavestigation. These limitations are addressed 

individually in the following discussion. 

First, selection was a problematic limitation of the investigation. This work 

utilized individuals who were self-described educational enthusiasts. Furthermore, each 

participant volunteered for inclusion in the project. Such selection methods, while 

convenient, could have failed to address a portion of the population who may have 

demonstrated different classroom practices and held different teacher beliefs. The 

findings of this investigation could have been reflective of the beliefs and practices 

conunon to athletic training educators who were educational enthusiasts and were willing 

to give of their time to contribute to educational research. Without the inclusion of 

individuals who were not self-described educational enthusiasts and/or willing to give of 

their time to contribute to research, this work may have failed to analyze a significant 

portion of the experimentally accessible population and provides no means of comparing 

the two groups. 

Second, the use of one individual for the collection and analysis of data was 

another limitation that bears scrutiny. The principal investigator was responsible for 

conducting the telephone interviews and facilitating the stimulated recall sessions. At the 

same time, the principal investigator was also involved in the data analysis process and 
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responsible for structuring the cross-case analysis. The influence of such a limitation 

was minimized by the use of a trained and qualified volunteer to assist ia the data 

analysis by coding videotaped lessons as well as written answers and transcripts of 

interviews. The principal investigator's data coding was compared to that of the research 

assistant to ensure acceptable levels of inter-rater reliability. Although such a. framework 

is not optimal, it was constructed and conducted with sufficient rigor to provide an 

adequate representation of the data. 

A third limitation of this study was the definition of belief as utilized within the 

investigation. Pajares (1990) supports the idea that a belief is a convoluted construct that 

has traditionally been used inconsistently within the literature. This work utilized Pajares' 

notion of beliefs about, that is, beliefs that are context-specific. As Pajares (1990) points 

out, "The construct of educational beliefs is itself broad and encompassing. For purposes 

of research, it is diffuse and ungainly, too difficult to operationalize, too context-free" (p. 

316). By adhering to Pajares' idea and utilizing the context-specific notion of belief 

instead of the more commonly posited and general notion that belief is based on 

judgement and knowledge is based on fact, this work loses some measure of 

comparability to other similar preliminary works. Although more commonly cited, the 

"belief as judgment" and "knowledge as fact" definitions of both belief and knowledge 

have consistendy proven problematic. It is for this reason that despite the inherent 

limitation introduced, a relatively narrow interpretation of the definition of belief was 

utilized. 
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A fourth limitation of the work iavolved the method utiUzed to interview 

participants. The participants who volunteered for this investigation worked as athletic 

training instructors at three separate institutions of higher learning situated in three 

different states. Additionally, with the exception of one school located 50 miles away 

from the principal investigator,^ the remaining two institutions were within 200 miles of 

one another but geographically separated from the principal investigator by over 1100 

miles. Although obviously not optimal^ the inclusion of two schools situated so far away 

was necessary due to the lack of other NATABOC-accredited programs within close 

proximity to either the principal investigatoror to one another. Additionally, due to this 

unavoidable distance between each of the three participants selected for inclusion and 

time conflicts and previous commitments among the participants, only one mutually 

agreeable time was available for an on-site visit to each individual participant. In the 

absence of the opportunity to visit each participant on multiple occasions and interview 

each in person several times, the principal investigator instead conducted the semi-

structured belief interviews over the telephone. Telephone interviews have been noted to 

limit findings somewhat because they do not allow the interviewer to witness the 

reactions, facial expressions, and gestures of the individual being interviewed (Singleton 

& Straits, 1999). However, when face-to-face interviewing is not feasible, interviews 

administered over the telephone provide an economical alternative and have consistently 

elicited similar data and response rates that meet or exceed those of in-person interviews 

(Singleton & Straits, 1999). 
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Similarly, a fifth limitation involved the use of videotaped classroom instructioa 

to determine classroom practice. Ideally, classroom practice can be determined by 

performing multiple site visits and witnessing instruction firsthand. However, again due 

to the unavoidable distance betweea each of the three participants selected for inclusion 

and the lack of multiple mutually agreeable times for data collection, only one site visit 

was feasible during the duratioa of the investigation. Without ready access to each 

instructor's classroom, the principal investigator instead employed videotaped lessons to 

observe classroom practice. These lessons were videotaped by participant-appointed 

student assistants. Although the videotaped lessons do serve to demonstrate the practices 

utilized by the instructors within their respective classrooms, they fail to provide the 

entire picture of the classroom dynamic that on-site visits might have provided. Instead, 

only a limited perspective of the classroom is visible and audible, but other aspects of the 

class are not observable because the student assistant was instructed to focus on the 

instructor and not necessarily the class as a whole. Furthermore, die presence of a video 

camera and camera operator within the classroom has been noted as being highly 

obtrusive and may have lead instructors, students, or both to either consciously or 

unconsciously alter their words or behavior (Singleton & Straits, 1999). Although the use 

of videotaped lessons to determine teaching practice is not ideal, it is a commonly 

employed compromise when multiple on-site visits are not plausible (Gay, 1996). 

A sixth limitation involved the use of a written interview protocol. This 

iavestigation was piloted during the summer of 2(X) I and the Teachers' Pedagogical 

Philosophy Inventory (TPPI) instnmient was administered as both a seml-stmctured 
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interview and as an eigtit question written questionnaire. This mixed method design 

incorporating both written questions and verbally prompted questions during semi-

structured telephone interviews was instituted to help minimize the inherent weaknesses 

of each method, respectively (Tashakkori & Teddlie, 1998). During that pilots it was 

determined that the written questionnaire should be restructured firom the version 

employed in order to encourage more thorough responses. The instrument that was 

provided to the participant during the pilot study was a one-page, eight question 

questionnaire in which the participant was requested to answer each question usinga 

standard word processor program and submit a diskette containing a copy of the created 

file. However, the answers provided during the pilot were very brief, sometimes as short 

as one sentence long. The decision was made to provide the instrument as an eight-page 

packet with one question on each page. Additionally, participants were encouraged on 

multiple occasions to be thorough in their responses and provide examples when 

appropriate. It was hoped that the written responses would contain thick description and 

richness similar to that of the transcribed interview data so that the two could be 

compared and evaluated for congruence. Unfortunately, all three participants submitted 

written questionnaires that were answered briefly and seldom included more than two 

sentences for each question posed. Unlike the interview data, the written data obtained 

initially was intended to provide important triangulation was sparse and of little utility. 

Despite multiple attempts on behalf of the principal investigator to ensiue that each 

participant completed the written questionnaire adequately, a lack of compliance on the 

part of all three participants represents another limitation of this investigation. 
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Lastly, one final limitatioa of the investigatioa stemmed from the participants 

themselves. During the selection process, the principal investigator recruited only 

individuals who were self-described educational enthusiasts. The reasons for this 

restriction were twofold. First, it was assumed that enthusiasts might represent a portion 

of the population that was most likely to demonstrate congruence between beliefs about 

teaching and demonstrated classroom practice. It was hypothesized that educational 

endiusiasts, unlike those who prefer clinical athletic training to teaching, would be more 

likely to be interested in remaining current in educational literature and employing 

contemporary instructional methods within their classroom. Furthermore, self-described 

enthusiasts were also recruited as a means of improving compliance with the 

requirements for participation. It was hoped that individuals who described themselves as 

educational enthusiasts would be more likely to understand the nature of the investigation 

and the importance of their role in the successful completion of it. Initially, four 

participants who were self-described enthusiasts were recruited. Unfortunately, all four 

participants consistently failed to complete the requested instruments within the allotted 

time. In fact, one participant failed to comply with all aspects of data collection and was 

subsequendy dropped &om participation. When the remaining three participants returned 

instruments, they were often incomplete or submitted after established deadlines. In 

fairness, schedule conflicts, time constraints, and intense job conmiitments were 

responsible for maay of the delays. One unforeseen consequence of recruiting only self-

described educational enthusiasts was that these individuals were quite busy already. 

Each may have agreed to participate because of aa ideologfcal desire to contribute while 
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Icnowing that their schedule and previous commitments might make full cooperation 

quite difficult. Such time constraints may have contributed to the tendency of each 

participant to complete data packets late, incompletely, or hastily and resulted in data that 

may not have been not fully representative of each participant's actual beliefs. Despite 

the principal investigator's repeated and frequent attempts to encourage compliance with 

the established data collection requirements and schedule through phone messages, e-

mail correspondence, mail correspondence, and messages left with departmental 

administrative assistants, participant non-compliance showed itself to be a troublesome 

limitation of the investigation. 

As a case-based qualitative investigation, generalizability was and is not a central 

aim of this investigation. The reader is encouraged to view the findings of this work 

described in the following chapters in light of the limitations discussed and also to avoid 

the temptation to generalize this work to their own or other dissimilar settings. The 

limitations discussed certainly could be expected to alter the findings of this investigation 

to some degree. However, die principal investigator made every attempt to minimize the 

presence as well as the influence of each described limitation. For that reason, it is 

reasonable to expect that the framework of this investigation provides sufficient 

thoroughness to adequately characterize the data. 

Assumptions LTnderlving the Study 

Three factors of significance were assumed during the design and construction of 

this investigation. First, only instructors from CAAHEP-accredited athletic training 
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education programs were contacted as potential participants in the study. Due to the 

rigorous and explicit review process necessary prior to receiving CAAHEP-accreditation, 

it was assumed that all accredited athletic training education programs were relatively 

equal and met at least minimum standards as set forth by the JRC-AT. Given that all 

accredited programs could be seen as relative equals, it was also assumed that the 

instructors working within those programs are relatively equally qualified. Specifically, 

based upon the requirements established by CAAHEP, it was reasonable to assume that 

an instructor within any accredited program should be relatively similarly qualified with 

regard to formal education and experience to another instructor working within a 

different accredited program. This assumption allowed the principal investigator to 

randondy select from a pool potential programs of convenience rather than from all 

accredited programs as a whole. Although limiting the sample geographically in this 

manner could have conceivably been viewed as a potential threat to the validity of the 

investigation, the guiding assumption of nationwide program equivalency avoided the 

introduction of such a limitation. 

Kext, a second assumption of the investigation was the previously addressed 

utilization of self<lescribed educational enthusiasts. It was assumed that any individual 

who described him or herself as an educational enthusiast might be more likely than 

others to be committed to remain current in contemporary educational literature and to 

utilize instructional methodologies that were reflective of such commitment. Given the 

stated objective and research questions guiding this investigation, such participants were 

the logical first step ia the research process because they possessed the greatest potential 
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to have classrooms that appeared similar to those of professional educators in other 

fields that have ahready been investigated. Conversely, it was assumed that individuals 

who were not self-described educational enthusiasts would likely establish a classroom 

environment similar to those described by Goodlad (1984) and Seymour and Hewitt 

(1994), thereby relegating investigation of their classrooms to a less promising position 

as a potential research topic. While certainly a worthwhile investigation, determining the 

interaction between the beliefs and practices of those who are not excited about their role 

as teacher and instead prefer their role as a clinical athletic trainer was beyond the scope 

of this work. Furthermore, the data required to produce meaningful findings within a 

population such as educational non-enthusiasts who do not ^ically volunteer to 

participate in empirical investigations is difficult to collect while adhering to the policies 

and procedures assodated with ethical research practice. At the same time, it was also 

assumed that educational enthusiasts would be more likely than their non-enthusiast 

colleagues to remain compliant with the requirements for participation in the 

investigation. Given the nature of this qualitative investigation, compliance with the 

requirements for participation was viewed as highly critical to the validity of the gathered 

data and the resultant conclusions drawn fix)m the data analysis. 

Lastly, the third underlying assumption incorporated into the research design 

involved the consistency of the data collection methods employed. This investigation 

utilized written questionnaires, writtea demographics sheets, telephone interviews, 

stimulated recall sessions, and videotaped samples of classroom instruction. It was 

assumed that data collection was consistent fix)m one site to all others. Due to the 
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necessity of using multiple sites for data collection and the multiple measures utilized at 

each site^ failure to ensure consistent data collection methods at those multiple sites could 

have proven problematic. In order to minimize data collection differences from one site 

to thenext^ only one individual, the principal investigator, was responsible for collecting 

all data. Additionally, all data of a similar nature were collected from each site within 

only a few days from^ the other sites, thereby aiding the principal investigator'^s attempts 

to keep all comparable data sources similar between participants. 

Definitions of Terms 

The following definitions are included to provide clarity and uniformity. 

Beliefs fiinction to influence behavior by ''...speaking to an individual's 

Judgement of the truth or of a proposition, a judgement that can only be inferred from a 

collective understanding of what human beings say, intend, and do" (Pajares, 1992, p. 

316). Additionally, they are "...psychologically held understandings, premises, or 

propositions about the world that are felt to be true" (Richardson, 1996, p. 103). This 

psychological holding represents the key distinction between belief and knowledge. 

Beliefs are held within the psyche of an individual, and while they certainly have the 

capacity to dictate or direct observable actions, such dictation or direction does not 

fiinction out of necessity. 

Knowledge is distinct firam belief in that it is dependent upon a "truth condition" 

that suggests that it is held and accepted by a commum'ty of beCevers as being true 

(Richardson, 1996). Although similar to belief, knowledge does not necessarily exist 
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exclusively withia an individual'^s mind, but rather is embodied within the whole person 

and may be evident through observed behavior. In this way, knowledge can and does 

influence the manner in which an individual interacts with the environment and is 

typically emergent during action (Yingen 1987). 

Didactic Instruction is typically considered "traditional" teaching in which the 

instructor spends most of his or her classroom time lecturing (Jackson, 1986). 

Furthermore, didactic instruction mandates a one-way communication system in 

which teachers transmit information to students in discrete pieces, and then test students 

objectively to assess their ability to reproduce the information that has been transmitted" 

(O'Loughlin, 1989, p. 10). For the purposes of this work, the term "didactic instruction" 

maybe used interchangeably with "traditional" or "teacher focused" instruction. 

Social Constructivism is de6ned as teaching that provides new knowledge in such 

a way as to relate it in some way to the learner's relevant existing concepts (Driver, 

1983). This paradigm argues for the importance of culture and context in forming 

understanding (Vygotsky, 1978). Often equated with "alternative" or "contemporary" 

instructional methodologies, social constructivism is aimed at situating new information 

into the learner's existing knowledge structures and connecting or linking the new with 

the old in some meaningfiil way (Brooks & Luft, 2(XX)). For the purposes of this work, 

social constructivism maybe used synonymously with the terms "constructivist" or 

"student focused" instruction. 

The Teachers' Pedagogical Philosophv Inventory (TPPR is an instrument 

designed to elicit beliefs about teaching. Employed in previous works involving teaching 
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beliefs, the TPPI has demonstrated acceptable levels of reliability and validity (liu, et 

al., 1998; Simmons, etal., 1999) Both written questionnaire and telephone interview 

versions were utilized in this investigation. 

The Reformed Teaching Observation Protocol (RTOP) is an analysis tool utilized 

to evaluate classroom practice. The 100 point total Likert-based instrument was 

developed by Sawada and PQbum (2000) and is useftil in determining the reflected level 

of "reformed teaching" demonstrated in directly observed or videotaped classroom 

practice. Data is coded utilizing the RTOP by trained evaluators. RTOP data was 

combined with grounded theory qualitative analysis in this investigation. 

An Athleuc Training Education Program f ATEP) includes one of over 117 

accredited undergraduate institutions that offer an academic major in athletic training in 

addition to very specific clinical experiences leading to eligibility to challenge the 

certification exam required to practice as an athletic trainer. Formally accredited by the 

Joint Review Committee of Athletic Training (JRC-AT), such programs now represent 

the only channel through which aspiring professionals may gain the athletic training 

credential. Individuals from three distinct ATEPs participated in this investigation. 

Organization of Remaining Chapters 

The following chapters were organized to promote consistency and clarity within 

the exposition. First, the literature review in Chapter I was divided into four components 

and is reflective of the predominant strands of relevant work. The Nature of Instructional 

Practice speaks to the differences betweea teacher focused and student focused 
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instructioa and includes a synopsis of the process-product tradition of teacher 

effectiveness research. The second component, Qassroom Practice & Pedagogical 

Climate, represents a sununary of the limited amount of work published concerning 

instructional behaviors observed within the classroom. Thirdly, The Nature of Teacher 

Beliefs discusses the primarily theoretical work as well as the limited amount of 

empirical data concerning how beUefs are formed. Additionally, the methods and 

instruments utilized to operationalize those beliefs are also addressed. Lasdy, The 

Interaction of E*ractice and Beliefs section focuses on the literature addressing the 

pathways through which beliefs may potentially influence or be influenced by classroom 

practice. 

Next, Chapter IH discusses the research methods employed in the investigation. 

The discussion of methodologies includes a description of the sample as well as the 

specific procedures utilized for each of the three posed research questions. Additionally, 

Chapter in includes a thorough description of the data analysis methods employed within 

the work as well as a summary of all investigative methods utilized. 

Next, Chapter IV represents the composite case studies developed for each of the 

three participants included in the investigadon. These case studies were constructed by 

synthesizing the different data sources utilized during the study. Additionally, this 

chapter also includes across case analysis aimed at identifying recurrent themes and 

patterns in both beliefs and practices in the three athletic training educators who 

participated in this investigation. Chapter V represents the results, discussion, 

conclusions and implications of the investigation. This chapter includes a brief 
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introductioa as well as a discussion of the Gndings for each of the three posed research 

questions. Additionally, Chapter V also discusses implications, and the concluding 

remarks of the work. 

Summary 

Authors such as Pajares (1992) and Richardson (1996) have posited that any 

attempt to alter practice without first addressing belief will ultimately result in only 

superficial and transient change. This may be the phenomenon that has taken place within 

formal athletic training education. Past efforts to address classroom practice that have 

neglected to consider teacher beliefs have yet to stimulate significant or lasting change. 

Perhaps Pajares (1992) stated it best in his conclusion about beliefs when he noted: 

When they are clearly conceptualized, when their key assumptions are examined, 

when precise meanings are consistently understood and adhered to, and when 

specific belief constructs are properly assessed and evaluated, beliefs can be, as 

Fenstermacher (1979) predicted, the single most important construct in 

educational research, (p. 308) 
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CHAPTER II 

LITERATURE REVIEW 

The Nature of Instructional Practice 

It seems that no matter what educators and researchers are able to demonstrate or 

posit to the contrary, the idea that didactic instruction is teaching persists and even 

flourishes today. Specifically, withia post-secondary specializations such as athletic 

training, most courses are typically taught by content-area specialists with little or no 

pedagogical training (Delforge &Behnke, 1999; Hertel, West, Buckley, & Denegar, 

2001; Starkey, 1997). Unlike elementary and secondary education teacher training 

programs, no formal programs yet exist to prepare individuals from fields such as athletic 

traim'ng who possess considerable content knowledge but little or no pedagogical training 

and wish to teach at the post-secondary level. Without specific training and exposure to 

such concepts as instructional methodology, pedagogical strategy, or even classroom 

management issues, these individuals typically enter the classroom with only their 

perceptions of the role of the teacher formed during their time as a student to guide their 

classroom practice. As Lottie (1975) points out, these individuals typically teach 

didactically as they have been taught as students during their "apprenticeship of 

observation," thus further perpetuating the status quo. Didactic instruction is a process in 

which the "learner" is treated as an empty vessel to be filled with information. This filling 

is performed by the informatioa possessor, namely the teacher. One student summarized 

her feelings about high, school instruction in Page's (1992) work by stating: 
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I don't do a lot in school...! don't like any of the high school classes really. 

You just sit there and they tell you something and they give you a test and you tell 

it right back to them. Everybody has the same answer on the test if you do it right, 

(p. 45) 

On the other hand, constructivism is teaching that encourages students to develop 

their own understanding of concepts and ideas (Jackson, 1986). According to 

constructivist theory, each individual constructs his or her own meaning and learning 

about issues, problems, and topics. Since none have shared the same experiences, each 

student's understandings, interpretations, and schemata are different (Marlowe & Page, 

1997). Those differences affect the way individuals interpret and process new events. 

Since all individuals make their own personal meaning of concepts and ideas, the focus 

of constructivist teaching is on promoting learm'ng through questioning, investigating, 

and generating & solving problems instead of simply transmitting information (Marlowe 

& Page, 1997). Unlike didacticism, constructivism involves more than simply "covering" 

material. After all, as Markie (1994) stated, 'To teach isn't just to present the subject 

matter to the students. The bookstore clerk does that by handing them their books" (p. 3). 

If most athletic training instructors are not equipped to employ anything other 

than didactic methodologies in their instructional epistemology, then the effects of such 

practice on students and student learning become increasingly important. This next 

generation of athletic trainers, when educated with any one particular instructional 

method, will enter the field with a very narrow perception of how the classroom should 

appear. As a result, those same students will likely assume similar roles if or when they 
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begin to teach (Lortie, 1975). Perhaps more importantly, the very nanire of didactic 

instruction has been associated with impeding the development of critical thinking skills 

(O'Loughlin, 1989; Sirotnik, 1983). Although important for all students, the importance 

of developing adequate critical thinking skills becomes increasingly critical in clinical 

fields such as athletic training in which lives may literally depend upon quick and proper 

action on the part of the clinician. Didactic instruction posits a received view of knowing 

(Jackson, 1986). This received view of knowledge precludes inquiry and the personal 

construction of meaning. The teacher's way of knowing is the one and only one correct 

way. ft mandates a one-way exchange of information from the instructor to the student 

and provides scarce opportunities for input on the part of that student (Howard, McGee, 

Schwartz, & Purcell, 2000; O'Loughlin, 1989). Furthermore, some have even gone so far 

as to posit that the subordinate roles students are forced to assume during didactic 

insuiicdon are contrary to the democratic foundations upon which our country was 

erected (Giroux & McLaren, 1986; Greene, 1988; O'Loughlin, 1989). Instead of 

promoting engagement and participation that is vital to democratic success, didactic 

teaching demands passivism and surrender to a power perceived as greater (O'Loughlin, 

1989). As Sirotnik (1983) concisely sunmiarized, "The current educational system 

teaches students dependence on authori^, linear thinking, social apathy, passive learning, 

and hands-off involvement" (p. 29). 

Although somewhat extreme, Sicotnik's (1983) work clearly indicates that 

effective teaching in the form of constructivist methodology could potentially have 

consequences that reach far beyond the classroom. To date, only a limited number of 



exploratory investigations have focused on the predominant instructional strategy being 

employed by teachers in the classroom. Furthermore, these investigations have typically 

been non-domain speciHc. More precisely, no work has yet been published that has 

addressed the topic of predominant pedagogical practice within the athletic training 

education classroom. At the same time, a great deal of work has focused exclusively on 

the difference between more traditional didactic instruction and. more contemporary 

constructivist teaching. Almost universally, these works have posited that "tradidonal" 

methods should be minimized while constructivist methods are encouraged. 

One such investigation described significantly improved examination scores for 

students instructed with constructivist methods as compared to their didactically 

instructed counterparts about the nature of sound (Barman, Barman, & Miller, 1996). 

Students were randomly selected then subsequently randomly assigned to two groups. 

All subjects were pre- and post-tested utilizing an "interview about events" protocol that 

was found to be statistically valid. The same individual administered the interview for 

each student. The Srst group was instructed utilizing a traditional textbook/demonstration 

approach, while the second group was taught with the use of a constructivist method. 

Concepts associated with the properties and characteristics of sound were presented for a 

duration of two weeks. While the pre-test scores indicated no significant difference 

between the two groups (the constructivrst group actually averaged a slightly lower but 

not statistically significant score than their traditional group counterpart), post-test results 

demonstrated a significant difference beDveea the two groups. Predictably, both groups' 

post-test scores were substantially higher than their pre-test scores; however, the scores 
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earned by the constructivist group were significantly higher than the 

lecture/demonstration group. Furthermore, the researchers concluded by making 

reference to other similar studies and stating that the consensus of information would 

seem to point out that constructivism is a more effective teaching model for a variety of 

educational levels. 

h a more informal descriptive article concerning proper implementation of 

constructivist methods of instruction. Gang (1995) described the practical effectiveness 

of implementing constructivist methods within a secondary school physics classroom. 

Gang (1995) indicated that following implementation of the model in a physics course, 

students completed a written post-test content assessment and yielded a mean score of 

92% with no student failing. While such data was not collected formally and no 

comparison control group was made available. Gang (1995) further supported the 

findings. "Itis not necessary forme to [formally] compare the overall performances of 

students who have been taught using constructivist procedures with those who have been 

taught the same topic using a traditional presentation-demonstration procedure. Such 

studies abound" (Gang, 1995). Gang (1995) concluded, "By applying constructivism in 

this teaching experiment, I experienced for the first time in my career the real 

significance of the pedagogic distinctions that guide our philosophies of physics 

teaching." 

Gang (1995) was correct in stating that many such works already exist. In an 

article published in Bioscience^ many of those works were alluded to (Allard & Barman, 

1994). For instance, Wilke and Granger (1987) found that utilization of constructivism in 
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a college-level biology course significantly increased students' retention rate of 

biological concepts. Yet another work involving college-level students revealed that 

those instructed on a number of specific concepts through constructivist methods 

demonstrated significantly improved performance compared to their traditionally 

instructed classmates on tests of those concepts (Abraham, 1989). Rnally, Stephans, 

Dyche, and Beiswenger (1988) found that constructivism was more effective in bringing 

about conceptual change and understanding than was a more traditional approach among 

middle school science students. 

Two other relatively recent articles discussed the benefits of constructivist 

methods of instruction for both student and teacher. Both helped to further illustrate just 

how versatile and effective the approach can be. The first, published in 1996, described 

the utilization of constructivism to aid in the instruction of mineral identification in 

geology (Hemler & King). The authors pointed out that the approach not only improved 

student performance, but overall student attitudes toward the content knowledge, as well. 

Interestingly, the authors also indicated that they felt the latter attribute of constructivist 

methods were perhaps even more important than the former. As they noted, "Half the 

battle in science education is improving science habits of the mind. This [constructivist] 

activity has proven for us to be astep in that direction" (Hemler & King, 1996). 

The second work; explained how educators could go about a gradual transition 

fiom traditional lecture to the constructivist approach (Colbum 8c Qough, 1997). In 

doing so, the authors fiirther endorsed the constmctivisc approach for utilization in the 

science-oriented classroom. Additionally, the authors pointed out that the approach had 
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demonstrated improved effectiveness for all age groups^ ranging ffom pre-schoolers to 

college-age young adults as well as adult learners. 

Yet another example, conducted by Brooks and Luft (2000), attempted to analyze 

the effectiveness of a constructivist instructional method among students in an 

undergraduate physical education course in athletic training. Students were randomly 

divided into two groups and required to complete a written pre-test for content 

knowledge. One group was then instructed for one week utilizing a constmctivist 

approach while the other group was instructed utilizing a didactic instruction approach. 

Both groups were required to complete a written post-test for content knowledge as well 

as a practical examination to assess psychomotor skills. The authors noted significantly 

higher scores among the constructivist instructed students on the post-test examination. 

However, despite findings of significance concerning the written examination, the 

practical examination yielded no such significant differences with respect to the practical 

examination component. Although the constructivist instructed students outscored die 

didactic instructed students on the practical examination, the lack of statistical power and 

the large standard deviation of the scores rendered the difference non-significant (Brooks 

& Luft, 2000). 

Qassroom Practice & Pedagogical Climate 

While process-product investigations have helped to establish the need for 

increased use of constructivist methods within all classrooms, including those of the 

athletic training student, they still lack the capacity to influence teacher practice directiy. 
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Furthennore, such work also has not even attempted to determine which instructional 

methods are most frequently employed, histead, most works tend to assume that didactic 

instruction is the norm that should be replaced. After an extensive literature review^ no 

published research to date was discovered that has addressed, the question of what 

instructional strategy is utilized most frequently specifically within the athletic training 

classroom. 

Given the volume and quality of work published conceming the benefits of 

constructivist teaching as compared to didactic instruction, such a paucity of exploratory 

work is intriguing. Typically, authors have tended to assume that most students and 

teachers have been exposed to few modes of teaching without substantiating such 

assumptions empirically (Cuban, 1991; Lortie, 1975; McNeil, 1986; Wilson & 

McDiarmid, 1996). Before demanding an increase in the use of constructivist methods, a 

logical first step might be to first determine the extent to which didacticism and 

constmctivism are currently employed within classrooms. However, only a very limited 

amount of work has been conducted within any domain that has addressed the 

pedagogical climate within schools. 

Goodlad published one of the few such existing works in 1983. In the Study of 

Schooling, over 1,000 public schools nationwide were surveyed and individual 

instructors within each school were observed. The standard and almost universal method 

of teaching noted was didactic instruction in which teachers spent most of the time 

lecturing. The remainder of class time was typically devoted to the completion of simple 
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worksheets. With very few exceptions, most classrooms were "monotonous and 

intellectually deadening" (Goodlad, 1983). Furthermore, Goodlad (1983) noted: 

Students rarely planned or initiated anything, read or wrote anything of some 

length, or created their own products, and they scarcely ever speculated on 

meanings, discussed alternative interpretations or engaged in projects calling for 

collaborative effort. Most of the time they listened or worked alone. The topics 

of the curriculum ...were something to be acquired, not something to be explored, 

reckoned with and converted into personal meaning and development, (p. 463). 

Goodlad (1983) found a high level of consistency between the lOOO-i- schools that 

were examined; however, his study focused exclusively on middle schools and high 

schools. Although Goodlad's work is obviously now quite dated, an exhaustive literature 

review has revealed that perhaps due to the largely intuitive nature of the question, no 

comparable work has been published since the Study of Schooling. Furthermore, only 

one investigation was discovered that has attempted to address the pedagogical climate 

within the post-secondary classroom. Seymour and Hewitt (1994), during their search for 

potential reasons for the high attrition rates of undergraduate science, math, and 

engineering majors, discovered that students believed that faculQr members were either 

poor teachers or too preoccupied with research to devote attention to teaching. 

Additionally, students noted a lack of student-teacher dialogue, poor preparation for 

lectures on the part of the faculty members, too few illustrations and applications, an 

over-emphasis on factual memorization, and "instructional practice" consisting of the 

instractor reading directly from the textbook (Seymore & Hewitt, 1994). These findings 
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would seem to indicate that the climate within the post-secondary setting today is at 

least comparable to that which was described by Goodlad (L983) within the middle and 

secondary schools nearly twenty years ago. 

