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4.7 Teachers' beliefs 

NIKI TSANGARIDOU 

Over the last years, teachers' beliefs has become one 
of the most important concepts in teaching and 
teacher education (Calderhead, 1996; Pajares, 1992). 
In codifying and understanding the complexity of 
teaching, scholars have suggested that greater atten­
tion needs to be paid to the teachers' thoughts and 
actions and how they affect quality teaching (Borko 
and Putnam, 1996). A number of scholars have 
suggested that educational researchers need to shift 
their research focus from pedagogica I strategies 
and teaching behaviors to the beliefs that prompt 
teachers to use these strategies and behaviors 
(Richardson, 1996). As Rovegno (2003) suggested 
"to understand good teaching, we need to hear 
teachers' voices and study what good teachers 
thought, knew, and believed" (p. 295). 

Calls for exploring the nature and role of 
teachers' beliefs in teacher education have prolifer­
ated in the literature (O'Sullivan, 1996; 2003; 
Wilson and Berne, 1999; Zeichner, 1999). O'Sullivan 
(2003), for example, argued that in quality teacher 
education programs, teacher educators need to 
understand the critical role of teachers' beliefs and 
address them in their programs in order to influ­
ence teachers' views of teaching and learning. In 
contemporary research, teachers' change is assumed 
to lead to better teaching which implies a better 
education of students (Richardson and Placier, 
2001). Scholars have suggested that the beliefs that 
teachers hold, serve as filters through which their 
learning takes place and they are critical targets and 
major determinants of changes in teaching practice 
(Borko and Putnam, 1996). 

This chapter aims to provide an overview of what 
do we know about teachers' beliefs in physical 
education. The content of this chapter is based on a 
selected number of studies in which teachers' beliefs 
are explicitly represented. Given the rapid growth of 
research this chapter is not meant to be exhaustive or 
even comprehensive. The scope, rather, is to define 
this body of literature, to represent the basic dimen­
sions and directions of this work, and to make it 
accessible to the physical education community in 
general. The chapter is intended to provide an 

overview of the forms of beliefs teachers hold, how 
beliefs are developed, and the role of te<1chers' beliefs 
on teaching and learning. It is org<~nized around the 
main area of rese<1rch on teachers' beliefs <1nd each of 
its sections examines categories of research con­
ducted on this topic. 

More specifically, the first section of the chapter 
opens with an analysis of the construct of teachers' 
beliefs and an effort is made to clarify the term. 
Subsequently, the role of teachers' beliefs in the act 
of teach ing is discussed. Finally, the first section 
provides a short presentation of the kind of experi­
ences that are influential in the development of 
teachers' beliefs. In the second section research find­
ings on teachers' beliefs are reviewed and discussed. 
The third section provides an analysis of major 
findings and conclusions from this line of research 
and provides directions for further inquiry and 
implications for teacher education practices. 

Definitions, functions, and 
origins of beliefs 

Defining beliefs 

This part of the chapter presents a brief orientation of 
the mc;ming of the term teacher bel iefs in ;m nttempt 
l() clarify the Ctlt)cepl. The construct of tcad1ers' 
beliefs has been used t'Xtcnsively in the litcr:ttttrr and, 
on many occasions, in quite problemati c wnys. 
Distinguishing ;md defining the concept is a da \ll.ltin_J; 
under~:~ king (Culderhe,td , J':l%; Paj;lrcs, 19':l2 ).1inlltS 
(19':1'1) ()bservcd that belief.~ are more dinicult to 
measure directly than is factual knowledge because 
"an individual 's beliefs often must be in fe rred from 
statements or actions. They rellcct a wd t under­
standing of person:1l, ocial, or pmfessional truths 
that have been cunstructed over timr th rough encul­
turation, education, or schooling" (p. 164). 

In his review article "Teachers' beliefs and educa-
. . ' ,. j) · ·ares t10nal research: cleamng a messy constrttcl , aJ . 

'- j" fs JS ( 1992) proclaimed that the concept of .,c te 
rarely, clearly, defined in educationa l discourses or 



used explicitly as a conceptual tool in research 
studies. Pajues (1992) commenting on the con­
struct of teachers' belief noted: 

Defining beliefs is at best a game of player's choice. 
They travel in disguise and often under alias- atti­
tudes, values, judgments, axioms, opinions, ideol­
ogy, perceptions, conceptions, conceptual systems, 
preconceptions, disposltl.ons, implicit theories. 
explicit theories, personal theories, internal mental 
processes, action strategies, rules of practice, practical 
principles, perspectives repertories of understand­
ing, and social strategy, to name but a few that can 
be found in the literature. (p. 309) 

Nespor ( 19R7) described beli ef.~ as rmmi11g nr defin­
ing tasks, established a view of cognitive processing 
essential to understa nd this functkm, and identified 
ft.m r levels of thought: interna l processing, resources, 
co ntrol or metacngnitive processes, and belief 
systrms. Nespor ( 1987) made the <Jrgumcnl that in 
understanding teaching from teachers' perspectives 
we have to under. tnnd the beliefs which Jefine their 
work. F~ ng ( 1996) defined belie[~ as the rich store of 
gencral knmvledge of ohjtc!s, p<"llple, events and the 
relat ionships that tea ·hers have that inOucncc their 
planning decisions as well as their d assronm ,,ctinns. 
Educa tional belie[~ h~ve been referred Ill as brlicfs 
about co nfidence to <lffrct students' perforrnnnce, 
about the origin of .knowledge, about c:n1ses nf teach­
ers' or students' performance, about perceptions of 
personal feelings, ~hout confidence to perform 
specific tasks, and ab(llll .specific subject matters or 
disciplines (Paja res, 1992). 

Ge nera lly spe:tkjng, helic:fs has been a global con­
~ept with n variety uf meanings. 11elie[~ are rarell' 
cle<trly defined in studi es ur usccl expl id tl y :IS a 
cn nccpllml tool, "hut the chu~en and perhaps :~rt ili ­
d.<ll distinction between belief and knowledge is 
comtl'Wn to most definitions: Belief is h~1 sed on 
evaluation ;md judgment; Knowledge is based on 
uhjcct ivc fnd' (Pajares, 19\.12: 313) . In other words 
"althn\tgh beliefs gcner<1lly rt-fer tu suppositions, 
commitments, and ideologies, knt>lvlcclge is taken to 
refer In f;Jctual propositions and the unclerstandings 
that inform skillfu l action" (C:~ Id rrh eud, 1996: 7 15). 

The functions of beliefs 

Most wou ld argue that b<·liefs are an imf)<lrlanr 
concept in understanding teachers' thought 
prtl(esscs, clnss rot1m practices, dlange, and lea rning 
~o teach (Richardsn n, 1\JlJo). Teachi ng is embed led 
tn ex plici t and implicit belie[~, mainly beca use 
lrttching involves evah1<1tilll1, jut.lgment , and chni c. 
1~11 teachn s hold beliefs about their work, their stu­
< et:t . • and their subjc t matter which are part llf 
theu· hm:tder general belief system (Pajnres, 1992) . 
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Tl·achers' beljd· arc considered to play an imp\> rtant 
part in the judgment , understanding, and interpre­
tations they il1<lke every day. Ncspo r ( 19ll7) empha­
sized that teachers' beliefs influence perrepti<m, 
interpretation, and judgment ;tn I therefore have 
impnrtant con. equenccs for what teachers dl) and 
say. The belicf.5 teachers hold influence th eir percep­
tions and judgments wh ich affect their tead1in!:\ 
practi cs. 1eachers' beliefs play a critica l rn_Le in 
defining teaching tasks and organizing the knowl­
edge and infmmation relevant to those tasks 
(Ca lderhead, 19%) . 

·leacher's beliefs only recently g<lined prominent 
attention in tl1e litcra tlue (Richardson, 1996). 
Understand ing the belief structure of tead1ers is criti ­
ca lto improving the teacher education prngnuns and 
teaching practices (Calderhead, 1996; Ennis, 1996; 
Feimn n-Nemser and Remillard, 1996; ' Sullivan, in 
pre:s; P:1jares, 1992). According to Richmdson ('1996) 
teuchcr beliefs "arc impor~.1111 considerntions in under­
standing classroom prnctices und conducting trncher 
education designed to help prospective and in-service 
teachers devclov their thinking and practices" (p. 1112). 
Richardson ( I Y91i) continued to suggest that, in such 
tea cher edncati,nn programs, belief's of teachers 
"strougly affect wha t and how they !prospective and 
in-service tettchers] lea rn and are 1lso targets for 
change w'ithin the pmce:s'' (p. I 02). 

