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ABSTRACT The research reported in this paper examined how one American university’s physical education teacher
education (PETE) program in�uenced the perspectives and practices of a �rst-year high school teacher named Ed (a
pseudonym). In addition, it explored how this in�uence was mediated by Ed’s biography and entry into the workforce.
Lawson’s [(1983) Journal of Teaching in Physical Education, 2, pp. 3–16; (1983) Journal of Teaching in
Physical Education, 3, pp. 3–15] hypotheses on physical education teacher socialization guided data collection and
analysis. Data were collected though journal writing, formal and informal interviews, and document analysis. They
were analyzed using constant comparison and analytic induction. Key �ndings were that features of Ed’s biography
led to the formation of a teaching orientation which, in turn, facilitated his full induction by his PETE program.
Consequently, on entering the workforce, Ed was determined to teach as he had been trained even in the face of some
serious situational constraints.

One theoretical perspective that has guided researchers interested in discovering how
preservice physical education teachers learn to teach and why inservice physical edu-
cation teachers teach as they do is occupational socialization (see Lawson, 1983a,b, 1986,
1988, 1989, 1991; Schempp & Graber, 1992; Stroot, 1993; Templin & Schempp, 1989).
The research reported in this paper examines the occupational socialization of one
� rst-year teacher.

Lawson (1986) de� ned occupational socialization as ‘all kinds of socialization that
initially in� uence persons to enter the � eld of physical education and later are responsible
for their perceptions and actions as teacher educators and teachers’ (p. 107). In addition,
he observed that three distinct types of socialization—acculturation, professional social-
ization, and organizational socialization—were likely to mold physical education teach-
ers’ perspectives about their subject and the pedagogical practices they employed
(Lawson, 1983a,b).

The process of acculturation which starts at birth appears to have a powerful impact
on recruits into the � eld well before they begin formal physical education teacher
education (PETE) (Hutchinson, 1993). Initial interest in sport and physical activity may
be highly dependent on parental modeling (McGuire & Collins, 1998; Woolger & Power,
1993). In turn, one of the most common reasons for entry into PETE is a love of sport
(Evans & Williams, 1989; Green, 1998; Macdonald et al., 1999). Moreover, there is some
evidence to suggest that the type and level of sport and physical activity engaged in by
recruits have a long-term in� uence on their beliefs about teaching (Curtner-Smith, 1999;
Curtner-Smith & Meek, 2000; Green, 1998).
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Experiences during childhood and adolescence and interactions with signi� cant people
lead to an understanding of what it means to be a physical education teacher. Playing
a key role in this process are prospective teachers’ experiences during their own schooling
(Hutchinson, 1993; Placek et al., 1995). Of prime importance are experiences within
physical education (Curtner-Smith, 1999; Evans & Williams, 1989; Green, 1998;
Schempp, 1989) and school sport (Curtner-Smith, 1999; Dewar & Lawson, 1984; Dodds
et al., 1992; Sage 1989; Templin, 1979) and interactions with physical education teachers
and other adults who teach or coach physical activity and sport (Mawer, 1996). This
‘apprenticeship of observation’ (Lortie, 1975) ‘has a distinct and traceable in� uence on
an individual’s future decisions, practices, and ideologies as a teacher’ (Schempp &
Graber, 1992, p. 333). Moreover, Schempp’s (1989) research indicated that the appren-
ticeship is a period when prospective physical education teachers start to make evalua-
tions about what is high- and low-quality instruction and become familiar with
pedagogical practices and tasks.

Professional socialization refers to the in� uence of PETE and was de� ned by Lawson
(1983a) as ‘the process by which … teachers acquire and maintain the values, sensitivi-
ties, skills, and knowledge that are deemed ideal for physical education teaching’ (p. 4).
Evidence indicates that PETE has relatively little impact on preservice teachers and that,
consequently, beliefs about the subject developed during childhood and adolescence are
not easily changed (Curtner-Smith, 1999; Evans, 1992; Evans et al., 1996; Green, 1998;
Placek et al., 1995). Preservice teachers tend to use � eld experiences and coursework to
con� rm their beliefs and values rather than as a source of modi� cation (Doolittle et al.,
1993; Solmon & Ashy, 1995). However, there is some evidence which indicates that
PETE is more likely to in� uence preservice teachers when they perceive faculty to be
credible (Graber, 1995). In addition, Schempp and Graber (1992) argued that teacher
educators must challenge the values and beliefs with which preservice teachers enter their
programs if they perceive them to be faulty because:

In the absence of a vigorous dialectic in teacher education, little is likely to
change. Only when recruits encounter teacher educators with alternative
orientations is a dialectic likely to emerge and enable change to take place. (p.
336)

Organizational socialization refers to the impact of the workplace and was de� ned by
Van Maanen and Schein (1979) as ‘the process by which one is taught and learns the
ropes of a particular organizational role’ (p. 211). A school’s culture is transmitted from
one generation of teachers to the next through what Zeichner and Tabachnik (1983)
called the ‘institutional press.’ Speci� cally, this press is the means by which ‘basic
assumptions and beliefs are shared … as the correct way to perceive, think, and feel’
(Schein, 1988, p. 6). Since schools are highly ‘custodial bureaucracies’ (Lawson, 1983b)
and exert such a powerful in� uence, life can be very dif� cult for young teachers who
enter the workforce with new beliefs and values. Indeed, in the face of a particularly
smothering press, one school of thought is that pedagogical practices and perspectives
learned during PETE which are incompatible with a school’s culture are often ‘washed
out’ (Zeichner & Tabachnik, 1981).

Lawson’s Model of Physical Education Teacher Socialization

Although several scholars have written or edited detailed and very useful accounts of
what is known about the occupational socialization of physical education teachers in the
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last 11 years (e.g. Schempp & Graber, 1992; Stroot, 1993; Templin & Schempp, 1989),
the pioneering work in this area was conducted by Hal Lawson in the early 1980s.
Following his synthesis of this literature, Lawson (1983a,b) produced a number of
hypotheses which attempted to explain how and why American physical education
teachers teach as they do.

Initially, Lawson noted that most recruits entered PETE with one of two ‘subjective
warrants’ (‘a person’s perception of the requirements and bene� ts of work in a given
profession weighed against self-assessments of aspiration and competence’; Lawson,
1983a, p. 13). Many recruits, Lawson observed, wished to become physical education
teachers mainly because they wanted to coach school sports teams. For this type of
recruit, teaching during the school day was simply a ‘career contingency.’ Lawson
hypothesized that recruits with a ‘coaching orientation’ were more likely to have
participated in a high level of inter-school sport, be male, and have attended schools in
which there had been little emphasis on instruction during physical education lessons but
a great deal of importance had been attached to the performance of extracurricular
school teams. He also suggested that recruits of this type committed exclusively to
intercollegiate sport were unlikely to be inducted1 by their PETE programs at all while
the induction of those who did not share this commitment would be ‘partial at best.’

In contrast, Lawson explained that a different type of recruit entered PETE programs
primarily because of an interest in teaching curricular physical education. For this type
of recruit coaching was a career contingency. Lawson hypothesized that recruits with a
‘teaching orientation’ were more likely to have been extensively involved in physical
activity other than organized, traditional, competitive sport, be female, and to have
experienced and been successful in good quality physical education during their own
school careers. In addition, he suggested that recruits with this kind of orientation were
more likely to internalize and adopt the philosophy and practices espoused by PETE
faculty.

Secondly, Lawson hypothesized that PETE programs taught by faculty with specialist
degrees in sport pedagogy and who possessed an innovative orientation to physical
education teaching would have a much greater in� uence on preservice teachers than
programs taught by faculty without specialist quali� cations who possessed a custodial
orientation to the subject. In addition, he argued that faculty who were solely responsible
for students’ teacher education would have a greater impact on their charges than faculty
who were given the dual responsibilities of training teachers and coaching university
sports teams. Furthermore, and perhaps most importantly, he hypothesized that preser-
vice teachers were more likely to be inducted by PETE programs taught by a group of
faculty who agreed on a professional ideology and what Lortie (1975) termed a ‘shared
technical culture’ (i.e. the skills and knowledge needed for physical education teaching)
than by programs staffed by faculty who had not/could not agree on these two issues.