Such work is important because it helps substantiate the widely held notioa that 

most instructors, particularly at the post-secondary level, teach didactically. At the same 

time, the previously discussed investigations from a varieQr of different domains, 

including athletic training, have consistently demonstrated improved student performance 

when instructed utilizing constructivist methods (Abraham, 1989; Allard & Barman, 

1994; Barman, Barman, and Miller, 1996; Brooks & Luft, 2000; Colbum & Gough, 

1997; Gang, 1995; Hemler & King, 1996; Stepans, Dyche, & Beiswenger, 1988; Wilke & 

Granger, 1987). Empirical research has demonstrated that constructivism can be more 

effective than didacticism in fostering the critical thinking skills and conceptual 

frameworks necessary for success in rapid-paced and constantly changing Selds such as 

athletic training (Brooks & Luft, 20(X)). At the same time, such work further 

demonstrates die need for domain-specific teacher education programs to help content-

area specialists develop useful and meaningfiil methods for employing constructivist 

methodologies within their classrooms. 

The Nature of Teacher Beliefs 

Even though process-product research seems to be pointing toward the potential 

benefits of an increased implementation of constructivist methods, the scant amount of 

available published research concerning the nature of actual classroom practice reveals 
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that such methodologies are not being incorporated into classroom teaching to any 

meaningful extent. la order to bridge this gap most effectively, the rationale behind its 

existence must first be examined. Although much of the reasoning behind the apparent 

gap may be inextricably linked to very individualized personal experiences that are 

difficult to isolate, a limited amount of research has focused on the relationship between 

teacher beliefs and the formation of instructional practice. Ideally, if the essential 

elements of the development of teacher belief systems could be isolated at least to some 

degree, then both pre-service and in-service teacher education programs could be altered 

so as to best develop those components that encourage constructivist teaching. In this 

way, both developing and practicing educators could best form a teaching practice that is 

reflective of modem pedagogical theory. 

Few explanations for the identified incongruity between observed classroom 

practice and pedagogical theory are as compelling as the notion of teacher beliefs 

(Nespor, 1987). As O'Loughlin (1989) points out, teacher beliefs and their influences on 

teaching pracdce remain largely unexplored. This may be an artifact of the poorly 

developed definition of the concept of teacher beliefs. For example, Nespor (1987) posits 

that at least four features distinguish "beliefs" fn)m "knowledge." These features include 

existential presumption, altemadvi^, affective and evaluative loading, and episodic 

structure. These features all link belief to practice in different ways, and each one is 

clearly demonstrated by at least one example observed in Nespor^s 'Teacher Belief 

Study" (TBS). For instance, the construct of alteraativity involves the teacher's attempts 

to construct a learning environment that is wholly different from the one he or she 
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experienced as student because he or she believes that which was personally 

experienced was not ideal. Instead, the teacher attempts to create an ideal environment 

that would be similar to what he or she would have preferred as a child. In Nespor's 

(1987) example, Ms. SlQ'lark; unsuccessfully attempted to create a classroom that was 

friendly and fun, something she had never experienced as a. child. This ideal not only 

shaped the structure employed by Ms. Skylark within the class, it also helped her define 

her instructional goals and tasks. In this sense, the link between belief and practice is 

quite evident. 

Nespor's (1987) work was unique in that it coupled actual empirical work with a 

significant amount of theory. In many ways, it was an intermediary piece between the 

two predominate veins of literature within the field. The fkst involves a small but 

growing empirical base that serves to support or refute posited theory. The second 

involves a relatively well-developed theoretical base which serves to both guide future 

empirical efforts and also inform existing work concenung not Just the existence o/but 

also the nature of the linkage between belief and action. Although the rationale, methods, 

and findings of existing empirical work most direcdy relate to the proposed investigation, 

the theoretical base they provide is also salient. 

One of the most widely cited of all theoretical pieces concerning the construct of 

teacher beliefs was published by Pajares (1992). Pajares (1992) clearly indicated that 

although the construct of belief does not lend itself easily to empirical investigation, its 

study becomes very viable and rewarding when "...specific beliefs are carefiilly 

operationalized, appropriate methodology chosen, and design thoughtfully constructed" 
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(pg. 308). In fact, Pajares (1992) posited that it was likely the difficulty presented by the 

"messy construct" of teacher beliefs that has most likely kept researchers away from what 

he viewed as a fertile area of investigation. Instead, many scholars have likely opted to 

explore constructs that are easier to operationalize but possess significantly less 

capability to influence praxis. Additionally, the myriad of similar but poorly defined 

terminologies associated with beliefs, including attitudes, axioms, dispositions, and 

perspectives, just to name a few, has fiirther splintered the research base and served to 

stifle growth within this domain (Richardson, 1996). 

In addition to theoretical work that has grappled with the troublesome definition 

of teacher beliefs, other empirical studies have attempted to analyze the relationship of 

belief to practice. One such investigation examined the perceptions, beliefs, and 

classroom performances of secondary teachers and related those factors to teaching 

philosophies and pedagogical content knowledge (Sinunons, et al., 1999). A total of 116 

teachers participated in the study, each of whom served as partidpants for three 

consecutive years. All participants were subjected the Teacher's Pedagogical Philosophy 

Interview (TPPI) (Richardson & Simmons, 1994), a semi-structured interview protocol 

designed to elucidate pedagogical beliefs. The data gathered from the TPPI were 

analyzed, using HyperResearch (Research Ware, 1993), a commercially available 

qualitative data analysis microcomputer program. Additionally, classroom performance 

was measured using a validated instrument, the Secondary Teacher Analysis Matrix 

(STAM) (Gallagher & Parker, 1995). The STAM was employed to analyze video 

portfolios of three consecutive days of instructioa for each subject This matrix allowed 
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data coders to classify teacher behaviors into observable categories, including teacher 

focused style, conceptual teaching style, and student focused style (Sinunons, et al., 

1999). Furthermore, each measure was repeated each year for each subject during the 

three-year span of the project. The most salient finding was that although most teachers, 

particularly beginning teachers, espoused student focused beliefs, observation of 

classroom practice indicated a predominance of teacher focused behavior (Simmons, et 

al., 1999). 

Operationalizing the construct of teacher beliefs can prove quite difficult and 

convoluted; however, other works have elicited similar results utilizing different 

measures. For example, the Salish II Research Project was a lower budget, smaller-scale 

follow-up to the work conducted by Sinmions, et al. (Liu, et al., 1998). This project also 

focused on teachers within local school districts around several universities participating 

in the investigation. Similar to the work of Simmons, et al. (1999), Liu et al. (1998) 

investigated not only the beliefs and actions of practicing teachers (instructional faculty 

within the universities' laboratory schools), but also the undergraduate students of those 

faculty members within their respective education programs. A total of 25 faculty 

members were interviewed utilizing the TPPI questionnaire in an attempt to access their 

beliefs concerning the nature of instruction, the role of the teacher, the role of the student, 

and similar concepts. Additionally, a total of232 undergraduate students and 21 of the 

original 25 faculty members completed a.Constructivist Learning Environment Survey 

(Q^S) (Taylor, Fraser, & White, 1994), aUkert scale-based instnmient that measures 

attitudes and perceptions of science experiences. Unfortunately, actual teaching practice 
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was never observed. However, despite this inherent weakness, the work did further 

support previous findings, albeit in a slightly different manner. TPPI and CLES data from 

faculty members revealed that teachers claimed to be student focused and constnictivist 

in their teaching. However, CLES data gathered from students within those teachers' 

classrooms indicated, that while students also believed that their respective teachers were 

somewhat student focused, they certainly did not feel such orientation was as strong as 

that described by the faculty (Liu, et al., 1998). Although comparison data from 

classroom practice is absolutely essential and its absence significandy weakened this 

piece, the use of students within the classroom to gather and share their perceptions about 

the nature of instruction used by their respective teachers is a novel approach and could 

certainly be used in future work to fiirther support and triangulate data. 

Yet another investigation, the previously mentioned 'Teacher Belief Study" 

(TBS) followed eight teachers for an entire semester (Nespor, 1987). Classes were 

videotaped and subjects were interviewed on multiple occasions utilizing two different 

interview instruments. The first, called a "repertory grid" interview, "...focused on the 

teachers' general principles and beliefs about teaching, about their students, about student 

behavior, and about the community and organizational context in which they worked" 

(Nespor, 1987). Other interviews, referred to as "stimulated recall" sessions, involved the 

teacher answering questions and explaining on-going activity while watching videotapes 

of their own teaching practice. Although Nespor's (1987) work; is primarily theoretical in 

nature, die author uses the TBS to vividly illustrate posited theoretical viewpoints. 
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The study of teacher beliefs, although difficult to operationalize, has followed 

the shift of educational research away from more quantitatively oriented teacher behavior 

research to more qualitatively oriented teacher thought process research (Fang, 1996). 

This shift has resulted from the recognition of the fact that teachers are, in fact, 

professionals whose effectiveness simply cannot be dissected into classifiable and 

quantifiable components of actioa (Fang, 1996). At the same time, teachers' behaviors 

are guided by thoughts and judgements rooted in beliefs (Fang, 1996; Richardson, 1996). 

Following in this vein, to understand the belief is to at least understand and perhaps even 

predict the behavior. Furthermore, to influence the belief would logically be to influence 

the behavior (Fang, 1996). 

The Interaction of Practice and Beliefs 

Teacher educators, including athletic training teacher educators, are beginning to 

reaUze that beliefs may be an effective way of tapping into and/or altering classroom 

practice. To date, most efforts to reform practice have, to a large extent, failed to promote 

lastingchange (Fang, 1996). To make matters worse for athletic training educators, these 

aforementioned efforts have been employed among pedagogically trained individuals 

who have at least been exposed to formal teacher training in the past. One could 

reasonably conclude that such efforts would produce even bleaker results on content-area 

specialists who have assumed the role of teacher with little or no training. The true 

promise of teacher belief research is in potentially altering practice by encouraging 

practicing educators to reflectively and introspectively analyze not only the beliefs they 
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currently hold, but also the origin of those beliefs and the degree to which they 

influence action. Although the primary focus of work in this genre has been on middle 

and secondary schools. Fang (1996) suggests that such work is essential at the post-

secondary level. 

O'Loughlin (1989) posits that the adult intellectual development branch of 

developmental psychology is a largely untapped resource uniquely positioned to lend 

valuable insight to any potential link between beliefs and action. Most importantly, 

developmental psychologists point out that beliefs are not necessarily rooted in evidence 

(Howard, McGee, Schwartz, & Purcell, 2(XX)). This might help explain the incongruity 

between theory and observed practice. Instead, beliefs are likely in someway tied to the 

way in which individuals construct meaning &om their surroundings. In this way, beliefs 

serve as a sort of ideological filter through which we all interpret and react to our 

environment (Sigel, 1985). 

Perhaps more importantly, core beliefs are highly resistant to change, even in light 

of substantial evidence to their contrary. This notion is reflected in the work of theorists 

Rokeach (1968) and Nespor (1987). As Sigel (1985) points out, the amount of 

"permeability" a belief possesses determines the degree to which a change in the belief is 

possible. Building upon Sigel's work, O'Loughlin (1989) notes, "Beliefs which are 

contained within highly impermeable boundaries are likely resistant to new evidence, as 

well as to conflicting information from other areas of an individual's belief system" (pg. 

6). 
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The influence of a belief system is not limited solely to the use of a particular 

teaching strategy. Instead, belief systems have been empirically demonstrated to possess 

the capaciQr to influence nearly every aspect of instruction, including teachers' use of 

problem solving approaches, their efforts ia curriculum adaptation, their use of textbooks, 

their openness to student alternative conceptions, their specific training needs, their 

students' reading practices, and their students' use of higher-level thinking skills 

(Howard, McGee, Schwartz, & Purcell, 2000). The far-reaching consequences of these 

influences make the study and conceptualization of teacher beliefs, particularly the means 

by which they develop, of central importance to researchers. 

Most beliefs likely develop from the manner in which the individual is parented 

(Schirmer & Casbon, 1997). Some authors, most notably Schirmer and Casbon (1997), 

have posited that formal education systems, including teacher education programs, are 

probably not in a position to encourage the development of specific belief systems. 

Instead, these programs likely reinforce beliefs that are already developed and serve to 

help individuals internalize these systems. Additionally, the extended process of 

schooling from the student perspective in what is probably a didactic classroom most 

likely contributes to the formation of the belief that didactic instruction is teaching 

(Britzman, 1986). As O'Loughlin (1989) succinctly states. 

Student teachers enter teacher education with well-developed beliefs about good 

teaching as polished, efScient didactic performance, and with a desire to learn as 

many techniques as they can so that they too can reproduce this performance with 

which they are so familiar, (p. 10) 
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On the other hand, some scholars indicate that beliefs, particularly those that are 

not especially entrenched or otherwise tied to the individual's ideological core, are 

somewhat fluid and relatively easily altered within the individual's personal schemata 

(Howard, McGee, Schwartz, & Purcell, 2000; Pajares, 1992; Rokeach, 1968), In other 

words, those beliefs that are loosely held and are not near the central-most belief(s) of an 

individual are subject to evaluation, replacement, or revision (Pajares, 1992; Rokeach, 

1968). When a discrepant event falls well outside the core of an individual's belief 

system, the individual must make sense of the new information. According to Schirmer & 

Casbon (1997), individuals either accommodate new informaa'on and assimilate it with 

existing schema, ignore discrepant information altogether, or fiilly embrace new 

information and wholly discard previous beliefs. 

The implications for teacher education are many. Armed with the knowledge that 

alternatives to didactic instruction may yield more positive results for both students and 

teachers alike, research must now begin to investigate how to best foster the 

implementation of constructivism. However, it will likely be the ability of teacher 

training programs both generally as well as specifically within athletic training education 

to stimulate practicing teachers and teacher candidates to change or at least evaluate their 

beliefs that will ultimately be the most important factor driving teacher belief research. 
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CHAPTERin 

RESEARCH METHODS 

Research Design 

In order to analyze the interaction between teacher beliefs and existing practice, 

this investigation utilized qualitative research methods. Due to the lack of existing theory 

and the paucity of related empirical work, qualitative research methods aimed at 

exploring and explaining the interaction of teacher beliefs and classroom practice 

(particularly among the subset of undergraduate athletic training educators) were 

employed. Qualitative methods have been advocated as the most effective sttategy for 

exploring new areas and developing hypotheses about weakly understood relationships 

due to their inherent richness, holism, flexibility, and um'que capacity to situate meaning 

in events (Miles & Huberman, 1994). 

This investigation was conducted to first determine if a relationship exists 

between beliefs and classroom practice within undergraduate athletic training educators. 

Furthermore, if such a relationship were found to exist, this work was designed to be able 

to capture the nature of that interaction. In order to elucidate such informadon, this study 

utilized written questionnaires concerning teaching beliefs through which participants 

were asked to express their beliefs in writing. Additionally, participants completed 

telephone interviews concerning teaching beliefs as well as classroom observations of 

lessons and instructional sessions. Lastly, stimulated recall sessions were conducted in 

which participants viewed videotape of their classroom instruction along with the 
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principal investigator and described their instructional motivators and lesson goals. 

Each data source had a specific aim with regard to the three developed research questions 

and is fully described in the correspondingsections within this chapter. 

Given the nature of the three developed research questions, a case study 

qualitative methodology incorporating a CTOSS case analysis was employed. As described 

by Yin (1994), a case study methodology is particularly well suited to "...investigate a 

contemporary phenomenon within its real-life context, especially when the boundaries 

between phenomenon and context are not clearly evident' (pg. 13). Due to the 

exploratory nature of this work and the weakly understood relationship between belief 

and practice, the case study methodology was deemed the most appropriate investigative 

method. Qualitative data have been lauded for a number of strengths, including but not 

limited to inherent flexibility, a focus on naturally occurring events, a capability to assess 

causality, an ability to situate meaning, and an ability to connect meaning to a larger 

social context (Miles & Huberman, 1994). These strengths fiuther support the use of a 

qualitative, case based methodology given the nature and aims of this investigation. 

In addition to employing the use of individual cases, this work also incorporated 

the use of a cross case analysis. Cross case analyses are essential for discovering 

emergent themes embedded within qualitative data (Yin, 1994). Additionally, cross case 

analyses are helpM in generating explanations and have been lauded as the single best 

resource for advancing theory (Huberman & Miles, 1994). Given the exploratory nature 

of this investigation, the cross case analysis was critical in helping to identify major 

themes that emerged firom the entire data set. 
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Description of the Sample 

A sample of four practicing athletic training educators was selected &om 

convenience to serve as participants in this seven month-long, qualitative, case-based 

investigation. All names of participants, potential identifiers, and any reference to their 

institution have been replaced with pseudonyms or eliminated where appropriate. One 

participant, Christi, served as a. professional staff member at a NCAA Division 1 and 

Carnegie Foundation for the Advancement of Teaching Doctoral/Research University-

Extensive institution in a rural community^ in the Southwestern United States. Another 

participant, Brian, served as a faculty member at a NCAA Division HI and Carnegie 

Foundation Master's College and Universi^ II institution in a rural community in the 

Midwestern United States. The third participant, Mark, served as a faculQr member at a 

NCAA Division I and Carnegie Foundation Doctoral/Research University-Extensive 

institution in a large metropolitan area in the Midwestern United States. The fourth 

participant selected for participation was unable to comply with the requirements for data 

collection and was sabsequently dropped from partidpation. A participant profile is 

summarized in table 3.1. 

Participants were initially identified by randomly selecting 10 institutions from 

the National Athletic Trainers*^ Association list of accredited undergraduate athletic 

training education programs. Initial contact was made via telephone by the principal 

investigator to the program director at each identifi^ed institution. In many instances, the 

program director was interested ia partidpatmg and volunteered to take part in the 
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Table 3.1 

Participant Profile 

Years of Years of 

Experience Experience 

Teaching Teaching Athletic 

Name: Genden AnySnbject: Training: Earned Degree: 

Christi F 15 15 Master of Arts (M.A.) 

Brian M 9 9 Master of Science (M.SO 

Mark M 30 29 Doctor of Education 
(Ed.D.) 

investigation. Program directors who did not volunteer to participate were asked to 

nominate potenual participants from their institution whom they felt met the inclusion 

criteria and might be interested in partidpating. The principal investigator then 

individually contacted nominated potential participants. Program directors were 

specifically asked to nominate only those instructors whom they felt were conscientious 

teachers who were genuinely interested in their role as an educator. Although the 

subjectivity of this limitation proved somewhat problematic, this restricdon was intended 

to focus the investigation specifically on individuals most likely to demonstrate the most 

contemporary classroom practices and to maximize participant compliance during the 

course of the study. During the initial telephone call, the principal investigator discussed 

the nature of the investigation and the reqo^ments of participation with each nominated 

potential participant or program director. Requuements for participation included 
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national certification as an athletic trainer (NATA) and at least a half-time (50%) 

academic appointment as a classroom instructor within aa accredited athletic training 

education program. 

Individual Participation and Ethics 

Participation in the study was entirely voluntary. In addition to the criteria for 

inclusion and the requirements for individual participation, participants at each data 

collection site were also asked to appoint student assistants responsible for videotaping 

classroom instruction. Modest stipends were provided to each participant and his or her 

appointed student assistant in exchange for the time required to participate. Prior to 

formal inclusion in the study, all participants were required to sign and retain one copy of 

an approved consent form. The sponsoring institution's Human Subjects Committee 

reviewed the form and the principal investigator retained one copy as required by 

insdtutional policy. 

A number of steps were taken to ensure that the confidentiality of the participants 

was retained as required by ethical research practice. Rrst, pseudonyms were assigned to 

participants by the principal investigator prior to data analysis by the team of trained 

evaluators. The assigned pseudonyms were then used to replace actual names on all data 

and were also used in all analyses and manuscripts. Additionally, aay references to 

specific individuals, institutions, or geographic locations were removed prior to data 

analysis. Furthermore, both the handwritten questionnaires and the audio taped telephone 

interviews were transcribed to liniit the possibility of identification on the basis of 
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handwriting or speaking voice. As discussed by Berg (1998), the descriptive nature of 

qualitative data analysis introduces the possibility for identification through the details 

provided within the case, bi order to minimize the potential consequences of such 

identification, each participant was allowed to review the portion of the manuscript 

describing or discussing him or her and suggest revisions with respect to potential 

identifiers prior to final submission. 

Timeline 

After submitting the appropriate Human Subjects Committee documentation and 

obtaining consent forms firom each of the four selected participants, the empirical portion 

of the investigation was initiated in May 2001. Data collection efforts were initiated in 

June 2001 and continued through September 2001. Table 3.2 illustrates the project 

linearly from inception to completion. Although every attempt was made to maintain 

regular contact with all four initial participants selected for inclusion in the investigation 

through regular telephone calls and emails, the time constraints associated with serving as 

both a teacher, athletic training clinician, and/or athletic training education program 

administrator for each partidpant made such a goal quite difficult. Throughout the 

duration of the investigation, aQ participants were repeatedly left telephone messages and 

emails firom the principal investigator to ensure compliance with the chronology of the 

data collection e3brts. Despite those attempts, data sheets and questionnaires were 

consistently submitted incompletely, later than requested, or both. 
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Table 3.2 

hvesdeatioa Chronology 

Date Action 

May 2001 • Initial contacts made with program directors at 10 CAAHEP 

accredited athletic training education program institutions 

• Four participants contacted and selected for inclusion 

June 2001 • Initial data packet mail-out sent to all four participants 

• Participants asked to complete Participant Data/Demographic 

sheet 

• Participants asked to complete written form of Teacher's 

Pedagogical Philosophy Inventory (TPPI) 

August 2001 • TPPI telephone interviews conducted 

• Participants asked to select student assistant and arrange 

videotaping of classroom instruction 

September 200 L • TPPI telephone interviews transcribed and initial data coding and 

analysis initiated 

• Written TPPI questionnaires transcribed and initial data coding 

and analysis initiated 

• Participants completed videotaping of classroom instmction 

during three lessons 

• Participants provided principal investigator with videotaped 
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lessons for review two weeks prior to stimulated recall session 

• One participant withdrew from participation 

• Principal investigator met with participants to conduct stimulated 

recall session 

October 2001 • Final coding and analysis of all data 

• Final synthesis of case studies and research Hndings 

• Completion of investigation manuscript 

November 2001 • Presentation of research findings 

Procedures 

Prior to data collection or analysis^ each participant was asked to read and sign the 

appropriate informed consent forms. A standardized description of the investigation and 

the requirements for inclusion were read to each participant. Each participant was asked 

to verify that all requirements for inclusion were met and that he or she was willing and 

able to participate in all required data collection efforts. 

This investigation incorporated the methods utilized in several different works in 

an attempt to assess the congruence of teacher beliefs and classroom practice among 

athletic training educators. A specMc research methodology was employed to address 

each of the three developed research questions. A thorough description of the methods 

employed in addressing each questioa follows. 
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Research Question 1: What are the salient beliefs about the nature of teaching and 

learning, the role of the teacher, the role of the leamen and the goals and aims of 

instruction of three athletic training educators who work witliin CAAHEP-accredited 

athletic training education programs? 

In order to determine the beliefs of the selected sample, a number of methods and 

instruments were utilized. Rrst,^ each participant was asked to complete a written form of 

an adapted and revised version of questions selected from the Teacher's Pedagogical 

Philosophy Interview (TPPI) instrument (Richardson & Simmons, 1994). Each 

participant also completed a brief teaching practice and philosophy questionnaire as a 

portion of a Participant Data/Demographic information sheet, developed in part to a 

similar instrument developed by Brockmeyer (1998). In addition to the written 

instruments utilized, each participant was interviewed over the telephone. The same 

questions from the adapted TPPI instrument (Richardson & Simmons, 1994) were used in 

conducting the telephone interviews. The mixed-mode design incorporating both written 

questions and verbally prompted questions during semi-structured telephone interviews 

was instituted to help minimize the inherent weaknesses of each method, respectively 

(Tashakkori & Teddlie, 1998). Specifically, questionnaire-based research is susceptible to 

reactivity in which the participant may tend to respond with a socially desirable answer 

rather than what he or she feels to be true (Singleton Sc Straits, 1999). At the same time, 

semi-structured telephone interviews requite considerable skiU on the part of the 

interviewer in order to elicit the most reflective and rich data (Strauss & Corbin, 1998). 

Coupled with other data sources such as Participant Data/Demographic Sheets and 
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stimulated recall sessions, such, a mixed-mode design can realistically be expected to 

offset the weaknesses of one mode by the strengths of another (Singleton & Straits, 

1999). Following collection, the written TPPI interviews, the telephone TPPI interviews, 

and the Participant Data/Demographic Sheets were later transcribed and prepared for 

analysis. Copies of the written and telephone forms of the TPPI instruments and the 

Participant Data/Demographic Sheet are included in Appendix A. 

Additionally, each participant was requested to view videotape of an excerpt of his 

or her classroom practice along with the principal investigator. During this "stimulated 

recall" (Nespor, 1987) session, the principal investigator prompted the participant to 

answer questions concerning the classroom practices evident on the videotape. 

Specifically, the principal investigator asked the participant questions during playback 

concerning the participant's rationale behind employing demonstrated methods as well as 

the aims and goals in mind during instruction. Each stimulated recall session required the 

principal investigator to travel and meet with each participant individually, thus 

explaining the necessity of a sample of convenience of instructors within a relatively 

close vicinity to one another. The stimulated recall sessions were audio taped and 

discussion was transcribed in preparation for grounded theory qualitative analysis. A 

copy of typical questions utilized for the stimulated recall sessions is included in 

Appendix A, 

Research Question 2: What are the classroom practices utilized bv those educators within 

their own classrooms? 
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Qassroom practices utilized by the participants in this investigation were 

determined by videotaping classroom instructional time and later conducting secondary 

observations of the videotaped instruction. All participants were required to provide at 

least three hours of videotape of their teaching within one course. Participants were asked 

to avoid altering their instruction in any way for the purposes of the investigation. In 

order to aid the principal investigator in the multiple site data collection effort, each 

participant was asked to appoint or select a student assistant who would be responsible 

for videotaping the class instruction and lessons. To minimize the possibility of any 

alterations or changes in classroom behavior due to evaluation, student assistants were 

asked to avoid disclosing the times in which they intended to perform the data collection 

to the participants. Addidonally, student assistants were required to be present within the 

classroom during all classes within a two-week span; however, data was only collected 

for a total of three hours during that time. This protocol was instituted to minimize any 

attempt, whether conscious or unconscious, on the behalf of the participant to alter 

typical instructional methodologies for the purposes of the investigation. 

Videotaping instruction was chosen over firsthand observation for two reasons. 

Rrst, the very nature of instruction is so complex that to simply observe and take field 

notes may not be sufficient to capture all aspects of the classroom dynamic (Erickson, 

1983). Additionally, the participant observer is typically the only individual who is able 

to record data initially, thus limiting the possibility for others to validate his or her 

findings. By videotaping instruction, a researcher is able to record everything that is said 

and done within the classroom andretom to review those words and actions later. 
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Perhaps more importantly, the researcher can present the recordings to other trained 

evaluators at a convenient time and replay the tape as frequently as desired, thus 

enhancing both the validity and the reliability of the findings (Gay, 1996). 

Following videotaping, the principal investigator solicited one volunteer research 

assistant from the university's Teaching & Teacher Education doctoral and master's level 

graduate student population to assist in the viewing and coding of the three videotapes of 

classroom instruction. The Reformed Teaching Observation Protocol (RTOP) instrument 

was utilized to codify classroom behaviors within a continuum ranging from traditional to 

reformed (Sawada & Pibum, 2000). The RTOP is a validated, criterion-referenced 

instrument designed to assess the degree to which mathematics and science instruction is 

"reformed." The principal investigator and the research assistant were trained to codify 

classroom behaviors utilizing the 25 question, Likert-based instrument. Additionally, 

both the principal investigator and the research assistant completed several practice 

sessions and were tested prior to formal coding to ensure intercoder reliability. Practice 

sessions utilizing similar videotapes of classroom instruction were used and training was 

not terminated until the principal investigator and the research assistant reached an 

intercoder reliability of greater than 0.80. A copy of the RTOP instrument is included in 

Appendix B. 

In addition to the RTOP instrument, the principal investigator and research assistant 

took thorough field notes while watching the videotapes of classroom practices. The 

principal investigator and research assistant noted the time and the observed practices 

during the viewing sequence, including observed student activities and interactions where 
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appropriate. The field notes from both the principal investigator and the research 

assistant were transcribed and later utilized to discover emergent categories and support 

grounded theory concerning classroom practice. The qualitative analysis as well as the 

RTOP data were collected and presented to best capture the demonstrated classroom 

practices for the three participating athletic training educators. 

Research Question 3: To what degree do espoused teaching beliefs alien with observed 

practices within each participant? 

The alignment of espoused teaching beliefs to observed classroom practices is not 

a question that can be measured directly or answered with one particular investigative 

method. Distead, the attempt to answer this question was performed through the 

comparisons of the data analyses of the methods and techm'ques employed to eUcit 

teaching beliefs (semi-structured telephone interviews, written questionnaires. Participant 

Data/Demographic Sheets, and stimulated recall sessions) to the analyses of videotaped 

classroom instruction. This was accomplished through the formation of independent case 

studies and synthesized by means of a cross-case analysis. This process ensured an 

adequate representation of both beliefs and practice and allowed the principal investigator 

to assess each participant's level of congruence with respect to these two factors. 

Data Analysis 

Qualitative research "produces findings not arrived at by statistical procedures or 

other means ofquantification"^ (Strauss &Corbin, 1998, pg. II). As such, the analysis of 
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qualitative data involves searching for patterns, categories, and themes that are useful in 

producing a coherent synthesis of gathered data (Gay, 1996). Although many different 

approaches have been developed to analyze qualitative data, most all are designed to help 

the investigator organize, develop, and test categories that emerge firom the data (Strauss 

& Corbin, 1998). More specifically, the "grounded theory" approach employed in this 

investigation does not utilize preconceived theory, but instead derives theory directly 

firom the data itself. Theories grounded within the data "...are more likely to offer insight, 

enhance understanding, and provide a meaningfiil guide to action" (Strauss & Corbin, 

1998, pg. 12). 

Data collected in the form of demographic questionnaires, written belief 

questionnaires, audio recordings of telephone interviews, audio recordings of stimulated 

recall sessions, and videotaped classroom instruction samples were all transcribed using a 

basic script format. Using this standard presentation method, participant dialogue was 

recorded in order down the page and each participant was identified in turn (Dunn & 

Reay, 1989). Such a format allowed the dialogue to be situated temporally and greatly 

eased the data analysis process (Gay, 1996). 