The origin of beliefs 

In the literature tlnee major ca tegories of ex pcri ­
cn e are identified as influential in the development 
of beliefs :1houl teaching. Research studies lwve 
shown that teachers' be l ief.~ may have heen acquin:d 
and formed (a) during their experiences as pupils in 
schools, (h) from life experiences, ;md/or (c) by 
their teacher educ:Hion prnfess!on~l prep:~.ration 
pmgrn m (Fnng, 19%; O'Su llivan, 2005; Pajares, 
1992; Rich a rdsun. 199fi) . As Rich a rdson ( 1996) 
poi nted nu t these for ms of experience may IWl he 
mmunll y cxdusive and nl times may be studied 
together as is the Gtse with severa l teacher biography 
;1nd life history . tudie .. 

Research findings indicated that different life 
experien..:es contribute to the development of strong 
and enduring belie[~ about teaching and learning 
(Richard.snn, 1996). lt has also been found that 
teachers hold many umested beliefs that inOucnce 
hl'W the)' th ink about ciHssruom issues and respond 
to particuiM teaching and lea rn ing situatio n. 
(Calderhcacl , 1996). Severul scholars have suggr..,.ted 
that te<1cher belief.;; must he broughl to light, di cussed, 
te.~ ted, and reframed during professional preparutioiJ 
progra ms in order L1l m<tke significant changes 
in teaching and schooling (Cn ldcrhcad, 19%; 
O'Sullivan, 2005; Pajares, l992; IIichardson, 1996; 
chon, 191!3, 19R7). Rea lers interested in this i. sue 
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might examine Chapter 4.3 on field experiences by 
Behets and Vergauwen. 

Research findings 

Research studies in physical education indicated 
that teachers' hold strong beliefs about educational 
issues. Representative studies of this field of inquiry 
are reviewed under the following ten major cate­
gories: (a) beliefs of recruits and prospective teach­
ers about the purposes of PE, (b) beliefs about 
learning to teach and teaching experiences, (c) 
beliefs about effective teaching, (d) classroom teach­
ers' beliefs of teaching PE, (e) beliefs about learners 
and learning, (f) relationship of beliefs to teaching 
practices, (g) beliefs about subject matter, (h) beliefs 
about self and teaching role, (i) beliefs about the 
nature of their work, and (j) teacher concern based 
on Fuller's framework. 

Beliefs of recruits and 
prospective teachers about 
the purposes of PE 

In the recent past, Lortie (1975) suggested that prior 
to entering teacher education programs prospective 
teachers would have spent over 13 000 hours in 
observation and apprenticeship in K-12 schools. His 
influential work has shown that preservice teachers 
enter professional preparation programs with well­
developed beliefs about teaching and most of the 
time their beliefs are difficult to change. Research in 
physical education indicated similar findings. 
Preservice physical education teachers enter teacher 
preparation programs with a broad spectrum of 
beliefs about physical education and change little 
over time (Graber, 2001; O'Sullivan, 2005; Stroot, 
1996). 

Doolittle et al. (1993) suggested that it is vital to 
explore and understand recruits' beliefs because 
"beliefs filter what recruits learn during formal 
training, most adopting ideas that fit their beliefs 
and ignoring those that do not. ... Understanding 
recruits' beliefs is also important for teacher educa­
tors to exert maximum impact" (p. 355). 

Placek et al. (1995) designed a study that used a 
large national sample to describe recruits' physical 
education backgrounds and beliefs about the pur­
poses of physical education. Background findings 
indicated both a wide range of activities and signif­
icant similarities across the total program, with 
more emphasis on team and competitive sports 
and fitness. Findings revealed that the most frequent 
belief about the purposes of physical education was 
for students to learn motor skills or activities and 
develop physical fitness. The researchers concluded: 

Clearly, our recruits' beliefs about physical education 
are shaped through the social institution of the 
school - teachers, physical education programs, 
and sport experiences. The messages absorbed 
through this socialization probably provide even 
more powerful messages than those of university­
based teacher educators. (Piacek et al., 1995: 259) 

O'Sullivan 2005, summarizing the major results of 
this line of research, indicated that "the dominant 
view of new recruits is that they perceive physical 
education as being primary skill oriented, prefer _ 
coaching to teaching, and are more conservative 
than other teachers" (p. 5). 

In the literature there are some studies which 
described the influence of teacher education programs 
on the beliefs of preservice teachers. In an initial study, 
Doolittle et al. ( 1993) examined three recruits' beliefs 
about the purposes of physical education and good 
teaching from entry to exit in one teacher education 
program. It was found that the participants' beliefs 
were well established when they entered the profes­
sional program, developed during the recruit stage, 
but did not change markedly during their training 
program. "Their rejection or adaptation of particu­
lar teaching skills offered by this program illustrated 
how recruits filter new experiences through the 
screen of their earlier belief systems. They accepted 
practices that complemented their core beliefs and 
ignored practices that did not fit" (p. 364). In 
explaining the lack of program impact on the 
recruits beliefs system, Doolittle et al. (1993) noted 
that possibly the program was not as well designed 
to help preservice teachers deliberately and directly 
confront their belief systems. The investigators 
pointed out that: 

Although more teacher educators now recognize 
the strength of recruits' entering beliefs and the 
impact these will have on how well recruits absorb 
program messages, few of us are yet sufficiently 
skilled in helping recruits articulate, share, discuss, 
or debate - much less change - their beliefs. 
(p.364) 

In another study, Graber (1995) explored the beliefs 
held by student teachers, from two universities, 
regarding the elements of the teacher education 
program that most directly guided their practice. 
Endings suggested that the preservice teachers 
believed that the practicum experiences were the 
more valuable aspects of the teacher ed11cation 
program. The participants also believed that 1 rofes­
sional activity courses (e.g. te11nis, basketball) were 
~ ig nificant to developing subject matter knowledge. 
ResLJits also suggested thnt the prospective teachers 
bad grea ter difficulties in making a connection 
betv;een university educatioD courses and the 



knowledge they believed essential for physical 
education teachers. Finally, all participants from one 
university believed one particular teacher educator 
mainly influenced theLr beliefs about physical 
edncatlon. 

In a longitudinal study, Matanin and Collier 
(2003) explored three preservice teachers' beliefs as 
they evolved throughout a 4-year teacher cdltcation 
program. Data collection spanned 5 years and 
iltcluded interviews, pen-ended questionnaires, 
and reflective documents. Finding~ show that the 
preservice teachers assimilated only part of the 
program messages on tead1ing physical education 
relative to content teaching effectiveness, and the 
role of planning. The participants emphasized 
students' effort ~nd participation and rejected the 
program philosophy on assessment of student 
learning outcomes. Results also indicated that, due 
to the impact f their biographies, the participants 
were less likely to assimilate the teacher education 
program's messages about classroom management 
and the purposes of physical education. Matanin 
and Collier (2003) con luded that the preservice 
teachers' K-12 and personal experiences played a 
powerful role in the formation of their beliefs about 
teaching physical education. 

The effects of a teacher education program on the 
beliefs of a begi1111ing teacher were studied by 
Curtner-Smith (200.1 ). More specifically, he exam• 
ined the positive inlluence of one university PETE 
program on the practices aud perspective · of a 
beginniDg teacher with a strong teaching orienta­
tion. The PETE program's influence was mediated 
by the teacher's biography and entry into the work­
force. Findings indicated that the PETE program 
and the teachers' 'biography influenced his pedagog­
ical philos phy and practice· to a great extent. 
Workplace factors (i .e. facilities, classroom teachers, 
etc.) did not have a negative impact n the teacher. 
The teacher "was determined to teach as he had 
been trained even in the face of some erious situa­
tional cons.traints" (Curtner-Smith, 200 I: 8.1 ). 