Thirdly, Lawson hypothesized that PETE graduates who entered the workforce with
their coaching orientations intact would have a low career commitment to teaching, use
ineffective teaching behaviors, and not work from formal curriculum plans. In short, they
would adopt what Crum (1993) referred to as a ‘non-teaching perspective.’ In addition,
they would support low-quality school physical education programs and were likely to
change high-quality programs for the worse. Conversely, new teachers who entered the
workforce with strong teaching orientations would have a higher career commitment to
teaching, use effective teaching behaviors, and operate based on prepared curriculum
plans. Moreover, they were more likely to support high-quality school physical education
programs and attempt to change low-quality programs for the better.
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Finally, Lawson observed that � rst-year teachers who entered the workforce with a
teaching orientation might be aided or hindered by speci� c workplace factors. Extrapo-
lating from the work on schools’ socialization tactics completed by Van Maanen and
Schein (1979), Lawson also hypothesized that schools in which the socialization of new
teachers was collective (with other � rst-year teachers), sequential (completed in a planned
order), variable (was not completed during a set time period), serial (included mentoring
by an experienced teacher), and involved divestiture (new perspectives and practices were
rejected) were likely to force recent graduates oriented to teaching to ‘impression
manage’ and covertly teach as they were trained. In contrast, schools in which the
socialization of � rst-year teachers was individual (confronted alone), informal, random
(completed in no speci� c order), disjunctive (did not include mentoring), and involved
investiture (new perspectives and practices were accepted) would allow graduates with
teaching orientations to � ourish.

Purpose

The research reported in this paper was part of a series of studies designed to investigate
the hypotheses in Lawson’s model of physical education teacher socialization. In
congruence with the suggestions of several scholars (Carney & Chedzoy, 1998; Dodds,
1989; Evans et al., 1996; Graber, 1995; Mitchell, 1993) the broad aim of this investigation
was to extend the work conducted on this theoretical perspective and to discover how
PETE professors might improve the effectiveness of their programs.

The initial study of an early � eld experience completed by preservice teachers prior
to contact with their PETE professors (Smith, 1993) provided more evidence indicating
that recruits enter higher education with either a coaching or teaching orientation.
Moreover, results of the study revealed that recruits oriented to coaching but placed with
cooperating teachers oriented to teaching were often openly hostile when pressed to
improve their pedagogical skills. In addition, recruits oriented to coaching were more
than happy to mimic ineffective practices employed by like-minded cooperating teachers.
By contrast, recruits with teaching orientations were clearly impressed when placed with
cooperating teachers of the same persuasion and relished beginning the task of learning
to be an effective teacher. Unfortunately, while recruits oriented to teaching, but paired
with ineffective cooperating teachers, maintained their philosophical perspectives in the
face of some seriously antagonistic socialization, by the end of the � eld experience several
indicated that they were considering alternative careers to physical education teaching.

The results of two studies (Curtner-Smith, 1996, 1997a) of the effects of early � eld
experiences, student teaching, and coursework developed by PETE faculty from the
‘effective teaching’ literature (see Graham & Heimerer, 1981; Mawer, 1996; Pieron & da
Costa, 1996; Siedentop & Tannehill, 1999; Silverman, 1991 for reviews of this literature)
were more encouraging. These studies suggested that it was possible to socialize recruits
with both teaching and coaching orientations towards a focus on pupil learning and
achievement. However, given that Lawson (1983b) had warned researchers that they
‘had failed to view teachers as active strategists who, like chameleons, display their colors
as the time and conditions warrant’ (p. 4) and that others had noted that preservice
teachers were often highly skilled at masking their true feelings about and attitudes
towards programmatic content through impression management (Lawson, 1983a,b), or
‘studentship’ (Graber, 1989), the results of these two studies led only to cautious
optimism.
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Logically, the next step in the research process was to follow Lawson’s (1983b) advice
and cross the ‘boundary’ from PETE to the workforce in order to look for the
‘persistence of [effective teaching] behaviors in both settings’ (p. 4). Previously, as
lamented by several scholars (Lawson, 1983b; Lawson & Stroot, 1993; Mitchell, 1993),
no longitudinal studies of physical education teachers’ practices and perspectives guided
by occupational socialization theory had been completed. Although a few researchers
had taken on the very dif� cult and time-consuming task of describing the behaviors,
trials, and tribulations of � rst-year physical education teachers (Cruz, 1991; Napper-
Owen & Phillips, 1995; O’Sullivan, 1989; Smyth, 1992, 1995; Solmon et al., 1993; Stroot
et al., 1993; Williams & Williamson, 1993), they had generally assumed that the teachers
being studied had been fully inducted during PETE and failed to examine the mediating
in� uences of biography. Therefore, case studies examining the in� uences of accultura-
tion, professional socialization, and organizational socialization on the perspectives and
practices of four male � rst-year teachers were completed (Curtner-Smith, 1997b, 1998).
Although all four teachers had been subjected to low-quality physical education as pupils,
entered PETE with strong coaching orientations, and faced restrictive school socializa-
tion tactics and a plethora of what Hargreaves (1984) termed ‘situational constraints,’
with varying amounts of success, they attempted to change the physical education
programs at their respective schools for the better. These � ndings indicated that the
university’s research-based behavioristic core PETE program had been strong enough to
overcome the impact of these teachers’ pre-PETE biographies and to insulate them
against the negative in� uences of their schools’ cultures.

Given that a core PETE program based on principles and content derived from the
teacher effectiveness research had been shown to have a positive effect on recruits who
entered PETE with a strong coaching orientation, I was interested in how a similar kind
of program would effect recruits with a strong teaching orientation. Therefore, the
purpose of the present study was to examine the in� uence of one university’s PETE
program on the practices and perspectives of a � rst-year teacher with a strong teaching
orientation and to discover how this in� uence was mediated by the teacher’s biography
and entry into the workforce. The speci� c subquestions which guided the study were
identical to those which had framed the studies on recruits with a coaching orientation
(Curtner-Smith, 1997b, 1998). These were: (1) what were the teacher’s philosophical
perspectives regarding the teaching of physical education and what pedagogical practices
did he employ; (2) to what degree were the teacher’s perspectives and practices congruent
with those espoused during his PETE; and (3) what were the workplace factors that
in� uenced the teacher’s teaching during his � rst year of work and how did he react to
these factors?

Methods

Participant’s Biography

The participant in this study was Ed,2 a 24-year-old male Caucasian � rst-year high
school physical education teacher who was born and grew up in rural Pennsylvania. His
father had ‘been a blue collar worker all his life’ and had ‘played everything growing up.’
He was ‘very much into playing with [Ed and his siblings] when [they] were younger’
and ‘very into sports’ which was ‘one of the big reasons’ Ed thought he was also ‘so into
sports.’ Ed’s mother was ‘an of� ce manager at an orthodontist’s’ and was ‘not interested
in sports or athletics.’ His elder brother had gained the � rst college degree in the family
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and was ‘a partner in a restaurant.’ He was also ‘into sports, particularly football’ and
was described by Ed as a ‘competent performer.’ Ed’s 26-year-old sister had gained a
degree in criminal justice and ‘was a social worker for a while’ before joining her mother
as ‘an orthodontist’s assistant.’ She had ‘played basketball and run track brie� y in high
school’ but was now ‘into � tnessy things’ and attended a health club regularly.