By using multiple data sources and collection strategies, the qualitative data 

gathered during this investigation was, by design, triangulated. The process of 

triangulation provides a more complete picture of the topic under investigation and 

allows gathered data to be compared and cross checked with other similar data collected 

by different means (Gay, 1996). This process of multiple methods afforded the principal 

investigator the opportuni^ to draw upon the relative strengths of each method while 
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concurrently overcoming the inherent weaknesses found in each (Singleton & Straits, 

1999). 

The complete analysis of the qualitative data gathered for this investigation 

required the compilation of comprehensive case studies. These case studies were formed 

not only to stand independently as a representation of each of the three participants, but 

also to allow for cross-case analysis and further development of theory and emergent 

themes. In constructing the speciSc case studies, a systematic approach was utilized. 

Steps in the approach included the following: 

1. Participant Data/Demographic Sheets were transcribed and pseudonyms 

were assigned. A data file was prepared for each participant under the 

given pseudonym. 

2. Each audio taped TPPI telephone interview and stimulated recall session 

was transcribed and compared to field notes taken during the initial 

interview. A copy of each transcript was added to the participant's data 

file. 

3. Both the principal investigator and one research assistant who were 

familiar with qualitative data analysis techniques and trained to utilize the 

Reformed Teaching Observation Protocol (RTOP) (Sawada & Pibura, 

2000) viewed the videotapes of classroom practice of each of the three 

participants independently. Both the principal investigator and the 

research assistant completed one RTOP instrument for each of the three 

participants during viewing. Additionally, both the principal investigator 
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and the research assistant took thorough field notes. All notes taken were 

transcribed. A copy of each transcript was added to the participant's data 

file. 

4. Each written TPPI questionnaire was transcribed. The principal 

investigator and a team of qualified qualitative researchers independently 

and collectively analyzed each written and telephone TPPI quesdonnaire 

transcript and identified the major concepts, themes, or categories present 

within each response. Categories that emerged from the transcripts of both 

the written TPPI questionnaires and the telephone TPPI interviews were 

developed and served as the building blocks of grounded theory. The 

coding schemes developed are included in Appendix B. Transcripts of 

both the written TPPI questionnaires and telephone TPPI interviews were 

coded response-by-response according to the developed coding schemes. 

A copy of each coded transcript was added to the participant's data file. 

5. A qualified third party evaluator reviewed participant data fdes. Potential 

biases were discussed with both the principal investigator and the research 

assistant. Data files were subsequently revised in order to avoid researcher 

bias. 

6. Partidpants were each sent a copy of their respective cases for review. 

Corrections or changes were made where appropriate and final revisions 

were submitted to each participant for final approval. 
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7. Data were analyzed collectively for each subject. Inter-rater reliability 

was established and assessed and data interpretation was validated by 

reviewing all transcript data and Geld notes. Barriers and pathways to the 

enactment of espoused beliefs were closely analyzed and specific cases 

were assembled to attempt to describe each participant's primary 

motivator for classroom practice. Demographic data, particularly 

amount/level of pedagogical training and years of teaching experience 

were also considered. 

TPPI transcripts were analyzed utilizing grounded theory qualitative data analysis. 

Following collection, comparable questions were analyzed across participants by a group 

of four experienced qualitative researchers. Additionally, pilot data were also 

incorporated to further ground emergent themes. Common themes that emerged were 

recorded and developed by group consensus. The group then developed a codifying 

matrix for each posed question and descriptors for each emergent category were 

explicated. The developed maps are included in Appendix B. 

Demonstrated classroom practices were subjected to the Reformed Teaching 

Observation Protocol (RTOP) (Sawada& Pibura, 2000). Following videotaping, 

recorded lessons were viewed independently by the principal investigator and one 

qualified and trained research assistant. Both the principal investigator and the research 

assistant took through field notes during viewing and completed the 25 question, Likert-

based RTOP instnmient. The RTOP provides a means of determining the degree to which 

demonstrated classroom practice is "reformed," (Sawada & Pibum, 2000). Additionally, 
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the RTOP provides a means with which to situate a particular instructor's classroom 

practice on a methodological continuum ranging from traditional to reformed (Sawada & 

Pibum, 2000). 

la addition to the RTOP instrument, the principal invesdgatorand research 

assistant took thorough field notes while viewing each videotape of classroom practice. 

The principal investigator and research assistant noted the amount of time spent 

performing specific duties or practices as well as the practices observed. When possible 

and/or appropriate, the principal investigator and the research assistant also made note of 

observed student activities and interactions. The field notes from both the principal 

investigator and the research assistant were transcribed and later utilized to discover 

emergent categories and support grounded theory concerning classroom practice. The 

qualitative analysis as well as the RTOP data were collected and presented to best capture 

the demonstrated classroom practices for the three participating atiiletic traim'ng 

educators. The developed coding schema for classroom practi'ce is included in Appendix 

B. 

Case studies were formed systematically for each participant. As described by Yin 

(1994), a case study methodology is particularly well suited to "...investigate a 

contemporary phenomenon within its real-life context, espedally when the boundaries 

betweea phenomenon and context are not clearly evident" (pg. 13). Case studies were 

developed by first sorting gathered data, into one of three areas, including biography 

oriented, belief oriented, and practice oriented data. Rrst, participant data sheets and 

transcripts fi'om demographic questions administered during stimulated recall sessions 
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were used to compose biographies for each participant. Focusing primarily on the time 

from undergraduate instruction to the current position held, each biography was written 

to serve to situate other data in an individualized context. 

Next, TPPI transcripts were utilized to determine espoused beliefs about teaching. 

Each TPPI transcript was then coded according to grounded emergent categories. Each 

participant was classified within the grounded emergent category most frequendy and/or 

most prolificaily demonstrated within her or his TPPI transcripts. Espoused beliefs about 

teaching were synthesized into each participant's individual case study and fortified with 

salient examples and stimulated recall transcripts. Next, classroom instruction videotapes 

were analyzed and coded utilizing the RTOP. Additionally, transcripts of field notes 

generated during viewing of the videotapes of classroom instruction were coded within 

grounded emergent categories in order to determine the predominant classroom practices 

demonstrated by each participant. This data was then utilized to compose individualized 

characterizations of demonstrated classroom practice for each participanL Discussions of 

each participant's classroom practice were further supported with examples drawn from 

actual videotaped instruction. Finally, belief oriented data was then compared to practice 

oriented data in order to analyze the interaction between the two. 

Lastly, emergent patterns or themes were identified through the application of a 

cross case analysis. Specifically, a thematic analysis was employed due to the small 

number of participants involved and the richness and thickness of the gathered data. 

Following the constructioa of individual cases, participant case data was analyzed 

collectively. Patterns or themes that emerged from the data were identified. In particular. 
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topics especially salient to practitioners and professionals within the field of athletic 

training education were explicated and fully analyzed. These themes were fiirther 

substantiated with specific examples drawn firom the data set. The emergent themes and 

posited theories were then synthesized and composed into a brief exposition and included 

in the description of cases. 

Report of the Data Analysis 

Following collection, all data were analyzed and used to construct composite case 

studies for each of the three participating instructors. Specifically, each case study was 

developed around each individual teacher's espoused beliefs concerning teaching and 

learning as well as the classroom practice demonstrated within his or her classroom. 

While the first two research objectives concerning espoused beliefs and demonstrated 

classroom practice are both addressed directly with methodologies employed expUcidy 

for such purposes, the notion of discovering relative levels of congruence between 

participants' beliefs and practices required an indirect approach. The synthesis of case 

studies provided a lens through which to view levels of congruence between beliefs and 

practices and provided a logical basis for comparison between participants. 
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CHAPTER IV 

DESCRIPTION OF CASES 

Introduction 

This chapter describes the espoused beUefs about teaching and the demonstrated 

classroom practices of Christi, Brian^ and Mark» the three participants in this 

investigation. By exploring each participant's biography first, the reader is given a lens 

through which to view and interpret the subsequent research Gndings and affirmations 

exposed through the course of the investigation. Additionally, by critically evaluating 

each participant's espoused beliefs, one may gain a sense of the closely held convictions 

of each participant that could potentially serve to influence classroom practice in some 

way. Furthermore, by analyzing each participant as he or she functions within the 

confines of the classroom, one may also come to belter understand the predominant 

instructional methodologies most often employed there. Lastiy, and perhaps most 

importantiy for the purposes of this work, the level of congruence demonstrated by each 

participant between espoused beliefs about teaching and observed classroom practice 

yields critical insight into the nature of the hypothesized linkage or interaction between 

the two constructs. 

Christi's Case Studv 

The following case study examines Christi's espoused beliefs about teaching, her 

demonstrated classroom practice, and tii& existence and/or relationship between Christi's 

beliefs and practice. To begin, Christi's biography is presented to provide a backdrop for 
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the case and also serves to provide meaningM insight concerning her experience both 

within the athletic training clinic and the athletic training education classroom. Following 

her biography, a discussion follows concerning her beliefs about teaching. Finally, 

observations concerning her classroom instructioa are also provided, as well as a 

thorough evaluation of the level of congruence between belief and practice. 

Christies Biography 

In many respects, Christi is typical of many established athletic training 

educators. After spending time as a clinical athletic trainer at both the high school and 

collegiate levels, she entered into the teaching ranks as an athletic training educator. The 

transition from serving as a clinical athletic trainer to serving as a program director of 

athletic training was neither sudden nor entirely easy. Like many, she had fears that 

assuming the role of an educator full-time would leave a void that could only be filled by 

the excitement provided through working with collegiate athletes; however, she soon 

discovered that that same fulfillment could be found in other places. "It was easy for me 

to get into athletic training," she noted. "I thought I would miss that part of it in 

academics, but it turns out you care as much for your students as you do for your 

athletes" 

A product of a moderately sized undergraduate institution in the southwestern 

United States, Christi graduated with a Bachelor's degree in education with an emphasis 

in physical education in 1978. She cites this degree as being instrumental to the 

development of her teaching abilities and style. Unlike most certified athletic trainers. 
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Christi received formal instructioa ia pedagogy and also took formal methods 

coursework. Additionally, she was also required to complete a rotation of student 

teaching prior to graduating with her undergraduate degree, "I did a one-semester co-op 

with an elementary school, and then I did my student teaching in a local junior high," she 

recalls. This training helped open the door and her mind to the possibility of teaching in 

some capacity in the future. 

Following a relatively brief one and a half year stint as a clinical athletic trainer at 

a high school in Texas and seven years at a large private NCAA Division I institution in 

the Western United States, Christi returned to her undergraduate ahna mater and assumed 

a position as assistant director of athletic training in 1986. Initially, she taught only a few 

anatomy labs and also taught students informally within the athletic training clinical 

setD'ng; however, her role in student athletic training education at the institution would 

quickly grow. "As the program grew, and I was named director, I did more formal 

teaching." With the promotion, the need for an advanced degree grew greater and a 

master's degree in education seemed to be a logical choice. 

When asked about her preparation for teaching, she noted that her undergraduate 

training was helpfiil initially; however, she points to her graduate degree in Education 

and Curriculum & bstruction as being particularly helpfiil in better equipping her to 

assume the helm of the athletic training education program. Christi completed her Master 

of Arts degree in 1989 while also serving as the curriculum director of the athletic 

training education program. She recalls, "It was curriculum and every project or paper [ 

wrote, everything I did, I slanted it toward the [athletic training education] program." She 
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notes the unique relevance of the degree to what she was already doing everyday in her 

roles as curriculum director and instructor. "I was able to produce some nice templates 

for fumre use. Some of them I am still using today, so it was very positive." 

A self-described "caregiver " Christi notes that she has been both providing care 

and caring for people her entire life. She is careful to point out that providing care and 

caring for people are two different things and in her capacity as an athletic trainer and 

educator she is able to do both. She views a career in athletic training and later in adiletic 

training education both as an excellent 'W for her personality because both provide 

ample opportunities for her to render care as well as to be caring to athletes, patients, and 

students. 

She recalls one particular individual as being instrumental in her transition into 

the classroom. "A good friend of mine taught me that you don't have to be going 125% 

24-7, yet that is how we were taught...in the old school you work hard." She notes that 

the transition was particularly difficult because it involved balancing all the demands of a 

clinical athletic trainer and a new classroom instructor in addition to trying to learn how 

to operate in a new system, and fulfilling administrative duties, as well. "(Myl first year 

back, it was really overwhelming," she recalls. "I didn't know how the system worked, I 

didn't know who the students were...half of them I am siare hated me and the other half 

thought I was ok..." Like many athletic tramers,^ she found herself allowing the demands 

and pressures of her new Job to crowd out her personal time. "[You] worked until you 

were done and you played hard afterward," she says with, a smile. "Then you played until 

you got caughL But it really toofc a long time for me to let that [mentality] go," she notes. 
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However, thanks to the support of some close friends who were always willing to listen, 

she feels that she now has abetter grasp on the situation. "Now I am able to leave work at 

work, which is a big deal," she declares. "I can call my friends and say just about 

anything about my day and go on about my week or whatever and take a deep breath and 

then finish the conversation and it is no big deal." 

Unfortunately, Christi is not nearly as well supported within the University 

system in which she was educated and now works as she is personally and professionally 

within athletic training. Like many individuals who assumed the role of athletic traimng 

education curriculum director in the more formative years of the 5eld during the 

seventies, eighties, and early nineties, Christi does not possess a terminal degree 

(Delforge & Behnke, 1999). hi the years since that time, most institutions have made a 

concerted effort to encourage the hiring of doctorally-prepared or otherwise terminally 

degreed candidates. However, the available positions far outweigh the number of 

individuals who meet the preferred, qualifications. As a result, those with master's 

degrees who have experience working as curriculum directors have typically been 

"grandfathered." in by their academic departments and have therefore been able to 

continue in that capacity (Delforge & Behnke, 1999). 

Without a terminal degree, Christi is not currently eligible for tenure-track faculty 

appointment. As such, she does not believe that she is held to the same level of 

accountability or given access to the established support systems common for appointed 

faculty. "I think it is different perhaps for faculty, and I don't know this for sure, but 

because Fm professional staff", it might be different for them than it is for me." In 
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addition to her feelings concerning the increased accountability demanded of faculty 

members, she feels that in her role as a professional staff member, she is '\..kinda hung 

out there with no real rules." To illustrate her point, Christi recalls an example involving 

aa assistant instructor within the athletic training education program. "My assistant, she 

was professional staff too, and she was trying to take a leave of absence to finish her 

dissertation last fall. There was no policy for professional staff to do that, and it took 

almost an act of God to get it and they still screwed it up." 

Christi's appointment as a professional staff member and not as a tenure-track 

appointee has resulted in a sense of freedom from administration that she might not 

otherwise enjoy. Unlike faculty who may be pressured by academic deans or university 

presidents to change the manner in which they teach, she feels that she is not subject to 

such influences. Instead, Christi notes that her students and her workload are the two 

biggest factors in determining the manner in which she teaches. "My students motivate 

me," she acknowledges. "I try to be real honest with them and tell them on the first day 

that as far as I am concerned, I am absolutely the best university instructor in the whole 

country and unless they come to me with some ideas, Fm going to keep going the same 

way I am." That freedom from external pressures is critical in allowing her true beliefs 

about teaching to emerge in. her classroom while she teaches. 

Christi's Espoused Beliefs About Teaching 

As a professional staff appointee in a relatively isolated acadenndc department, 

Christi has largely been given free reign over the athletic training education program that 
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she inherited over 15 years ago. Although Christies beliefs about teaching have 

undoubtedly been shaped or refined by both her academic and professional experiences, 

it would be inappropriate to assume that those experiences provided the genesis of such 

beliefs. Instead,^ a more likely scenario is that Christi's beliefs about teaching were 

developed during her years as a student. This relatively common notion is supported both 

specifically by Christi's own words and more generally in the work of Lortie (1975). 

"When I first started teaching in the classroom, it was very black and white, nuts 

and bolts," she says. "It was very rigid." Christi notes that the style she depended so 

heavily upon, particularly early in her teaching career, was a reflection of both the 

teachers she had growing up and her inexperience in the classroom. "Before, I mean I had 

everything typed out word for word almost and put in a three ring binder so I could flip 

through it and everything," she recalls as she shakes her head in near disbelief. Although 

Christi seems to describe her early teaching quite negatively, she indicates that she did 

feel very well prepared to teach when she first entered the classroom because she "...had 

had lots of practice." However, she also consistentiy points out how vastly improved she 

feels her teaching has become over the years because of additional experience. 

Christi feels that her decision regarding what to teach and what not to teach is 

governed primarily by the educational competencies for athletic traim'ng students 

established by the NATABOC. Like all athletic training education program directors, it is 

Christi's duQ" to ensure that each of the prescribed competencies are addressed 

somewhere within the curriculum at her institution. However, even when given the 

opportunity to operate in a "competency-ftee" ideal world, Christi still demonstrates a 
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hesitancy to stray too far from the estabUshed standards that have guided her teaching 

for so long, "to an ideal setting, I would probably go to the competencies and clinical 

proficiencies first and use them as my baseline," she says. "Then I would evaluate it to 

the best of my abilities as to what they need more depth in than others," she concludes. 

Although Christi utilizes the "baseline" provided by the competencies to structure 

her courses, she does point out that she has periodically included additional information 

for exceptional students who "...need to be challenged more than their classmates." 

Christi relies primarily on her own instincts as well as information provided by the 

students themselves during their application to the program to determine which students 

may require such additional attention. Those instincts include looking for signs of 

boredom in class and informally assessing student knowledge through conversations. 

Once identified, those students are given the opportunity to complete extra work such as 

identifying different aspects or landmarks of models and running through injury 

assessment scenarios. She feels that the program is designed to be able to acconunodate 

such special needs quite effectively. "Fortunately our classes are small enough here that 

we can do that," she states. 

Christi's comments concerning what to teach and what not to teach are reflective 

of the instructive belief category. Individuals like Qiristi who fall within this category in 

their beliefs concerning curriculum and/br course design base their decisions regarding 

what to include and what to exclude on their own focus or direction with some influence 

from established standards. This decision is Qpically well grounded in personal 

experience that serves to provide meaningfiil direction to such decisions. Instructive 
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teachers' reliance on established standards is best viewed as a consequential guide to 

action, instead of the prescriptive template to action as described by instructors 

categorized within the traditional construct. Christi's comments echo that sentiment. 

When prompted, she writes, "I start with the [NATABOC] competencies and clinical 

proficiencies, then I get feedback from other athletic trainers as well as our team 

physicians." Such thinking is congruent with the instructive teacher belief construct 

because it demonstrates die fact that she uses her own informed judgment to weigh the 

worth of the existing standards and then subsequently determine what to include and 

what to exclude. 

Interestingly, Christi sometimes approaches recent graduates for their input and 

feelings about the curriculum program she heads. Such actions bring Christi near the 

transitional teacher belief construct; however, a critical disdnction regarding the status of 

those students prevents such classification. Christi indicates that she only asks recent 

graduates or alumni from the program to provide input. She then uses the collective input 

from those former students along with that provided by other certified athletic trainers 

and physicians to shape her own views concerning what to teach and what not to teach. 

Instructive teachers differ &om transitional teachers tn that their decisions to alter 

standards are influenced by personal feelings orbeUefs instead of feedback provided by 

students. Ultimately, the decision is Christi's to make and as the curriculum director, she 

sees it as her responsibility to insure that the established curriculum meets all necessary 

minimaf qualifications in order to retain accreditation. Christi does not take such 

responsibility lightly. By asking established professionals for input, Christi feels that she 
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may retain some measure of control and, as a result, will be better able to ensure that the 

input she receives is considered professionally appropriate. However, the current students 

within her program have no apparent influence or voice is deciding what is taught and 

what is not taught. Her reluctance to relinquish control in this way and provide avenues 

for existing students to shape their own curriculum is consistent with the beliefs 

described in the instructive classification. 

Once Christi has consulted the competencies and analyzed student needs, she 

considers the decision regarding what to teach and what not to teach complete. However, 

she feels that the decision regarding when to move ftotn one concept to another in class 

to be much less explicit. "I know sometimes I misjudge that," she relents, "but I'll move 

on if I think there is a lull in attention." Other than attention lulls, Christi also looks for 

what she calls "natural breaks'* in the instruction and also the ability of her students to 

speak intelligendy to one another about the content. Christi admits that die decision is 

based to a large extent on her "teaching instincts'^ in class. Christi thankfully declares that 

she feels that she is much more capable of sensing such things now than she was when 

she first entered the classroom. She acknowledges that this improved capability stems not 

only from her years of classroom experience in general but also from the current 

relationships she now enjoys with her students. 'It's easier the longer you have known 

them...like with the juniors and seniors, you can pretty well hit the nail on the head," she 

declares. 

She also notes that the decision to move on is rarely if ever irreversible. "What I 

find happens is as soon as I go oa to a new subject they start asking questions about the 
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old one»" she recalls. Aa instractor with a rigid set of competencies to address in a 

semester might be tempted to push through such questions in order to fiilly "cover" the 

course agenda; however, Christi describes a concern for student learning that would not 

be served by doing so. "When they ask questions about the old [concept], I go back and 

try to answer all their questions completely before I move on," she recalls. Instead of 

forcing new material on students who do not yet fiilly understand more cursory 

information, Christi feels that it is critical for the students* cognitive development to 

revisit previous material until it is adequately understood. In the past, Christi admits diat 

this approach has sometimes resulted in requiring her to teach essentially the same lesson 

as many as three or four times before her students seemed to Gnally adequately 

understand the material. 

Christies comments regarding when to move on in her classroom are consistent 

with those within the early constructivist classification. Christi talks and writes about a 

focus on her students and the feedback they provide that is essential to her ability to 

determine when she should move on. la particular, her wiliingness to return to a previous 

concept when she senses that her students are not yet ready to move on is consistent with 

the early constructivist teacher belief construct. Whereas a transitional instructor might 

use minimal feedback firom students such observed behaviors, the experienced 

conslractivist relies heavily oa the input of the students. Christi writes that she knows it is 

time to move on when her students "...can talk about the concept in a meaningfiil way 

with each other." However, the early constructivist construct is different from the 

experienced constructivist construct because of the nature of the remediation employed 
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by the teacher once he or she determines that students need fiirther assistance in order to 

fiilly understand. Christi notes, "usually they'll ask questions about the previous stuff, so 

we'll go back and I'll try to answer their questions or even re-teach that lesson." WhUe 

the early constructivist realizes the importance of allowing the students the opportunity to 

provide input regarding when to move on, typically these instructors will simply re-visit 

poorly understood concepts or lessons and teach the lesson over in a manner quite similar 

to the way in which it was initially taught. These instructors often describe how they will 

attempt to "clarify" a lesson or "drive a point home." However, the instructional strategy 

employed in subsequent lessons is usually exactly the same as that employed during the 

initial lesson. In contrast, the experienced constructivist, realizing that student confusion 

may stem not from the content but rather from the manner in which the lesson was first 

taught will typically employ different instructional strategies or alter the developmental 

level of instruction in an attempt to improve student understanding. Although Christi 

does not profess to alter her instruction during subsequent lessons, her discussion 

concerning when to move on does represent a belief that is consistent with that of the 

early constructivist. 

When asked how she knows when learning is occurring in her classroom, Christi 

pauses briefly. "When they can pull a situation that they are experiencing or have 

experienced in the training room and tie it into the concepts that we are talking about in 

class, [I know learning is occurring], she states. Additionally, Christi writes that she 

knows learning is occurrmg when she hears her students talk about the concepts 

discussed in class outside the classroom. Such discussions ate typically informal and are 
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centered on the students' excitement about what they have learned rather than more 

technically oriented or content driven conversations. "I heard one of my students tell 

another student that his roommate had sprained his ankle. It was real neat because he was 

bragging a bit about how he knew what to do, even though we had gone over the same 

thing three weeks prior in class," she says with a laugh. Christi uses other forms of 

student feedback, as well. "I can also tell that learning is occurring in the classroom when 

they can ask good questions in my office and at their clinical sites," she adds. It is of 

critical importance to note that other students do not evaluate the level of questioning 

posed. Instead, Christi alone determines the relative level of "good" inherent in the 

students' questions. 

Christi's beliefs regarding when learning is occurring in her classroom are most 

reflective of the transitional belief construct. However, unlike other questions posed 

during the completion of the written TPPI questionnaire and the administration of the 

telephone TPPI interview that are relatively easily categorized using the developed 

coding schemes due to the consistency of her responses, the categorization of the manner 

in which she determines when teaming is occurring in her classroom is a bit problematic 

because she includes some conunents that could be classified as instructive, others that 

could be considered transitional, and still others that are typical of early constructivist 

codification. For example, Christi notes that sometimes she knows learning is occurring 

when her students can reproduce or mimic the techniques she demonstrates in class on 

their own. Such a statement is clearly representative of an instructive belief. At the same 

time, Christi points out that sometimes her students collaborate and talk through injury 
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scenarios that they have either beea exposed to during clinical education experiences or 

while watching sporting events on television. She recalls how her students periodically 

try to hypothesize the nature of an injury based on the observed mechanism of injury and 

then question one another to determine what the possible assessment could be. Such 

thinking is consistent with early constructivist beliefs. However, most often, Christi notes 

that she relies on a personal evaluation of student conversations to determine when 

learning is occurring. "More often than not, I listen to the questions they ask and the way 

they can talk about it in class to decide," she says. Despite some beliefs that fall either 

toward more teacher focused and more student focused beliefs, Christi's predominant 

reliance on subjective assessments of student learning help classify her beliefs about how 

to tell when learning is occurring within the transitional category. 

A self-described facilitator, Christi feels her role as a teacher is to clarify 

information and to show smdents where to look for information. "I am a guide," she says. 

Serving as a guide helps to shift the emphasis of teaching firom Christi as a teacher to the 

students themselves. "I gave them an assignment just the other day to go out and identify 

some [NATABOQ clinical competencies," she recalls. "They had to state the 

competency and then state what it was they saw that supported the competency." Instead 

of merely providing the students with the information, Christi feels it is important for her 

to encourage the students to search the content out for themselves while she provides 

some direction to aid thenr search. 

Christi is careful to point out that she has not always believed that her role should 

involve anything other than knowledge dissemination. She feels that her conception of 
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her role as a teacher has changed signMcandy during her 15 years of teaching 

experience. "I used to be very rigid," she recalls. "I have changed to where now I try to 

be more of an enabler." Her comfort in the classroom and her own confidence as an 

instructor has been essential in allowing her to abandon those old, unyielding ways in 

order to embrace a more spontaneous, relaxed style. "There are days when I cover 

different topics and I'll go around and talk to each student individually. For the student 

that's really shy...that can really change their perception," she says. She is also confident 

that her current role is much more effective in meeting the needs of her students than the 

role she assumed and demonstrated when she first entered the classroom over a decade 

ago. "I spend more time on the students themselves, and I don't focus so much on what 

they can regurgitate" she says. 

Christi's beliefs about her role as teacher are congruent with those of the 

transitional category of espoused teacher beliefs. The transitional category is 

characterized by an emphasis on developing relationships with students in order to help 

them feel comfortable both within the classroom and with the instructor as a person. 

Presumably, this comfort will allow them to be better able to concentrate and leam by 

minimizing the threat of external distractions. Additionally, those classified in the 

transitional category often cite the importance of reassuring the student and encouraging 

their students to ask questions and conununicate concerns fireely and openly. 

Concurrentiy, this emphasis on student relationships results in a de-emphasis on the 

memorization and regurgitation of content knowledge often seen within the classrooms of 

those classified as traditional instructors. Coupled with this student attentiveness is an 
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increased focus on providing guidance while still allowing the instructor to maintain a 

sense of control within the classroom. Christi's comments clearly support the beliefs 

characterized within the transitionalcategory and serve to help guide her cognitions of 

teaching practice. 

Consistent with her espoused beliefs about her role as a teacher, Christi believes 

that her students leam best when they are provided with a relaxed and supportive 

atmosphere. She tries to provide that environment by encouraging her students to ask 

questions during lessons and to interact with other members of the class both during and 

following lessons. However, although Christi feels that providing a relaxed and 

supportive atmosphere is important, she feels that providing the students with activities to 

"get them thinking" is even more critical in helping them to leam. These activities may 

come in the form of "meaningful written assignments" or group activities in which the 

students work in small groups to find the answers to posed questions. 

However, Christi admits that group work has presented other difficulties. 

"Sometimes it's a challenge forme to position the students to where they want to ask 

questions," she notes. "Whether it's putting their chairs in a circle, sitting out on the 

grass, or whatever, it can be hard." Such methodological concerns are telling of Christi's 

classification in the instructive category with respect to her beliefs about how her 

students leam best. By focusing on the physical environment of the classroom, Christi 

reveals a belief that student interaction or participation depends most heavily on the steps 

she takes as an instractor rather than on any characteristics of the smdents themselves. 

Similarly, Christi also points out how she attempts to keep her courses consistent so that 
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students are familiar with the typical layout for the course. This belief again reveals her 

beliefs about the importance of the teacher in student learning. 

Interestingly, although Christi describes the importance of consistency in helping 

her students to learn best, she also notes that she feels that her students beneHt firom being 

posed with novel situations. She is quick: to point out that she is often uncertain about 

exactly how much change her students can effectively accommodate. "For most classes 

they come in and know what to expect with the quizzes and such," she says. 'Tm not 

sure which works best, that or throwing a change at them."^ Within her class, such 

changes consist of slighdy altering the format for quizzes and tests during the semester. 

Furthermore, Christi also periodically incorporates topics or activities into lessons that 

are unrelated to the course itself. "Fve given lectures on improving study skills, writing 

style, and observational abilities in my introduction to athletic traim'ng class," she says. 

Furthermore, Christi feels that a change in scenery is also effective. "We only have one 

classroom and sometimes they are in there for three of four classes a day," she admits. 

"So sometimes I just make them get up and change, make them go outside, just to break 

the cycle, I guess." 

Most importantly, Christi notes that her students learn best by coming to class 

prepared. This includes completing the assigned readings and having assigned written 

work completed and ready to turn in when class begins. Additionally, Christi points out 

that she feels her students learn best by doing. "I will demonstrate how to do a stress test 

and then they will practice it," she says. This active learning typically involves the 

students first observing her as she performs a treatment technique or an orthopaedic 
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assessment test. Following the demonstration, smdents then pair off in order to practice 

those techniques on one another while she walks around the roonu While floating &om 

group to group, Christi observes the students and lends constructive criticisms as they 

practice. Christi believes that the only way her students can learn practical skills is by 

watching her then practicing in this manner. 

Such beliefs are most consistent with the instructive teacher belief construct. 