Beliefs on learning to teach 
and teaching experiences 

Teachers, especially preservice teacher , hold bel.iefs 
abnut profe •sionol development and how someone 
learns to teach (Calderhead, 1996). Mclmyrc et al. 
( 1996), in a review article, concluded that teaching 
experiences have been considered by teacher to he 
t~1e most valuable comp(lllent of the teacher educa­
tion programs. The literature suggested that the role 
of these experiences in the profe sional develop­
ment of teachers is not always positive (13ain, 199.0; 
Dndds, 1989; Graber, 2001). Evidence suggested that 
schuol experiences stimulate preservice teachers to 
adopt more rigid attitudes ll)ward teaching and th;~t 
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preservice teachers bemme more custodial, author­
itarian, and utilitarian (Dodds, 1989; Graber, 200 I; 
O'Sullivan, 2003; Richardson, 1996). Research find ­
ings also indicated that prospective teachers' atti­
tudes toward Stltdents decreased signiticantly as 
they progressed through teaching experiences and 
aligned with those of the cooperating teachers 
(Mclntyre et aJ., 1996). 

Reviewing findings on the role of teaching 
experienct·s, Ba.in ( l990) concluded that "student 
teachers seem to become more concerned with 
control and discipline and to feel less respon ible • 
for student learning" (p. 768) . l11 addition, findings 
revealed tbat prospective teachers are rarely pro­
vided with opportunities for analyzjng and reflect­
ing on different aspects of teach.lng and schooling 
(O'Sullivan, 2003; Tsangaridou and Sied.entop, 
1995). 

Several scholars have pointed out that during the 
formal teacher education program and teaching 
experiences, rellective inqui.ry shou ld be used to 
help <rhange the custodial ideologies of the preser­
vice teachers. TLnning (1988), for example, indi­
cated that the pedagogy developed by student 
teachers is a "pedagogy of necessity". He proposed 
( 1988) that teacher educat<>rs should employ a 
critical-inquiry methodology and break the cycJe of 
the pedagogy of nece sity, which characterizes stu­
dent teaching. Similarly, Kirk (1986') emphasized 
that "teacher education should be concemed with 
producing teachers who are critically aware of the 
complexities of the educational process, of their 
contribution to this process, and of the potential 
for change" (p. 242). Reflective approaches and 
strategies that attempt to surface, challenge, and 
transform teachers' beliefs have been proposed 
and used by scholars in several teacher education 
program · (Byrn, 1996; Carlson, 2001; Dodds, L989; 
Macdonald and Tinning, 2003; McCollum, 2002; 
McCormack, 2001; Tsangariduu and O'Sullivan, 
2003; Tinning, 198S; T angatidou and Siedentop, 
IY95). 

Hardy ( 1999) examined preservice teachers' per­
ceptions of h w. they felt the school-based experi­
ence helped them learn to teach. Findings suggested 
that the pre ervice teachers placed a great deal of 
emphasis on the accumulation of experiences and 
"coming to term " with the realities of teaching. 
1~urtbermore , the preservice teachers' personal 
histories, the context of the teaching environment, 
and the general ecology of the school setting influ­
enced preservice teachers' belief.~ and their develop­
ment as teachers. 

Beliefs about effective teaching 

Few studies were found on teachers' views and 
beliefs about effective teaching. Parker (1 995) 
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reminds us that much of the research on teacher 
effectiveness has been process-product studies in 
which the behavior of the teacher constitutes the 
process, and student-learning outcome is treated as 
the product. Based on the fact that studies which 
describe teachers' voices and personal accounts 
of effective teaching did not exist, Parker (1995) 
conducted a study to explore high school physical 
education teachers' views of effective teaching. 
Findings suggested that teachers' beliefs of effective 
teaching reflected a hierarchy of pedagogical prac­
tices including organization, management, disci­
pline, and control with student learning being the 
ultimate goal. 

A similar observation was made by McCullick 
(2001) who pointed out that "in socialization 
research in PETE, one voice is missing: that of the 
practitioner" (p. 36). McCullick (2001) explored 
the perspectives of practicing teachers related to the 
values, knowledge, and skills required for teaching 
physical education and training teachers to teach. 
Results revealed that these practicing teachers 
believed that future teachers should have a love for 
physical activity, be physically fit, have a love for 
children and people, and be flexible. The partici­
pants believed that teacher educators' effectiveness 
in preparing prospective teachers related to being 
credible, displaying a love for physical activity, and 
having concern for the growth and development of 
fu lure teachers. 

Classroom teachers beliefs 
of teaching PE 

One aspect that has received little attention is class­
room teachers beliefs about teaching physical 
education. Xiang et al. (2002) designed a study to 
describe the impact of a field-based elementary 
physical education methods course on preservice 
classroom teachers' beliefs. The authors suggested 
that "the methods course had a positive impact on 
the preservice teachers' beliefs but no impact on 
their disposition toward teaching elementary physi­
cal education" (p. 145). The preservice classroom 
teachers shared similar beliefs about the value and 
purposes of elementary physical education as those 
held by physical education specialists. More specifi­
cally, the participants believed that contributing to 
the development of the whole child; enhancing 
students' physical fitness and guiding them to a 
healthy and active lifestyle; helping students develop 
personal and social skills, and teaching students 
motor skills were the four major purposes of ele­
mentary physical education. Finally, the authors 
suggested that the two most important aspects of 
the course that contributed to the participants' 
beliefs were teaching physical education in an 
elementary school setting and observing physical 
education classes. 

In another study, Tsangaridou (2002) described 
the learning process of an elementary classroom 
teacher during student teaching. Findings indicated 
that the preservice teacher designed instructional 
tasks with an emphasis on students' learning. The 
teacher also used several student-centered pedagog­
ical strategies during the lessons based on her belief 
that students' knowledge is more meaningful when 
it is experiential. The researcher concluded that it is 
essential and valuable to understand preservice 
classroom teachers' beliefs and practices of physical 
education if we are to design teacher edgcation 
programs which may influence prospective teachers 
to acquire and refine professional knowledge. 

Beliefs about learners 
and learning 

Woods et al. (2000) explored what preservice teach­
ers learned about students in an early field experi­
ence that involved them in a structured teacher 
research project. Results suggested that the research 
project process helped the preservice teachers to 
learn more about students' motivation and inter­
ests, characteristics, and interactions. The research 
process forced the preservice teachers to challenge 
"previous belief.~ and assumptions about students, 
as PTs began m;1king connections between their 
newfound knowledge of students and its implica­
tions for curriculum, instruction, and management 
decisions" (p. IS). 

Allisson et al. (2000) explored the epistemological 
stances on movement skillfulness of preservice 
teachers. A constructivist approach, that individu­
als' meanings are created based on the interaction of 
their previous knowledge and beliefs with recently 
experienced phenomena, was used as the frame­
work for inquiry into a te<lcher education program 
which put emphasis on the development of skillful 
movers as the major goal of physical education. The 
findings revealed that the preservice teachers 
believed that above average ability, task commit­
ment, and creativity were seen as characteristics of 
being skillful. 

Some studies provide descriptions of experienced 
teachers' perceptions of how students learn, how 
instructional practices aCfect students' learning, and 
what is important for stul-i ents to learn in physical 
education . Veal ( 1998) investigated secondary 
teachers' perceptions and practices of pupil assess­
ment in phys ica l education. The findings were c:H~­
gmized into five themes that "represent an umbrella 
of ideas, beliefs, and concerns about pupil assess­
llJCnl which a.ppe<~ r m innuc1KC all asse.'lsment prnc· 
tkcs" (p. 332). The themes were named: effort, 
impn>vement, individua lization, f'Urpos~/utilit y, nncl 
cffiden cy. Veal (1 99'R ) reported that te;1chers' assesS: 
nwnt llfllctices wl're affected by th e effort n11d 

I 
.t 

improvement of thdr students, and rhat teac wrs 



ind iv id ua li ~ed u~sessmcn t stra tegies. Result·s of the 
study also ind ka trd tha t some ttache r~ use no f(lr­
rnal assessment. ·rhese tend1crs believed that "the)' 
t:a n see whether a stuc!ent is lea rning and that· testing 
was unnecessa ry. .t hcr themes show that teachers 
arc concerned 1\' ith eflk ient use of ~• ll n<-<t ted time 
and that ma ny of the formnl pract ices are imprat:ti­
ca l for tht'i r situations" (p. 332). 