Although he had enjoyed ‘gym class,’ Ed recalled that his ‘elementary physical
education experiences were not much more than simple games and game-like activities’
designed to ‘keep us [i.e. the pupils] happy.’ He didn’t ‘remember much in the way of
instruction’ and described the program as ‘more like recess with activities.’ His middle
school physical education had also been ‘very enjoyable,’ although it ‘was not co-ed, and
was a multi-activity approach with little instruction and lots of competition’ in traditional
American team games. Similarly, Ed noted that during his high school physical
education he ‘liked to play and compete.’ However, although ‘students were able to
choose, to a certain extent, the activities [again, mainly traditional team games] that they
wanted to participate in each quarter,’ there was ‘virtually no instruction and teachers
ran mostly games and refereed.’ In summarizing his physical education, Ed stated:

All in all, my experiences in physical education as a student were very
enjoyable and this was because of my ability level and love for sports and
competition. I was successful in physical education but the classes probably
offered very little for students who did not like sports or were not very skilled.

Ed also recalled the pleasure he had gained from participating on the golf, tennis, and
basketball teams at his high school ‘with tennis being [his] strongest sport.’ Importantly,
he remembered that there had not been ‘too much pressure to win’ because ‘expectations
were not high.’ He also noted that he ‘was not good enough to play college [tennis], so
once high school was over, [he] was pretty much done.’

Apart from ‘little league baseball,’ which he played in ‘second and third grade,’ Ed
hadn’t played organized sport outside of school. Interestingly, he was adamant that most
of his sports skills had been gained from practicing and playing informally with his
friends and watching television:

Everything was in the neighborhood, in people’s yards and things like that all
the time, things that kids don’t do any more, but it was every day. Outside of
school we all played football, we all played hockey …. That’s all I did—get
home and we’d be outside playing football. I’d shoot baskets for three hours
until my mom made me come in. I guess with football, baseball, and basketball
my dad would show me some things and we’d just play all the time so I kinda
picked up on it. I watched tons of sports on TV and I think that helped. I think
I was self-taught, like things my dad didn’t do—tennis and golf—one hundred
percent self-taught. Me and my friends would play. It kinda developed into
learning how to play.

Despite his massive interest in sport and his considerable prowess, Ed was quick to
point out that he did not and had not ever regarded himself as an ‘athlete.’ In addition,
he con� rmed that he had had a teaching orientation from an early age:

Like a lot of PE teachers, one of the reasons I chose this profession was that
I loved everything having to do with sports and physical activities since I was
very little. However, I wasn’t sure that I would teach PE until the year before
I began college. I knew that I wanted to be a teacher because I always liked
working with other people…. I always liked and admired most of my teachers
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as I went through school. I considered studying to be a science or industrial
arts teacher before settling on physical education but I always knew that I
wanted to be a school teacher…. I was always into coaching and teaching, like
tutoring other kids in school in math class and things like that, so I always
thought if I would become a PE teacher it would be like you were coaching
kinda [i.e. providing instruction] despite the programs I was in where that
didn’t happen.

Ed’s PETE

Having graduated from high school, and with the help of a grant provided by a local and
private philanthropic organization, Ed attended a major public university situated in the
southeastern United States. During his college career, he was highly successful within a
core undergraduate PETE program and within the same university’s master’s degree
program in physical education pedagogy which he entered directly following the
completion of his undergraduate studies. In particular, Ed showed remarkable ability as
a student teacher, supervisor of student teachers, and research assistant. Moreover, by
the time he graduated from the master’s degree program he clearly possessed a
considerable knowledge and understanding of effective teaching practices and different
curricular approaches.

The core undergraduate PETE program Ed followed consisted of three methods
courses (secondary, elementary, and advanced), each with large early � eld experience
components, and half-semester student teaching practices at an elementary and middle
school. During the methods courses, Ed was taught by three non-coaching faculty
members with doctoral degrees in sport pedagogy. As noted by Ed, within all three
courses, an attempt was made to compare and contrast ineffective (outdated) and
effective (innovative) practices, perspectives, and beliefs. While the overarching structure
for these courses came from the knowledge base on effective teaching derived mainly
from behavioristic research paradigms, also included was an element of what Zeichner
(1983) termed the inquiry-oriented orientation to teacher education (more recently
referred to as the critical orientation; e.g. see Fernandez-Balboa, 1997; Macdonald &
Kirk, 1996) as well as a healthy dose of constructivism. Moreover, early � eld and student
teaching experiences were closely supervised by faculty members, focused on the use of
teaching behaviors derived from teaching effectiveness research and curriculum models
described in the relatively recent literature (Jewett et al., 1995), and involved preservice
teachers collecting and analyzing data on their own teaching, practices thought to
promote induction (Curtner-Smith, 1996). Course content in Ed’s master’s degree
program included research on physical education teaching, research on PETE, curricu-
lum, supervision, systematic observation, and constructivism.

Entry into the Workforce

On graduating from his master’s degree program, Ed interviewed at ‘numerous schools’
and ‘was offered a couple of jobs which [he] decided to turn down for various reasons.’
Eventually, he took a position at a rural high school close to where he had grown up
because he thought it was ‘a good school and area so [he] was interested in teaching
there.’ In addition, it was clear to Ed that he was being ‘hired to teach not coach.’ The
school was attended by 1500 predominantly ‘working class’ pupils in grades 10, 11, and
12. Some 97% of these pupils were Caucasian.
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Data Collection

I gathered data throughout Ed’s � rst year of teaching primarily by using three qualitative
techniques (Goetz & LeCompte, 1984; Patton, 1990; Spradley, 1980). These were: (1)
journal writing; (2) formal and informal interviews; and (3) document analysis. Since the
distance between Alabama and the location of Ed’s school made � eld visits impossible,
in addition, Ed videotaped a small sample of his lessons so as to provide me with
examples of his instruction.

My intent was to use these techniques to construct Ed’s ‘life history’ (Butt & Raymond,
1987; Denzin, 1989; Goodson, 1991, 1992; Hatch & Wisnieski, 1995; Sparkes, 1994,
1995; Templin & Sparkes, 1992). As explained by Brown (1999), the researcher’s goal
when constructing a life history is to ‘place stories in social, historical and political
contexts and subject them to analysis on these grounds’ (p. 48). In congruence with
Squires and Sparkes (1996), my motivation for using the life history approach was ‘its
ability to provide, for voices that are normally silenced, arenas in which they can be
heard by a range of audiences that might not otherwise hear them’ (p. 81). Speci� cally,
my goal was to produce an authentic account of a potentially excellent � rst-year physical
education teacher’s experiences which might in� uence teacher educators, school admin-
istrators, and policy makers.

Journal Writing. Ed completed a re� ective journal which he sent to me by e-mail. In the
guidelines for this journal I asked Ed to: (1) ‘tell me the “story” of your � rst year
experience as a physical education teacher’; (2) ‘try and write at least one journal entry
a week (more if you have time) describing and explaining any relevant experiences,
occurrences, incidents, hopes, fears, stresses, strains, feelings of joy, sadness, pleasure, and
frustration’; (3) ‘tell me how well you were prepared to take on the job you are doing
during your university training’; and (4) ‘try and identify the workplace factors which are
in� uencing the way you teach.’ Additionally, I asked Ed to explain why he had selected
physical education teaching as a career, describe his past sporting experiences, and
discuss the process he had gone through to get hired. Lastly, I asked Ed to describe his
school’s physical education program in terms of equipment, facilities, personnel, class
size, and curriculum.

The ‘electronic journal’ proved to be a very effective method for collecting data. Ed
always sent at least one detailed entry per week and often two. Moreover, due to the
instant access I had to his journal entries, I was able to e-mail him questions, ask for
clari� cation of points he had made, and request additional details. To some extent,
therefore, the electronic journal became an interactive data collection tool.