Christi's answers and demonstrated techniques provide a standard to which students are 

required to compare their own thoughts, conclusions, actions, and behaviors. Christi 

affirms that her students team best by being prepared for class and diligently and 

repeatedly practicing skills that are taught. By her own admission, this practicing can be 

adequately described as mimicking the techniques she demonstrates and repeating them 

time and time again until the students feel comfortable and confident that the techniques 

have been mastered. Unlike the traditional teacher belief construct, Christi's instructive 

beliefs regarding how her students learn best acknowledge the fact that students need to 

do more than merely pay close attention and take good notes. Furthermore, unlike the 

beliefs consistent with those of transitional instructors, Christi does not simply ask the 

students to practice techniques on their own. The comparisons to teacher-imposed 

standards of knowledge, behavior, and action that Christi requires are representative of a 

subtle yet critical distinction between the instructive and transitional categories. This 

understated divergence also helps support the notion that Christi's beliefs regarding the 

manner in which her students learn best is most congruent with the instructive construct. 
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It is interesting to note that Christies beliefs about how her students leam best 

are not clearly linked to her own conceptions of how she personally learns best. Christi 

indicates that she learns best by consulting references and studying the information 

contained widiin them. She admits that she relies heavily on textbooks, notes, and 

oudines during her own personal learning process. At the same time, she feels that she 

knows when she has personally learned the information when she can "...think or talk 

about it without referring to my notes or the textbook." She also describes a meta-

cognidve function in which she experiences an empowering "Ah Hal" sensation or 

realization just after she feels that she has "gotten it." When prompted, she is able to 

describe an example from her experience: 

[ was working in a training room out in California and I had been talking with 

the team physician about different medications and then I went to the [Physicians' 

Desk Reference] and I looked it up...this was before they had it on 

computer...and I looked it up and studied it. I kinda talked about it with him and 

tiien it clicked. Something was there that said that this is the way it is and it made 

me feel very good. 

In addition to affective perceptions, she also believes that she knows that she has 

learned something when she can compare and evaluate the topic in relation to other 

similar topics. Christi believes when she has truly learned something she is better able to 

analyze die topic, concept, or idea from a number of di&erent perspectives. She illustrates 

this belief vividly with the example of the rock. "I always liken it to holding a rock in 
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your hand and instead of just looking at it from one angle you turn it around and upside 

down and look at it from all different ways," she says. 

This disconnect between how Christi feels she learns best and how she feels her 

students leam best is interesting. The affective component that Christi so clearly 

describes in relation to her own learning is conspicuously absent from her discussion of 

how her students leam. Furthermore, Christi's clear description of utilizing textbooks and 

notes for her own learning is also absent from her discussions about student learning. 

Such a discrepancy between her perception of learning in her students compared to her 

perception of learning in herself may be indicative of an incompletely formed or evolving 

belief structure regarding the way she personally learns, the way her students leam, or 

even both. 

Christi believes that she can tell when her students understand when they are able 

to incorporate new ideas into their existing knowledge base. She feels that she is able to 

assess that accommodation through her rapport with the students and through feedback 

from the students' clinical instractors. Unlike most academic majors, athletic traimng is 

umque in that it requires both classroom instruction from teachers like Christi and 

practical or clinical instmction from practicing athletic trainers, physicians, or physical 

therapists. In Christi's case, all her students are educated clinically by certified athletic 

trainers working in her institution's intercollegiate athletics athletic training room. 

Additionally, students are also exposed to other athletic trainers and physicians working 

within the conmiuni^ as a part of their formal cUnical education rotations. Since she has 

relatively little to do with the students' clinical instraction, Christi is unable to personally 
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fully assess how well her students are applying their classroom knowledge in the 

clinical setting. Instead, Christi has taken advantage of the unique opportunity to gain 

information &om the students' affiliated clinical instructors regarding the extent to which 

individual students are able to apply the skills and concepts that she teaches each day in 

class. Christi regularly contacts the clinical instructors and asks them questions regarding 

how well her students are doing within the clinical setting. 

Christi uses other resources to gauge whether or not her students understand, as 

well. She feels that students who understand are both willing and able to research the 

information more. For example, she says, "They'll come in to my office and pull out 

every assessment book E have." This hunger for information is not discouraged. "They 

are beginning to understand and they want a different opinion," she adds. By allowing 

them access to her resources, she feels that she is helping those students gain a depth in 

their understanding that might not otherwise be possible. She also notices that students 

who understand begin to think and communicate differently. "Their thinking becomes 

more sophisticated and it is almost like everyone is beneath them now that they finally 

understand," she notes with a smirk. 

Additionally, Christi also alludes to an affective component that helps her to 

know when her students understand. She seems to find this facet of her evaluation 

somewhat nebulous and difficult to fiiUy describe. "You know, maybe I hadn't thought 

about it much," she admits. "There Just seems to be something there. Their poise, their 

confidence, maybe I caa't measure it in black and white...iii the techmcal knowledge, but 

maybe more so in how they cany themselves as they gain this knowledge," she explains. 
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These beliefs about the ways in which Christi knows when students understand 

are most consistent with the construct of transitional teacher beliefs. The transitional 

teacher belief construct involves the affective component that Christi finds so difficult to 

describe as well as the students' ability to meaningfiilly discuss and present information. 

When related to student understanding, the transitional construct involves more than 

simply performing well on a practical examination as detafled by the instructive category. 

Furthermore, teachers operating in the transitional construct do not base their knowledge 

of when students understand on the students' abilities defend their ideas and give 

examples like those classified within the early constructivist construct. Instead, the 

transitional classification indicates that students are able to give presentations without 

necessarily being either required or able to defend or support a particular position. Based 

on these criteria, Christi's beliefs about her knowledge of when students understand are 

most refiective of the transitional teacher belief classification. 

Lastly, Christi points out that in order to maximize student understanding, she 

likes to use "...examples of everyday situations and encourage students to talk about their 

ideas." Furthermore, she also claims that her use of short-answer, essay exams in which 

"students are required to not only state an answer but also justify it" are also important to 

helping students best understand. Additionally, Christi feels that she also maximizes 

student understanding by using an overhead pEojector during discussions. 'TU use the 

overhead just to talk about a question," she says. 'TU put up two possible responses on 

the screen and we'll discuss why one is more appropriate than the other." 
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While she has found the overhead to be an important tool in her classroom, 

Chnsti admits that her institution does not yet provide her with the hardware or resources 

to employ more current technologies. "We are Just now at the point where we can use the 

computer in the classroom," she laments. "We had to get it hard wired and retrofitted and 

all that stuff, so we haven't been able to do much yet." Despite that, Christi still feels that 

such technology will be important in the future. "Our anatomy teacher has been very 

successful in using that stuff in both anatomy and biomechanics, maybe even motor 

learning," she says. "We haven't been able to use it much, but hopefiilly that will change 

in the future." 

Such espoused beUefs are reflective of an instructive teacher belief concerning 

maximizing student understanding. Christi's dependence on technology, use of everyday 

examples, and use of specific types of assessments indicates a reliance on a prescriptive 

framework that drives her instruction. The use of computer hardware is eagerly 

anticipated because she feels that those lessons might be more entertaining or interesting 

for the students. However, unlike the traditional category diat lauds the use of technology 

because of its ability to help tiie teacher carefiiUy plan and present lessons, Christi's 

motivators for employing such equipment are a bit more macroscopic. Instead, she 

professes a hope to use it to guide or dictate the direction of the lesson as she employs 

additional techmques aimed at providing meaningful connections to everyday situations. 

The instructive category focuses on the teacher's perceptions of what the students' needs 

or preferences might be without ever actually asking the students tfiemselves. 

Furthermore, by using those examples from everyday situations, CMsti is fiinctioning to 
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personally provide those links to the known without requiring the students to form the 

linkages for themselves. Such beliefs are characteristic of the instructive construct of 

teacher beliefs. 

Collectively, Quisti's espoused beliefs about teaching as determined by the 

written TPPI questionnaire and the telephone TPPI survey were evenly distributed 

between the instructive and transitional categories with one response being coded as early 

constructivist. Furthermore,^ none of Christi's responses were coded at either extreme of 

the coding continuum as either traditional or experienced constructivist. Figure 4.1 

represents a composite depiction of the coding of Christi's espoused beliefs about 

teaching. 

TRAD THAN 

Coding Categofy 

Figure4.L Espoused belief coding frequency distribution.- Christi. 
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Christies Teaching Style m the Oassrootn 

Christies classroom practice was determined by first requiring her to submit 

videotape of at least three sessions of the same course recorded within a two week span. 

The videotape was then reviewed by the principal investigator and one qualified research 

assistant. During initial viewing, both the principal investigator and the research assistant 

took thorough field notes. Elapsed times relating to particular behaviors or significant 

changes in practice were noted. Following viewing, both the principal investigator and 

the research assistant completed a Reformed Teaching Observation Protocol for the 

participant who was viewed. Table 4.1 represents the mean scores by coding category for 

Table 4.1 

RTOP Coding Breakdown- Christi 

Category Coded Possible 

Mean Score Score 

Lesson Design and Implementation 35 20 

Content: Propositional Knowledge 5.5 20 

Content: Procedural Knowledge 2 20 

Classroom Culture: Communicative Interactions 5 20 

Classroom Culture: Student/Teacher Relationships 15 20 

Total: 2L.5 too 
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Christi's demonstrated classroom practice. Field notes were transcribed and later 

subjected to qualitadve data analysis. Utilizing grounded theory, emergent categories 

were developed and participant behavior was then coded into representative categories. 

Overall, Christi's lessons demonstrated some commitment to exposing students to 

the social aspects of learning. A. focus on group learning utilizing assigned groups helped 

ensure that students were provided the opportunity to interact with others. However, 

Christi had clearly developed each lesson by incorporating her own ideas and perceptions 

of student needs rather than on ideas or perceptions from the students themselves. Only 

one mode of investigation was typically presented and activides had clearly defined 

teacher-determined correct and incorrect methodologies. Students rarely explored 

concepts or ideas. When students were allowed to investigate, such investigation was 

never preceded by formal instruction. For these reasons, the lesson design and 

implementation was not considered particularly indicative of reformed practice. 

However, relative to the other teachers who participated in this investigation, Christi'^s 

classroom practice was scored as the most reformed by both the principal investigator 

and the research assistant. 

Christi demonstrated a relatively clear understanding of tiie content she taught, 

using note cards only periodically to prompt main points. Christi's lessons included some 

cursory information to help students better understand more advanced concepts discussed 

in class. However, a lack of coherency was noted both within particular lessons and 

between lessons, as well. Connections to other disciplines and practical applications of 

the content discussed were provided infirequentiy. Furthermore, very few salient 
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examples were provided to help clarify complex relationships. However, relatively 

speaking, the level of reform demonstrated, within the construct of propositional 

knowledge during classroom instruction was considered equal to or greater than any other 

coded category within the RTOP instrumenL 

The students' roles with the classroom were implicit yet well recognized by the 

students themselves. Students were involved in the tasks assigned; however, they rarely 

made any predictions or posited any hypotheses concerning the content. Furthermore, 

students were expected to complete assigned tasks in specific ways and no formal 

provisions were available for divergent thinkers. Students were not given an opportunity 

to reflect over what they had learned. Reformed practice with respect to procedural 

knowledge was demonstrated most infrequently relative to other categories in the RTOP. 

During class, students were frequently provided with the opportunity to 

communicate with others. Occurring primarily in small groups, students were asked to 

work together to complete provided assigiunents. Students' questions typically came 

from within particular groups and were addressed locally rather than to the entire class. 

These questions were usually posed by students, answered by the teacher, and not used to 

give direction to the lesson. Overall, the level of reform demonstrated through 

communicative interactions was coded as 5 out of a possible 20 points. 

Christi's instruction encouraged participation at dmes during class, but students 

were typically only realistically provided with the oppormnity to participate meaningfully 

during the last half of class. Usually occurring just after traditional instruction, this time 

was used to allow the smdents the occasion to practice the skills that had been 
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demonstrated and refine their ability to articulate their conceptions of the information. 

In general, Christi's wait time was typically abrupt and likely did not allow all students 

the opportunity to fiilly respond. Students ia the class are most aptly characterized as 

listeners and doers rather than speakers. Similarly, the teacher is most aptly characterized 

as a speaker rather than a listener. Relatively speaking, Christi demonstrated reformed 

practice to an equal or greater extent within the student/teacher relationships construct 

than any other coding category in the RTOP instrument. 

Christi tended to initiate instruction with behavior codified as administrate in 

nature. Before each lesson, Christi took attendance, read program announcements aloud 

to tiie class, and read information she had found that day on the internet that she thought 

would be of interest to her students. The mean of the recorded total time coded as 

administrative between the two data coders was 9 minutes during the 50-minute class 

period. During this time, students listened intentfy, whispered amongst themselves, 

prepared their desk space and notes for the lesson, or read silently. 

Christi engaged in traditional classroom practice for a mean duration of 12.5 

minutes. Using note cards, she wrote definitions on the chalkboard, described 

phenomena, and discussed salient examples while the students sat silentiy. Typically, 

most students took notes and listened intentiy. However, some students also used this 

time to work on homework firom other classes or read books or periodicals not related to 

the content being discussed. Christi used this time as way of laying a foundation for later 

classroom activities. 
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Interspersed within the observed traditional classroom practice, individual 

students periodically asked questions to clarify a point or concept. Overall, students 

seemed quite comfortable asking questions during instruction and Christi never failed to 

at least acknowledge the posed question. During this interactive practice, Christi affirmed 

or disconfirmed student conunents by verbalizing her response or by providing feedback 

in the form of a head nod to indicate her agreement or disagreement with the comments. 

These interactions were typically quite brief, with none lasting more than one minute in 

duration. Collectively, such behavior constituted a mean of 6 J minutes during the 50-

minute instructional period. 

Additionally, Christi typically utilized the remaining time in class mediating small 

group discussions. Following the introductory traditional instruction to introduce 

concepts to students, Christi divided the students into groups and announced a class-wide 

assignment that each individual group was responsible for completing. Most often, this 

portion of classroom practice constituted a mean of 16 minutes of the 50-minute 

instructional period. Typically, the assignment involved requiring the students to work 

together to practice a. technique or skill that had been presented during traditional 

instruction. Such behavior is reflective of task oriented classroom practice. 

Lastly, the time remaining in class that was unaccounted for through coding was 

classified as other. Comprise six minutes of the 50-minute class session, the "other" 

category was coded both formally and informally for all participants. In Christies case, no 

classroom practice was formally coded as other. However, the mean sum total of all 
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Figure 4.2. Percentage of classroom instructional time spent within category- Christi 

classroom practice was 44 minutes, thus leaving six minutes of instructional time 

unaccounted for. Those six minutes were informally coded as other and included in the 

data representation included in Figure 4.2. 

As an example of her typical classroom practice, Christi taught a lesson 

concerning etymology to the class. The focus of the lesson involved procedures to follow 

to dissect medical terms by identifying root words, prefixes, and suffixes. She initiated 

the lesson by spending five minutes taking attendance and reading announcements. Next, 

Christi spent approximately nine minutes lecturing to the class and demonstrating the 

method used to break down medical terms and search out their definitions utilizing a 

medical dictionary. Following traditional instruction, she divided the students into four 

groups and required them to find five unfamiliar medical terms in a professional journal 

she provided and dissect them. Using a medical dictionary that she again supplied, the 
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students were to develop working definitions for the identified terms. Lasdy, after 

defining at least five terms, the groups were required to look up at least five commonly 

accepted medical terminology abbreviadons and record them on their paper. After 

working for a total of 17 minutes, Christi collected the assignments from each group and 

dismissed the class. Figure 4.2 represents the mean proportion of time in class Christi 

demonstrated practice coded within each of the developed categories. 

Christi's Level of Congruence Between Belief and Practice 

Christi's responses to written TPPI questionnaires, telephone TPPI interviews. 

Participant Data/Demographic sheets, and stimulated recall sessions indicate that her 

beliefs are somewhat moderately situated on the teacher belief continuum. Christi had no 

responses coded at either extreme of the continuum, with most of her responses coded as 

instructive or transitional. Such espoused beUefs indicate that Christi typically views the 

needs of the students within her classroom as important factors in her decisions regarding 

insdiiction. Although Christi sometimes relies on her own assessment of the nature of 

those student needs, she does also profess to use direct student feedback as well. Such 

espoused beliefs indicate that Christi feels that her role is not to simply provide facts 

through traditional teaching. At the same time, Christi is also unlikely to feel that her role 

is wholly constructivist in nature. 

Christi's demonstrated classroom practice indicates that while she does spend 

some time ia class teaching traditionally, she incorporates other instructional approaches, 

as wen. Typically provided ia the form of assigned tasks, Christi oftea employs group-
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based strategies in her classroom. Although she also devotes some class time to 

administrative tasks and interacting with students, a majority of class time is dedicated to 

task: completion. 

Christi's beUefs appear to be relatively congruent with her demonstrated 

classroom practice. Although she dedicates some time to traditional instruction, she tries 

to minimize that time by providing more student focused activities. Additionally, with no 

espoused experienced constructivist beliefs, Christi also had no observed constructivist 

classroom practice. Her espoused beliefs reflect a non-polarized belief schema that is 

relatively well represented in the profile of her observed classroom practice. 

Conclusion 

Christi* s unique background and experience have likely been instrumental in the 

development of both her beliefs about teaching and her classroom practice. By 

thoroughly investigating Christi's espoused beliefs as well as her current classroom 

practices, a clear congruence emerges indicating a moderate approach that tends toward 

both a teacher focused belief schema as well as demonstrated practice. Christi's case 

serves to support the notion that beliefs and practices do interact in substantial and 

meaningful ways. 

Brian's Case Study 

The following case study investigates Brian's professed teaching beliefs, his 

demonstrated classroom practice, and the nature of the hypothesized interaction between 
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them. To begin, a discussion of Brian's biographical history is provided. This allows the 

critical reader to develop a better understanding of the manner in which Brian's beliefs 

and practices may have been influenced by his unique experience. Following his 

biography, a description of Brian's espoused beliefs about teaching is presented. 

Additionally, observations concerning his classroom instruction are also provided. Lastly, 

the level of congruence between belief and practice is analyzed and discussed. 

Brian's Biography 

Brian is representative of a large number of athletic tnuners who work at small, 

typically private academic institutions across the country. Due to a number of factors 

including budget constraints and small overall student population, these individuals often 

serve as both academic instructors within the athletic training education program and as 

clinical athletic trainers within their institution's department of intercollegiate athletics. 

As Brian's case demonstrates, when those responsibilities are combined with family 

obligations, oftentimes the demands can be tremendous. 

Like Christi, Brian returned to work at his alma mater after leaving for some time 

to gain education and experience elsewhere. A small, private, church-affiliated school in 

the rural Midwest, Brian's university is a Division IH member of the NCAA and a 

Camegie Foundation Master's College and University H. Following the completion of his 

Bachelor of Arts degree in athletic training, Brian found a position with an NFL football 

team working as a clinical athletic trainer. Toward the end of his first year working in the 

NFL, Brian started thinking about asking his longtime girlMend and former 
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uadergraduate classmate to many him. Prior to their engagement, Brian had realized 

that the intense time demands placed on NFL athletic trainers was not conducive to the 

family life he would soon expect. For that reason, Brian left the NFL after just one year 

and accepted a clinical position at a local high school. 

With the new job came new demands and new expectations. In the span of just 

one calendar year, Brian had worked at the collegiate, professional, then high school 

levels and had experienced the unique demands imposed by all three. Although the new 

position within the high school did provide him with much more time to be with his new 

bride than the any job in the NFL would have, Brian still felt somehow unfiilfilled. 

During his first few months as a high^ school athletic trainer, Brian came to realize just 

how much he missed working in the collegiate setting. He fondly remembered his time 

working with collegiate athletes during his undergraduate training and purposed in his 

heart to return to that level if given the chance. After working at the high school job for 

just one year, that chance came. Brian returned to the collegiate ranks just two years after 

he had originally left. 

Even though most college athletic trainers usually possess at least a master's 

degree, Brian had secured a position working in a college with only a bachelor's degree 

and two years of experience. 'T always wanted to work at the collegiate setting," he 

noted. "And I got to work at the collegiate setting even though I didn't have my master's 

yet because it was jast athletic training, there was no teaching involved because the 

university, or the college at that time, didn't have a phys. ed. department—they were just 

there with athletics." Realizing that aay advancement opportonities likely depended on 
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obtaining an advanced degree, Brian dedded to leave his new Job after just one year and 

accept an offer from a friend to attend graduate school five states away. Brian majored in 

Kinesiology while working as a graduate assistant athletic trainer within the university's 

intercollegiate athletics department. "I knew at that time it was what I had to do," he 

remembers. 'To do it part time would Just take too long, so I kinda had to bite the bullet 

and [my wife and I] gave up 2 fiiU-time Jobs and we drove out there." 

Following his undergraduate graduation, Brian's had developed a pattern of 

staying at a Job for one year then leaving for a new opportunity that better met his needs. 

His new position at a large NCAA Division I institution in the rural Midwest marked a 

new start in his career. Working cross-country, women's basketball, and track and field 

while also pursuing a master's degree in Kinesiology, Brian and his wife stayed for two 

years. All the Kinesiology courses Brian took for his degree program were content-based 

and even though he had plans to teach in college, he still had no formal coursework in 

pedagogy or instruction and had only taught periodically as a volunteer student assistant 

during his undergraduate days. 

Following graduation, Brian obtained employment from a small private school in 

the Midwest. He remembers the position well. "I was their first full-time athletic trainer. I 

did it for 5 years, the first 4 years [ was by myself. I did not have an assistant." In 

addition to the clinical athletic training demands, Brian was also begirming to teach and 

serve administratively by designing an undergraduate athletic training education program. 

After four years of undergraduate instruction, two years of graduate work, and three years 

of climcal experience mixed in, Brian had hfs first teaching position. By his own 
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admission, he was not prepared to teach. "I knew my content but [H struggled to relay 

it," he admits. "That is probably the downside of athletic training," he declares. "You 

don't get any formal education teaching-type of experience." Despite these feelings, he is 

quick to point out that he believes that nothing could have helped him get ready for that 

first teaching job. "I don't feel there is anything out there to prepare our field for their 

first college teaching position," he states. 

After working alone for four years as his institution's only athletic training 

clinician, educator, and athletic trafm'ng education program director, a sigm'ficant change 

in his life served to stimulate Brian's superiors to hire someone to help him out. With a 

smile and a laugh, Brian clearly remembers the time. "During that fourth year, we had 

our kids. We had quadruplets." Obviously the demands of being a husband and an 

overnight fatherof four changed Brian's ability to be all things to all people at work, and 

thankfully his administrators were sympathetic. "I really think that had a lot to do with 

them agreeing at the time to give me an assistant. I told them, if we are going to do this, 

you need to get more people to do this...and I think that [the quadruplets] were kinda the 

kicker for them." 

After his fifth year, Brian got a. phone call firom an old fnend who was now a 

football coach at another small school in the rural MidwesL On his Mend's 

recommendation, Brian visited the school and was later offered the head athletic 

trainer/athletic training education program director position by the school's athletics 

director. Given the fact that he and his family were relatively content where they were, he 

told the athletics director that a move would only be possible if he was willing to pay a 



110 

spedfic amount per year. Brian and his wife had determined ahead of time what would 

constitute a substantial enough pay raise to necessitate a move, and he doubted the school 

would be willing to put up such an amount. To his surprise, without any further 

negotiation, the atiiletics director fully agreed to his terms. Brian accepted and he and his 

family made arrangements to move. 

Excited by new challenges and new opportunities, Brian relocated his family and 

was readying himself for his new job when he realized that the employment package 

offered by the school for his wife and himself was actually $ 12,000 less than the agreed 

upon amount. With frustration in his voice, he recalls the situation. "At this point I was 

already on the Job...and what are you gonna do? You know...we had to go." He 

continues, "...So we went and it was Just abattie there." Knowing full well that the 

athletics director had misled him, Brian leaned heavily on his faitii and integrity to 

provide motivation to help him fulfill the commitment he had made to the school. At the 

same time, he kept his eyes and ears open to other potential positions for the coming year. 

Much to the delight of his wife, the next offer came from a familiar voice. 

Brian and his wife had both graduated &om the same school in the rural Midwest 

and had both majored in athletic training. They had met in college in an athletic ttaining 

classroom. Since graduation, they had kept in touch with their former curriculum director 

and had become quite close. While back in town for a workshop, they decided to stop by 

and visit their old Mend and his wife. With satisfaction in his voice, Brian recounts the 

scene. "We came in the house and sat there and [our former curriculum director] asked if 

I would be interested ia coming back.'^ Givea the financial fiasco and the uneasy situation 
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at his current job, the offer sounded especially enticing. "My wife looked at him and 

said, 'Don't joke about something like that. That isn't something you Joke about.'" 

Realizing that the offer was no joke, Brian was ready to speak; however, before he even 

got the chance, his wife also realized that their former teacher was serious. With a 

chuckle, Brian remembers, "...and she said 'Yeah, we'd be interestedl'" 

The chance to return to his old school was too good to pass up. After all, the 

program was established, the faces and surroundings were familiar, and his new boss was 

an old fnend. Brian and his wife gladly returned and he started his new job as an athletic 

trainer for several sports and the instractor of record for three classes each semester. 

Brian's ultimate goal of developing a program just like the one he had experienced as an 

undergraduate was temporarily put on hold. "It was the way he ran his program. He built 

relationships. And that was the thing, that was what [ wanted." However, in the meantime 

he was working alongside and learning from the man who had developed that program to 

begin with. 

Beyond that, Brian was happy to be back on the Division HI level. "After going to 

graduate school at Division I, it was too business, it wasn't me. I like to build 

reladonships with people, work with kids." He especially liked the family feeling that the 

program provided. "We have a lot of functions together, do things together. It is a lot, it is 

a lot like a family." While he was interviewing for the position, the athletic training 

students got their chance to question him, too. He remembers one question that was 

particularly poignant. "One of the things that the students asked when I interviewed here 

is if they were going to get to know my kids. 'Are we going to get to know your kids, will 
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they be around?"' Such concern for his family on the part of the students did not go 

unnoticed. "That kinda meant a lot because a lot of times you sit there and people don't 

really worry about your family and I thought if they wanted to know my kids„.it is a 

good situation J' 

Additionally, the new position allowed Brian to give up the responsibilities of 

being in charge of the athletic training education program and instead focus on being a 

better clinician and teacher. When asked about his decision to pursue a teaching position, 

Brian is quick to answer. 'To be honest, I think the teaching thing really came from my 

parents. Both of my parents are public school teachers, so I think that is where it 

influenced me." He also points out the influence of other family members, as well. "My 

brother and sister are both teachers too, so I think that is where the influence from that 

perspective came," he says. 

Although Brian's current position demands a combination of athletic and 

academic responsibilities, he is still classified as a tenure-track appointee. Due to the lack 

of doctoral programs and the lack of emphasis on research at the institution, he admits 

that tenure decisions at his school are based ahnost entirely on teaching and service. 

Nevertheless, despite the institution's focus on teaching and service, Brian does not recall 

any campus wide in-services or professional development opportunities related to 

teaching. However, he states that he would be interested in attending such courses if they 

were made available. Particularly for someone like Brian who has received no formal 

instruction regarding the profession of teaching,, such in-service programs could prove 

especially beneficial. "I think that probably when [athletic trainers] get to a collegiate 
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setting, we hire, depending on where you are at, we hire content-people and not all of 

the time are content-people are the best teachers," he declares. "[Content specialists] 

can't always get the information across in a manner that students are interested in 

listening, or learning or things of that nature," he concludes. 

Similar to Christi, Brian feels that he is left to his own devices in the classroom 

without support or pressure in either direction from administrators. He says that even his 

formal evaluations are somewhat suspect. "Here, supposedly I got evaluated last year. 

The department chair in evaluation, she was never in one of my classes. I sit there and I 

got this evaluation and it was a very good evaluation, but I'm thinking to myself, 'I'm 

talking to the dean.'" He said the situation led him to consult a colleague. "I had a friend 

that was here before and she goes 'you know I even asked her to come to my class to help 

me so I could get better and she never showed up.'" 

Without meaningful feedback from his peers or superiors, Brian instead utilizes 

student evaluation forms to judge his effectiveness. He points out that some colleagues 

have questioned that decision. "Some people have said, 'you're asking them to evaluate 

how they are interested in your class?' and I said 'yeah, I'U ask them to evaluate, I want 

to know.' I want feedback from them." Without the opportunity to enter formal teacher 

training programs, Brian is convinced that his students alone provide the key to helping 

him improve as a teacher. "That's the only way that I am going to get better is to get 

feedback from them," he says. 

However, he has found that relying on his students in this way, when coupled 

with the intense dedication he feels toward his students, can sometimes prove painful. He 
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recalls a particularly troubling time last year. "I take things very personal, you know 

with the evaluations at the end of the semester. I look at them. I take them personal." 

With a pained look in his eyes, he continues. "There was a couple [of evaluations] last 

year that really, I talked to [the program director] about them. They reaEy hurt These are 

kids that basically said that I didn't care about them. And that Just really cut close...that 

hurt" He points out Just how instrumental his mentor, friend, and boss was in helping 

him deal with the situation. "He was like, 'no. Just relax.' He said 'it'll get better, it'll get 

better, it's ok.' He was very positive, very reinforcing, so that helped." 

Brian's diverse Job history helps him bring a great deal of meaningful experiences 

to the classroom. Additionally, his care and compassion for his students motivates him to 

be the best teacher he can be. However, without any formal pre-service or in-service 

teacher training, Brian admits that he has much room to improve. Furthermore, without 

support firom his school's administration in the way of professional development 

workshops or meaningful evaluations, the likelihood for such improvement is diminished. 

Instead, Brian utilizes his experience and even the training and experience of his parents 

and siblings to guide his teaching practice. 

Brian's Espoused Beliefs P ^out Teaching 

Unlike Christi and Mark,^ Brian has had no formal training in teacher education 

and was not required to complete smdent teaching as a part of either of his degree 

programs. Additionally, also unlike Christi and Mark, Brian serves as a clinical athletic 

trainer within his universi^'s intercollegiate athletics program while also serving as a 
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faculty member within the undergraduate athletic training education program, Brian's 

unique background and varied experiences help to lend critical insight into his espoused 

beliefs about teaching. 

la an ideal setting. Brain believes he would teach only courses, topics, and 

concepts that he has a genuine interest in. He feels that his experience is also important in 

helping him to make an informed decision. "The information that I teach or don't teach is 

based on my previous experience as a program director and also by looking at the big 

picture,'* he says. Although not the program director at his current institution, Brian has 

been responsible for developing courses and curricula in the past designed to meet 

accreditation standards. He feels that that experience in which he was exposed to the 

NATABOC competencies and standards was an important step in gaining exposure to the 

requirements imposed upon athletic trainingstudents. 