' l~e ill • ct al. (200 I) ex plored sewn ft• m;Jlc 
Canadian physical t'duc.Atiun tea hers' perspcctives 1111 

the experiences the)' believed important fo r students 
t! have in their physica l e lu~:a tiu n dasses. The authors 
fou nd that "In ma ll)' 'ast'S, 'having fun' became sub­
stituted for skill development or even \:h <lil~ngc' ;1s the 
most :1 ppropriate and the must attninahle 0\oltcome 
li)r their . tudents" (l . 2'1':J). The partk ipants believed 
that the crowded fac ilitie ·, inadeq uate eqt:1ipm •nt , and 
limit ed allocated lime prevented them from providi ng 
consta nt opportuni ties for !.heir stndent to expcri­
cm:c prolimnd pleasure in pu rposeful, focused move­
men t. O'H.eilly c::i al. (200 1) pointed ont that the 
condit innal re ·trictions were w nstant sources of frus­
l.ra t ion lilr the pa rtid pants. They co ncluded that 
"de Vite tbcir <ksire and eflil rtS tn pro mote lifetime 
invnlw ment with phy·ical activi ty, it was most often 
fu n thnt was highlighted, ra ther than any ll ttention to 
skill and challenge" (l . 220). 

'In unnthcr study, 'f.~a ngn r idou and 0' ul livnn 
(2003) exp lored cx peri t: nced t.enchers' educa tiona l 
theories and f und that the tenchers held tl rm and 
clearly ;1rt iculated views about student lea rn ing and 
what const it11tes ~ physica ll )' educated student. The 
primary gual of the physic.1l etlm:ati1 n programs for 
these teache•·s W<lS sk ill development and they 
believed guided student prac tice w;1s important t(w 
student lea rning. Jn addition, the investiga turs con­
cluded thut the teac.hers' ·electio n and im plementa­
tion of teaching practices dcmonstratt•d thei r 
..:umm it rnents tu gender equi ty and to the need.:; and 
abili ties nJ' their studen t . 

Relationship of beliefs to 
teaching practices 

Most a~:; rce th:ll teachers hold various be l ie[~ ;~ bout 
leaching and learning which are part of their 
hmader general beli ef system. lt has been a 
cuntest;Jblc i. sue, however; whether or not snch bel ief.~ 
influ ence their classroom pm ·ti e.s (Ca lderhcad, 
IIJ%). 1\esean.:hcrs of teaching have often ovcr­
lo\lkl·d the degree to \\lhlch beli ef.~ influence the 
natu re {lf leachers' uctions and there is very limited 
em pirica l work on the alignment of teacher's beliefs 
ntld u Lions ( f.n ng, 19%; Kulinna et aJ. 2000; Paja res, 
1992; Rich:t rdson, 19%; Til1 n i ng, 19!\H; T.~a ngaridou 
Qncl O'Su ll ivnn, 2003). 
. Stutl ies in gc ncrn l education lwve shown incon­
ISlcnt re ·ults wi th a few researchers report ing 

teachers' helie[5 rela ted to their pra~ticcs whil t' other 
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.srudies huve nOt shown a relationship between 
teachers' beliefs and teaching ( ·•lderhead , I ':J~h ). In 
ph)1Skl.l l ~duca tion results o n rhc ;1 lignmcnt of 
teacher's beliefs and pmctices are! mixed. Some 
evide•1ce suggests consistent ;~ lignment het wecn 
teachers' beliefs and their practices. Chen ;md Ennis 
r l '.>96) inves tiga ted the impo<:: l or physka l educa tion 
teachers' v;tlue systems on their curricula h)' exam­
ining t\VI.l ph)'skal edu cntl)rs' curriculum con!ent 
:111d im plement ation. Results indic.Hcd lh;ll th~ twu 
leal'hers est ablished w rriC\l lum goa ls and uddre ·sed 
aspect.s of th~ ph)1Sicll l ed ue<1tion content that were 
ns 'llda tcd with their in lividual vn lur orientations. 
In another stlld )'• Tsa ngnr idn u and O'Sullivan 
(2003) described ti ll' relatit)nship betwee n teoKhcrs' 
theuries of ac tiun and th t·n ries. in- use ;Jnd fHu nd 
that the Leachers hdd strong and we ll -a rticulated 
view.~ <1 hout wachi ng and learning, and the teachns' 
theorie.:;-in-LJSc were l'nnsistenL wi th their rheur ics 
ofoctinn. 

Other resea rch evid ence has shnw n a· pnrLial rc l •­
tiqnship between theories ur beliefs nnd teachi ng 
act ions. Vc;d ( I 'Jn) used a case study design. tn 
rxn mil1e the pract ices (enacted theories) and per­
cept ions (espoused theories) of two 111 idd le-school 
Leache- rs who included fnr mal assessment in th eir 
teach ing. Tea her~ who held st ru ng belie):, ahout 
student assessment wett· affe ted by :1 desire tu trc;H 
student s as ind ividu als. The author al·o suggested 
that the teachers' espoused and enacted theories 
were often co ngruent, but they were mmc inm n­
gn •t•nt' in the area of pcrfn rm<w ce testing and 
formative record keepi ng. 

Finall )', some studies suggest i11consistent result s 
between ter~ch t· rs theories m bcliels <J nd nctiu ns. 
Us ing a m\dti ple case stud y lcsign Ill cxn minc the 
teachers' espoused ;IJld en••cted the(lries of act itln, 
Romar ( I':J95} fu und tha t there was a level of 
discrepancy between teachers' espoused lhenries 
nnd professin nal pradiccs. Kulinna et al. (2000) 
investigated the rei. 1 iunship between teachers' bel icf 
system toward ph)•sica l activity and fi tness and 1vhat 
w·.•s L;wght in their losses and fmuld th ~ t there was 
no re lationshi p between teachers' belief S)1Stcms and 
their te;Khing hehavinrs. 

Beliefs of subject matter 

Some studie.o; hnve ex plored phys ica l educa tio n 
tcat:hers' views of their subject matter incorporating 
<1 philmuphh:a l persp~cti ve . Using this orientation, 
Green (2000) e · p l e~rcd the everyday "philnsnphi!!s" 
of 35 secondary teat:hers working in scco nclnry 
schools in England. He fo und that the participants' 
ideologies related to sport, heulth, m.:ndemic vn lu t>, 
ed ucation for leisure, rmd "spurt for all ". Enjoyment 
w~s a major considera tion for the teachers und Lhe 
t•mphasis on enjoyment was prom inent in all te11ch­
crs' "ph ilosophies': Green (2U()()) .inclk<ned that the 
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participants seldom had anything that could be 
called philosophies in the sense of integrated, sound 
sets of ideas. He indicated: 

Confusion and contradictions were common fea­
tures of their views. What PE teachers articulated 
was typically a kind of check-list of aims and prac­
tices frequently centering upon words and phrases 
like 'enjoyment: 'health: 'skills' and 'character: ... 
Indeed, their'philosophies' appeared more like jus­
tificatory ideologies; that is to say, ideologies that 
served to vindicate teachers' preferred conceptions 

of PE. (p. 124) 

Green (2000) concluded that the impact of philoso­
phy on teachers' "philosophies" from a figurational 
perspective was limited. Teachers' "philosophies" 
according to him are best understood as processes 
rather than states. He argued that "a figurational 
sociological approach to making sense of PE teach­
ers' 'philosophies' holds out more promise than a 
(traditional) philosophical perspective" (p. 126). 