Formal and Informal Interviews. I formally interviewed Ed three months after he had
started his new job and at the completion of his � rst year of teaching. Both interviews
were tape recorded and transcribed for analysis. I began the initial interview by
attempting to gain Ed’s ‘life story’ (Atkinson, 1998; Brown, 1999; Linde, 1995), the major
focus being on Ed’s pre-PETE biography and his experiences of physical education and
sport. During the remainder of the initial interview and the end-of-year interview, in
congruence with the theoretical framework and set of subquestions which guided the
study, I asked Ed about: (1) his perspectives regarding the teaching of physical education
and the pedagogical practices he employed; (2) the extent to which these perspectives and
practices had been in� uenced by his PETE; and (3) the workplace factors which had
in� uenced his teaching and how he had reacted to these factors.
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On � ve occasions throughout his � rst year of teaching, I also informally interviewed
Ed by telephone. The purpose of these interviews was to gain additional biographical
information and data pertaining to the three subquestions which guided the study.
During each informal telephone interview I recorded data by making written notes.

Document Analysis. I examined documents indicative of Ed’s academic performance
during his undergraduate PETE and master’s program. These included course syllabi,
evaluations written by university supervisors and cooperating teachers, written examina-
tions and assignments, unit and lessons plans, Ed’s master’s thesis, and other research
which Ed had presented at professional meetings and conferences. In addition, Ed
supplied me with copies of relevant newspaper articles about his school and the schemes
of work, lesson plans, and evaluation materials he wrote and used during his � rst year
on the job.

Data Analysis

Initially, I wrote Ed’s biography through the end of his master’s degree program.
Secondly, I coded the sample of lessons which Ed had videotaped with the Physical
Education Teacher Assessment Instrument (PETAI) (Phillips et al., 1986), a computerized
systematic observation instrument designed to record the amount and percentage of time
teachers spend in various instructional and managerial behaviors and pupils spend in
various participation and managerial behaviors. Thirdly, I categorized data identi� ed as
relevant to each of the three subquestions which guided the study using analytic
induction and constant comparison (Goetz & LeCompte, 1984). This was achieved by
examining the data for tentative categories and relationships between categories and then
re� ning these categories and hypothesized relationships based on newly reviewed data
which did not match initial category descriptions. Finally, I wrote a pro� le of Ed
describing his perspectives on teaching physical education, his pedagogical practices, the
extent to which these perspectives and practices were congruent with those espoused
during his undergraduate PETE and master’s degree programs, and the workplace
factors which in� uenced his teaching and how he reacted to these factors.

Data Trustworthiness

Triangulation (Borg & Gall, 1989; Goetz & LeCompte, 1984) was the � rst method I used
to establish data trustworthiness. I cross-checked the accuracy of the data by employing
three data collection techniques. Secondly, I investigated journal entries, responses
during interviews, and contents of documents which were incongruent with emerging
themes. I used these negative and discrepant cases (Goetz & LeGompte, 1984) to modify
these emerging themes. Finally, I asked Ed to review an earlier draft of this report and
to provide feedback regarding its accuracy. Having completed his review, Ed sent me the
following message:

I am very happy with your � ndings and the way everything turned out. I think
everything is very much ‘on the money.’ As I was reading it [i.e. the draft of
the report], everything really rang true for me. It was almost exactly as I would
have described the � rst year, and my situation/feelings during last year. I did
wonder sometimes last year, and this summer, if you would really be able to
describe my situation exactly as I would want it, and you really nailed it.
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Researcher’s Perspective. Readers of this report should be aware that Ed had graduated
from the university at which I was employed. In addition, readers should know that I had
supervised Ed during his master’s thesis work and that Ed had taken two undergraduate
classes and two graduate classes which I had taught. Although the fact that I had been
partially responsible for Ed’s teacher preparation may have put pressure on him to
support the perspectives and practices espoused in his PETE program, my perception
was that this was not the case. Rather, and in a similar fashion to the four coaching-ori-
ented � rst-year teachers I had studied previously (Curtner-Smith, 1997b, 1998), I
perceived that Ed viewed me as both a researcher and a therapist. As noted by
Kelchtermans and Vandenberghe (1994) and Macdonald (1999), this type of relationship
is often advantageous because it leads to a climate in which teachers feel comfortable and
enjoy re� ecting on their work. Certainly, once I had emphasized that data collection
would be strictly con� dential, Ed appeared to appreciate the opportunity to tell the story
of his � rst year’s teaching.

Results

Workplace Factors which In�uenced Ed’s Teaching

Facilities, Equipment, and Class Size. Ed was quick to point out that the physical education
facilities at his school were ‘outstanding,’ the equipment was ‘plentiful,’ and the
pupil–teacher ratio gave him the opportunity to ‘teach properly.’ During an early journal
entry he explained that:

The department head has done an excellent job with ordering and securing
good equipment. … The average class size is around 25 students. The school
itself has very good physical education facilities. Included are a very nice main
gymnasium, a second gymnasium, and a third ‘older’ gymnasium. Outdoor
facilities include numerous baseball � elds, including what is considered to be
the best high school baseball stadium and � eld in the United States, soccer
� elds (2), football � elds (2), lacrosse � elds (2), hockey � elds (1), and tennis courts
(8). The football stadium is also very nice and has a 400 meter track.

Schedule. A typical day saw Ed arriving at school ‘just before seven.’ He spent three
quarters of an hour ‘preparing and setting up equipment’ before supervising and
registering his homeroom class from 7:45 until 7:55. Classes began at 8:00 and ended at
2:50. Teachers in the physical education department generally ‘taught 6 or 7 [45-minute]
periods per day out of 9.’ Ed’s lunch break was from 11:45 until 12:30 and, when
contracted, he coached extracurricular sport from ‘3:00 to 5:00.’

Although Ed considered his teaching load ‘reasonable’ in terms of time allocation, in
general he described his schedule as ‘extremely hectic.’ He was asked to teach ‘in
different places every period’ and was given responsibility for ‘11 sections of physical
education and 4 sections of “wellness”,’ which meant that he spent an inordinate amount
of time ‘planning and grading.’ In addition, Ed explained that ‘unit length and activities
[were] up to the individual’ which caused ‘problems when it rained,’ particularly when
he had to share a gymnasium which he found ‘very stressful.’

Ed’s 10th grade classes met ‘� ve out of every six school days,’ allowing him ‘to teach
more the way [he was] accustomed to’ and provide ‘more time for skill learning.’
However, his junior and senior classes met ‘twice per week,’ or ‘two times every six days,’
and since ‘the amount of functional time [was] around 30 minutes per class,’ Ed noted
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that the ‘things [he could] do [were] very limited.’ This led to him ‘narrowing the scope’
of what he taught and made it ‘tough’ to carry out extensive pupil evaluation.

Moreover, Ed stated that while he had ‘always felt very con� dent in [his] teaching
abilities,’ ‘the additional responsibilities that are part of the job are staggering.’ He went
on to explain that:

The most dif� cult thing for me as I adjust to this school are all of the policies
and procedures of the school itself. Things such as procedures for sending
progress reports, how to set up special testing conditions for my special
education students, what paperwork is involved in giving a detention, etc….
The real world of teaching has had so many more things than I would have
thought I’d be doing…. I feel like there are so many things that are job- and
school-speci� c that you have to take on and that the physical education part
is not the total package. I probably had more of a vision of me coming to
school and being in the physical education department from the time I got to
school until the time I left. However, I have many more concerns than just
setting out my equipment and teaching the PE curriculum. I wish it were that
easy!

Ed coached � eld hockey to girls attending a junior high school in his district in the Fall
Quarter with two ‘experienced females.’ In the Winter Quarter, he coached indoor track
at his own school with a chemistry teacher who was a ‘terri� c coach, a real nice person,
and a real intellectual guy.’ While he obviously enjoyed working with highly skilled and
motivated teachers and pupils and was under ‘no pressure to win’ because ‘the school
was not a real big athletic school,’ towards the end of the year Ed re� ected that not
coaching in the ‘Spring Season’ had been ‘bene� cial’ because it was ‘tiring,’ ‘stressful,’
and ‘makes for quite a busy workload for a � rst-year teacher.’

Other Physical Education Teachers. There were � ve other teachers in Ed’s department.
Three of them were female and two were male. All were Caucasian and ‘over
40-years-old.’ Two of the women had taught at the school ‘for over 20 years’ and one
had taught for ‘approximately 5 years.’ The men had taught at the school for three and
four years, respectively.