Related to his experience, Brian also relies on his conception of how given 

concepts or information fit into what he terms "the big picture." This macroscopic view is 

a recurrent theme in Brian's discussion of how he decides what to teach and what not to 

teach. "Some of the information is not as important at some steps of the ladder as other 

information," he says. Brian feels that his education and experience have prepared him to 

be able to evaluate the relative importance of information and subsequently be able to 

determine if that information should be addressed withia his course. "Uve done a lot of 

trial and error experimenting," he admits. "I probably create more work for myself than a 

lot of people because I change things a loL" By altering his lecture deliveries, Brian feels 

that sometimes concepts that did not seem to fit well within his course structure in 
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previous years can be accommodated. Similarly, concepts that seemed to fit well in 

previous years may not necessarily still be so well suited following his changes. 

Brian's beliefs about the way in which he decides what to teach and what not to 

teach are most reflective of an instructive belief schema. Unlike traditional instructors, 

teachers operating within the instructive construct are cognizant of the students within 

their class. Instructive teachers recognize that students have needs that must be met 

locally by their lessons, regionally by their courses, and globally by their curricula. 

However, the instructive belief construct is characterized by a teacher decision based 

upon the teacher's perception of the nature of those needs. Unlike more student focused 

belief categorizations, the instructive construct does not require the teacher to ask the 

students themselves for input and also does not observe the students themselves for 

feedback. Instead, individuals operating within the instructive belief construct rely on 

their own experience and perception of student needs to guide their decisions of what to 

teach and what not to teach. Clearly, Brian's espoused beliefs are characteristic of this 

category. 

Once Brian decides what topics he is going to include and begins to teach those 

topics in his class, he finds that he relies most heavily on his perception of how well his 

students understand the information to guide his decision of when to move on. "The 

biggest thing for me as far as transitioning purposes is that E get someone to reiterate back 

to me the concept in terms they understand," he says. This reiteration is typically in 

response to a general, content-based question Brian poses to the entire class and typically 

involves dialogue between Brian and a student who volunteers to answer. However, 
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Brian points out that since tiie student is speaking aloud in class, he feels that all the 

students are indirectly engaged in the discussion. "It is just verbally in the class," he says. 

"So they are going to communicate that to everybody." To Brian, this communication 

serves as a reflection of the student's comprehension of the concept. If he feels that the 

student gives a satisfactory answer that adequately demonstrates his or her understanding, 

Brian feels comfortable that he can now move on. 

In addition to using general content-based questioning, Brian also relies on asking 

the students directly whether or not they are ready to move on. He feels that the climate 

he establishes within his classroom is accommodating and safe enough to allow such a 

strategy to work effectively. "I'll ask them, you know, do we understand this," he says. 

"Sometimes I think I just ask them to see if they are with me or not," he adds. Brian then 

makes an evaluation based on how well he feels his students understand before deciding 

to move on. "If nobody responds back to me, then we kind of move on," he says. Brian 

feels that he is capable of accurately judging their responses and if he asks for questions 

and no one responds, then his students have most likely had enough and are ready to 

move on. 

In addition to basing his decision of when to move on his perceptions of student 

learning, Brian is also influenced by another factor. Brian admits that he feels that 

"...sometimes it is just time to move on." He continues by adding, "The time over which 

I have the smdents go over the information is definitely a limitation." Brian feels 

somewhat obligated to adhere to the course agenda that he has planned and provided to 

the students in their syllabi. If a. particular topic or concept seems to be taking too long. 
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sometimes he feels that it is his duty to simply regroup and move on in order to keep the 

class on schedule. 

Brian's beliefs about when to move on in his class are again representative of the 

instructive construct of teacher beliefs. Brian uses his interpretation of student behavior 

and dialogue to guide his decision. Although the notions of time and adherence to a 

course agenda are representative of the traditional construct, Brian typically posits such 

influences as secondary to his perceptions about the class. However, such beliefs do help 

situate Brian near the teacher focused end of the teaching belief continuum. Collectively, 

Brian's beliefs concerning when to move on in his classroom are best represented by the 

instructive belief category. 

When asked how he knows when learning is occurring in his classroom, Brian 

pauses for some time and carefully considers his response before speaking. "Well, I do 

some different measures," he says. One of those measures is obtained by observing 

students during the laboratory component that is a portion of each class Brian teaches. "If 

they are not able to apply what we've talked about and perform it in lab, it can be picked 

up that way," he notes. Additionally, outside of the laboratory component, Bnan and two 

other staff members supervise all clinical experiences for all of the program's students in 

the university's athletic training room. "I can watch them in the clinical setting to see if 

they are able demonstrate the stuff we've talked about," he adds. 

Another measure that Briaa relies on to determine if learning is occurring in his 

classroom, is formal assessmenL "The examinations are another way," he says. In keeping 

with the structure of the NATABOC certification examination that each of his students 
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will someday have to pass in order to work as a certified, athletic trainer, Brian uses both 

written and practical examinations. "In evaluation class, they have to do oral practical 

exams, one-on-one," he says. Brian again points out that he works hard to establish a 

good rapport with the students early in the semester so that they will not feel threatened 

or intimidated by him when they have to take their practical examinations. "They bring in 

a partner and they just gotta do it, just me and them," he adds. In addition to the practical 

examinations, Brian also incorporates written examinations in the form of true false, 

multiple choice, and short answer in an attempt to determine when learning is occurring 

in his classroom. 

Brian" s espoused beliefs concerning his knowledge of when learning is occurring 

in his classroom are reflective of the instructive belief construct Brian does mention that 

he uses testing following instruction as a form of learning assessment. Alone, such beliefs 

are more consistent with the traditional categorization of teaching beliefs. However, 

Brian reveals his tendency toward a more instructive view when he describes his 

dependence on practical examinations as well as his use of lab activities to evaluate 

student learning. Brian employs practical examinations for two reasons. The first is to 

prepare students for such tests ia the future, both in subsequent classes within the 

program as well as the previously mentioned oral practical component of the NATABOC 

certification exam. Secondly, and most importantly, Brian uses practical exams to ensure 

that his students are able to perform the techniques and procedures he demonstrates in 

class. "You just can't tett what a student caa do with a written test.. .you have got to ask 

them to do it," he says. In a profusion such as athletic training in which the clinician's 
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knowledge is only as important as his or her skills, ensuring that students can perform 

basic techniques and skills becomes increasingly important. However, such beliefs stop 

short of transitional or constructive beliefs because the instructor is responsible for 

demonstrating the actions or behaviors he or she hopes that students can reproduce. In 

contrast, transitional beliefs are charactenzed by loosely understood subjective 

assessments by the teacher while early constructivist beliefs typically involve some 

mention of students interacting with one another and with the knowledge itself to actively 

assemble meaning. While Brian's beliefs are not congruent with the qualities of either 

transitional or early constructivist teaching beliefs, they are consistent with the 

characteristics of the instructive belief construct. 

A self-described facilitator, Brian feels that his role as a teacher is best 

characterized as an educator, counselor, and friend. In addition to helping his students 

develop cognitively, Brian is deeply committed to the personal, social, and spiritual 

development of his students, as well. As a deeply religious man working at a private 

church-afniiated institution, Brian is thankful that he can discuss spiritual matters with 

his students. Additionally, since most of his students are Christians as well, Brian finds 

that his students have come to expect his spiritual leadership both microscopically in the 

classroom and more macroscopically within the program as a whole. 

"In our program, Fm a counselor of sorts," he says. "We have to be there for our 

kids and we try our best to beMend them," Brian feels that the program is a lot like a 

family and that feeling spills over into his role as teacher. "We have kids coming firom a 

long way from home," he notes. "If you can't make that kid feel comfortable in your 
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class, then they're gonna have a very difficult time learning," he says. He is convinced 

that his job goes far beyond simply providing students with knowledge. "It is extremely 

important for me to get to know each of my students and for them to get to know me," he 

points out. In the past, Brian has hosted his students at his home for cookouts and other 

gatherings. Brian is committed to helping his students feel welcome and comfortable and 

he describes an obligation as his students' teacher to provide that security. Ultimately, he 

believes that students who feel welcome and comfortable will be better able to perform 

their best. 

Unlike most of Brian's beliefs, his discussion of his role as teacher demonstrates a 

consistency with the transitional belief construct. Brian seems to indicate that the 

interpersonal aspects of his role as teacher far outweigh the content-based facets of his 

teaching. Brian admits that he is present in his students' lives to help lead them along as 

they learn. However, he repeatedly points out that his facilitator role is always secondary 

to other more personal roles he plays as a teacher. 

Such beliefs are particularly salient because they demonstrate the first instance in 

which Brian's beliefs are not instructive in nature. When asked about how he decides 

what to teach, when to move on, and how he knows when learning is occurring, Brian 

consistently posits instructive beliefs. However, when asked about his role as teacher, 

Brian's deep-seated conunitment to his students shines through. Instructive beliefs might 

include some mention of providing materials and opportunities for students to learn or 

maintaining appropriate classroom control through management strategies. Clearly, 
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Brian's concern for his students pulls him away from beliefs that are more teacher 

focused in nature. 

However, Brian's professed beliefs and concern for his students stops short of 

classification as a constructivist belief. Early constructivist beliefs are typified by some 

form of collaboration between student and teacher while experienced constructivist 

beliefs include some type of mediation between what the student already knows and what 

the discipline has to offer. By functioning as a counselor of sorts, Brian maintains the 

authority hierarchy within the class and within the athletic training education program. 

Such beliefs are consistent with the transitional teacher belief construct. 

In describing his role as teacher, Brian also describes a conflict that he has felt 

since he first entered the classroom. "I think when you get to the collegiate setting, we 

hire, depending on where you are at, we hire content people and not all of the time are 

content people the best teachers," he says. Although by education and training he would 

be considered a "content person" himself, Brian possesses a sincere desire to improve as 

a teacher. This sincerity is apparent in his words and actions. "I can't always get the 

information across in a manner that students are interested in listening, or learning, or 

things of that nature, so it's a difficult balance," he says. However, without any formal 

teacher training and no professional development opportunities related to teaching 

available at his institution, he is left without many options. 

Brian feels that his students learn best by seeing examples and them being 

allowed to practice on their own. He uses the example of taping to illustrate bis idea. 

Brian teaches a taping laboratory as a portion of his Introduction to Athletic Training 



123 

class. The lab usually begins with Brian demonstrating a particular taping technique on 

one of the students in the class. The rest of the students watch as Brian demonstrates and 

discusses the technique. Once he has shown the students the process fom start to finish^ 

they then pair off and take turns practidng on one another. During the time set aside for 

student practice, Brian goes from pair to pair and offers suggestions and constructive 

criticisms. 

Brian uses other examples to explain his beliefs, but a consistent theme that 

emerges involves the students' need for visual aids. 'Td say they probably leam best by 

doing and seeing it visually," he says. He is also quick to point out that he acknowledges 

the fact that he rarely has a student in any of his classes who learns best by simply 

reading the textbook. Driven by that knowledge, Brian has searched for alternatives. He 

says that this search has resulted in the incorporation of technology in his classroom. "In 

my experience, I have used PowerPoint lectures with classes previously," he says. "I was 

amazed at the students' response...and how well they do afterwards versus Just, you 

know, straight lecture." Brian feels that his students leam better when he uses 

computerized presentation software because he can add exciting visual effects and keep 

their attention better. "Now we have to entertain people," he laments. He feels that his 

students are a part of a very visually oriented generation, in many cases having been 

raised in front of a television screen. Brian is convinced that by utilizing technology such 

as PowerPoint, he is reaching them and consequently helping them to leam. 

Brian's beliefs about how his students team best are again consistent with the 

instmctivebelief constract. However, Brian's focus on utilizing PowerPoint 
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presentations, if viewed alone, would be more representative of traditional teaching 

beliefs. However, in Brian's case, such changes were motivated by a perception of 

student needs instead of a teacher's belief about a particular instructional method. This 

again shifts the classification of the belief into the insUuctive category. Additionally, 

Brian fiirther reveals his tendency toward instructive beliefs when he explains his taping 

laboratories. Motivated to provide hands-on examples and demonstrate practical 

techniques that he wants his students to master, Brian reveals his instructive teacher 

beliefs. 

Interestingly, although Brian discusses the importance of the affective component 

of his teaching when describing his role as teacher, he fails to mention a similar emphasis 

on such student emotion when posed with the question regarding how his students learn 

best Brian repeatedly mentions how his role as the teacher is to establish and encourage a 

safe, comfortable environment so that his students can discover information most 

effectively. However, any mention of that environment is conspicuously absent from 

Brian's discussion of how his students learn best 

Additionally, Brian also demonstrates a disconnect between his conception of 

how his students learn best and how he personally knows when he has learned something. 

"I know I have learned something when I can do an excellent job of teaching the subject 

matter," he states. For Brian, teaching represents the true test of his own personal grasp of 

a concept. Whereas Brian contends that his students learn best by watching him and 

practicing what they have seen, he feels that has learned when he can teach the content 

that he has been provided with to others. "When lean explain it to them in a manner that 
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they pick it up right away, that means that I thoroughly understand the concept," he 

says. Although Brian acknowledges the importance of teaching ia his own learning, his 

statements also demonstrate his adherence to a teacher focused belief schema. For Bnan, 

his students' learning is to a large extent dependent upon his mastery of a concept as 

demonstrated by his ability to prepare a lesson or lecture in which the students can 

understand what he is teaching right away. 

Despite this discrepancy, Brian does note diat he feels that he knows when his 

students understand when they can help others to leam and teach things to others. This 

sometimes takes the form of a student &om a particular class teaching other students 

within that same class. More informally, it may involve his better students leading study 

groups outside of class so that they can help students who are struggling with his course. 

However, more frequently, Brian notes that his Junior and senior level students often 

teach the freshman and sophomore level students. This occurs both formally and 

informally. Brian says, "I think that it is important that they can teach things to the 

younger kids and help them out. We do a lot of mentorship to encourage that." Typically, 

the mentorship to which Brian is referring involves upper level students working with 

underclassmen outside of class to help them leam the requirements of the athletic training 

education program. It also involves apperclassmea helping him teach and facilitate the 

weekly taping laboratory for new athletic training students. Furthermore, the formal 

mentorship program at Brian's institutioa is focused primarily on assisting students in the 

clinical portion of the athletic training education program and not on particular courses 

within the curriculum. 
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When prompted to discuss his classroom specifically instead of the clinical 

setting or the program as a whole, Brian must pause for a moment to concentrate. "You 

know, we do some testing in class, but [ can really tell a lot better that they understand it 

when it is outside of class or evea after they've had my class when I see them teaching 

each other," he says. Brian points out that he uses both written and practical tests and 

other assessments to determine when his students understand specifically within the 

classroom, but he does not yet employ any formal use of student teaching within his 

classroom as a means of determining when his students understand. 

Such a professed belief is quite different from all previously discussed espoused 

beliefs that Brian holds. Brian's belief that students demonstrate understanding when they 

are able to help fellow students and sometimes even teach them is consistent with the 

early constnictivist belief schema. It stops just short of codification as an experienced 

constnictivist belief because Brian does not focus on the interactive nature or the 

importance of the specific conversations the students have with one another. At the same 

time, Brian's suggestion of using formal assessments further supports the notion that his 

beliefs are not yet fiilly student focused. However, by acknowledging that he believes 

that he knows understand when his students can assist other students, Brian reveals a 

tendency toward a student focused belief schema that is best codified as early 

constnictivist. 

Brian says that he sometimes maxunizes student understanding by assigning 

students to teach small portions of class. "TheyHI have to get up in fiont of th& class and 

teach a particular concept.. .it wouldn't be a very big concept," he says. Perhaps the most 
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important point of the comment involves the infiequentuse of such student teaching 

opportunities. He also points out that the focus of such activities is on the content the 

smdents are presenting and not on the methods or the manner in which they choose to 

present it. 

Other than periodic assignments for his students to teach concepts to the class, 

Brian can recall only one other strategy that he employs to maximize student 

understanding. Brian feels that his students understand his lessons better now that he has 

switched &om traditional overhead transparencies to the PowerPoint presentations he 

now uses in class. "Just this past summer I converted all my lectures over to 

PowerPoint," he recalls. "It took a lot of time, but it has made it a lot easier as far as 

lecture and I think it has helped the students." When asked how such lessons could help 

the students, Brian replies, "It has made it more enjoyable for them. I think I help them 

learn more when I am able to entertain a little bit them and that's what my lessons do 

now." 

Although Brian's espoused beliefs concerning how he maximizes student 

understanding could potentially be codified in a number of categories, it is his behef 

concerning the manner in which he teaches that leads to codification of his belief as 

instructive. Brian often discusses the importance of entertaining his students in class. 

Additionally, the student teaching experiences he describes, while on the surface seem 

quite student focused, appear more teacher focused upon closer inspection. By assigning 

smdents to teach particular lessons, Brian is still imposing a prescriptive framework to 

guide instruction in class. Furthermore, his reliance on technology to spark student 
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interest also points to a more teacher focused belief schema. Despite Brian's use of 

students helping one another, in light of his infrequent use of such strategies, it is 

reasonable to codify Brian within the instructive belief category. 

It is also important to point out a constraint between his beliefs concerning 

maximizing student understanding and assessing when his students understand. Brian 

espouses a belief that he knows students understand when they are able to teach a concept 

to other students. Such a belief is consistent with the early construct!vist belief schema. 

Furthermore, Brian admits that this belief is rooted primarily in observations fix)m the 

laboratory component of his courses. He feels that observing students actually doing 

things and teaching treatment techniques, injury evaluations, or rehabilitation protocols to 

one another is beneficial in helping him determine when his students understand. 

However, Brian employs such a strategy infrequently within his classroom in an effort to 

maximize student understanding. Instead, he tends to concentrate his efforts outside the 

lab but within the classroom on more teacher focused strategies such as lecture 

presentation style. This notion is consistent with the instructive teacher belief construct. 

This discrepancy reveals that Brain's espoused beliefs, although enacted to a 

certain extent within the laboratory setting, are somehow constrained from full enactment 

within his classroom. This may be the result of a number of factors; however a lack of 

formal teacher training is one likely source. Brian admits that with no formal teacher 

training, he sometimes struggles with classroom management issues. Although he feels 

that his personable,^ compassionate approach likely heads off^ most classroom 

management problems, he stiE seems to struggle with the idea of relinquishing control in 
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the classroom. Like many teachers, Briaa seems concerned with the idea of allowing the 

students to gain control within the classroom because he is afiraid such a situation could 

potentially lead to chaos. Worse yet, Brian is concerned that the students may get off 

track and fail to cover the material that he feels is important for them to leam. Not 

coincidentally, Brian has no such fears in the smaller, more individualized environment 

of the athletic training laboratory. With classroom control and management minimized as 

potential issues due to more manageable course enrollments, Brian seems much more 

relaxed and willing to empower students to take responsibility for their own learning. As 

a result, he is able to enact his beliefs and both allow and encourage students to teach and 

assist one another during leaming. 

Collectively, as determined by both a written TPPI questionnaire and a telephone 

TPPI interview, Brian's beliefs are most frequently congruent with those of the 

instructive teacher belief construct. Additionally, Brian also espouses some beliefs that 

are more student focused in nature and fall within the transitional and early constructivist 

categories. However, Brian's beliefs are in some ways constrained and operating in 

opposition to one another. Interestingly, likeChiisti, none of Brian's responses were 

considered consistent with either end of the continuum of teacher beliefs. As a result, 

none of Brian's responses were coded as either traditional or experienced constructivist. 

Figure 4.3 represents a composite depiction of the coding of Bnan's espoused beliefs 

about teaching. 
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Figure 4.3. Espoused belief coding frequency distribution- Brian. 

Brian's Teaching Style in the Classroom 

Brian's classroom practice was determined by viewing videotape that he 

submitted of three sessions of the same course recorded within a two-week span. During 

initial viewing, both the principal investigator and the research assistant took thorough 

field notes and recorded elapsed times relating to particular behaviors or significant 

changes in practice. Following viewing, both the principal investigator and the research 

assistant completed a Reformed Teaching Observation Protocol for the participant who 

was viewed. Table 4.2 represents the mean scores by coding category for Brian' s 

demonstrated classroom practice. Field notes were transcribed and later subjected to 

qualitative data analysis. Utilizing grounded theory, emergent categories were developed 

and participant behavior was then coded into representative categories. 
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Table 4.2 

RTOP Coding Breakdown- Briaa 

Category Coded Possible 

Mean Score Score 

Lesson Design and Implementation 0 20 

Content: Prepositional Knowledge 14 20 

Content: Procedural Knowledge 1.5 20 

Classroom Culture: Conununicative foteractions 1.5 20 

Classroom Culture: Student/Teacher Relationships 3 20 

Total: 20 100 

Overall Brian's lessons demonstrated some commitment to interaction with the 

students in his class. Brian's students seemed very comfortable with posing questions 

during instruction and did so whenever they needed further clarity on a particular topic. 

Brian consistently addressed each question in turn before moving forward in his 

presentation. Furthermore, he often posed questions to probe understanding or encourage 

his students to think critically about the material. However, most of the time spent in 

class was devoted to Brian's discussion of the day's topic. Brian had clearly developed 

each lesson according to his perception of student needs rather than on ideas or 

perceptions from the students themselves. Much like Christi's classroom, only one mode 

of investigation was typically presented in Brian's classroom. As such, in-class 

investigations never preceded the formal instruction for the class period- For these 
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reasons^ Brian's lesson design and implementation were considered not indicative of 

tefonned practice. 

Brian demonstrated competency and mastery of the content he taught in class. AU 

observed lessons were prepared and presented using Microsoft PowerPoint and Brian 

used no note cards or lecture outlines during class. He discussed content freely and often 

was able to provide examples from memory to support the content as needed. Brian's 

lessons included a discussion of the essential elements of the topic prior to moving on 

into more abstract concepts. Brian provided connections to other related disciplines 

sporadically but did serve to aid the overall coherency and global perspective of the 

course relative to the athletic training curriculum. Relatively speaking, Brian's level of 

reform demonstrated within the construct of propositional knowledge during classroom 

instruction was considered far greater than any other coded category within the RTOP 

instrument. 

The students recognized their roles within the classroom even though those roles 

were never formally made explicit. Students typically sat silendy and took notes or read 

during instruction. As such, students were never observed making predictions or 

hypotheses concerning the content. The extent of student engagement in the class was 

characterized by their level of questioning and interactions with the teacher. Students 

were neither encouraged nor given the opportunity to think about what they had learned 

in a reflective maimer. Reformed practice with respect to procedural knowledge was 

demonstrated to very slight degree and was coded as relatively equal to the 

conmiunicative interactions category ia the RTOP. 
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During class, students were seldom provided with the opportunity to 

communicate with others. Although Brian did not preclude or forbid such 

conununications provided that the content was related to the topic being discussed, such 

interactions were also not actively encouraged. Students' communications were typically 

linuted to ciari^cation of a topic under discussion or a question concerning a personal 

experience. For instance, during a discussion on conditioning, one student who was also 

an intercollegiate athlete on the university soccer team asked a question regarding 

recommended distances for off-season soccer running. Hoping to refute the prescribed 

program provided by her coach, the student looked to Brian for his opinion. Posed 

questions were most frequently addressed to the entire class. These questions were 

usually posed by students, answered by the teacher, and sometimes used to give direction 

to the lesson. However, once Brian seemed comfortable that he had fully addressed the 

posed question, he returned from his "tangent' to revisit the pre-planned day's lesson. 

Overall, the level of reform demonstrated through commumcative interactions was coded 

considered very low, yet relatively equal to the demonstrated level of reform with respect 

to the procedural knowledge construct 

Brian's instructional style usually precluded participation during class, but 

students were most always made to feel that their participation was welcomed and 

valued. In general, Brian demonstrated excellent wait time and he ^ically paused for 

several seconds to make sure no students had further comments before moving on. 

Students in the class are quite aptly characterized as listeners rather than speakers. At the 

same time, the teacher is quite aptly characterized as speaker rather than listener. 
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Relatively speaking, Brian's level of demonstrated reformed practice with respect to 

student/teacher relationships construct of the RTOP instrument was coded as less than 

prepositional knowledge yet greater than all other categories. 

Brian tended to initiate the instructional session with behavior codified as 

administrate in nature. Before each lesson, Brian took attendance, read program 

announcements aloud to the class, and posted and read a motivational quote of the day for 

the benefit of students. The two data recorders recorded the total time coded as 

administrative and produced a mean of 2 minutes during the 50-minute class period. 

During this time, students listened attentively or prepared their notes and notebooks for 

the lesson. 

Brian seemed to utilize questioning during instruction quite heavily and his 

students revealed that emphasis in their behavior, as well. Although the mean total time 

engaged in interaction classroom behavior was 8.5 minutes during the 50-minute class 

period, the figure may be misleading. Students frequendy posed questions to the teacher 

that were answered with a simple yes, no, or a corresponding nod of the head. As such, 

these interactions took only a few seconds. However, the classroom climate was clearly 

reflective of Brian's conunitment to create an open forum and students seemed 

comfortable posing questions whenever the need arose. 

Although he seemed comfortable interacting with students by answering and 

posing questions, Brian, spent the majority of time in class demonstrating traditional 

classroom practice. Eliciting a mean total time of 37 of a possible 50 minutes, such 

behavior consumed an average of 74% of classroom instructional time. Utilizing a laptop 
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computer and an LQ) projector, Brian displayed his presentations to the class and 

discussed the points of the lesson sequentially. Brian did not use note cards or lecture 

notes but instead utilized the computer to prompt his discussion. Occasionally, Brian used 

the dry erase board to draw diagrams or other representations to help clarify his points. 

Brian also drew upon his experience to provide salient real examples where appropriate. 

During his speaking, students satsilendy, listened intently, and took notes. 

Lastly, the time remaining in class that was unaccounted for through coding was 

classified as other. Comprising six minutes of the 50-minute class session, the "other'* 

category was coded both formally and informally for all participants. In Brian's no 

observed classroom practice was formally coded as other. However, the mean sum total 

of all classroom practice was 475 minutes, thus leaving 2.5 minutes of instructional dme 

unaccounted for. Those 25 minutes were assigned to the "other'^ category and included 

in the data representation included in Figure 4.4. 

As an example, Brian taught a lesson concerning strength training and 

conditioning to his class. The lesson approached conditioning from the standpoint of the 

athletic trainer and focused on the importance of condidoning to help prevent athletic 

injury. Just before taking attendance, Brian projected a motivational quote for the day on 

the screen and proceeded to check his class roster. After taking attendance, Brian 

changed slides and presented an overview of the day's lesson. He posed a general 

question to the class regarding the number of students who strength train and condition 

regularly. Using this interaction as an icebreaker of sorts, Brian proceeded into his 

presentation. During instruction, he addressed cursory as well as advanced concepts and 



Traditional 
74% 

Adminstrative 

4% Constructivist 

Other 
5% 

Task Oriented 
0% 

• Adminstrative 

[]Constructivist 

D Interactive 

mOther 

~Task Oriented 

Cl Traditional 

Figure 4.4. Percentage of classroom instructional time spent within category- Brian 

students periodically posed either content based or practical questions relating to the 

content. Once Brian had discussed all slides, the lesson concluded and students were 

allowed to leave. Figure 4.4 represents the mean proportion of time in class Brian 

demonstrated practice coded within each of the developed categories. 

Brian's Level of Congruence Between Belief and Practice 

Brian's responses to written TPPI questionnaires, telephone TPPI interviews, 

Participant Data/Demographic sheets, and stimulated recall sessions indicate that his 

beliefs are tend to align most congruently with the instructive teacher belief construct. 

Like Christi, Brian had no responses coded at either extreme of the continuum. Such 

espoused beliefs indicate that Brian most often feels that the needs of his students are 

important factors regarding the focus of his instruction; however, Brian usually relies 

136 
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almost exclusively on his own conceptions and understandings of those needs instead of 

simply to give the students the information to do as they may. At the same time, seems 

uncertain of exactly how to present the information to his students in a manner that will 

be meaningful to them. 

Brian's demonstrated classroom practice indicates that he spends most of the time 

in class teaching traditionally. However, he also tends to incorporate questioning of the 

students into the lectures and also encourages the students to ask questions of him. By his 

own admission, Brian relies on old teachers' demonstrated classroom practice as well as 

his parents and siblings as guides to action in his classroom. Without formal teacher 

training, these experiences provide die only frame of reference from which Brian has to 

ftinction. Based on Brian's predominant use of lecture and attempts to increase interest 

through questioning and presentation methodologies incorporating technology, it seems 

apparent that Brian is attempting to address what interprets as the needs and preferences 

of his students while still demonstrating behaviors he associates with teaching. 

Additionally, with no espoused experienced constructivist beliefs, Brian also had no 

observed constructivist classroom practice. As a result, Brian's teaching beliefs and 

classroom practice appear to be quite congruent. Despite a heavy emphasis on traditional 

teacher focused practice, Brian's observed teaching practice is relatively well reflected in 

the espoused belief coding frequency distribution for his case because his focus on 

interaction is likely a reflection of his efforts to make the content more enjoyable and 

meaningfiii for his students. 
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Conclusion 

Brian's varied clinical experiences and fonnal education have likely been 

important in the development of both his teaching beliefs and his demonstrated classroom 

practice. The investigation of Brian's current classroom practices and espoused beliefs 

reveals a clear congruence between teacher focused beliefs and teacher focused practice. 

Much like Christi's case, Brian's case also supports the idea that beliefs and practices do 

interact in significant and consequential ways. 

Mark's Case Study 

The final case study examines Mark's teaching beliefs, demonstrated classroom 

practice, and the level of congruence between them. First, Mark's biography is depicted 

in order to afford the critical reader the oppormniQr of draw additional meaning from the 

words and actions he reveals for the purposes of this investigation. Following this 

biographical outline, a discussion of Mark's espoused beliefs about teaching follows. 

Additionally, observations of his classroom instruction are also thoroughly addressed. 

Lastly, the level of congruence between Mark's espoused beliefs and demonstrated 

classroom practice is also analyzed and discussed. Those factors are all essential to the 

development of Mark's beliefs about teaching and the practices he uses in the classroom. 

Marie's Biography 

Mark can be reasonably described as a pioneer in the field of athletic training. At 

a time when very few certified athletic trainers pursued terminal degrees, Mark 
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completed a Doctor of Education as well as a graduate degree in education and fiirtber 

training in physical therapy. The effi)rts of people like Mark and even his predecessors 

have been instrumental in gaining professional respect for the field of athletic training 

from other allied health and medical professionals. However, Mark did not earn those 

credentials and gain that experience overnight. Instead^ his biography elicits a rich and 

interesting tale of a man who has accomplished much in a career spanning three decades. 