In another article Green (2002) analyzed and dis­
cussed extensively how the figurational sociological 
perspective can contribute to our understanding of 
teachers' physical education "philosophies". He sug­
gested that teachers' "philosophies" need to be 
viewed in context and "can only be fully understood 
when teachers are located in the figurations they 
form with each other - as inescapably interdepen­
dent people" (p. 65). Physical education teachers are 
a group of professionals who "have similar habituses 
a~ the personal level and all constrained by similar 
Circumstances at the local and national dimen­
sions of their figurations" (Green, 2002: 79). He 
concluded, 

The largely normative views of their subject that 
teachers internalize are, to some extent, transmitted 
by these teachers to future teachers whilst the later 
are pupils experiencing school and college PE. 
Hence, the likelihood that PE teachers' outlook on PE 
remains to a greater or lesser extent tied to 'yester­
day's social reality: ... As such, PE teachers" philoso­
phies' tended to be practical 'philosophies'; that is to 
say 'philosophies' that bore the hallmarks of their 
prior PE and sporting practice and their contempo­
raneous practical teaching contexts. (p. 80) 

Beliefs about self and 
teaching role 

Biographical research on teachers' lives and socializa­
tion research ha·s indicated that preservice teachers 
come to any learning situation with ideas, knowledge, 
and beliefs acquired through prior experiences (see 
Chapter 4.6). These all influence the ways in which 

preservice teachers think, interpret, and make use of 
new information (Calderhead, 1996; Stroot, 1996; 
Stroot and Whipple, 2003; Zeichner and Gore, 1990). 
Empirical evidence has shown that most of the 
people who chose physical education as a career, are 
academically average students who are mostly suc­
cessful in physical education and sports rather than 
in academic achievement (Stroot, 1996). They had 
positive experiences in sports and their physical edu­
cation teachers and coaches were role models for 
them. Their experiences in sports during schooling 
influenced their understanding of what it means to 
be a physical education teacher (Stroot, 1996). -

Research evidence also suggested that the decisions 
prospective teachers make about their role as teachers 
are made long before they learn how to teach. 
Hutc?inson ( 1993 ), for example, investigated the per­
spectives on teaching physical education of ten high­
school students who had chosen to become physical 
education teachers. The participants held similar and 
narrow beliefs about physical education and viewed 
teaching as a career contingency for coaching. The 
participants' histories of participating in organized 
sports or other physical activities prior to teacher edu­
cation had significantly affected their decisions to 
choose physical education as their major area of study. 

In another study Griffin and Combs (2000) 
examined physical education interns' perceptions 
and beliefs about the role of the physical education 
teacher, their sense of readiness for the student 
teaching experience, and the consistency of their 
desire to become physical education teachers during 
the socialization process. Findings of the study sup­
ported the view that individual beliefs are deeply 
ingrained and neither teacher education programs 
nor teaching experiences significantly alter them. 
The researchers stated "it became apparent that the 
interns either held significant philosophical differ­
ences or lacked knowledge about the purpose of 
teaching physical education" (p. 45). 

O'Bryant et al. (2000) investigated what influ­
enced the decision of prospective teachers to become 
physical education teachers and what were their 
beliefs about physical education teaching and teach­
ers. The eight participants in the study entered an 
M.Ed. progrnm in a J-lolmes institution. They were 
older than traditional-aged students and several had 
previous career and educational experiences in areas 
other than physical education. The participants 
"were attracted to the field by the love of the content, 
the dynamics and culture of the work with young 
people" (p. 191 ). The prospective teachers believed 
that their role as a physical education teacher was to 
be a physically active role model and help students to 
understand the importance of physical activit y, con­
tribute to the development of all stud~nts' self­
esteem and especially those marginalized in classes, 
and plan and implement lessons that would 



reinforce all students to participate in an active way 
in class. O'Bryant et al. (2000) concluded that: 

This cohort of students was primarily interested in 
and committed to teaching (as opposed to coach­
ing) and equity in the curriculum and their work 
with children. These two trends observed in this 
cohort of students appear to fit core values and 
shifting paradigms linked to diversity and improved 
quality of teaching in teacher education program­
mers. Perhaps faculty in PETE programmes should 
consider that older, non-traditional students 
(undergraduate and graduate) bring life experi­
ences (personal and professional) that will enhance 
their professional socialization. (pp. 191-192) 

Teachers' beliefs about the 
nature of their work 

Teacher socializnrion resea rch described and explored 
potential facto rs affecting teachers' work and sought to 

~understand ;md improve the work of teachers in 
schools (Stroot and Whipple, 2003; Zeicher and Gore, 
1990). In exploring physical education teachers' beliefs 
about their working lives many investigators have used 
the occupational socialization framework (Lawson, 
1986). Findings from this line of research suggested 
that the working environment and the nature o ( phy -
ical ed\lcation teachers' work p roduced multiple frus­
tra tions to physica l education teachers. Wo rkplace 
factors and cond itions which affect teachers' wor_k are 
the low status of physical education teachers and their 
subject matter, poor communication and interaction 
with school administration, sexism, work overload, 
poor facilities, isolation, routinized work, and lack of 
rewards (Graber, 2001; Macdonald, 1995; Stroot and 
Whipple, 2003). Readers interested in an extensive 
review on teacher socialization research might exam­
ine Chapter 4.4. 

DoUJ1e Macdo nald a.nd her colleagues used d if­
ferent epistemologica l trad itions (e.g., critica l o rien­
tatio n) and d ifferent methodolog ica l stra tegies 
(e.g. li fe histo ry) to better understand teache.rs' 
bc lieL . ]Jl one study, Macdonald ( 1995) argued that 
the profess io nalization and pro lerari ani zation 
model is another useful frame work in understand­
ing teachers' professional work. She pointed out "lhe 
tensions between profcssionalization and proletari ­
aniza tion provide a useful lens th rough which to 
understand patte rns in beginn i11g teacher attritio n" 
(p. 130) . Macdonald ( 1995) described the f rustra­
tions and disap pointments fo r beginning physical 
education teachers in schools and examined tbe dis­
sa tisfact ions that motivated the teachers to leave Lhe 
P~o fessin n . he proposed that "rather th an being 
diSparate concerns, they can be understood th rough 
the dynam ic f the proletariani;r.ation () f teachers' 
Work" (p. 130). 
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Macdonald (1995) found that some of the 
situationaJ constraints for physica l educa tion teach­
ers, includ ing lack o f sta tu s, repeli llve nature of 
physical educa tion work and li mi ted decision mak­
ing was similar to earlier research t1 nd ings (Graber, 
2001; Stroot and Whipple, 2003). Additional con­
cerns included the lack of intellectual stimulation, 
personal and professional surveillance, and unpro­
fessional staffroo m culture. She concluded that the 
teachers' early phase of socialization reflected the 
trend of proletaria niznt ion, and that the profession­
alization and proletarianization tension is a useful 
fra mework for understanding the perspectives' of 
physical education teachers' attrition. She indicated 
this perspective can "offer a frame of reference for 
considering how the nature of teachers' work and 
their organiza tional contexts may be changed in 
o rder to stem the tide of talented and initially 
emhu sias tic beginning teachers from leaving the 
pro fession'' (p. l 40). 

Using the same theoretical lens, Macdonald 
( 1999) examined whether experienced physical edu­
cation teachers perceived the same frustrations 
and dissatisfactions as beginning teachers. She 
found that the participants' work-based frustra­
tions and salisfactions emerged unde.r rhe general 
themes of competence, commitmen t, and author ity. 
Macdonald (1999) fou nd that the partici pants' 
working conditions and orientat ions were more 
supportive and positive that those reported in other 
studies by beginning or experienced teachers. The 
participants' stories differed from other teachers' 
stories in the following four key ways. "All but one of 
the experienced teachers: (a) had started their 
careers in supportive environments; (b) greatly 
valued their interactions with the students; (c) derived 
ongoing intellectual challenge from teaching 'Board' 
physica l education; and (d) could influence what 
they perceived as significant aspects of their work 
practices and environments" (p. SI). Macdonald 
(1999) concluded that the professionalization­
deprofessionalization tension is a valuable frame­
work at a theoretical and practical level. It allows the 
exploration of the social regulation and bureau­
cratic constraints on teachers in different contexts 
and developmental stages of their careers. Practically, 
they suggest what work practices should be main­
tained and "strengthened to support committed, 
experienced teachers and also what might constitute 
more satisfying working conditions for beginning 
teachers" (p. 52). 

Macdo nald and Kirk (1996), recognizing the role 
of the dia lectical relationship between teachers and 
cultu ml conte.xt of thei r wo rk, explored beginning 
teachers' working dissa tisfaction in non-metropolitan 
school contexts. T hey found that d1e pa rt ic ipants 
faced seveml pressures relating to their isolation, 
begi nning profess ional sta tus, and personal li festy le 
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choices. The participants felt that they were under 
constant and continuous observation in both their 
public and private lives. Macdonald and Kirk ( 1996) 
concluded that teachers' identities as physical 
educators were shaped by the dual configuration of 
schooling and sports. They suggested that "the 
dynamic process of corporeal regulation within the 
tightly knit communities put pressure on and 
shaped how the teachers conducted their profes­
sional and personal lives, and constructed their 
identities, which in turn influenced their satisfac­
tion with physical education teachers' working con­
ditions" (p. 65). 