Ed had ‘a great deal of respect’ for Joanne, the department head and ‘successful
lacrosse and basketball coach.’ He described her as ‘a strict tough lady … and a total
perfectionist.’ As the year wore on, she became Ed’s ‘unof� cial mentor’:

If I have any questions I go to her. She has helped me tremendously. Her door
is always open to me and I go to her with a lot of questions. … She runs a tight
ship with everything she does so if she noticed something about me she would
not hesitate to tell me. I think she knows I’m doing a good job.

The least experienced female teacher, Dawn, was, according to Ed, ‘also providing
quality PE experiences that are appropriate and educational.’ In addition, like Ed, she
attempted ‘to keep contact with the regular education faculty and stay involved with the
whole school.’ Her duties also included ‘team-teaching an exercise physiology course
with a science teacher.’

The second ‘veteran’ female teacher, Alice, who was also a ‘very successful softball
coach,’ was described by Ed as ‘a pleasant woman who teaches some skills to begin her
units and covers a variety of sports with most of the class time spent in game play.’
Similarly, Ed noted that John, the former head football coach with whom he shared an
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of� ce, ‘visits a lot of sports in short units, with the majority of the content being game
play.’

George, the second male, was described as ‘a good-hearted man’ but ‘weak teacher’
who was ‘not taken seriously’ by many of the school’s faculty and whose ‘knowledge of
content and teaching methodology is not as strong as it should be.’ To make matters
worse, George was appointed as Ed’s ‘of� cial mentor’ at the beginning of the year by the
school’s administration team. However, Ed explained that although George had
‘watched parts of a couple of [his] wellness lessons’ and ‘10 minutes of a phys. ed. class,’
he was really ‘� lling a 10-hour requirement.’ Moreover, Ed was sure that George ‘had
learned more from me than I’ve learned from him.’

The strength of Joanne and Dawn’s commitment to teaching and their relatively high
level of pedagogical skill encouraged Ed in his own efforts to ‘teach effectively.’ In
contrast, although at times they gave him ‘very welcome and motivating feedback’ about
his own instruction and were not ‘classic ball rollers,’ Ed was clearly disturbed by his
other three colleagues’ lack of expertise:

There are teachers here who in no way teach the curriculum. Of the teachers
here, I think I am doing much more with skill. The good teachers know what’s
going on as well as I do. … I wouldn’t have so much of a problem if I knew
that all the 10th grade students were getting instruction similar to mine, but I
think only half of them really are … I would have to say that a lot of the classes
are getting the ‘old school’ version of PE. By that I mean lots of competition
and bad experiences for those who are not good athletically. … In the future
I will have to teach some of the students that they have taught and this may
be dif� cult.

Ed was also bothered by his perception that the classroom-based wellness component
of the department’s program was considered ‘more important’ than the activity-based
physical education component by ‘� ve out of � ve of the other members’ when he
considered both components to be ‘equally important.’ To illustrate this point, he noted
that even the weaker male teachers ‘put work into their wellness classes.’

Another ‘major area of concern’ for Ed was the ‘lack of collaboration’ among
members of the department. According to Ed, this state of affairs was caused by
departmental ‘politics,’ speci� cally ‘personalities that don’t get along,’ and the fact that
Joanne was only responsible for ‘administration’ while the principal and his assistants
were ‘in charge of [faculty] supervision’:

We almost never meet as a group to plan the use of facilities, or discuss issues,
or exchange ideas. … Our department is very much a group of individuals
rather than a team. There is not much professional interaction or exchange of
ideas as a group. … Primarily, our interactions are short conversations in the
hallways between classes but we sometimes go days without much interaction
at all.

Relationship with a Group of Young Teachers. Starved of collegiality within his own
department, Ed formed friendships with a group of � ve male classroom teachers ‘in their
mid-to-late 20s’ who were ‘committed professionals’ and had taught for ‘less than 3
years.’ Included in their number were ‘3 math, 1 history, and 1 economics teacher.’ Ed
related how he would often eat lunch with this group and ‘talk about political crap.’ He
also explained that they were a major source of professional support:
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My interactions with these individuals have been very bene� cial to me as they
have given me an opportunity to associate with a group of people that is more
apt to discuss issues and exchange ideas. This is something that I feel I really
need. … It’s good to hear other people’s problems as well so that you know
you are not alone.

The Administration. Although Ed observed that ‘the Principal doesn’t really come our
way very often,’ he had great faith in one of the Deputy Principals, a former physical
education teacher, who was largely responsible for hiring Ed and was ‘supportive.’ To
illustrate this faith and support, Ed described one of his formal evaluations which this
man had conducted:

I was encouraged that I was being evaluated by a former phys. ed. teacher who
knew what good teaching was. He showed a knowledge of what I was doing
and of effective teaching behaviors and I was very pleased by this. It is nice to
have an administrator who understands and can relate to physical education.

Pupils. Ed consistently stated that his school had ‘good students’ and received ‘some
positive feedback’ from his charges including ‘comments about being a good role model
for physical education’ and ‘making learning interesting and enjoyable.’ In addition, he
clearly enjoyed teaching his 10th grade classes because of their ‘willingness to have fun
and learn without much resistance.’ However, he was generally distressed by the ‘junior
and senior’ pupils’ ‘lack of motivation and interest’:

The thing that has been the toughest for me so far is that many of the students
do not take class seriously. … I have a lot of students who do terri� c work in
wellness and physical education class but at the same time a lot of them, even
that do good work, don’t consider it important because it’s still health class, it’s
still PE class. … A lot of students come to class to pass the time … I have to
� ght this every day, and sometimes I feel that I don’t have the right
ammunition.

Ed had particular problems with the ‘general’ and ‘vo-tech’ pupils who were not
‘tracked for college’ and took lower-level academic and vocational courses:

One of the most frustrating things about teaching high school PE is having the
classes of 30 vo-tech students who are notorious behavior problems and very
low achieving. When I hear the regular education friends of mine complain
about their one ‘general’ class, I often shake my head (to myself of course) and
think how my classes are all ‘general’ classes. When I have a class full of 17-
and 18-year olds who have no interest in physical activity or school period
(some of whom have probation of� cers in school and/or spend as many days
in suspension as they do in class), I realize that my world is actually quite
different from the worlds of some of my classroom teaching friends.

Isolation and Marginalization. Ed noted that it was dif� cult to get to know the rest of the
faculty because he was ‘so young’ and ‘the physical education department [was] kinda
separated [physically] from the rest of the school.’ Nevertheless, on more than one
occasion he indicated that he had received ‘positive feedback’ and words of ‘encourage-
ment’ from teachers outside of the department and his group of ‘young professionals’
which made him ‘feel good.’ However, he was extremely irritated by the volume of
‘subtle and not so subtle’ comments and actions which belittled his subject, including the
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suggestion that his job was to ‘play sports’, and excusing pupils from physical education
so that they could ‘take tests, work on projects, even attend parties in other “more
important” subject classes’:

Other teachers either directly or indirectly trivialize our department. … I think
it is standard practice for physical education to be assigned secondary status.
You almost want to explain what things go into being a physical education
teacher and that it is not about ‘playing sports.’ At the same time, I don’t know
that other teachers can fully understand this, maybe because of their experi-
ences with physical education or maybe because they don’t really want to
understand it.

The Columbine High School Shooting. Following the ‘tragic killings at the high school in
Littleton, Colorado,’ Ed reported that:

We had a bomb scare last week and other threats of violence. Security has
become an issue at our school for the � rst time. The school has been greatly
affected by all this. We missed a day as bomb experts searched the building.
Nearly half the student body was absent one day, and nearly all the student
body had its mind on things other than school activities. For two days it was
almost as if school was going from PA announcement to PA announcement as
the Principal would � ll everybody in on some other security matter. We had
policemen in the school. It was very much on lock-down … I was really upset
at seeing the news stories out of Colorado and I was honestly depressed by the
events that happened at my school. … I have to believe that, in the last week,
most of the people in education in this country have questioned the state of our
profession as we have debates over things such as having armed guards in
schools, using metal detectors on students, and not allowing students to carry
bookbags for fear of the weapons which might be put in them.