Mark's journey in the field of athletic training began in high school. He found that 

he enjoyed working as a high school student athletic trainer and decided that it could be a 

viable vocational option. After graduating from high school, Mark decided to leave the 

rural Midwestern town of his youth and attend a four-year institution not far from home. 

Since the school had an undergraduate program in athletic training, it seemed a logical 

choice. "When I started looking for college opportumties, I had been a student athletic 

trainer in high school and [a nearby institution] had a program. So I went there and I saw 

the enthusiasm and excitement that they had as far as educating student athletic trainers." 

Mark recalls that at the time, the NATA had suggested that students pursuing careers in 

the field obtain teaching credentials as well as athletic training credentials to maximize 

their marketability. "When E got ready to graduate, I followed the teacher education 

model that was proposed by the NATA. I always wanted to be a teacher-slash-athledc 

trainer," he remembers. Such a decision was not motivated by the recommendations of 

the Association alone. Instead, Mark is careful to point out that he always knew his role 

in athledc training would likely include teaching at least to some extent. For as long as he 

can remember, he wanted to teach. He also points out how his students today seem to 



140 

shun positions in which leaching is a required responsibility. "You know, you talk to 

students now and they have no desire to teach " he says. "But I never had any anxiety." 

It was also during his undergraduate training that Mark was first introduced to the 

field of physical therapy. With a gentle smile he recalls, "...fortunately or unfortunately, 

two of my teachers were both PT/ATC's and I never even knew about physical therapy 

until I started working with them." Since the established athletic training curriculum at 

his school met all the requirements for application to physical therapy school, Mark 

decided he would try to his luck and apply for graduate programs in physical therapy 

following graduation. "The model back then was if you wanted to be a head athletic 

trainer, in a college situation it was a PT/ATC model and that was the pursuit that I was 

looking at," he recalls. Although Mark was not accepted into physical therapy school on 

his first try, he remained steadfast in his determination to succeed. Mark dedded to get 

his master's degree instead. 

Unlike the fiercely competitive nature of physical therapy programs at the time, 

other opportunities existed for athletic trainers who wished to pursue advanced degrees. 

After learning that physical therapy school was not an immediate option, Mark secured 

three different offers to attend graduate school to pursue his master's degree and gain 

additional athletic training experience by serving as a graduate assistant. When one 

school that had offered him a position lost their funding and the second had their fimding 

cut in half, Mark was realistically left with, only one option. Mark then moved to a dty ia 

the Southwestern United States to attend a large NCAA Division I institution with a 

nationally renowned master^s program ia physical education and athletic training. 
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Although classified as a Master's of Education (M.Ed,) degree, Mark describes the 

program as ahnost exclusively content-based in nature. "Make no mistake, it was an 

athletic training degree," he says. In addition to classroom instruction in advanced 

athletic training courses, students within the program also gained valuable clinical 

experience, as well. While working on his degree, Mark served as the head athletic 

trainer at a local high school. 

After completing his master's degree, Mark returned to the Midwest and took a 

Job in a high school as the head athletic trainer and physical education teacher. Still 

working to gain acceptance into a physical therapy program, Mark worked in the clinical 

and classroom settings of the high school for a full year before receiving word of his 

acceptance. He remembers the situation vividly. "I got into PT school on my second 

application and in the mean time my wife and I were married. We came back from our 

honeymoon and my letter of acceptance was in the mail so I quit my job in [the Midwest] 

and she quit hers and we moved." After moving, Mark worked hard in the l2-monih 

program and also volunteered his services at the school as an athletic trainer. Following 

graduation, Mark's Job hunt began again. 

Hiitially, Mark was offered a position at a high school back home just 25 miles 

from his wife's hometown. However, having only been married for 9 months, the 

adventurous couple decided that settling down so close to their roots so early in their 

marriage was a bit premature, bistead, Mark accepted a position at a moderately sized 

institution on the west coast, a fiiH 2500 miles from home. There, Mark served as the 

head athletic trainer, physical therapist, and assistant professor for five years. 
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Furthennore, it was at this time that Mark began working on his doctorate, "One of the 

stipulations of the job was you had your doctorate or be accepted into a doctoral program 

within 5 years of your employment" With no legitimate opportunities for doctoral study 

available at the school where he was hired^ Mark discovered a newly formed distance-

based Doctor of Education program offered by a school three states away. "They had a 

program there where three of our football coaches, a basketball coach and a swimming 

coach were all going to pursue this Ed.D. at [doctoral school]. It was called a 'summer 

intern doctoral program,'" he remembers. "So there was a study group building in our 

town and we went to [the doctoral school city] during the summertime and during the 

academic year they brought faculty to our campus," he says. In the same way that Mark 

could be considered a pioneer for pursuing a doctorate as an athletic trainer, the distance-

learning based program was a pioneer. It allowed Mark to pursue his doctorate &om a 

distance while working fiill time, ultimately allowing him to graduate with an EdJD. in 

1978. However, similar to his master's degree, despite its designation as an education 

doctorate, Mark says that the courses in the doctoral program did not address pedagogy 

or curriculum. "They were mostly teacher evaluation-type classes, more administraiive 

classes," he declares. 

Mark thoroughly enjoyed his new position. He was doing what he loved to do and 

also teaching others how to do it all at the same time. In addition to his job at the 

universiQr, he also took advantage of the opportunity to work summers with a nearby 

NFL football franchise. In fact, the NFL training staff was so impressed with his work 

that they offered him an assistant athletic trainer position following his second internship. 
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"I got offered the assistant Job with the [team] at $2000 less a year than I was making 

already," he remembers. "With no benefits, we had our first baby, and I'm thinking...this 

is the big time?" Instead, Mark decided that the job he already had was the one he wanted 

and he was content to stay. 

Had it not been for some untimely state legislation that essentially froze all state 

employee salaries at dieir current levels for at least five years, he admits that he and his 

family might still be there today. The legislation prompted Mark to again start looking for 

work elsewhere. Due to his educational qualifications and substantial experience record, 

a number of academic suitors were willing to offer him employment almost inmiediately. 

Mark and his wife had proven to themselves that they could succeed elsewhere. This 

allowed them to return closer to home without any second thoughts or regrets. "I was 

basically recruited for this position," he says proudly. "At that time we dropped 

everything out there, and having two babies, it was going to be 75 miles from 

home/home, a temperate climate [on the west coast] vs. the climate in [the Midwest], but 

we have been able to meet or exceed our expectations here," he says with a nod. 

Mark feels that he was prepared to teach when he first entered the college 

classroom. 'T had no problem, there again I bad my pedagogy degree, and I had taught 

high school for a year before I went to PT school. I had no problem with that," he notes. 

He feels that such experience and training helped prepare him for the challenges of 

faculty life within higher education. However, while most within the field tend to assume 

that the Doctor of Education degree is designed to improve classroom practice, Mark 

points out that his particular program was geared more towards administrators than 
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teachers. For this reason, he feels that while helpful professionally; his terminal degree 

did not change the way he teaches to any considerable degree. This is particularly 

important because Marie took the classes while teaching full time. 

As a tenured faculty member, Mark does not feel that he is pressured ia any way 

to change the way he teaches by his admim'stration. Instead, he feels that he is largely left 

to his owa ways because he has been recognized each year for his service to the 

institution. "I've gotten an excellence award every year or every semester I've been here 

and I think it is because I don't bullshit the students," he declares. However, even though 

Mark does not feel pressured to change, opportunities to encourage quality teaching do 

exist on his campus. Professional development workshops focused on improving 

instructional practice are offered to faculty members and Mark has attended one 

workshop every year. The annual programs have included such topics as active learning, 

diversity and individualized education, learning teams, and web page design. When asked 

if he feels those programs are worthwhQe, Mark describes them as helpfiil in giving him 

ideas for group projects and refining his clinical education model, but otherwise of 

limited utility. Although the effects of the program are admittedly not as far-reaching as 

one might hope, the fact that Mark's institution is at least providing some training sets it 

apart from the schools of the other participants discussed ia this investigation. 

Self-described as an individual who is dedicated to athletic training, Mark is 

confident and comfortable with the way he teaches. Such comfort is understandable given 

his education and 30 years of teaching experience. His only concerns regarding the way 

he teaches involve switching his lessons over to PowerPoint and taking advantage of new 



145 

technologies that he feels his students should be familfar with prior to leaving the 

program. While content with methodological issues, Mark does report that other matters 

concerning his position require attention. He has also grown somewhat frustrated because 

his institution provides no laboratory space in which to conduct his research. He also 

feels burdened by the large amount of administrative duties required of the curriculum 

director position he holds. Lastly, Mark senses a disconnect between his portion of the 

athletic training education program and the clinical component administered by the 

clinical athletic trainers employed by the university's department of intercollegiate 

athletics. Despite these concerns, Mark feels that he has succeeded in developing an 

effective educational program and he is pleased with the level of success he has 

wimessed in its graduates. That attitude is important in helping to describe how Mark's 

beUefs about teaching have interacted with the manner in which he teaches. 

Mark's Espoused Beliefs About Teaching 

Mark represents the only terminally degreed teacher to participate in this 

investigation. Additionally, Mark has over 30 years of experience teaching, 29 of which 

have been within the athletic training education classroom exclusively. Mark's unique 

experience includes building the program he now oversees firom the ground up. Mark's 

unique background and extensive experience provide an. insightful lens through which to 

view his espoused beliefs about teaching. 

Di an ideal setting, Mark says that he would base his decision of what to teach and 

what not to teach on the basic knowledge required for the profession of athletic training. 
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Mark feels that that knowledge base has been thoroughly established through the 

development of the athletic training education competencies. "It is dictated as to what 

you can and can't teach," he notes. Additionally, he is confident that the program he has 

developed adequately addresses those requirements. 'To the best of my knowledge, we 

have tried to put together all of those 331 competencies in a package of sequenced 

courses to make sure that students are taught and progress from one level to the next," he 

adds. 

Emphasizing the words ideal setting, Mark provides a slightly altered response. 

"Any kind of profession has to have some basic kind of knowledge base to be a 

profession," he contends. For Mark, this knowledge base includes first aid and CPR, 

anatomy, basic sciences, and human body systems. When asked how he decides what 

should be included or excluded in this "basic knowledge base" core of courses, he 

responds, "I guess in my own literature search and review, I have found some things that 

I think are very important for our students to know." He elaborates further, "In our 

program, we do a lot of soft tissue healing very early in the program because it is 

important for our students to be able to recognize the signs of inflanunation and the 

process that goes on." Mark fiuther supports his position by affirming that the program 

was a pioneer in promoting the concept of soft tissue healing, having included it in the 

curriculum coursework since 1979. 

Mark's beliefs concerning what to teach and what not to teach are most aptly 

categorized as traditional in nature. The traditional belief schema is characterized by a 

strict adherence to the established curriculum. For public school teachers, this oftea takes 
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the form of state, local, and/or district standards specific to each subject area. For Mark, 

these standards take the form of the NATABOC athletic training educational 

proficiencies and athletic training climcal competencies. Even when offered with an ideal 

situation in which Mark is not obligated or bound to comply with those standards, he is 

still hesitant to stray far from the curriculum that they mandate. However, Mark does 

reveal at least a tendency toward the instructive belief construct when he speaks of some 

additions he has made to the curriculum. The instructive belief schema is characterized 

by the teacher adding or removing concepts or ideas from he curriculum based upon a 

personal evaluation student needs. Although Mark's conunents concerning his decision to 

add soft tissue healing as a component of the curriculum are somewhat reflective of 

instructive beliefs, his repeated mention of adherence to the established standards and the 

mandated curriculum support the codification of his beliefs as traditional. 

Mark's reliance on the established standards likely stems from at least two 

sources. First, as an estabh'shed athletic training educator, Mark has witnessed the athleuc 

training educational proficiencies and athletic training clinical competencies grow 

tremendously during his career. What initially started as general guidelines around which 

to structure a program have transformed over the years into a prescripdve, comprehensive 

curriculum that can accommodate relatively little structural change. This is due in part to 

the sheer magnitude of the proficiencies and competencies. In order to adequately address 

all aspects of the proficiencies and competencies, a large proportion of the undergraduate 

athletic training education program is composed of required courses. More specifically, 

the content within each of those required courses is also mandated to a large extent by the 



148 

proficiencies and competencies. Given his experience, Mark likely finds it difficult to 

imagine this hypothetical "ideal situation" in which he is not bound by the proficiencies 

and competencies simply because he has been bound by them for so long. 

Additionally, Mark's position as curriculum director likely influences his view, as 

welU As the founding curriculum director at the institution where he still works currently, 

part of Mark's Job during his tenure has been to ensure that the program meets at least the 

minimum standards to retain its accredited status. In practice, this responsibiliQ' includes 

evaluating the curriculum both macroscopically and microscopically in order to ensure 

that each of the proficiencies and competencies is addressed somewhere within the 

program. Unlike athletic training educators such as Brian who are not responsible for 

ensuring such compliance, Mark is charged with providing his smdents with a global 

program in which needs are addressed specifically within each course. As such, Mark's 

espoused focus on the proficiencies and competencies is understandable. 

Once Mark has made a decision concerning what to teach and what not to teach, 

he says that he decides when to move fhjm one concept to the next '\..when students 

have command of the current topic." This command of the current topic is not typically 

formally assessed until und-of-unit or end-of-semester examinations. In fact, Mark admits 

that his ability to determine when to move on in class was somewhat easier when he was 

working in the field. He believes that this is due to the fact that he had more opportunities 

for ̂ 'teachable moments" or "critical incidents'' while working with collegiate athletes. 

"In the clinical setting, you're exposed to theerhythema, the response of the soft tissue 

repair, or whatever is going on as far as pain management,"^ he says. Instead, today Mark 
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works ia the tehabilitatioa education ceater, where he and his staff may see as maay as 

120 procedures a day; however, his rote is somewhat differeat thaa it was while he was 

workiag ia the field. "We do Orthotroa and Cybex type testiag aod diose type of things, 

so the students are exposed to that as well," he reports. 

Whea prompted to elaborate a bit more on how he determines if students have 

"command of the current topic," Mark pauses briefly. "Basically we cover it then I move 

on," he says. "I assume when they don't ask questions in the clinic and they go on ahead 

up the [rehabilitation] progression, they are ready to move on." Mark says diat he feels 

that the absence of student questionmg is a key indicator that he relies heavily upon. 

Similarly, Mark also depends on the amount of supervision the students require when 

they are working in the rehabilitation clinic as a guide. "If they don't ask for supervision, 

then you pretty well know that they have a grasp of what you want them to do and not 

want them to do," he says. 

Such espoused beliefs are consistent with the traditional teacher belief construct. 

Mark's focus on his ability to provide students with "teachable moments" provides a 

critical insight into this codification. Within the traditional teacher belief construct, the 

teacher determines the appropriate time to move from one concept to the next based upon 

the notion of coverage. In other words, once the teacher has addressed the material either 

in lecture or in some type of experimentation or laboratory activity, he or she then moves 

to the next concept. The critical distinction between traditional and instructive beliefs is 

that the teacher with espoused instructive beliefs bases that decision on a personal feeling 

of whether or not the students are ready to move on. Furthermore, if die instructive belief 
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driven instructor's assessment of mastery indicates that students are not ready to move 

on, then the instructional agenda is typically altered in order to adequately address the 

information and subsequently improve the level of student mastery. 

At the same time, the traditional belief schema makes no such accommodations or 

provisions. Simply put, once the material has been covered formally in some way, it is 

time to proceed to the next topic. The teacher may assess student mastery either formally 

or informally; however, such assessments do not impact the instructional agenda. In 

Mark's case, he notes that he does not usually rely on student questions or other 

feedback. Instead, Mark points out that when students stop posing questions or requesting 

climcal supervision, he is confident that they have become comfortable with the 

information. Without further elaboration, the precise purpose of those assessments 

remains somewhat unclear. Perhaps Mark uses the lack of feedback to affirm the amount 

of time he has allotted based upon his experience within the classroom. However, Mark 

seems to indicate that his course agenda, now somewhat more stable since he left the 

traditional clinical athletic training setting, is relatively well established. As such, he 

tends to move fiom one concept to another within that agenda based primarily on time as 

determined by his experience. 

Mark describes his role as a teacher as that of a mentor, facilitator, challenger, and 

deliverer of knowledge. From his comments, Mark's role as the program director of the 

athletic training education program is somewhat evident. Mark consistently links bis 

duties as program director in with his role as a^ teacher when discussing how he sees his 

teaching. 
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'T ve set our program up so that by the time they get to me, they're juniors and 

they've had everything you can fathom about anatomy and injury mechanisms," he says. 

In addition to the three required clinical classes in which his smdents gain university 

credit while working as student athletic trainers and gaining valuable experience working 

in the university's athletics department, Mark's junior level students have also taken 

courses in first aid, therapeutic exercise, fiindamentals of soft tissue healing, injuries in 

sport, and athletic training administration. "By the time they get to me, we're trying to 

put it all together," he says, Mark's course serves as a capstone to concurretidy try to 

synthesize the coursework his students have completed while also preparing them to take 

the NATABOC certification examination. 

Mark feels that he is a facilitator because he exposes his students to opportunities 

to leam. In practice, this exposure takes the shape of PowerPoint presentations of 

anatomy reviews replete with photos and diagrams fn)m prominent anatomy textbooks. 

Additionally, Mark incorporates clinical impressions questions in which he leads the 

students through injury scenarios and they try to determine the correct assessment based 

on the provided information. Mark also feels that it is important for him to synthesize the 

material by preparing a study guide for bis students. "Sometimes I think they are 

overloaded with information...they have their books, handouts, and web-based stuff, 

too," he says. "I have a study guide that I developed that I think helps them a great deal." 

In this way, Mark feels confident that he is serving as a facilitator to his students by 

helping them synthesize the content in a meaningfiil way. 
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Mark's espoused beliefs are representative of the instructive teacher belief 

construct. Teachers who espouse this belief schema typically view their role as instructor 

as one requiring a focus on providing experiences. Additionally, these individuals also 

tend to make decisions according to their own perceptions regarding student needs. For 

instance, Mark's utilization of a prepared study guide could be considered representative 

of his perceived student need for some document that summarily synthesizes the global 

content of the athletic training education program. Additionally, Mark's adherence to this 

belief in his role as teacher is also evident on a larger scale as demonstrated in his role as 

program director. Mark teaches a capstone course that he has developed and included in 

the formal curriculum to "bring the program together" for his students. 

Mark also claims to be a "deliverer of knowledge." This description is consistent 

with die beliefs of the traditional belief construct. However, Mark's dialogue indicates 

that he believes that is only a part of his role as a teacher. Instead, he continually 

describes other roles he feels are adequate descriptors that are telling of a slighdy less 

teacher focused perspective. For instance, Mark considers the needs of his students when 

he prepares review sessions using PowerPoint. Simply using PowerPoint alone to add a 

professional, polished look to the sessions would be more representative of traditional 

beliefs. However, Mark consciously considers what he feels bis students need to review 

as he prepares the sessions. Such a distinction is critical and serves to differentiate 

Mark's instructive beliefs firom traditional beliefs. 

However, despite his concern for what he feels his students need to know or 

should review, Mark is not codified as possessing either transitional or constructivist 
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beliefs because he does not use specific feedback or input firom the students themselves 

to inform his decisions. Instead^ Made relies on his considerable experience as well as his 

familiarity with the standards within his profession when he formulates his lessons. As 

such, he avoids assuming a more collaborative role with his students and maintains the 

traditional teacher/student balance of power. Furthermore, such actions are likely further 

reinforced by his role as program director. Mark seems to have some hesitancy to dissect 

his role as program director away and discuss his perceived role as teacher individually. 

Although not representative of transitional orconstractive beliefs, Mark's beliefs about 

his role as teacher are consistent with the qualities inherent in the instructive category of 

teacher beliefs. 

Much like Brian, Mark discusses a trend he has wimessed in athletic training 

education regarding teaching by individuals not formally trained to teach. He often turns 

his graduate courses over to the students themselves to teach while he serves as a 

participant in the class. Although Mark does not do this at the undergraduate level, his 

comments concerning this practice seem particularly insightful and telling of his beliefs. 

When asked if the graduate students who teach portions of their own classes receive any 

feedback regarding their pedagogical skills, Mark replies, "I guess 1 am crawling back to 

that old assumption that once you are certified, you are credentialed enough to teach." 

Mark is quick to point out that each of his graduate students, as formal graduate 

appointees at the institution, are required to attend a week-long workshop before being 

allowed to teach or serve as a teaching assistant oa campus. However, h& remains 

unaware of the exact nature of the workshop and has no input regarding its structure or 
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content. Although Mark: does not specifically teach his students to teach directly, he 

feels that they are still learning about teaching &om him, anyway. "I do not do any 

pedagogical things," he says. By this, Mark admits that the focus of his courses is always 

on acquiring content knowledge and not necessarily on developing skills or competence 

in order to teach that content knowledge to others. "I hope that I am some kind of a 

model for students in my class, though," 

Mark feels that his students learn best by working in groups and repeating things. 

"I don't think you see a lot of athletic training students who are individual learners," he 

says. However, Mark also feels that his students enrich their group learmng when they 

come to class prepared. This typically involves reading the assigned, articles or texts and 

studying prior to coming to class. "I think they work better in small groups. They can 

listen better," he says, hi Mark's classroom, each student picks one student who serves as 

their partner for the duration of the class. 

Despite his contention that his students learn best in groups, it is Mark's espoused 

belief that students learn by repeating things that is most important. Mark feels that the 

redundancies he has built into the program are important to help his students learn. In 

addition to required textbooks and readings, Mark's students are provided with study 

guides that he has prepared. Additionally, he provides lecture notes as well as other 

teaching materials on the program website for students to access and print. All these 

techniques serve to further support Mark's belief that his students learn through 

repetition. 



155 

The belief in learning through repetition is reflective of the traditional teacher 

belief constructs This category involves an espoused belief that essentially states that 

students leam best fi:om the teacher. Quite obviously focused on the behaviors and 

actions of the teacher, the traditional category posits that the learning of the student is 

almost entirely dependent upon the actions of the teacher. These actions may include 

drills, repetitive problem solving, and concise, coherent classroom lecture. Presumably, if 

the students do what the teacher requires, they will leam. This belief is demonstrated in 

Mark's discussion of repetition. Although the students work in pairs or triads, the focus is 

placed on going over content multiple times. Such beliefs are consistent with the 

characteristics of the traditional category of teacher beliefs. 

Mark's beliefs about how students leam best are consistent with his beliefs about 

his own personal learning. Mark believes he has learned something when he is able to 

repeat it. "I know I have learned something when I can repeat it without reviewing 

[reference] materials," he says. Mark recalls an example from his athletic training 

practice. "I took a [continuing edacation] course about the McConnell patello-femoral 

dysfunction technique as well as the sacro-iliac dysfunction course," he remembers. "It 

was something that was presented [to me] that I could repeat the next week," he says. "In 

that respect, I guess I leamed it." 

Unlike his beliefs about how his students leam best through repetidon, Mark only 

took the course once but was able to repeat it later. However, such a discrepancy is not 

indicative of a disconnect between his perception of his students' learning and that of his 

own. histead, it is merely a reflection of the fact that Mark thought the course was well 
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taught. "It was an excellent course," he says with a nod. Such comments are indicative 

of Mark's consistent teacher focused beliefs. He feels that he was able to repeat the 

concepts he learned in the course as a demonstration of his learning because the teachers 

of the course presented the information satisfactorily enough that repetition was 

unnecessary. As such, Mark fiirther supports his tendency to espouse traditional, teacher 

focused beliefs. 

Mark believes that he knows when his students understand when they are able to 

perform well on the examinations he uses in class. In particular, Mark feels that the oral 

practical examinations he administers are particularly telling indicators of student 

understanding. "We give them an oral midterm and an oral final," he says. "That's the 

umqueness of athletic training...tbe students have to be able to demonstrate that they can 

do things, not just that they know facts." Typically, the oral practical examinations 

require the students to demonstrate a treatment or an evaluation technique that Mark has 

demonstrated in class. 

Mark is also quick to point out that sometimes his students are likely not ready to 

assume the clinical instruction or responsibilities that they do early in their training. He 

feels that this may limit the ability of his younger students to understand since they lack 

the coursework that should have provided them with much needed content knowledge. "I 

equate what I want them to know to water and their mind as a bucket," he says. "Do I 

give them the water early in their career while the bucket still has holes m it, or do I wait 

until the bucket will hold water before L start dumpmg it in?'^ Mark says that he wishes 

his program were more like physical therapy or occupational therapy programs that 
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restrict their students from entering the clinic until they have had an adequate amount of 

background instruction. 

Mark's bucket and water analogy paints a vivid picture of his beliefs concerning 

student learning. Although not directly related to the posed question "How do you know 

when your students understand," such a word portrait is clearly reflective of a traditional 

belief schema in which the teacher is responsible for "filling" his or her students with 

information. Additionally, when provided as an example to the posed question, such 

comments prove particularly salient and help situate Mark's additional comments in a 

teacher focused context. 

"I know they understand when they can solve problems based on the NATA 

competencies," he says. In addition, Mark says that he is sometimes able to see students' 

reactions to tell if they understand. "Of course you've got the "Ah Hal Theory" where 

they feel very good about something when they discover it," he adds. However, Mark 

minimizes the importance of such feedback compared to other measures he has available. 

"I think it just comes down to a situation where they have to feel comfortable and do well 

on the oral practical, or an oral test, or a mock practical," he says. "We give them the 

opportunity. If they mess up, they are allowed to try to retrace their steps until they get it 

right and in the process they're given the opportunity to get half the points back," he 

adds. 

Such espoused beliefs are consistent with the instructive belief construct. Unlike 

traditional beliefs, which, suggest that teachers know when students understanding by 

assessing performance with a written exam, by lecturing about the material in class, or 
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repeatedly going over concepts, instructive beliefs dictate that the students are able to 

demonstrate their competency in some way. For Mark, this takes the form of practical 

examinations in which the students are required to demonstrate their knowledge by 

performing skills or techniques. By touching on the affective component of student 

feedback as embodied in his conunent pertaining to the "Ah Hal Theory," Mark 

approaches the transitional teacher belief construct. The transitional belief construct is 

characterized by an emphasis on the student response to the material. Qearly, Mark's 

primary indicator resides in his administration and analysis of hands-on, demonstration-

based testing, thereby making his beliefs best codified as instnictive in nature. 

Mark says he knows when learning is occurring in his classroom when the room 

is noisy. "In my orthopaedic assessment class, of course you want a lot of noise and a lot 

of hands-on type situations," he says. Mark says that the course was structured to help 

students learn because the laboratory component provides them with oppormnities to 

practice and refine the skills that they leam in class. Furthermore, the lab typically 

includes around 12 to 15 students and three graduate teaching assistants serve as teaching 

assistants. "The largest number we've ever had in that class has been 20, so the 

instmction is pretty well one-on-three or one-on-four at any given time," he recalls. Mark 

is confident that the favorable teacher to student ratio helps his students to leam. 

To Mark, noise indicates that students are conversing with other students as well 

as with the graduate assistants in order to talk through the evaluation procedures and 

techniques. This talking is an indicatorof learning because the students are asking 

questions and gaining feedback so that they can improve their skills. When his students 
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are quiet, Mark feels that they probably do not know enough about the particular 

technique of procedure to speak about it. Instead, they sit silently and wait for additional 

information firom the teacher or the graduate assistants. 

Such beliefs are consistent with the transitional teacher belief construct. Mark 

sees the students within the classroom and determines whether or not learning is 

occurring based primarily on his subjective assessment of classroom noise level. Other 

individuals with espoused transitional beliefs cite subjective measures such as the "look" 

in a student's eyes or the level of involvement. Through each of these evaluations, the 

teacher sees the student as an important indicator of the presence of learning. Conversely, 

individuals with more teacher focused beliefs determine when teaming is occurring by 

posing formal assessments at the end of units, essentially minimizing the role of the 

student in evaluation during learning. By emphasizing a reUance on noise level and 

student interactions, Mark's beliefs are consistent with the transitional belief construct. 

Mark feels that he maximizes student understanding by using a number of 

different resources and making them available to his students. "I use a study guide, a 

textbook, and we have this stuff available on the web," he says. "We probably give them 

too much information," he says with a chuckle. Mark tends to view his role in 

maximizing student learning to be focused on providing students with a structured 

learning environment This is demonstrated on a small scale through the provision of 

information and on a large scale through the overall design of the program. Mark feels 

that in many cases, this structured learmng environment is mandated by the Joint Review 

Committee for Athletic Training (JRC-AT), the accrediting body for athledc training 
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education programs. "With the new standards, you do have that sophomore. Junior, and 

senior level student, whereas before you didn't," he says. "They are supposed to show 

progression and learning across time," he adds. Mark does not disagree with the spirit of 

the new standards. Instead, Mark embraces them and uses their structure to help develop 

his evolving curriculum and indirectly maximize student understanding. 

Mark's espoused beliefs concerning maximizing student understanding are 

reflective of the traditional teacher belief construct. Characterized by a commitment to 

providing a well-designed, coherent, and comprehensive course or curriculum, the 

traditional belief construct places most all of the responsibility on the teacher, ft is the 

teacher's duty to carefully plan well-structured lessons, or prepare a study guide. 

According to this belief schema^ if the teacher does an adequate Job preparing to teach, 

then the students' understanding will be maximized. By insisting on structure and 
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providing muldpie resources for students to utilize, Mark's comments are representative 

of the traditional belief schema. 

Collectively, Mark's espoused beliefs about teaching as determined by the written 

TPPl questionnaire and the telephone TPPI survey were most often coded within the 

traditional category with two responses being coded as instructive and one response 

coded as transitional. Furthermore, none of Mark's responses were coded as either early 

or experienced constructivist. Figure 4 J represents a composite depiction of the coding 

of Mark's espoused beliefs about teaching. 

Mark's Teaching Stvle in the Qassroom 

Mark's classroom practice was evaluated by viewing videotape that he submitted 

for review. Both the principal investigator and the research assistant viewed the tape and 

took thorough field notes. Specifically, the time elapsed was recorded along with brief 

descriptors of action on the part of the teacher and students where applicable. After 

viewing the videotape initially, both the principal investigator and the research assistant 

completed a Reformed Teaching Observation Protocol for Mark's demonstrated 

classroom practice. Table 4.3 represents the mean scores by coding category for Mark's 

demonstrated classroom practice. Field notes were transcribed and later subjected to 

qualitative data analysis. Utilizing grounded theory, emergent categories were developed 

and participant behavior was then coded into representative categories. 