In another study, Macdonald and Kirk (1999) 
explored the students' beliefs and lifestyles, as self­
identified Christians, and the tensions they experi­
enced between their beliefs and professional and 
pedagogical practices. They concluded that the visi­
bility of students' religious beliefs with professional, 
curricula, and instructional issues is another chal­
lenge to current pedagogics. As they pointed out: 

When confronted with contemporary pedagogical 
principles for health and physical education, the 
Christian students are faced with dual moral mis­
sions; on the one hand, responsibility to their church 
to proselytize and, on the other hand, responsibility 
to the socially critical liberal curriculum as defined 
by the State. For teacher education, this raises ques­
tions concerning the breath of beliefs and practices 
considered appropriate for a graduate moving into 
contemporary schooling. (p. 140) 

The occupational socialization process for physical 
education teachers has been identified in the litera­
ture as complex since "the process not only reflects 
the expectations and constraints generated by the 
society, educational organizations, and bureaucra­
cies but also the pervasive influences of working 
with and within sport" (Macdonald, 1995: 129). 
O'Connor and Macdonald (2002) used the identity 
theory to understand how physical education teach­
ers manage their dual teacher/coach roles and the 
possible tensions that arise through inconsistencies 
across teaching and coaching responsibilities. They 
argued that properties of identity theory, such as the 
dialectical interaction of context and societal influ­
ences on personal identities, provide a different way 
to understand how teachers who work in multiple 
contexts with multiple responsibilities negotiate 
their identities in achieving complementarily 
in their work despite tensions across contexts. 
O'Connor and Macdonald (2002) studied Australian 
physical education teacher/coaches' personal philo­
sophies, their dual responsibilities, and the risks 
and rewards derived from teaching and coaching. 
Findings suggested that the participants generally 
enjoyed the dual responsibilities of teaching and 
coaching. The dynamic tension that existed in 

teachers' work was constantly monitored and 
negotiated by the teachers to reach a level of secu­
rity. "Teachersconstantly negotiated, both self­
reflexively and publicly, ways to reduce tensions and 
maximize complementarily across the responsibili­
ties, and in line with their personal lives" (p. 49). The 
participants' pedagogical theories and practices 
involved a commitment across tasks for the benefit 
of themselves and the students. O'Connor and 
Macdonald (2002) concluded that the teachers' iden­
tities were evolved and established through a reflex­
ive monitoring of action which occurred in light of 
new information, experience, and knowledge. 

Teacher concerns­
Fuller's framework 

There is much research today documenting how 
formal or informal social structure of schools affects 
teachers' perceptions and practices (Stroot and 
Whipple, 2003; Zeichner and Gore, 1990). Wendt 
and Bain (1985) suggested that "the informal social 
structure in certain situations may be more power­
ful than formal. Success in teaching may depend on 
accurate perceptions of what is accepted as 'good' 
and where the power lies" (p. 25). 

Over the past several decades, research in physical 
education has suggested that physical education 
teachers have a wide range of concerns which 
affected their teaching practices. Large class sizes, 
inappropriate facilities, insufficient equipment, 
increased pupil assessment, external accountability, 
and new curriculum initiatives are a few of the 
several variables that influenced their teaching 
(Meek and Bethets, 1999). Working under such con­
ditions teachers, whether preservice or inservice, 
undoubtedly have concerns about their teaching 
and about their capacity to be effective teachers 
(Meek and Bethets, 1999; Richardson and Placier, 
2001). 

Teachers' concerns about their teaching as well 
as their professional progress and development 
through their careers have attracted the attention of 
educators for quite some time now (Graber, 2001; 
Meek and Bethets, 1999; Richardson and Placier, 
200 I). A number of approaches have been suggested 
and used to describe teachers' progress and develop­
ment through their careers. These approaches have 
been focused on different aspects of the teachers' 
learning, thinking, and action (Richardson and 
Placier, 2001 ). Fuller's model of teacher develop­
ment and the enormous empirical research upon 
which it was based underpins concerned-based 
approaches to research on preservice and inservice 
teacher education programs. This model is "perhaps 
the most classic of stage theories in that it was 
meant to be relatively invariant, sequential and hier­
archical" (Richardson and Placier, 2001: 910). 



The theoretical foundation of teachers' concerns 
research focused primarily on the work of Frances 
Fuller. The primary assumption was that concerns 
about teaching are an expression of the need to 
become a more competent teacher (Meek and 
Bethets, 1999). Fuller's (1969) seminal work of the 
evolution of teachers' concerns describes the stages 
that teachers go through as they become teachers. 
Fuller (1969) defined teachers' concerns as per­
ceived constructive problems, worries, or frustra­
tions when focusing on tasks or challenges. In her 
model, she suggested three developmental stages of 
teachers as they gain teaching experience. She indi­
cated that "the evidence seems to support a devel­
opmental conceptualization of teacher concerns. We 
posit three phases of concern: a pre-teaching phase, 
an early teaching phase and a late teaching phase" 
(p. 218). Fuller (1969) categorized concerns into 
three teaching clusters and believed that teachers 
progress through as they mature in their teaching 
environment. First, self-concerns are concerns asso­
ciated with the teachers' ability to teach and dealt 
with class control and discipline. Second, task­
concerns are concerns associated with teaching tasks 
such as working with big classes, and inadequate 
instructional materials. Third, impact-concerns 
focused on the needs of the pupils. Teachers are 
concerned about themselves as individuals, about 
the tasks and contents of the teaching process, 
and about the impact of their teaching on pupil 
behaviors. Fuller's theory has been used extensively 
by her associates and other researchers who focused 
their research effort in the teaching concerns 
domain. As Meek and Behets (1999) pointed out 
Fuller's theory "has achieved a status as a develop­
mental paradigm of sorts with concerns frequently 
being operationalized via George's (1978) Teacher 
Concerns Questionnaire (TCQ)" (p. 498). 

A number a studies explored the nature of physi­
cal education teachers' concerns at various career 
stages using Fullers' framework (Graber, 2001). 
Studies that adopt a concern-based model include 
research on both preservice and inservice physical 
education teachers. Research evidence from these 
studies on the development of teaching concerns 
has yielded mixed results. The following are repre­
sentative of these studies which have used a sample 
of preservice teachers, a sample of inservice teach­
ers, and a sample of both preservice and inservice 
teachers. 

Preservice teachers 

We111.h et al. ( L9l!l) attempted to te t Fuller's theory 
of leaching concerns applied t11 professional prepa­
ration of pbysic~ l educators and found thot the 
theor)' was not su pported L1y their findings. The 
cross-sectional results indicated that no change 
occurred while the longitudina.l findings suggested 
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that self, task, and impact concerns were lowered. 
They concluded that the Fuller's theory would pre­
dict a lowering of self-concerns but heightened task 
and impact concerns with progression through a 
teacher education program. 

Boggess et al. (1985) examined the level of 
concern that exists in physical education student 
teachers with regard to self, task, and impact identi­
fied in Fullers' model. In order to detect changes in 
the participants' concerns patterns the TCQ was­
administered on three occasions during student 
teaching: prior to the actual teaching task, at mid­
semester, and at the end of the student teaching 
experience. They concluded that "although the 
results did indicate a developmental process over 
the semester, they did not appear to bear out Fuller's 
theory in the case of preservice teachers" (p. 210). 

In exploring the concerns of Belgium physical 
education student teachers Behets (1990) used two 
different data collection strategies: (a) a TQ ques­
tionnaire and (b) a logbook. Only impact concerns 
increased significantly and could be documented as 
a Stable variable. The major concerns in the partici­
pants' logbooks were concerns about student con­
trol and organization. The data from the TCQ and 
logbooks reflected both idealistic and realistic con­
cerns (Behets, 1990). 

Meek (1996) conducted a study to investigate the 
concerns of British prospective physical education 
teachers prior to and following teaching experiences. 
The study had two major purposes (a) to assess 
the effectiveness of the TCQ with a sample of preser­
vice teachers and (b) to compare the changes in con­
cerns for each preservice cohort as an indicator of 
developmental shifts in concerns during teaching 
practice. The author suggested that the TCQ was a 
poor instrument for the participants. In addition, no 
significant differences were found on developmental 
shifts in concerns between cohorts, based on teacher 
education program and experience. 