In�uence of PETE on Ed’s Teaching

When I asked Ed about the degree to which his PETE program had in� uenced him he
replied:

I think I was very well prepared. I think I developed a strong collection of
teaching skills, which has to be your � rst step, and I think our program had a
lot of experiences dealing with all sorts of kids and tons of hours in the schools
and that was the best preparation you can get. … I think I bought into
everything that was taught—more than anybody that I took classes with—and
I always felt that when I was done my philosophy was like miniature versions
of the teacher education people.

Ed was sure that the PETE program he had followed had not affected some of his peers
in the same way:

A lot of them fake their way through and don’t buy into the things we teach
but they know how to teach properly and they are given every opportunity to
internalize those beliefs. Some of them really do and some of them fake it but
it’s not the fault of the program. … I think the female students take it on very
well, the males don’t. People going into secondary don’t internalize it, they fake
it. The people that know they are going into elementary—and that obviously
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shows nationwide as elementary PE is much stronger—they buy into it and
they are committed.

Ed also explained that some graduates of the program were too quick to ‘give up
teaching properly’ when they entered the workforce:

Another problem with people coming out of our program is that they get into
terrible conditions [when they start teaching]—no equipment, gigantic classes,
and no one has ever taught anything. A small percentage are too quick to give
up and I think the reason is they didn’t buy into it. A lot of them, a month in,
have thrown up their hands and it’s not all that bad. I mean, heck, you could
take a lot of the people that came out of our program and put them in the
school that I’m at and they’d say, ‘I can’t do anything about it. The kids aren’t
motivated,’ and that’d be their way out. What I am saying is that some of them
give up from the conditions but a lot of them weren’t ever going to do it. They
gave up at their � rst opportunity which means they didn’t buy into it.

According to Ed, the key courses he took as an undergraduate were the ‘methods
courses’ and ‘student teaching’ largely because he was a ‘big believer in [spending] as
much time in the schools as possible’ and because he had learned ‘the practical skills and
knowledge that goes into being a successful physical education teacher.’ In addition, he
noted that the courses he had taken in exercise physiology and human anatomy and
physiology had been ‘very valuable’ mainly because they had provided him with much
of his ‘health-related � tness content.’

In contrast, Ed was convinced that ‘basically, courses that weren’t pedagogical content
knowledge or methodology didn’t help much.’ He felt that the core curriculum had been
‘too extensive’ and that even though he had ‘learned a lot’ in his core classes they were
‘serving [him] no purpose as a teacher.’ In addition, Ed was critical of the Educational
Foundations classes (psychology, history, sociology, and human development) because
they were ‘no help’ due to the ‘scienti� c,’ ‘theoretical,’ and ‘impractical approach’ taken
by the faculty teaching them. Instead, he wished he had been able to take more courses
which ‘expand your knowledge’ and ‘teach you how to be a competent, creative, and
innovative PE teacher.’ These included ‘a methods course focused on senior high
students,’ more ‘content courses,’ (e.g. ‘invasion games,’ ‘lifetime activities,’ ‘health-re-
lated � tness,’ ‘outdoor education’) ‘a course on teaching styles,’ and courses in which he
learned ‘how to take different approaches [to curriculum and instruction].’

Having ‘got the science of teaching down’ and gained a ‘� rm commitment to teaching
properly’ in the undergraduate program, Ed explained that:

The graduate program was invaluable. It made you think about the bigger
picture. Like rather than just approaching it as ‘you teach a lesson, here’s the
skills you need to do it,’ I learned how to do new things with students, how to
teach them to think, how to choose different teaching styles. It just made me
more critical, more re� ective as a teacher. … I think more about my teaching,
probably, than anyone else at that school, I honestly believe, and a lot of that
came from the graduate program. … I am constantly examining my own
thoughts, my feelings, the state of PE as a profession, other teachers, the
induction process, how I would change things and I am a stronger teacher
because of that.
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Ed’s Perspectives and Practices

Physical Education. During his physical education classes Ed employed ‘the multi-activity
model.’3 His goal was to teach ‘the skills and information that [would] enable them to
participate in physical activities more effectively and enjoyably.’ To achieve this, he
taught units on ultimate frisbee, tennis, basketball, weight training, soccer, and softball.
Data generated by the PETAI indicated that Ed provided a great deal of performance
and motivational feedback and engaged skill learning time. In contrast, management
time was generally low. At the beginning of the year within his sporting units he used
‘more direct teaching styles’ and the tasks he asked pupils to complete were more likely
to be ‘drills and practices’ ‘focused on skill work.’ By the end of the spring semester,
however, he had shifted to a more indirect ‘understanding’ approach:

I do a lot with tactics and understanding. I try to get the skills that will enable
them to play but then I just focus on tactics and strategy most always within
small-sided and conditioned games. I create different types of games, invent
games. I think if I were teaching junior high I would still be going skill to game
but it’s one of the things I’ve found this year—15- to 17-year-olds—you’re far
better served to get them involved in something that’s realistic to them.

Ed also explained that during the following year he would ‘have more time to
experiment with new units and curriculum approaches’ and that he ‘would like to try
sport education with some of [his] 10th grade classes.’ Moreover, he felt that some of his
units ‘were shorter than they should have been’ and stated that he planned on rectifying
this problem in the future ‘with more steps building to playing the sport, and more
creative ideas for conditioned games and evaluation.’

Ed was not impressed with the departmental system for evaluating physical education
because ‘achievement and learning [were] barely addressed’ and there was ‘no account-
ability.’ Instead, criteria for passing courses were mostly related to pupils’ willingness to
‘dress’ in the ‘correct clothes’ and ‘show up on time.’ Ed believed that this lack of
accountability was one of the ‘main reasons’ why many pupils in the junior and senior
classes made little effort during lessons and noted that ‘it has been very dif� cult to get
students to work hard toward objectives when they know they don’t really have to.’
Therefore, although he was still severely constrained by the system, he set about adapting
it so that he could ‘sneak in’ ‘process, product, and cognitive evaluations’ of his pupils.

Wellness. During his classroom-based wellness classes, Ed taught units to 10th grade
pupils on ‘health-related exercise and � tness’ and ‘social wellness’ which included ‘stress
and anger management,’ ‘con� ict resolution,’ ‘nutrition and diet,’ ‘eating disorders,’ ‘skin
cancer,’ ‘the dangers of smoking and smokeless tobacco,’ and ‘drug and alcohol
awareness.’ Ed emphasized the fact that he had ‘developed all his own labs and materials
based on the main topics.’ At the end of the year, he re� ected that ‘some of my best
successes and some of the things I’m most excited about have come in that [i.e. wellness]
not PE.’ As indicated by his meticulously planned units and descriptions of his teaching
behavior, the methods Ed employed in these classes were heavily in� uenced by the
graduate course he had taken on constructivism:

I just did a four class period group project where they worked in a group of
three. I taught group-process skills. They developed a � tness survey, they asked
other people about their � tness habits, beliefs, and interests and they had to
create a survey. … The next class they came in and gave it to other students,
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had them � ll it out. Then I spent a class period talking about how to analyze
data, draw conclusions, make generalizations about populations and things like
that. … A lot of it came from my constructivism class about teaching critical
thinking skills.