Overall, Mark's lessons demonstrated a significant commitment to traditional 

instruction. Unfortunately, the videotape provided recorded only Mark's actions for the 
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Table 4.3 

RTOP Coding Breakdown- Mark 

Category Coded Possible 

Mean Score Score 

Lesson Design and Implementation 0.5 20 

Content: Propositional (Cnowledge 7 20 

Content: Procedural Knowledge 0 20 

Qassroom Culture: Conununicative Interactions 1 20 

Classroom Culture: Student/Teacher Relationships gj 20 

Total: 9 100 

entire lesson. As a result, student interactions with one another and Mark as well as their 

behaviors in class were not observable. Nevertheless, Mark assumed his position at the 

front of the class and never changed his position. Periodically, Mark's students posed 

questions. Mark frequently answered those abruptly Just before moving on to the next 

point. Furthermore, Mark sporadically posed questions to ensure student understanding; 

however, he frequently demonstrated negligible wait time and occasionally did not even 

look at the students after he had posed the question to make sure that diey were ready to 

proceed. A majori^ of time spent in class was devoted to Mark's discussion of the day's 

topic. Mark bad developed each lesson and included only topics he felt were important 

for the class to know. No modes of investigatioa were presented in his classroom. 

Instead, Mark presented material and students were expected to copy that material into 
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their aotes. As such, formal instmctioD was the only substantial teaching method 

employed, with no opportunities provided for student exploration either before or after 

formal presentation. For these reasons, Mark's lesson design and implementation were 

considered not indicative of reformed practice. Furthermore, relative to Christi and Brian,^ 

Marie's lesson design and implementation practices were considered the least reflective of 

reformed practice. 

Marie demonstrated some competency of the content he taught in class. Liice 

Brian, all of Marie's observed lessons were prepared and presented using Microsoft 

PowerPoint. Marie utilized a printout of the presentation as a guide during instruction and 

also distributed copies of the presentation to students before beginning his lesson. He 

seemed to sometimes struggle with the content and periodically asiced members of the 

class who had personal experience with the material for clarification. Marie's lessons 

included a brief discussion of the fundamental concepts of the topic prior before 

progressing into more advanced ienowledge. Mark provided few connections to other 

related material and typically offered few practical examples during discussion. Again 

similar to Brian, Mark's demonstrated level of reform within the construct of 

propositional ienowledge was considered far greater than any other coded category within 

the RTOP instrument. 

Although student roles were never made explicit, the students seemed to 

recognize their roles within the classroom. Again limited by the videotape provided, this 

observation is based in the fact that students rarely asieed questions while Mark was 

speaking and never audibly commented either favorably or unfavorably about the lesson. 
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Students never moved from their position off camera to a position on camera. 

Presumably, students never moved from their off-camera positions, either. It is important 

to note that student dialogue, when present, was clearly audible on the videotape. This 

fact is important because it allowed the evaluators to assume that if students were 

speaking, their words would have been heard. Students were never heard making 

predictions or hypotheses concerning the content. Much like Brian's classroom, student 

engagement was assessed according to die amount of dialogue overheard as well as the 

level of questioning posited. Students were neither encouraged nor given the opportunity 

to think and reflect about what they had heard. Reformed practice with respect to 

procedural knowledge was considered by both coders to be entirely absent and not 

demonstrated to any degree. As a result, the procedural knowledge category score on the 

RTOP for Mark's practice produced a mean of 0. 

Students were never provided with the opportunity to conununicate with one 

anotherduring class. Mark neverexplicidy forbade such interactions; however, students 

were silent at all times except to pose a question to the instructor or to answer a quesdon 

he posed concerning the content Both student and instructor conmiunications were most 

often limited to clarification of a particular topic under discussion or a question 

concemtng a personal experience. Posed questions were always addressed to the 

instructor; however, they were asked audibly so that each member of class could 

understand. Quesdons were posed by students and answered by the teacher but rarely 

used to divert the lesson from its intended course. CoUectlvely, Mark^s instrucdonal 

practice demonstrated a low level of reform through communicative interactions. As a 
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result, the communicative interactions category of the RTOP for Mark's teaching 

produced a mean score of L 

Mark's instructional style usually precluded participation during class and student 

participation was not a factor guiding or influencing instnicdon. Mark demonstrated the 

shortest wait time of any of the three participants and sometimes did not even look up 

from the computer screen and out toward the students after posing a question. 

Oftentimes, Mark would answer his posed questions himself before allowing or eliciting 

a student response. Students in the class are quite aptly characterized as listeners rather 

than speakers. At the same time, Mark is most aptly characterized as not just a speaker 

but rather the speaker and rarely if ever functions as a listener. Mark's level of 

demonstrated reformed practice with respect to smdent/teacher relationships construct of 

the RTOP instrument was very tow and resulted in a coded mean of 0 J. 

Mark tended to initiate the instructional session with traditional instruction. With 

litde fanfare or introduction, Mark went immediately to the presentation. Mark spent 

minimal time during instnicdon addressing administrative concerns, but periodically he 

would make aimouncements to the class concerning functions or activities occurring 

outside of class. The two data recorders recorded the total time coded as administrative 

and produced a mean of I minute during the SO-minute class period. During this time, 

students were silent while Mark spoke. Unfortunately, as discussed previously, smdent 

behavior was not direcdy observable. 

Unlike Brian, Mark utilized questioning infrequently during instraction. 

Producing a mean total time engaged in interaction classroom behavior of three minutes 
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during the 50-minute class period, such interactions occurred bi-directionally. That is, 

students sometimes posed questions to the teacher and the teacher sometimes posed 

questions to the students. 

By far, Mark spent the majority of time in class demonstrating traditional 

classroom behaviors. Eliciting a mean total time of 45 of a possible 50 minutes, such 

behavior consumed 90% of classroom instructional time on average. Again like Brian, 

Mark utilized a laptop computer and an LCD projector to display his presentations to the 

class and discussed the points of the lesson sequentially. Mark periodically referred to his 

printout of the presentation during instruction, but he also sometimes used the computer 

monitor to prompt his discussion. Mark never used a chalkboard or dry erase board and 

never distributed materials other than the presentation outline to help clarify his points. 

Although he did incorporate some digital images into the presentation to add interest, 

Mark admits that the images likely did tittle to impact student learning in any meaningfiil 

way. While Mark spoke, students were silent and only spoke between slides white Mark 

was silendy considering what to say for the next slide. 

Lastly, only one minute was left unaccounted for following data coding. That 

remaining minute was classified as other. As discussed previously, the "other" category 

was coded both formally and informally for all participants. However, the mean sum total 

of all coded classroom practice was 49 minutes, thus leaving that one minute of 

instructional time unaccounted for. That one minute was assigned to the "other" category 

and included in the data representation included in Figure 4.6. 
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As an example of his classroom practice, Mark taught a lesson concerning athletic 

training education programs in his institutions member athletic conference. The lesson 

analyzed the formal curricula at each school, the admission standards, and the clinical 

progression employed. Mark started the lesson by handing out copies of the presentation 

he was about to give. Following their distribution, he began his lecture. He occasionally 

posed general questions to the class such as "what does this mean" or "what good is that" 

and then proceeded to answer his own posed question. During instruction, he addressed 

some fundamental information and attempted to link the material by comparing programs 

to one another. Periodically, Mark would ask selected students to verify his information. 

These students had recently presented the same information previously and Mark used 

them as a resource to confirm his data. During this particular lesson, Mark spent 17 

minutes discussing three slides in his presentation. Within that time, instruction consisted 
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of Mark reading the large amount of text contained on the slide aloud to the class while 

following his position on the slide along using a laser pointer. Mark never moved from 

his position behind the fixed lectern but typically maintained adequate eye contact with 

the audience situated just behind the video camera. Once Mark had finished discussing or 

reading all slides^ the lesson was concluded, 

Mark's Level of Congruence Between Belief and Practice 

Mark's beliefs as elicited by a written TPPI questionnaire, a telephone TPPI 

interview, a Participant Data/Demographic sheet, and a stimulated recaU session indicate 

that his beliefs are most often situated on the teacher focused end of the teacher belief 

continuum. A majority of Mark's responses were coded as traditional in nature, with 

others coded as instructive and only one considered transitional. Such espoused beliefs 

indicate that Mark typically is very focused on the standards, the textbook, and the 

lessons he prepares regardless of student needs or desires. Such espoused beliefs indicate 

that Mark views his role as that of an information provider or a trained expert who 

disoibutes facts through traditional lecturing and teaching. 

Mark's demonstrated classroom practice indicates that he spends nearly all his 

time in class teaching traditionally and lecturing. No other instructional approaches were 

observed in his classroom other than periodic question and answer exchanges between 

himself and usually one student. Accordingly, Mark's observed classroom practice is 

most appropriately^ coded as ahnost entirely traditional and teacher focused in nature. 
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Perhaps more than any other participant, Mark's beh'efs appear to be congruent 

with his demonstrated classroom practice. Mark dedicates aknost the entire instructional 

period to traditional instruction. Additionally, with no espoused student focused beliefs, 

Mark also had no observed student focused classroom practices. (lis espoused beliefs 

reflect a polarized belief schema that is relatively well represented in the profile of his 

observed classroom practice. 

Conclusion 

Mark's beliefs and practices were both consistently coded as traditional in nature. 

Given Mark's status as the only participant with an earned doctorate and the doctorate 

was directly related to education, such findings were unexpected. However, despite the 

orientation of Mark's beliefs and practices with regard to teacher focused or student 

focused methodologies, the finding that Mark's beliefs and practices are congruent is 

particularly salient. By thoroughly investigating Mark's espoused beliefs as well as his 

current classroom practices, this congruence emerges indicating a polarized teacher 

focused approach to both belief and practice. Similar to the cases of Christ! and Brian, 

Mark's case further serves to support the notion that beliefs and practices do interact in 

important and consequential ways. 

Cross Case Analysis 

The presented cases of the three athletic training educators who participated in 

this investigation were assembled in order to determine the beliefs about teaching, the 
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demonstrated classroom practices, and the level of congruence between beliefs and 

practice for each individual. AJEter analyzing each participant's verbal and written 

responses to instruments developed to elicit teaching beliefs, observing videotaped 

examples of each participant operate within his or her own classroom, and synthesizing 

composite case studies for each^ participant, the next step in the data analysis process 

involves comparing the case to one another. The cross case analysis allows recurrent 

themes embedded within the data to emerge. More specifically, patterns of thought or 

action concerning the beliefs and practices of athletic training educators are also 

identi^ed during this process. 

Collective analysis of all three cases revealed three recurrent themes regarding 

bebefs and practices in athletic training educators. First, espoused beliefs and observed 

practices were relatively consistent within each participant That is, participants who 

espoused more teacher focused beliefs tended to teach in a manner that was similarly 

reflective of those beliefs. Next, overall, all three participants demonstrated clear 

tendencies toward more teacher focused beliefs and practices. Although the relative 

degrees of such tendencies varied, no partidpant consistently espoused student focused 

beUefs or demonstrated smdent focused classroom practices. Rnally, ail participants in 

some way discussed or addressed a feeling of limitation in available instructional 

methods directly related to the athletic training content itself. Although the resultant 

effect of such an authentic or perceived limitation remains unclear, all participants felt 

that their classroom practice might be different if they could teach in another domain. By 

addressing these themes individually and supporting each with participant dialogue or 
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observed practice, the cross case analysis seeks to lend critical insight and deeper 

understanding into the interaction between espoused beliefs and observed classroom 

practices in athletic training educators. 

The Relationship of Espoused Beliefs and Observed Practice 

The first recurrent theme that emerged during collective data analysis concerns 

the relationship between espoused teaching beliefs and observed classroom practices in 

the three participants investigated. A consistent positive relationship was demonstrated 

between the relative level of teacher focused and student focused espoused beliefs and 

the relative level teacher focused and student focused demonstrated practices. This 

relationship was demonstrated by first comparing participant profiles concerning the 

relative level of teacher focused and student focused espoused beliefs for each 

participant. Those profiles were then compared in order to situate each participant 

relative to the remaining two participants with respect to the teacher belief continuum. 

Figure 4.7 represents the composite espoused belief coding frequency distributions. This 

information was then compared to the composite demonstrated classroom practice as well 

as the RTOP coded data for the three participants. The relative levels of teacher focused 

beliefs were consistently reflected in the relative amount of classroom instruction 

dedicated to traditional teaching methodologies. Figure 4.S represents the instructional 

time spent within each observed practice coding category by participant Table 4.4 

represents the composite RTOP data. 
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Table 4.4 

RTOP Coding Breakdown-Composite 

Coded Coded Coded 

Mean Mean Mean 

Score- Score- Score-

Category Christi Brian Mark 

Lesson Design and Implementation 3.5 0 0.5 

Content: Propositional Knowledge 5.5 14 7 

Content: Procedural Knowledge 2 1.5 0 

Classroom Culture: Conununicative Interactions 5 1.5 I 

Classroom Culture: Student/Teacher Relationships 15 3 05 

Total: 213 20 9 

Mark's beliefs were considered most representative of a polarized teacher focused 

belief schema. Four of Mark's sevea responses to writtea and interview TPPE questions 

were coded as traditional in nature. Furthermore, two were coded as transitional and none 

were coded as student focused within either the early constructivist or experienced 

constructivist categories. Mark's beliefs are reflected ia the analysis of his classroom 

practice. On average, Mark spent 45 out of 50 minutes during classroom instructioa 

demonstrating practice considered traditional in nature. Additionally, no portion Mark's 
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demonstrated classroom practice was considered constructivist in approach. Relative to 

Christi and Brian, Mark consistently espoused both the most teacher centered beliefs and 

the most teacher focused practices. 

At the same time, this consistency was also noted in the other cases, as well. 

Brian's espoused beliefs were considered to be situated between those of Christi and 

Mark with respect to the teacher belief continuum. Brian consistently posited beliefs 

coded as instructive in nature. The instructive construct, although still teacher centered, is 

more moderate than the traditional beliefs espoused by Mark. Brian's practice was also 

considered to be teacher focused in nature but still situated between the demonstrated 

practice of Mark and Christi. Similarly, Christi's espoused beliefs were considered to be 

the least teacher focused of the three participants. This moderate belief schema was 

reflected in Christi's practice. Christi's demonstrated instructional methodologies were 

considered the least teacher focused in nature. 

This demonstrates a consistent finding within subjects between beliefs and 

practice. The cases of Christi, Brian, and Mark serve to support the notion that beliefs and 

practice interact and may serve to influence one another. At the same time, the orientation 

of those beliefs and practices, although largely congruent, also represents a salient finding 

of this work. 

The Teacher Focused Tendencies of Beliefs and Practices 

111 addition to the consistent findings within subjects concerning congruent beliefs 

and practices, another pattern was discovered between subjects. Each participant revealed 
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consistent beliefs and practices that were ail considered teacher focused in nature. 

Although this teacher focused nature is quite obviously demonstrated in varying degrees 

between participants, it is clearly represented within both the teacher belief as well as the 

classroom practice data. 

All three participants demonstrated varying degrees of teacher focused beliefs. As 

indicated in Figure 4.7, when viewed collectively, most responses were focused around 

the instructive teacher belief category. Although two responses were coded as early 

constructivist, those two responses represent only 9.5% of all responses. In contrast, 

66.7% of responses were codified as teacher focused in nature. Based on this data, a 

majority of espoused beliefs were coded as teacher focused. 

At the same time, demonstrated classroom practice was similarly reflective of a 

tendency toward teacher focused instruction. Table 4.4 indicates that no participant was 

coded over 21.5 of a possible 100 on the RTOP. The RTOP measures how reflective a 

particular teacher's practice is of reformed or student focused instruction. Although 

absolute scores are not necessarily reflective of any particular methodological orientation, 

relatively low scores are reflective of small amounts of demonstrated student centered 

instruction. Additionally, Figure 4.9 represents the percent of time in class in which 

participants were observed demonstrating practice within each category. The traditional 

category is clearly heavily emphasized by all participants, with only Christi 

demonstrating any other category more frequently. However, task oriented behavior is 

also considered teacher focused in nature. Collectively, 63 percent of total classroom time 

was coded as traditional in nature. Furthermore,, when tasic oriented behavior is also 
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factored in due to its moderate but teacher focused orientation, teacher focused behavior 

accounted for 73.7 percent of total classroom time among all participants. At the same 

time, no classroom behavior was coded as constructivist in nature for any participants. 

Figure 4.10 demonstrates the composite percentage of classroom instruction coded within 

each developed category. This data supports the notion that most espoused beliefs and 

observed classroom practices, while congruent within subjects, were all consistent with 

teacher focused beliefs and practices to varying degrees. Although consistency within 

subjects is important in demonstrating the validity of the instrumentation employed 
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within this investigation, the findings of consistent teacher focused beliefs and practices 

among athletic training educators are important, as well. These findings represent the 

second identified recurrent theme in the data. 

The Limiting Nature of Athletic Training Content Knowledge 

Lastly, one other theme was borne out consistently across cases. Each participant 

consistently posited a feeling of limitation based on the content required in athletic 

training. This limitation, whether real or perceived, could potentially impact classroom 

practices and/or beliefs. Addressing each participant individually, the collective effect of 

such psychological reasoning may be best explicated. 
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Christi bases her curricular decisions on the NATABOC clinical proficiencies 

that she has used to design her program. "I would go to the competencies, clinical 

proficiencies first and use that as my baseline," she says when questioned about how she 

decides what to teach. However, Christi says that in addition to this, the very nature of 

those competencies leads her to teach the way she does. Christi indicates that she feels 

that the competencies dictate not only what to teach but also indirectly prescribe the 

manner in which the information is taught. "If my students don't know the muscles of the 

forearm or whatever, I've got to fix that," she notes. "Because the competencies say they 

have to know that," she adds. For Christi, "fixing" such a situation would most 

frequently involve a combination of traditional and task oriented teacher focused 

instruction. At the same time, she says that if she were teaching overriding concepts 

instead of facts that are sometimes trivial in nature, she might teach a bit differently, 

"rve taught using other methods in the past when I was student teaching and such," she 

recalls. "I'm not practiced enough to do those methods justice now because they didn't fit 

the material I was teaching very well," she concludes. 

This notion is also reflected in Brian's dialogue; however, most likely due to 

differences in education and training between Christi and Brian, Brian's ideas manifest 

differently. The class in which Brian provided videotape of his instruction was an 

Introduction to Athletic Training course that is required of all athletic training students 

and physical education majors at his school. Brian uses a lecture approach because he 

feels that it fits the course best Di order to try to make the lectures more interesting, 

Brian incorporates the use of interaction and quesdoning. "I think things go smoother if 
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there is some interaction," he notes. '*I know when I was in class, the ones that you hate 

the most are the ones where professors would just talk the whole time," he adds. 

Apparently feeling forced into a lecture methodology in the class, Brian employs 

questioning as a last resort effort to keep the students interested. However, Briaa says that 

his evaluation class is much different in design and appearance that the class that he 

provided for the investigation. "It is much more demonstration and experimentation 

oriented," he claims. "It is much more practical and hands-on," he adds. For Brian, he 

feels that some courses are better suited than others to particular instructional strategies. 

However, for the purposes of this investigation, like Christi, Brian feels somewhat 

obligated to teach some courses using traditional methods. 

Lastly, Mark also feels that the nature of athletic training dictates his practice to a 

large extent. Mark bases his decision regarding what to teach almost entirely on what he 

views as the prescriptive standards imposed by the NATABOC. "It's pretty well straight 

forward what you can and can't teach„" he says. "We have tried to put together all of 

those 331 competencies in a packaged sequence of courses," he adds. Although those 

standards only dictate the content required, Mark, much like Christi, feels that they 

indirectly dictate not just what should be taught but also how that information is taught. 

"The classroom courses are pretty straightforward,'* he says. "In the clinical setting, you 

have some teachable moments where the students get to learn in different ways, but ia the 

classroom it is all pretty similar for me," he concludes. While Mark finds the clinical 

setting somewhat liberating due to the availability of teachable moments and the 

unpredictability of the content addressed^ he professes a feeling of limitation in the 
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classroom due to the established standards and curriculum. By highlighting the 

differences between classroom and clinical education, Mark; afGrms the demonstrated 

feelings of Christi and Brian concerning the nature of athletic training education content. 

Summary 

This chapter presents the recurrent themes that were discovered by collectively 

analyzing the gathered data. These themes are critical in gaining a larger perspective of 

the potential implications of this work than can be provided by analyzing specific cases 

independendy. Specifically, the congruence between athletic training educators' beliefs 

about teaching and their classroom practice was discussed. Data that supported this 

concept was presented and pertinent examples were given. This thread was also fortified 

by demonstrating the specific consistencies each participant displayed with regard to 

espoused beliefs and observed practice. Additionally, this chapter discussed the tendency 

of those beliefs and practices to be reflective of teacher focused constructs. This tendency 

was grounded in both the collective teacher belief data as well as classroom practice data. 

Salient examples drawn from the data were incorporated to adequately characterize this 

theme. Lasdy, the limiting nature of athletic training content knowledge as described by 

each of the three participants within this investigation was addressed and discussed. The 

manner in which each participant felt limited by the content of athletic training was 

addressed individually. 
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CHAPTER V 

RESULTS, DISCUSSION, CONCLUSIONS AND IMPUCATIONS 

Introductfon 

The purpose of this investigation was to analyze the interaction between teacher 

beliefs and classroom practices in practicing athletic training educators. Although some 

theoretical as well as empirical literature has been pubUshed regarding the relationship 

between beliefs and practices within elementary and secondary school teachers, no 

published work to date has examined this interaction within fields such as athletic 

training that often utilize content specialists with little or no pedagogical training to serve 

as the primary teachers of the discipline. Additionally, very little research has been 

conducted regarding the predominant classroom practices within post secondary teachers. 

Before implementing the sweeping changes suggested in the education of allied 

healthcare professionals, it is critical to first establish the current nature of classroom 

instruction in those fields (Pew Health Professions Commission, 1995). By analyzing the 

classroom practices of three athletic training educators, this work serves as an important 

first step in characterizing the athletic training education classroom. This work also helps 

lend understanding to the nature of the relationship between beliefs and practices. 

Perhaps more importantly, this work possesses the potential to justify the need forpre-

service teacher training programs for content-specialists such as athletic trainers. At the 

same time, it may also serve to inform the structure, goals, and aims in-service teacher 

training programs and workshops that are developed for this and similar populations. 
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Discussion 

The three research questions developed for this investigation will be addressed 

fully in the following section. Interpretations of the data findings will be presented. 

Potential theory and hypotheses derived fixim each individual question will be discussed. 

Furthermore, alternative interpretations will also be explicated and analyzed. 

Research Question 1: What are the salient beliefs about the nature of teaching and 

learning, the role of the teacher, the role of the learner, and the goals and aims of 

instruction of three athletic training educators who work within CAAHEP-accredited 

athletic training education programs? 

The results of this study indicate that the participants in this investigation espouse 

beliefs that are primarily teacher centered in nature. This data represents a difference 

from other similar works conducted in other fields. For example, the Salish I Project 

indicated that beginning teachers in elementary and secondary school settings tended to 

espouse student focused beliefs (Simmons, et al., 1999). Additionally, Liu, et al. (1998) 

followed up the Salish I Project with the Salish H Project. A smaller scale but similar 

investigation, this work also indicated that teachers tended to profess student focused 

beliefs. Similarly, N(Bspor(1987) also discovered a tendency toward espoused student 

focused beliefs in his Teacher Belief Study. 

This discrepancy is likely due to two primary influences. First, the participants 

investigated in the Salish I Project^ Salish II Project, and the Teacher Belief Study were 

all either current teacher education students or recent graduates &om accredited teacher 
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educatioa pcograim With fonnai and contemporaty education and training concerning 

modem instractional theory and practice, these individuals had likely at least been 

exposed to the concept of student focused beliefs and practices. Additionally, these 

individuals likely had occasion to read current literature discussing the benefits of student 

focused instruction. 

In contrast, the three participants who were involved in this investigation were 

first educated as athletic trainers and later assumed teaching responsibilities. Although 

two of the three participants in this investigation had some formal teacher training, one 

participant, Brian, has no formal training at all, Brian also does not have access to 

professional development teacher training workshops at his school. Additionally, Mark 

has not engaged in formal teacher training other than the annual staff development 

workshops held at his institution in over 25 years. The individual with the least teacher 

focused espoused beliefs, Christi, has the most recent training; however, she graduated 

with her Master's degree in education over a decade ago and does not have access to 

professional development workshops on her campus. 

This lack of contemporary formal teacher training may serve to explain, at least to 

some degree, the discrepancy between the findings of this work and that of similar works 

conducted in other fields. A recurrent concern in similar projects is that of "parroting" 

from the participants (Liu, et al., 1998; Nespor, 1987; Simmons, et al., 1999). That is, the 

investigators express concern that the beliefs posited by participants are not truly 

reflective of the beliefs they hold. Instead, the participants may have tended to provide 

answers that they have beea instructed were "correct" while suppressing or failing to 
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reveal what they believed or held as truth. This notion is supported by the participants' 

repeated use of language and jargon consistent with current literature and reform 

objectives. As current students or recent graduates of teacher training programs, these 

individuals have been exposed to this literature and objectives, bi many instances, these 

participants may have been either explicitly instructed or otherwise encouraged to believe 

that student focused methods were better or more efifective than teacher focused methods. 

This perception of "right" and "wron^' answers concerning beliefs could have 

conceivably led those participants to posit beliefs that were not actually held in order to 

lead investigators to view them more positively (Brockmeyer, 1998). 

This notion is also supported by the findings that those teachers who espoused 

student focused beliefs still tended to demonstrate more teacher focused classroom 

practice. If beliefs truly influence practice as theorized by O'Loughlin (1989), then this 

discrepancy between beliefs and practices is significant. Perhaps the simplest explanation 

for such a discrepancy is that teachers do not want researchers to think negatively of their 

true beliefs, so those participants give answers they were led to believe were more 

"correct" than the answers they might otherwise provide. 

On the other hand, the participants investigated in this work are not familiar with 

contemporary teacher reform literature or modem instructional practice jargon. Brian has 

never read a professional journal or a textbook; about teaching. Mark was taught to teach 

over two decades ago. Qiristi does not regularly read literature relating to anything other 

than athletic training. As a result, these individuals are likely not aware of a perceived or 

an authentic disdain for teacher focused methods or beliefs or the idea that there are 
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"right' and "wron^' answers when asked about their beliefs about teaching. Instead of 

"parroting" a belief that they have read from literanire or been told about but do not 

necessarily hold as truth, the participants in this study most probably reveal their genuine 

beliefs about teaching. 

A second but related influence concerning the discrepant findings of this 

investigation compared to other similar works regarding espoused beliefs about teaching 

stems from the manner in which the participants in this study learned to teach. 

Participants in the Salish I Project, the Salish II Project, and the Teacher Belief Suidy 

were all formally instructed how to teach. Additionally, this instruction was relatively 

contemporary and reflective of modem theory. This explicit instruction, which may have 

led to "panoting," may alternatively have led to genuine change in the beliefs of the 

participants. In other words, the observed discrepancy between beliefs and practices 

within that population may have been a result of altered beliefs with no accompanying 

change in practices. 

At the same time, the participants in this investigation were either never formally 

instructed to teach or they were instructed to teach at a time when teacher training 

research and theory was in its more formative stages. Brian says that since he has only 

been formally educated as an athletic trainer, he had to learn to teach on the job. Drawing 

upon his perceptions of teachers he developed as a smdent as well notions he has about as 

his parents and siblings who also aHhappea to be teachers, Brian has employed his 

apprenticeship of observation to help shape his beliefs about what his teaching should 

entail (Lortie, 1973). Similarly, Mark: indicates that he does no formal pedagogical 
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training with his graduate students even thougli he requires them to sometimes teach 

portions of his undergraduate classes. He expects his students to already know how to 

teach because he believes that he provides an excellent example for them to follow. 

Christi discusses similar beliefs during her interview, as well. Consistently, all three 

participants discuss the implicit skill of teaching. Without explicit exposure to current 

literature or coursework relating to the nature of teaching and learning, the participants in 

this investigation have likely never been provided with the impetus to alter their beliefs 

from the status quo teacher focused beliefs that have been passed down by generation 

after generation of athletic training educators. 

In addition to the possibiliQr of providing preferred answers or genuine change in 

beliefs without accompanying changes in practice, an alternative explanation for the 

observed discrepancy involves the instrumentation used in this study compared to that 

incorporated in previous works. It is possible that the espoused beliefs of the participants 

in this investigation are similar to those posited by individuals in previous studies. The 

TPPI instrument used in this work has been revised from the previous version employed 

in both the Salish I and Salish II Projects. Furthermore, the coding schemes for responses 

have also been revised and edited. However, those changes were the result of concerns 

regarding the validity of previous versions of the TPPI. The revised version employed in 

this work was developed by a team of qualitative researchers and possesses construct 

validity. Additionally, it has demonstrated improved validity ia pilot investigations 

compared to previous versions. The coding schemes for TPPI response incorporated in 

this work also represent a substantial improvement over previous versions. Grounded in 
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data from over 200 TPPI interviews, these categorizatioa maps were developed to help 

improve the validity of the TPPL It is therefore reasonable to conclude that the discrepant 

findings of this work compared to previous similar works are not an artifact of 

instrumentation changes but rather reflective of a genuine difference between the two 

groups. 

Research Question 2: What are the classroom practices utilized bv those educators within 

their own classrooms? 

Unlike the preceding question, the findings of this investigation with respect to 

observed classroom practice concur with the findings of previous studies. In fact, 

literature across domains and grade levels has consistently supported the findings that 

most teachers incorporate classroom practice that is teacher focused in nature. This 

practice typically consists of lecturing, reading aloud &om textbooks or other sources of 

content information, and requires the student to sit and listen carefully in order to leam 

(Jackson, 1986). Much like the previously discussed findings of the Salish I Project, the 

Salfsh E Project, and the Teacher Belief Study, Goodlad (1983) describes such practices 

in the Study of Schooling. More comparable to this work, Seymore & Hewitt (1994) 

discovered similar pedagogical climates in college classrooms. Although the motivators 

for such behaviors within the participants in this investigation are likely quite different 

ftom those investigated in other domains, this continued reliance on teacher focused 

methods likely stems firam at least three sources. 
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Although the resultant data is the same as other groups investigated, the first 

source is likely a result of the participants who took part in this study. Christi, Brian, and 

Mark admitted that they were not fiiUy aware of instructional methods that were 

markedly different &om what they currendy utilize ia their classroom. This finding is 

relatively unique to this investigation and only discussed in one other work, which also 

focused on college level content specialists (Seymore & Hewitt, 1994). Likely a result of 

the lack of formal teacher training education and/or the era in which that education was 

completed, Christi, Brian, and Mark are content to teach the only way they knew how. 