Cape! ( 1997) described prospective secondary 
physical education teachers' anxiety and concern 
after completing two teaching practices. She found 
that the students experienced moderate levels of 
anxiety and concern after their first and second 
teaching practices with no significant differences 
between the level of anxiety or concern in both 
teaching practices. She concluded that "the greatest 
cause of anxiety and concern for these students on 
both teaching practices was being observed, evalu­
ated and assessed by the teaching practice supervisor" 
(p. 225). 

Another study of testing Fuller's developmental 
theory of preservice teachers concerns was con­
ducted by Hynes-Dusel (1999). The aims of this 
study was (a) to describe the concerns of physical 
education student teachers and (b) to assess the 
extent to which student teachers expressed concerns 
that reflect Fuller's theory. Twenty-five physical 

11 
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education students from two different American 
universities were administered the Teacher Concerns 
Questionnaire- Physical Education (TCQ-PE) three 
times during their student teaching experience. 
Results did not support Fuller's model. At the begin­
ning of the semester the participants were primarily 
concerned for self, less concerned for impact, and 
least concerned for task. At the middle of the semes­
ter they were concerned for impact, less concerned 
for self, and least concerned for task. By the end of 
the semester they were concerned for self, less con­
cerned for impact, and least concerned with task. 

lnservice teachers 

Research on experience physical education teacher 
concerns has been limited. McBride et al. (1986) 
found the participants followed the Fullers' three 
patterns of development expressing their highest 
scores on the impact scale, a moderate score on the 
self scale, and the lowest score on the task scale. 

Faucette (1987) used the Concern-Based Adoption 
Model to describe seven elementary physical educa­
tion teachers' types and intensities of concerns as they 
proceeded through an inservice program and to 
examine their degree of implementation of the pro­
posed changes. The cross case analysis of the data sug­
gested little change and non-use of the innovations. 
"Individual profile analysis revealed three distinct par­
ticipation styles among the 7 teachers- resisters, actu­
alizers, and conceptualizers" (Faucette, 1987: 430). 
Two of the participants, the actualizers, become users 
of innovations. Three of the participants, named con­
ceptualizers, felt positively disposed to the changes but 
did not become users during the inservice program. 
The other two teachers, named the resisters, were neg­
atively disposed to the innovations and failed to 
implement them. 

More than 10 years ago, McBride ( 1993) observed 
that concerns research in physical education had 
used the TCQ instrument extensively in collecting 
data. He pointed out that "the instrument is based 
on Fuller's theory and is designed to assess classroom 
teachers concerns. The instruments therefore may 
not be as appropriate in the physical education 
setting" (p. 189). He conducted a three-phase study 
to identify task items appropriate to a physical 
education setting for a planned adaptation of the 
TCQ instrument. Analysis of the data revealed 
five new task items for use in the Teacher Concerns 

Questionnaire - Physical Education (TCQ-PE). 
McBride (1993) concluded that the TCQ-PE instru­
ment was a valuable data collection strategy for 
physical education teacher concern research. 

Preservice and inservice teachers. 

A study with both preservice and inservice teachers 
was conducted by Wendt and Bain (1989). They used 

cross-sectional data to describe physical education 
teachers' concerns and found that the experienced 
teachers had lower self and impact concerns. 
Longitudinal data revealed only evidence oflower self 
concerns over time. They concluded that "Fuller's 
hypothesis has not been fully substantiated. It seems 
evident that change is occurring over time in concern 
for self. Both cross-sectional and longitudinal data 
support this. However, lower concern for impact does 
not follow. It may be that Fuller's scale is valuable 
only in predicting self-concerns" (p. 180). 

Meek and Behets (1999) conducted a St1Jdy 
to examine whether the Teacher Concerns 
Questionnaire- Physical Education (TCQ-PE) was 
representative of concerns of a sample of British and 
Belgian preservice and inservice physical education 
teachers. Data were analyzed according to national­
ity and teaching experience. "The results of the con­
firmatory factor analysis cast doubt on the 
applicability of the TCQ-PE as a adaptation of the 
TCQ for physical educators in Belgium and Britain" 
(p. 503). Meek and Behets.(l999) suggested: 

While there is considerable need to develop and 
validate applications ofTCQ-PE within other cultur­
ally different and experience-related samples of 
physical educators, it is predicted here that to 
determine the processes involved in concern reso­
lution of physical educators it will be necessary to 
analyze Fuller's concerns conceptualization within 
developmental and interpretative analysis, not with 
adaptation of existing questionnaires. (p. SOS) 

As has been mentioned earlier Frances Fuller's 
(1969) theory is one of the most classic approaches 
of teachers' stages of concern and has been accepted 
by the educational community as a developmental 
paradigm (Meek and Behets, 1999). Over the past 
several years we have seen a proliferation of studies 
using this perspective. More specifically, the vast 
majority of studies conducted on teachers' work and 
concerns have used Fuller's framework and the TCQ 
instrument. Although there is much to be learned 
from these efforts, findings and conclusions derived 
from this work need to be interpreted with caution. 
As Richardson and Placier (2001) indicated, an 
often unstated assumption of these studies is that 
the three developmental stages are meant to be gen­
eralized to teachers other than those involved in the 
studies, including teachers in quite different con­
texts. In addition, these studies seldom address the 
issue of what causes the change from one stage to 
another or how a teacher moves along a develop­
mental continuum. 

Another concern of these studies relates to the 
nature of Fuller's conceptual framework as a o ne­
dimensional and linear model (Rlchardson ond 
P lacier, 2001). Few will disagree that nowadays 
teaching is a complex profe si n that takes place tn 



complex environments. Based on this assumption, 
it seems that alternative conceptual and epistemo­
logical models that envisage mtlltiplc and different 
paths may be more appropriate at this time for the 
ilwestigation of teachers' work and concerns. Today, 
several concepl11al, theoretical and epistemologi­
ca l al.ternatives (e.g. critical theory, conflict the<uy, 
symbolic interactionism) as well as multiple 
research methodologies (e.g. narrative resea rch, life 
history, biographica l research) are available to the 
resea rch community. Hopefully, a subsequent 
review in Lhe near future will be able to Cllllupon a 
suffi ient number of studies with a variety of episte­
mologica l orientalions and research methodologies 
to not only describe teachers' concerns but also to 
describe and assess what happens to students learn­
ing when their teachers progress through Lhcir 
career and confront specific concerns. 

Summary 

Although, teachers' beliefs are considered to play a 
vital role in defining teaching tasks and organizing 
the knowledge and information relevant to those 
tasks (Ca!derhead, 1996) teachers' beliefs have only 
recently gained prominent attention in the litera­
ture (Richardson, 1996). Several scholars suggested 
tha t understanding the belief systems of teachers is 
critical in improving. teacher educa tion programs 
and teaching practices (Ca lderhead, 1996; 
O'Su iJ ivan, 2005; Pajares, 1Y92). 

Research studies have shown that teachers' 
beliefs may have been acquired and formed during 
their experiences as pupils in schools, from life 
ex periences, or by their teacher cduca ti1>n profes­
siona l preparation program. The physical educa­
tion literature suggested that preservicc physica l 
education teachers enter teacher preparation pro­
grams With a broad, yet conservative range of 
beliefs about physical education. Studies which 
described the intlueoce of teacher education pro­
grams on the beliefs of preservice teachers sug­
ges ted that prese rvi ce teachers' beliefs ahout 
teaching may or may not change or become more 
sophisticated over time. 

A number of studies have described the s· le of 
tt"Jching experiences and U1e te;~che rs' beliefS about 
these experiences. Te<JChing experiences have been 
considered by preservice teachers as the most 
v.1 luab le component of the teacher education pro­
grarils. Research findings have indicated th ~ L 

prospective teachers' attitudes toward students 
decreased significantly as they prngresscd through 
teaching experiences aud that their attitudes become 
nmre custodial, amhoritarian, and utilitarian towards 
teaching. Little evidence exists currently which 
describes teachers' voices and personal accounts of 
effective tenching. Another area which has received 
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little attention in the literature is classroom teachers' 
beliefs on teach in • physical education. 

Research evidence has indicated that teachers 
hold firm beliefs about learners and learning. It has 
also been demonstrated that inqu iry-o riented 
strategies, reflective strntegies, and constructivist 
approaches can help preservice teachers learn more 
about students' motivations, needs, interesLs, and 
characteristics. Such approache have been helpful 
in forcing prospective teachers to alter prior beliefs 
abo\lt stud~nts and leaming. 