Stages of Development. In his � nal journal entry Ed suggested that his development during
the course of his � rst year on the job had taken place within ‘three stages’:

The � rst stage was the � rst couple months of school. It was a tough time for
me. I quickly found that the program was not set up the way I would most like
it and that students were not as motivated and interested as I expected. These
factors … had me feeling pretty unhappy at � rst …. After a couple months of
school, I think I began to feel a little more comfortable. At this time, I was also
coaching after school and getting good feedback from some other people. For
a few months, my feelings of doubt were actually subsiding as I felt more at
home. I was beginning to see the school and the job as something that I might
settle into and get more and more comfortable with for a long-term situation.
I think I am now in my third stage …. It is something that is causing me a
great deal of stress and doubt. During the past month or so, I am beginning
to see that a lot of the problems with the program, the department, and the
students are not going away. I am realizing that, right now, we have no
leadership in our area. I am also realizing that it is quite dif� cult to teach the
PE side of my classes as I have been prepared to. There are so many situations
that make the teaching of PE a very dif� cult task. I am thoroughly frustrated
with the lack of a team focus, and the lack of direction that is being shown in
my department and within my program. There are rewarding days …
however, a lot is missing for me. I want to work with other thinkers and doers.
I want to make changes and improvements. Right now, I am feeling unsure as
to whether I can/will do those things at [this school].

In the last few weeks of the year, Ed conceded that he could not see himself ‘doing
this for another 30 years,’ ‘did a lot of thinking,’ and considered changing teaching jobs
and moving to either the elementary or adult education level, ‘going back to college’ to
work on a PhD in pedagogy or exercise science, and leaving teaching altogether to go
into a ‘sport management-related � eld.’ However, at the completion of the Spring
Semester he stated that ‘I’ll see what happens. I plan on staying here for a couple of years
at least and I’ll see how it goes.’

Discussion and Conclusions

Despite experiencing (and enjoying) what he later came to realize were inferior physical
education programs himself, Ed entered his PETE program with a teaching orientation.
In congruence with Lawson’s (1983a,b) theoretical work on occupational socialization,
this appeared to be mainly because he had participated extensively in informal sporting
play outside of school as a child and youth (i.e. with his father, siblings, and friends), an
arena in which learning to play and aiding others to learn to play had considerable
emphasis. In addition, teachers who had taught Ed other subjects appeared to have
in� uenced his orientation towards physical education. Indeed, data indicated that these
role models had led Ed to choose teaching as a career a fair time before he decided to
teach physical education.
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Also signi� cant in Ed’s development of a teaching orientation was the fact that he had
participated very little in formally organized competitive sport outside of school and had
not participated in competitive inter-school sport until high school. Moreover, the
coaches for which Ed had played when participating in high school sport had not
emphasized winning and competition to the extent that is often witnessed in the United
States (see Smith, 1990). Finally, although Ed was a very accomplished performer, he
had not had a high level of competitive sporting success and had no pretensions of being
a college ‘student-athlete.’ Collectively, these factors appeared to have played a part in
sparing Ed from the conservative coaching orientation which enveloped so many of his
peers in PETE.

Lawson’s (1983a,b) model also predicts that recruits oriented to teaching are likely to
be inducted by their PETE programs. Findings in the present study again supported this
hypothesis. During his � rst year of work, Ed clearly attempted to employ the kinds of
pedagogical behaviors and the types of curricula espoused in his PETE program in not
altogether favorable conditions. In contrast, as Ed himself emphasized, his practices bore
no resemblance to those of his own physical education teachers. Moreover, although he
enjoyed coaching extracurricular sport, it was de� nitely a secondary priority. Even more
encouraging was the fact that the impact of Ed’s PETE was not super� cial. It did not
merely lead to the use of methods quite different from those he had witnessed as a pupil.
Rather, it appeared to cause what Sparkes (1991) referred to as ‘real change’ by having
a profound in� uence on his perspectives, beliefs, and values. To borrow from Evans et
al. (1996), Ed was ‘shaken’ and ‘stirred’ by his training.

The � ndings of the present study provided additional evidence in support of several
of the components Lawson (1983a,b) hypothesized were necessary for effective PETE.
These components had also been supported by the results of the studies conducted with
� rst-year teachers oriented to coaching (Curtner-Smith, 1997b, 1998). The PETE faculty
in the present study all possessed specialist pedagogical quali� cations, had innovative
orientations towards physical education teaching, did not coach, and broadly agreed on
a shared technical culture and professional ideology. Importantly, and in contrast to the
previous studies, these broad agreements still allowed for different theoretical emphases
within the program; speci� cally, behaviorism, constructivism, and critical theory. More-
over, and in line with the thinking of Graber (1995) and Schempp and Graber (1992),
crucial in the process of successfully inducting Ed was his perception that the faculty were
credible and the creation of a ‘vigorous dialectic’ by constantly requiring him and his
fellow preservice teachers to compare and contrast the types of physical education and
sporting programs they had experienced themselves with those being advocated by the
faculty. This latter strategy may also have negated the effects of what Vennman (1984)
called ‘reality shock’ (‘the collapse of missionary ideals formed during teacher training by
the harsh and rude reality of classroom life,’ p. 143) when Ed began work.

The studies I conducted previously with four different � rst-year teachers (Curtner-
Smith, 1997b, 1998) had indicated that a relatively short behavioristic core PETE
program taught by two specialist non-coaching faculty and consisting of one methods
class, two week-long early � eld experiences, and student teaching could induct recruits
with coaching orientations. A comparison of the effects of that rather limited program
with those of the core undergraduate and master’s degree programs followed by Ed,
however, supports those, including Dodds (1989) and O’Sullivan and Tsangaridou
(1992), who suggest that more quality PETE is better. Ed’s core PETE program was
taught by a greater number of trained innovative faculty and included a sequence of
methods courses and lengthy well-supervised early � eld experiences as well as student
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teaching. In addition, he was exposed to and often immersed in different perspectives
and practices while studying for his master’s degree. Little wonder, then, that the depth
and breadth of Ed’s pedagogical knowledge and skill at the time he entered the
workforce was superior to that of Tim, Bob, Ron, and Paul, the four coaching-oriented
recruits studied earlier. Furthermore, it is hardly surprising that while the four coaching-
oriented recruits were prone to, in Lacey’s (1977) terms, ‘strategically comply’ or teach
covertly when faced with opposition to their perspectives and practices during their � rst
year on the job, Ed was more apt to, as he put it, ‘� ght for what is right’ and try to
in� uence his more experienced colleagues. In Lacey’s (1977) terms, then, he employed
the adjustment mechanism of ‘strategic rede� nition.’

Like the Australian human movement studies students studied by Macdonald et al.
(1999), Ed was very concerned with the ‘occupational utility’ of the content included in
his undergraduate training. In congruence with other preservice and beginning inservice
physical education teachers (Curtner-Smith, 1997b, 1998; Graber, 1995), he voiced the
opinion that his core PETE program had much more impact on him as a teacher than
the foundational courses he took within the College of Education. Moreover, and also in
agreement with others at similar stages of their physical education teaching careers
(Curtner-Smith, 1996, 1997b, 1998) and several scholars (Corbin & Eckert, 1990; Locke,
1990; O’Sullivan & Tsangaridou, 1992; Siedentop, 1990; Siedentop & Eldar, 1989,
Smith, 1992), he argued that PETE would be strengthened considerably if more physical
education-speci� c pedagogical and content courses were included.

With his teaching orientation strengthened and armed with an impressive range of
pedagogical skills, as predicted by Lawson (1983a,b), Ed entered the workforce deter-
mined to ‘do a good job’ but well aware that this might be dif� cult. An examination of
the socialization tactics (Van Maanen & Schein, 1979) and workplace factors (Lawson,
1983a,b) which operated in his school helps to explain how close Ed came to realizing
his goal of becoming what Earls (1981) called a ‘distinctive’ physical education teacher.

Ed’s organizational socialization was largely individual, informal, and random, tactics
which supported his innovative orientation. Moreover, since of� cial attempts to mentor
him clearly had no impact and the unof� cial mentoring he received was initiated by Ed,
his socialization was also primarily disjunctive. Most importantly, Ed’s socialization more
often tilted towards involving investiture than divestiture. While his colleagues were
generally indifferent to Ed’s new ideas, they were rarely critical. Collectively, these
socialization tactics gave Ed the opportunity to teach as he had been trained.