For all three, this means varying degrees of teacher focused methodologies. 

Additionally, even if the participants knew about different instructional methods 

and/or been formally instructed about the use of such methods in class, none of the 

participants in this investigation recalled having seen such teaching in action in an 

athletic training education classroom. All three participants claim to have learned about 

teaching fi:om other teachers or family members. None of these model teachers are 

considered anything less than experts who speak knowledge into existence in the minds 

of students. Although attributes like compassion and caring are also discussed, these 

factors are always secondary to the teacher's status as a content knowledge expert. 

Qearly, if learning to teach involves serving as an apprentice under a highly polarized 

teacher focused instructor, then the apprentice's practice will most likely be similarly 

teacher focused in nature. Without contemporary teacher training or ready access to 

student focused constructivist teachers, the three participants in this study have likely 



189 

never heard of or even seen effective constructivist teaching in action. Such a situation 

helps to explain why observed practice tends to be teacher focused in nature. 

Secondly, in additioa to a singular view of potential classroom practices, the 

individuals in this study all indicate that they receive no encouragement or pressure either 

positively or negatively to change the way they teach. Brian describes a feeling of 

complacency and even apathy at his institution with respect to the quality of teaching 

occurring within the classrooms. He bases such feelings on questionable staff evaluations 

in which he has received favorable marks even though no evaluators have ever entered 

his classroom as well as loosely denned standards for tenure promotion. On the other 

hand, Mark is convinced that his teaching practice is acceptable because he receives an 

award each year. In his estimation, an institution that provides an excellence award to a 

teacher would most likely not want him to change the way he teaches. Similarly, Qiristi 

says she is pleased with the way she teaches. As noted in Chapter IV, she even goes so 

far as to state, '^As far as I am concerned, I am absolutely the best university instructor in 

the whole country and unless they come to me with some ideas Tm going to keep going 

the way I am>" When combined with teacher focused practices, such feelings of 

contentment and complacency would quite obviously not encourage individuals to 

altering their classroom practice to aay appreciable degree. 

FinaUy, one 6nal constraint to altering instruction involves time and available 

resources. Although such altered instruction obviously does not necessarily include 

constructivist or student focused methodologies due to a professed lack of knowledge of 

techniques other than traditional instruction,^ Christi, Brian, and Mark all discuss how 
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their teaching is somewhat limited by the unique time demands imposed on them by 

their positions, Christi and Mark: are bodi program directors in addition to serving as 

teachers. They both feel that they are better teachers now than they were when they 

initially started because they are more comfortable and more organized. For Mark, this 

increased organization has taken the form of PowerPoint presentations. Christi says she 

would like to convert her lessons to PowerPoint as well; however, her administrative 

duties prevent such change from happening. She admits that she simply does not have the 

time. Brian is not a program director but does work extensively with collegiate athletes as 

a clinical athletic trainer in addition to his duties as a teacher. He recently converted all 

his lessons to PowerPoint as well, citing a belief that they help his students learn. He is 

quick to point out that switching over took a lot of time and he had to wait until the 

summer to do so because he lacked the available time to work on the project during the 

semester. 

The limitation of time would potentially thwart the efforts of the participants to 

implement methodological changes of any sort, including constructivism. A simple 

format change from transparencies to computer generated overheads that is considered 

helpful for students was postponed by all three participants for some time simply because 

there were not enough hours in a day to see such a project through to completion. 

Although again not reflected in the literature of similar studies, the limitation of time may 

also serve to keep the participants in this investigation teaching the way they have always 

taughL 
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Alternatively, posited reasons for resistance to change cited in other sources do 

not seem applicable to the participants of this investigation. This is due primarily to the 

previously addressed lack: of awareness for alternative methods and/or complacency with 

traditional methods. For example, Liu, et al. (1998) describe teachers' concerns about 

time or resources as well as a concern that students may be resistant to constructivist 

methods because they are unfamiliar. Another commonly noted concern is a lack of topic 

breadth in exchange for the depth often associated with student focused methods (Liu, et 

al., 1998). Teachers often note a fear that by allowing students to guide the direction of 

the course, required standards might be neglected (Liu, et al., 1998). Although legitimate 

reasons for the supporting the findings of traditional instruction in the classroom, this 

rationale does not seem to be supported by this investigation simply because the 

participants involved are not familiar enough with constructivist methods to even be 

concerned with such issues. 

Research Question 3: To what degree do espoused teaching beliefs align with observed 

practices within each participant? 

The findings of this investigatioa do not support previous work concerning the 

congruence between espoused beliefs and observed practice. This may be reflective of a 

number of differences between this investigation and those previous works. In addition to 

previously addressed issue of the likelihood of "parroting" as well as instrumentation 

concerns in those previous works, other differences are likely sources for this 

discrepancy, as well. 
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First, the participants in this investigation were experienced. With over nine 

years teaching, Brian has the least amount of experience of all participants. Additionally, 

Christi has taught for over 15 years and Mark: has taught athletic training for 29 years. 

This is in stark contrast to the participants in the Salish.1 and Salish II research projects 

who were all novice instructors. Focusing specifically on new teachers, the Salish I and 

the Salish II projects both suggested that over time, beliefs and practices tend to 

centralize (Liu, et al., 1999; Simmons, etal., 1999). Initially, recent teacher training 

program graduates may function dissonantly because they have been taught to believe 

that constructivist teaching is a superior approach although they may not have been 

adequately equipped with the resources or strategies required to successfully implement 

such practices in their classroom (Simmons, et al., 1999). Although these individuals may 

profess constructivist beliefs, they are unable to apply them in a meaningful way. Over 

time, these teachers likely alter their beliefs somewhat to better fit their practices and/or 

alter their practices somewhat to better fit their beliefs in order to avoid such dissonance 

(Nespor, 1987; Pajares, 1992; Richardson, 1996). As aresdt, as these teachers gain 

experience, their beliefs and practices become more and more congruent. By 

investigating new teachers, Simmons, et al. (1999) and Liu, et al. (1999) are not able to 

see (nor were they attempting to see) the results of this accommodation process. 

However, by analyzing only experienced athletic training educators, this investigation 

may provide a view of this belief and practice refinement process that ultimately results 

in congruence. Christi, Brian, and Mark have bad sufficient time to refine both their 

beliefs and practices. At the same time, they have accumulated a significant amount of 
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experience teaching within the classroom. This experience likely serves to inform or 

guide those decisions, whether conscious or unconscious, regarding the refinement 

process. 

Alternatively, by never being formally instructed about constructivist beliefs or 

practices, Christi, Brian, and Mark do not legitimately have alternatives within which to 

believe or function. Having likely observed just one type of teaching their entire lives, all 

three participants are unaware that there are other options available concerning how to 

instruct their classes. At the same time, having taught the same way their entire career 

with only minor refinements to methodology, Christi, Brian, and Mark are now relatively 

complacent with their practice. This complacency may be linked to the fact that their 

practices align with their beliefs about teaching. 

Another possible explanation for the findings of consistency between beliefs and 

practices found in this investigation could be the previously discussed improved 

instrumentation. In addition to the revised TPPI questionnaire/interview protocol and 

related data coding maps, this investigation also employed the RTOP coding schema for 

evaluating classroom practice. By also incorporating grounded theory qualitative analysis 

of observed classroom practice, this investigation may have more thoroughly analyzed 

both espoused beliefs and demonstrated classroom practice utilizing instruments with 

improved validity than similar previous works. 

Lastly, Christi, Brian, and. Mark ate self-professed educational enthusiasts. They 

describe a sincere desire to be th& best and most effective teachers that they can be in 

order to best help their students.The role of motivation in aligning beliefs and practices is 
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unclear; however, the participants in this investigation each discuss a strong motivation 

to be "good" teachers. Most frequently, being a "good" teacher consists of providing 

clear instructions, well planned lectures, or short, well-designed assignments. This 

motivation to be an elective instructor may also play aa important role in aligning beliefs 

and practices. Liu, et al. (1998) discusses how teachers with discrepant beliefs and 

practices are likely burdened by the dissonance that such a situation creates. Additionally, 

Pajares (1992) echoes the point in describing how teachers' comfort levels determine 

how or when discrepant beliefs are accommodated or rejected. Experienced educational 

enthusiasts are likely not willing to operate with such feelings of dissonance or malaise. 

Instead, these individuals may either consciously or unconsciously work to resolve such 

discrepancies quickly and efficiently in order to alleviate their feelings of dissatisfaction. 

Conclusions of the Study 

By utilizing written TPPI questionnaires, telephone TPPI interviews. Participant 

Data/Demographic sheets, and stimulated recall sessions and subjecting the gadiered 

information to grounded theory qualitative data analysis, this investigation revealed that 

the espoused beliefs about the role of the teacher, the student, and the nature of 

instruction in three practicing athletic training educators were predominandy teacher 

focused in nature. Furthermore, by utilizing videotape of classroom instruction and 

subjecting it to grounded theory qualitative analysis as well as the Reformed Teaching 

Observation Protocol, this investigation: indicates that the predominant classroom 

instructional strategy within those same three athledc training educators' classrooms is 
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also traditional and teacher focused in nature. Although the individual participants' 

level of teacher focused beliefs vary &oni traditional to instructive to transidonal, this 

variance is similarly reflected within each teacher's observed practice. 

Mark consistently espouses beliefs that are traditional in nature and also 

demonstrates classroom practice that is considered the most traditional of all participants. 

Brian's beliefs are considered predominantly instructive in nature. The instructive 

category is still teacher focused; however, it is more moderate than the traditional 

construct. Brian's observed classroom practice is also considered teacher focused in 

nature but again more moderate than the practice demonstrated by Mark. Christi's 

espoused beliefs are considered the most moderate, yet still reflective of the teacher 

focused construct. Not coincidentally, Christi's practice is also considered teacher 

focused in nature but more moderate than that of Mark or Brian. 

These findings refute the findings of previous investigations concerning beliefs 

and practice. However, due to the unique focus of this work on athletic training 

educators, the discrepancy may be attributable to the differences inherent in the 

participants utilized for the work. This work posits that the beliefs and practices within 

the three athletic training educators who participated in this study are congruent 

Furthermore, this work also indicates that beliefs and practices can and do influence one 

another in meaningfid and significant ways. 
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Implications 

The reader is encouraged to avoid generalizing the findings of this investigatioa 

outside the participants involved to a larger population of athletic training educators. This 

is due to the small sample size and the qualitative research design employed in this study. 

However, this work does allow the principal investigator to develop theories to guide 

future investigative efforts. As with most research, although this investigation served to 

provide valuable insight regarding the interaction of teaching beliefs and classroom 

practice in athletic training educators, several questions remain unanswered and can only 

be fully addressed with future subsequent work. A number of areas requiring future 

investigation were identified. 

1. First, this work clearly demonstrated that the classroom practices of three 

athletic training educators were reflective of traditional instructional 

methodologies. This finding was anticipated and is consistent with those of 

other investigations conducted with teachers from different disciplines and at 

different levels (Goodlad, 1983; Liu, et al., 1998; Seymore & Hewitt, 1994; 

Simmons, et al, 1999). This finding must be further substantiated by future 

efforts both specifically within athletic training and generally tn all classrooms 

in order to support the claim that reform efforts are needed. 

2. This work also demonstrated that the espoused beliefs of three practicing 

athletic training educators were teacher focused in nature. Furthermore, 

although the participants in this investigation possessed varying levels of 

pedagogical trainings such findings may be reflective of the fact that this 
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training was completed a minimum of ten years ago. Future efforts are 

needed to investigate the beliefs of athletic training educators who have 

completed some pedagogical training within the past ten years and are 

knowledgeable about contemporary teacher education and instructional 

methodology literature. 

3. This investigation was conducted with individuals who were experienced 

athletic training educators, with the minimum duration of nine years of formal 

classroom instruction. Fuhire work should analyze novice teachers in athletic 

training education in order to determine if the demonstrated congruence 

between belief and practice is also observed within these individuals, as well. 

4. This work focused on self described educational enthusiasts in athletic 

training education. Although admittedly difficult to investigate, fitture work is 

necessary to analyze the beliefs and practices in individuals within athletic 

training education who are not self-professed educational enthusiasts. 

5. This work was exploratory in nature. Future intervention studies are required 

in order to assess the ability of in-service teacher training programs to alter the 

beliefs and/br practices of both experienced and novice instructors. 

Additionally, these investigations should assess the congruence between belief 

and practice overtime within participants longitudinally. 

6. In addition to intervention studies concerning in-service teacher training 

programs, future research should also investigate the ability of pre-service 
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teacher training programs to alter beliefs and/or practices in content area 

specialists such as athletic trainers. 

7. Future research is also necessary in comparable allied healthcare professions 

in order to determine if the beliefs and practices of athletic training educators 

are unique or relatively similar to other professional fields. 

8. Additional work is also needed in order to more completely understand the 

nature of the relationship between beliefs and practices. While this 

investigation supports the idea that beliefs and practices do interact, it cannot 

and does not serve to describe the nature or directionality of that interaction. 

That is, whether beliefs influence practices, practices influence beliefs, or 

some beliefs and practices influence one another in some way. Armed with 

this information, additional research aimed at altering pre-service and in-

service teacher training programs so as to encourage the development of 

student focused beliefs could also be justified. 

Although the findings of this investigation do demonstrate a clear link between 

beliefs and practices in practicing athletic training educators, when viewed alone they are 

of limited utility. Instead, the findings of this investigation serve the important role of 

guiding and influencing the nature and d&ection of fiiture similar work regarding the 

interaction of beliefs and practices in athletic training educators. In this manner, a 

particularly meaningfiil contribution of this work is likely the foundation that it lays for 

subsequent investigations. 
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Concluding Remarks 

As Pajares (1992) states, teacher beliefs are a "messy construct." Often confiised 

with similar terms or poorly operationalized with questionable instrumentation, teacher 

beliefs have long been neglected as legitimate sources of fhiitful scientific exploration. 

However, given the recent focus on reforming teaching both within teacher training 

programs as well as within what have traditionally been content-intensive domains, a 

genuine need exists for scientific inquiry aimed at informing and ultimately improving 

the way we teach teachers to teach. Research indicates that what an instructor believes 

can and does influence the way that instructor teaches. However, research has not yet 

demonstrated whether or not teacher training programs or other intervention strategies 

can influence beliefs. 

Locally, such research could dramatically impact athletic training education. 

Currently, no formal programs teacher training programs exist within the field or in other 

related or similar fields. The eSbrt to establish such programs might be somewhat eased 

if professionals within their respective fields viewed existing teacher training programs 

more favorably. However, the notion that teaching is an. innate skill that is a natural 

consequence of content acquisition continues to impede the progress of such efforts. 

More globally, such research could serve to dramatically change the way teachers 

are trained. Constructivist teaching has consistendy been demonstrated to be a more 

effective way of encouraging learning and mastery in students, yet traditional instruction 

persists and dominates most instructional time. This may be due to the residue of 

traditional teaching beliefs in the minds of pre-service teachers. The demonstrated 
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relationship between beliefs and practices promises that if teacher training programs 

could be altered so as to encourage the development and affirmation of more student 

focused beliefs, student focused practices are likely to follow. Such a step would mark a 

significant accomplishment for teacher educators. 

Despite the need for future research, this study marks an important first step in 

helping educational researchers and athletic training educators alike understand the 

interaction of teacher beliefs and classroom practices in athletic training educators. 

Additionally, it serves to bridge the gap between educational research and the specific 

content area of athletic training in a meaningful and mutually benefidal way. Although 

neither field has yet fiilly utilized what the other has to offer, works such as this provide 

the impetus and conduit through which such meaningful interactions might occur. 
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Participant Data/Demographic Sheet 

Name 

Instimdon 

University title/position 

Year(s) experience teaching 

Year(s) experience teaching within athletic training 

Please describe/discuss your undergraduate teacher training. This may include formal 
methods coursework, student teaching, etc. Include your undergraduate major, degree 
(B.S., B.A., etc.) 

Please describe/discuss your graduate teacher training, biciude your graduate major and 
degree(s) earned (M.A., M.S., EdJ)., and/or Ph J).). Would you characterize your 
graduate work as content-based or teaching based? Please explain. 

How adequately prepared to teach do you feel you were when you first entered the 
classroom? Please explain. Are there changes ia your training (deficiencies) you would 
have made prior to beginning your teaching career? If so, explain. 

What are the three most common instructional techniques that you use in your 
classroom? 
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What lesson or unit have you recently taught were you particularly pleased with? Why? 

What lesson or unit have you recently taught were you particularly dissatisfied with? 
Why? 

What is a metaphor that describes your teaching? 

What are your intentions and concerns for next year? 
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Teacher's Pedagogical Philosophy Inventory (TPPI) 

Writtea Questionnaire 

Revised 5/21/01 

bistructions: Please complete each of the following questions as completely as possibly. 

If possible, use examples from your own experience to further illustrate your points. 

Answers do not have to be typewritten, but please write legibly. 

1. In an ideal setting, how would you decide what to teach and what not to teach? 

2. How do you decide when to move from one concept to another? 

3. How do you know when learning is occurring in your classroom? 

4. How would you describe your role as a teacher? 

5. How do your students learn best? 

6. How do you know when your smdents understand? 

a. How do you know whea you personally have learned something? 

7. How do you maximize student understanding? 
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Teacher's Pedagogical Philosophy Inventory (TPPI) 

Semi-structured Telephone Interview Protocol 

Revised 5/21/01 

2. In an ideal setting, how would you decide what to teach and what not to teach? 

3. How do you decide when to move from one concept to another? 

4. How do you know when learning is occurring in your classroom? 

5. How would you describe your role as a teacher? 

6. How do your students learn best? 

7. How do you know when your students understand? 

a. How do you know when you personally have learned something? 

8. How do you maximize student understanding? 
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Stimulated Recall Session Sample Questions (non-inclusive list) 

Semi-structured bi-person Interview Protocol 

Revised 5/21/01 

L What is going on here? 

2. Tell me what you were thinking here. 

3. What was the main idea you wanted them to "get?" Why? 

4. How did they respond to that? 

5. What did you like about this lesson? 

6. What did you dislike about this lesson? 

7. Do you feel pressure or support (in either a positive or a negative way) to change the 

way you currendy teach? If so, from whom? 

8. Do you want to change the way you teach? How? Other than being a "better teacher," 

is there anything else that motivates that desire to change? 

9. Does your institution offer any professional development opportunities relating 

specifically to teaching? 

10. Have you taught this same lesson before in other classes? If so, how was it different 

this time? How was it similar? Why? 

11. How would you say your teaching ia general has changed since your first year of 

teaching? What influenced those changes? 



APPENDIX B 

DATA ANALYSIS INSTRUMENTS 
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1. In an ideal situation, how would you decide what to teach and what not to teach? 

I 
Teacher Focused 

' Traditional : 
Decision guided 

by curriculum 

"What 
students 
need to 

know for next 
course" 

I 

( 
"Based on ) 

time" 

I 
"Strictly by ) 
the book" 

I 

[ 

"Limited by ) 
the district 
curriculum" 

I 
Teacher Focused 

' Instructive: 
Decision based 

on teacher focus/ 
direction 

"What I enjoy 
and get 
excited 
about" 

I 
"What 1 think) 
is important" 

I 
"What I feel ) 
comfortable 

with" 

I 
"If I have the ) 

materials 
available" 

In an ideal situation, how would you decide what to 
teach and what not to teach? 

, 

Transitional: 
Decision in which 
some modification 

is based on student 
feedback 

"What I th ink 
the students 

will be 
interested in" 

I 
"I think of the 
ability levels 

of my 
students" 

I 
"What I think 

will be 
relevant to 

the students" 

I 
I 

Student Focused 

' Early Constructivist: 
Decision based on student 
feedback and other factors 

"What 
misconceptions 

my students have 
and what their 
interests are" 

I 
"Based on 

the interests 
of myself 
and my 

students. 
When we're 
into it, we 

learn better." 

Student Focused 

' Experienced 
Constructivist: Decision 

based upon student focus 
or direction that is 

inteqrated into standards. 

"It has to be 
engaging to 
the students 

and 
conceptually 
connected 
within the 

curriculum" 



2. How do you decide when to move on in your classroom? 

Teacher Focused Teacher Focused 

can reiterate 
concept back 
to me in own 

terms" 

"When I feel 
like the 

students get 
it" 

How do you decide when to move on in your 
classroom? 

student feedback or 
ability of the teacher 

"I can see 
them doing 

the lab 

"It is not that 
the students 
got bored, 

but we 
covered it in 

as many 
ways as I 

could" 

"When 
students are 
comfortable 

with the 
content; they 
use it in their 
vocabulary, 
writing, and 

discussions" 

"It comes from 
the students; 
their lack of 

interest or the 
development 

of 
management 

issues" 

"I move on when there's a lu ll , 
but if they start asking 

questions about the old idea, 
I go back." 
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Student Focused 

Experienced Constructivist: Decision 
based on student abilities to 

demonstrate understanding in different 
ways. Teacher may alter instruction to 
be more developmentally appropriate 

• An informal 
evaluation of 

student 
conversation. 
By the time I 
give the test , 
it's too late." 



3. How do you know when learning is occurring in your classroom? 

quizzes to 
see if they 

are getting it" 

"When they 
are paying "When they 

close can follow 
attention to the 
the lecture" instructions 

in the 
laboratory" 

"From the 
test at the 
end of the 

unit" 

How do you know when learning is occurring in your 
classroom? 

Student Focused 

"When 
students 
interact to 

solve 
students are problems" 

involved 
rather than 

passive 
"When 

receipients 
students are 

of 
information" helping each 

other" 

"The 
students can 

write a 
reflection 

about what 
they can 

learn" 
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Student Focused 

"Students can ask 
questions about the content 

that are thoughtful and 
reflective" 

"When 
students are 
teaching one 

another" 

"When 
students are 

defending 
their ideas 

and 



4. How do you describe your role as teacher? 

Teacher ~ocused , 
: Focus on Traditional 

information a nd structure 

"I need to 
provide 

consistent 
routines and 
classroom 

rules" 

J 

) 

) 

I 
Teacher ~ocused 

' 
Instructive: Focus on 

providing experiences 

~ 
"To provide 

materials and 
opportunities 
for students to 

learn" 

I 
"I maintain 

student focus 
to minimize 

management 
issues" 

How do you describe your role as teacher? 

I 

~ 
Transitional: Focus on 

teacher/student 
relationships or student 

understanding 

Student . 
"I need to 
develop a 

good rapport 
with my 

students' 

I 
"You have got to 

make the students 
feel comfortable or 

they will have a 
difficult time 

learning" 

"I need to help 
students develop 

socially, emotionally, 
intellectually and 

spiritually" 

I 
Content 

"To guide the 
students in 
developing 
conceptual 

understanding 
and critical 

thinking ski lls" 

Student ! ocused 

' 
Early Constructivist : Focus 
on collaboration between 

teacher and student 

L-, 
"To set up my 

classroom so that 
my students can take 
charge of their own 

learning" 
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Student ! ocused 

' 
Experienced Constructivist: Focus on 
mediating student prior knowledge 
and the knowledge of the discipline 

r 
"I am a tour guide 

who helps students 
make sense of their 
surroundings in a 

manner that is 
consistent with what 

is known· 



5. How do your students learn best? 

How do your students learn best? 

"They watch 
me do it, 
then they 

practice it on 
one another" 

I 
Student Focused 

t 
Early Constructivist: By 

encountering and 
interpreting phenomena 

"They are 
challenged to 

create their own 
understanding 
to explain their 

generated data" 

I 
Student Focused 

"When they 
have 

ownership 
over what 
they learn 

and how they 
choose to go 

about 
learning it" 
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6. How do you know when your students understand? 

•t give 
regular 

quizzes to 
see if they 

are getting it" 

'When they 
can follow 

the 
instructions 

In the 
laboratory· 

I look at their 
lab write-
ups, their 

graphs, their 
tests. 

How do you know when learning is occurring in your 
classroom? 

are actively 
engaged in 

learning 
rather than 

passive 
recipients of 
information• 

' Students 
write a 

reflection 
about their 
learning' 

' Students 
are talking 

about 
science 

outside of 
class' 

Early Constructivist: 
Studente interactions exist 
about the subject matter 

that are basic 

' When 
students 
interact to 

solve 
problems' 

' Student 
conversations 
are animated 

and well
measured 

about the topic' 
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Experienced Constructivist: Students interactions 
about subject matter challenge, explore, or reflect 

upon knowledge and knowledge formation 

' Students can formulate 
questions about the content 

that are thoughtful and 
reflective• 



7. How do you maximize student understanding? 

How do you maximize student understanding? 

Traditional: Teacher 
provides information in a 
structured environment 

' By arranging the 
classroom so that 
the students face 

me' 

' I use a textbook, a 
study guide, and we 
have it on the web." 

monitoring 
class 

activities" 

"By 
connecting 
the content 
to real life' 

' By using 
different 
types of 

activities' 

'By 
encouraging 
them to do 
their own 
thinking' 

I 

a ' By building 
positive, 

supportive 
environmen t' 

a 'By having 
relationship 

with 
students 
outside of 

class" 

Student Focused 

' Early Constructivist: 

I Students interact with one 
another and their 

knowledQe 

s 
'By using small group 

activities in which 
students hypothesize, 
predict, create, share 

and question' 

I 
"By giving 

students the 
opportunities 
to defend their 
ideas in front 
of their peers' 
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Student Focused 

id 
Experienced Constructivist: Student 
eas drive instruction, and instruction 
allows for students to interact with 

their understanding 

"By allowing 
students to 
choose their 
own vehicles 
to learn by' 
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Observed Classroom Practice Coding Schema 

Reading 
announcements 
aloud to class 

Administrative : Teacher 
observes class silently or talks 

about subject other than 
content; students listen, take 

notes, ask questions, and 
otherwise interact 

Task Oriented: Students complete 
teacher-distributed assignments 

either individually or within groups; 
students search for/recall correct 
answers or practice/investigate 

information presented by teacher. 

Administering 
quizzes or 

examinations 

Overseeing 
students practicing 
skills or techniques 

Traditional: Teacher 
talks about/describes 

content while 
students sit silently 

Constructivist: Students explore 
questions. seek answers. and 

elicit meaning from content; 
students may work in groups and 

may involve both within and 
between group interactions 

Facilitating student-led 
investigations or projects 

in which concepts or 
ideas are applied in 

some manner 

Providing students with 
materials and resources 

needed to explore 
phenomena students deem 

as pertinent 

Interactive: Teacher mediated 
discussion in which teacher & 

student(s) discuss the content, the 
products of learning, debate or 

question theory; teacher's goal is to 
lend clarity and aid student 

understanding by addressing specific 
questions 

Other: Time 
elapses with no 
clear objective or 

purpose 

Mediating student 
debate or 

disagreement 
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Reformed Teaching Observatioa Protocol (RTOP) 

Daiyo Sawadaand Michael Pibum 

Evaluation Facilitation Group (EFG) 
Arizona Collaborative for Excellence in the Preparation of Teachers 

BACKGROUND INFORMATION 

Name of teacher Announced Observation? 

Location of class 

Years of teaching Teaching Certification 

Subject observed Grade level 

Observer Date of observation 

Start time End time 

CONTEXTUAL BACKGROUND AND ACTIVITIES 

In the space provided below please give a brief description of the lesson 
observed, the classroom setting in which the lesson took place (space, seating 
arrangements, etc.) and any relevant details about the students (number, 
gender, ethm'city) and the teacher that you think are important. Use diagrams 
if they seem important. 
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RTOP (page 2) 

m. LESSON DESIGN AND IMPLEMENTATION 

Never Very 
Occurred Descriptive 

1) The instructional strategies and activities 0 12 3 4 
respected students' prior knowledge and the 
preconceptions inherent therein. 

2) The lesson was designed to engage students 0 12 3 4 
as members of a learning community. 

3) In this lesson, student exploration preceded 0 12 3 4 
formal presentation. 

4) This lesson encouraged students to seek and 0 12 3 4 
value alternative modes of investigation or of 
problem solving. 

5) The focus and direction of the lesson was often 0 12 3 4 
determined by ideas originating within students. 

IV. CONTENT 

Propositional Knowledge 

6) The lesson involved fundamental concepts of the 0 12 3 4 
subject. 

7) The lesson promoted strongly coherent conceptual 0 L 2 3 4 
understanding. 

8) The teacher had a solid grasp of the subject matter 0 12 3 4 
content inherent in the lesson. 

9) Elements ofabstraction (i.e., symbolic 0 12 3 4 
representations, theory building) were encouraged 
when it was important to do so. 

10) Connections with othercontent disciplines and/or 0 12 3 4 
real world phenomena were explored and valued. 
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RT0P(page3) 

Procedural Knowledge 

Never Very 
Occurred Descriptive 

11) Students used a variety of means (models, 0 12 3 4 
drawings, graphs, concrete materials, manipulatives, 
etc.) to represent phenomena. 

12) Students made predictions, estimations and/or 0 12 3 4 
hypotheses and devised means for testing them. 

13) Students were actively engaged in thought- 0 12 3 4 
provoking activity that often involved, the critical 
assessment of procedures. 

14) Students were reflective about their learning. 0 12 3 4 

15) Intellectual rigor, constructive criticism, and the 0 12 3 4 
challenging of ideas were valued. 

V. CLASSROOM CULTURE 

Communicative Interactions 

16) Students were involved in the communication 0 12 3 4 
of their ideas to others using a variety of 
means and media. 

17) The teacher's questions triggered different modes 0 12 3 4 
of thinking. 

18) There was a high proportion ofstudent talk and a 0 12 3 4 
significant amount of it occurred between and 
among students. 

19) Snident questions and comments often determined 0 12 3 4 
the focus and direction of the classroom discourse. 

20) There was a climate of respect for what others had 0 12 3 4 
to say. 
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RTOP (page 4) 

Student/Teacher Relationships 

Never Very 
Occurred Descriptive 

21) Active participatioa of students was encouraged 0 12 3 4 
and valued. 

22) Students were encouraged to generate conjectures, 0 12 3 4 
alternative solution strategies^ and ways of 
interpreting evidence. 

23) In general the teacher was patient with the students. 0 12 3 4 

24) The teacher acted as a resource person, working to 0 12 3 4 
support and enhance student investigations. 

25) The raetaphor"teacheras listener" was very 0 12 3 4 
characteristic of this classroom. 

Additional comments you may wish to make about this lesson; 
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