Very few studies have investigated the rel:ltion­
sbip between teachers' beliefs and practices even 
though it has an importRn t role tO play in teaching. 
Some ev.idence has suggested a consistent alignment 
between teachers' beliefs and practices. Other evi­
dence has shown a partial relationship, and some 
studies have suggested inconsistent results between 
teachers' beliefs and actions. 

Biographica l and socialization studies on teachers 
lives have shnwn that people who choose to become 
physical educa tion teachers hold several beliefs in 
relation to the teaching role. It has also been docu­
mented that their prior histories shape the ways in 
which preservice teachers come to think about 
teaching physical education. 

Many invesligato rs have used the occupationa l 
socialilation framework (Lawson, 1986} to describe 
physical cdLlca tion teachers' beliefs about their work 
while others (Macd na!d, 1995) have used other 
theoretical frameworks (e.g. the professionalizat.ion­
cleprofessionalizntion tcnsio11 framework) and 
approaches (e.g. the identity theory approach) . Such 
newer approaches have highlighted teachers' frus­
trations and situational constraints included the 
lack nf status, the repetitive nat11re of physical ed u­
cation work and L11e limited decision making, 

Considerable attent ion has been given to the 
study of teachers' concerns about their professional 
practice for quite s1 me1time now (Fuller, 1969; 
G raber, 2001; lti chardso n and Placier, 200 1 ) . 
Research findin gs indicated that teaching c::o ncerns 
ranged from self-survival issues as teachers face the 
dem~nds of teaching realities, hav ing an impact on 
stlldents' needs nnd progress, and irnprovi11g the 
edu cational system more generally. Today, L11ere are 
several conceptual alternatives and research 
methodologies tbat can be \tsed In describing the 
concerns that teachers face during their professional 
lives. lnsights gained from this line lf research ~an 
be helpful in addressing key oncerns at ~pproprlnle 
times in teacher edllcation programs. 

Conclusions 

Thus far, this chapter has discussed the construct of 
teachers beliefs in relation to its development and its 
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role on teaching. Throughout the chapter, issues of 
methods, findings, and conclusions of research 
studies conducted in the area of teachers beliefs 
were reviewed and discussed. Since this review is 
based on selective studies, no claim can be make 
that is inclusive. However, it is neither mutually 
exclusive although some important work may have 
been left out. The goal was to portray some of the 
promising lines of research which have evolved in 
this area. In this final section, some of the broader 
issues found in this area of study are addressed. 

The recent attention on teachers' beliefs has 
demonstrated some of the complex dimensions and 
factors that interrelate in the process of teaching and 
learning. This chapter begins and ends with the 
same premise; that is, still there is inadequate 
research on teachers' beliefs in physical education. 
Knowledge derived from the teachers' beliefs area of 
study will have robust impact on teaching practices 
only when more research findings will reveal the 
conditions and possibilities of how to change teach­
ers' beliefs. Researchers interested in educational 
improvement need to further explore how teachers' 
beliefs are created and under what conditions these 
beliefs may changed over time. 

Several scholars interested in quality education 
point to changes in teachers' beliefs on the basis of 
specific non-traditional teacher education pro­
grams. For many, the solution to quality education 
is a move to more globalized teacher education pro­
grams that will fully prepare teachers for the 
extremely complex act of teaching. Of course such 
efforts will definitely need further exploration. 

Implications for teacher 
education 

Research evidence has demonstrated that teachers' 
beliefs play a critical role in teaching. In addition, it 
was found that the beliefs teachers hold are difficult 
to change during professional education programs. 
More often, teachers' initial beliefs shape the profes­
sional knowledge acquired through teacher educa­
tion programs, instead of initial beliefs being shaped 
by professional knowledge. Based on these indica­
tions, a greater emphasis should be given during 
teacher education programs to the influential role 
that beliefs play in educational contexts. As has been 
suggested by several scholars meaningful change in 
educational practice may be achieved more easily 
when teachers' beliefs are brought to the surface and 
tested through reflection and analytical processes. 

Future research directions 

Even thought, research on teachers' beliefs has 
increased during the last ten years it is still in its 

infancy (Fang, 1996; O'Sullivan, 2005). The first and 
foremost recommendation, is that more studies in 
this area of inquiry are definitely needed. Studies, 
with an emphasis on how teachers' beliefs are man­
ifested in their teaching practices in relation to the 
complexities and constraints of their context, is a 
necessary direction of future research. 

A second common suggestion is that teachers' 
beliefs, understanding, judgment, and interpreta­
tion should be considered by researchers within the 
teacher's own context. Therefore, more effort to 
study and describe the nature of teachers' beliefs 
need to be placed within the context where such 
practices occur. 

A third recommendation relates to the research 
methods and designs used to study teacher beliefs. 
Researchers often describe and record teacher beliefs 
by detaching them from direct experience or action. 
Teachers, however, teach within the classroom and 
school contexts and there is no easy distinction 
between beliefs and actions. Given the fact that little 
evidence exists of the relationship between teachers' 
beliefs and practices there is considerable need to 
conduct more studies in this area. Investigating the 
relationship between teacher beliefs and practices 
empirical knowledge can be generated to inform 
professional practices. Knowledge deriving from 
such studies will definitely enhance teacher educa­
tors' understanding of the nature, status, and role of 
teacher beliefs in teaching and learning. 

The emerging research work on teachers' beliefs, 
although valuable, revealed some methodological 
concerns, which need careful reconsideration in 
future studies. The difficulties with definitions, 
inadequate conceptualizations, and different under­
standings of the manifestation of teachers' beliefs, is 
an endlessly complex area of inquiry. Some of the 
existing empirical evidence described the nature of 
teachers' beliefs but stops short of describing their 
role and value for the long-term development of 
teachers. Investigators seem to assume that teachers' 
beliefs remain the same for a long time. With the 
exception of a few studies, no rich and longitudinal 
descriptions exist today, on whether, how, and in 
what direction teachers' beliefs change over long 
periods of time. Portraying the essence of beliefs 
proved to be problematic because they are difficult 
to articulate, and the subtle, indirect evidence that 
manifest their existence must be gathered over long 
periods of time to show stabili ty or evolu tion 
(Doolittle, Dodds, and Placek, 1993). Lo ngitudinal 
studies therefMe ~re ueeded, to explo re teachers' 
beliefs over their professional development in pro­
vidiHg thick descriptillns and insights fo r th is :uca 
o f inquiry. Studying the trajectories of teachers' 
beliefs, over the years, a knnwlcdge basis can be 
generateel beyond the teachers ' se.lf-reportecl 
recollections about beliefs. This knowledge ca n be 
beneficial to teacher educators in redesigning inser­
vice and preservice education programs. 



A final note: No study has yet explored the 
nalure and role of teachers' belief.~ as they relate to 
students' learning Qtlteomcs. I strongly agree with 
Pajarcs' ( 1992) propositinn that liLLlc will bave been 
accomplished if future research into educational 
beliefs fails tQ 'provide insight · lntn the relation­
ships between beliefs, teacher practices and stlHient 
outcomes. 

The review of literature indicated that the study 
of teacher beliefs is critical to the educational enter­
prise since beliefs lie at the hard of teaching 
(Calderhead, 1996; Pajares, 1992). Based on this 
review it is obvious that methodological and theo­
retical improvements in educational research 
during the la st decades have helped researchers 
study teacher bc::liefs more closely. At the sa me time 
this chapter uggests that there is a long \Vil )' to go in 
physical education scholarship before we feel confi­
dent that we have a le;ner picture nf the complex 
construct of teacher beliefs. Future inquiry needs to 
espouse a diverse range of methodologies (e.g. mul­
tivuriatt· design , narrative research, life histor)' ) :md 
theore tica.l frameworks (teacher identify, sociocul­
tural perspenivcs) in revealing the complex and 
unique nature and rnle of teacher beliefs about the 
teaching and learn ing process. Knowledge deriving 
from these ·tudics should pmvide insights and help 
teacher educators con tr ibute to reconstructing 
teacher cdltcalinn programs. Of course the next 
decode should speak of our capacity to provide an 
excellent education to children through excellent 
teacher ecluca tion programs. 
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