The workplace factors which in� uenced Ed during his � rst year of teaching including
facilities, equipment, and class size; schedule; other physical education teachers; class-
room teachers; administrators; and isolation and marginalization were similar to those
identi� ed in the few studies of � rst-year physical education teachers completed previously
(Cruz, 1991; Curtner-Smith, 1997b, 1998; Napper-Owen & Phillips, 1995; O’Sullivan,
1989; Smyth, 1992, 1995; Solmon et al., 1993; Stroot et al., 1993; Williams & Williamson,
1993). Encouragingly, while this previous research indicated that the majority of these
factors had a solely negative impact, in the present study at least, elements of most of
them had a positive impact on Ed. On a much less optimistic note, the elements of these
factors which had a negative impact on Ed, particularly pupil disinterest, lack of
collaboration within the physical education department, and low level of departmental
organization, frustrated him to the extent that he developed the ‘radical pessimism’ that
Kirk and Tinning (1990) believed to be widespread among physical education teachers.
Consequently, by the end of the year he was considering changing jobs or even leaving
the profession altogether.
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Ed considered and often described himself as a ‘professional.’ Like many others (see
Green, 1998), he was also concerned about the professional status of his subject. In line
with Hargreaves (1994) and Macdonald (1999), his perspective of professionalism
involved being able to take a leadership role in curriculum development, working within
a supportive and collaborative atmosphere, being committed to improvement, and
having his work viewed as skillful and complex. Unfortunately, in Macdonald’s terms
(Macdonald, 1995, 1999; Macdonald & Kirk, 1996), some of the conditions, attitudes,
and structures encountered by Ed served to ‘disempower’ him and, therefore, ‘deprofes-
sionalize’ or ‘proletarianize’ his work.

Lawson (1983b) observed that little is known about who stays in physical education for
the long haul and who leaves early. He also noted, however, that the work of Becker
(1952) had indicated that teachers who were able to move to schools with more favorable
conditions could ‘get on with the innovative and professional roles that they envisioned’
(p. 10). In contrast, teachers who remained at schools with less favorable conditions
lowered their standards and expectations in order to cope, a process Etheridge (1989)
referred to as ‘strategic adjustment.’ More recently, Macdonald (1999), citing her own
work with colleagues (Macdonald et al., 1994) and that of others (Chapman, 1994; Evans
& Williams, 1989; Huberman, 1993), noted that deprofessionalization was a major cause
of teacher attrition.

When Ed � rst contemplated changing jobs, he was motivated by the prospect of
� nding a school with fewer situational constraints. Later, however, particularly after
being severely shaken by the Columbine High School shooting and its local aftereffects,
Ed appeared to believe that schools with more favorable conditions for physical
education teachers were a myth. Ironically, his strong teaching orientation meant that he
was not prepared to lower his standards and expectations; hence, by the end of the year
he was seriously considering alternative careers which would allow him to ‘have a real
impact.’ This � nding, then, clearly contradicts Earls’ (1981) contention that for distinctive
teachers ‘love of children’ conquers all!

While others have argued or implied that the key to providing quality school physical
education lies in improving recruitment (Martens, 1987), PETE (Crum, 1993), or the
conditions in which teachers work (Alexander, et al., 1996), the present research and the
small but growing number of studies employing similar methods and theoretical perspec-
tives suggest that the focus should be on all three of these areas. Indeed, a systemic
strategy which involves ignoring one of these areas would appear to have little hope of
success.

In the future, we must continue to re� ne our knowledge about recruits, effective
PETE, and the types of school conditions that, in the words of Squires and Sparkes
(1996), ‘promote a positive socialization process whereby all teachers are made to feel
welcome, secure, enriched, empowered, and valued’ (p. 97). The hypotheses within
Lawson’s (1983a,b) model continue to provide an excellent framework for this line of
research.

In addition, it seems worth attempting to � nd out the extent to which effective PETE
is practiced in universities and colleges according to the general principles unearthed by
research. Are such programs plentiful or are they abnormal? Moreover, and as I have
suggested previously (Curtner-Smith, 1997b, 1998), there is an urgent need to carry out
more intervention studies aimed at helping beginning teachers. To my knowledge,
attempts at administrator (re)education at any level have not been tried. Likewise, studies
of � rst-year assistance programs in which PETE faculty continue to provide technical,
therapeutic, and, perhaps more importantly, political support for their students once they
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enter the workforce, with some notable exceptions (Napper-Owen, 1996; Napper-Owen
& Phillips, 1995; Stroot et al., 1993), are rare. In congruence with the suggestions and
actions of several researchers and scholars (Alexander et al., 1996; Locke, 1992; Pope &
O’Sullivan, 1998), in cases where situational constraints virtually guarantee the failure of
the curriculum models being employed, perhaps one feature of such assistance programs
could be to aid in the introduction of replacement models.

Correspondence: Matthew Curtner-Smith, College of Education, Department of Kine-
siology, University of Alabama, Box 870312, Tuscaloosa, AL 35487–0312, USA. Tel:
1 1-205-348-9209; Fax: 1 1-205-348-0867; e-mail: (msmith@bamaed.ua.edu).

Notes

[1] More recently induction has been viewed by researchers as the transition from teacher
education to the workforce. Following Lawson (1983a), within this paper the term refers to the
process leading recruits to replace inaccurate beliefs about physical education teaching with
views which are congruent with those espoused in PETE.

[2] The names of all individuals in this paper are � ctitious.
[3] Ed’s version of the multi-activity curriculum should not be confused with the elitist, racist, and

sexist high school curriculum referred to by Pope and O’Sullivan (1998) or the educationally
feeble version described by Ennis (1999).

References

ALEXANDER, K., TAGGART, A. & THORPE, S. (1996) A spring in their steps? Possibilities
for professional renewal through sport education in Australian schools, Sport, Education and Society,
1, pp. 23–46.

ATKINSON, R. (1998) The Life Story Interview (London, Sage).
BECKER, H.S. (1952) The career of the Chicago public schoolteacher, American Journal of Sociology,

LVII, pp. 47–477.
BORG, W.R. & GALL, M.D. (1989) Educational Research: An Introduction (5th edn) (New York,

Longman).
BROWN, D. (1999) Complicity and reproduction in teaching physical education, Sport Education

and Society, 4, pp. 143–159.
BUTT, R. & RAYMOND, D. (1987) Arguments for using qualitative approaches in understanding

teacher thinking: the case for biography, Journal of Curriculum Theorizing, 7(1), pp. 62–94.
CARNEY, C. & CHEDZOY, S. (1998) Primary student teacher prior experiences and their

relationship to estimated competence to teach the National Curriculum for Physical Education,
Sport, Education and Society, 3, pp. 19–36.

CHAPMAN, D. (1994) Reducing Teacher Absenteeism and Attrition: Causes, Consequences and Responses
(Paris, International Institute for Education Planning).

CORBIN, C. & ECKERT, H. (Eds) (1990) The Evolving Undergraduate Major (Champaign, IL,
Human Kinetics).

CRUM, B. (1993) Conventional thought and practice in physical education: problems of teaching
and implications for change, Quest, 9, pp. 339–356.

CRUZ, L.M. (1991) A multi-case study of beginning physical education teachers at the elementary
school level. Unpublished doctoral dissertation. Teachers College, Columbia University, New
York.

CURTNER-SMITH, M.D. (1996) The impact of an early � eld experience on preservice physical
education teachers’ conceptions of teaching, Journal of Teaching in Physical Education, 5, pp.
224–250.

101



M. D. Curtner-Smith

CURTNER-SMITH, M.D. (1997a) Student teachers’ conceptions of the teaching-learning pro-
cess: case studies of recruits with coaching and teaching orientations, The Physical Educator, 54(4),
pp. 196–207.

CURTNER-SMITH, M.D. (1997b) The impact of biography, teacher education, and organiza-
tional socialization on the perspectives and practices of � rst-year physical education teachers:
case studies of recruits with coaching orientations, Sport, Education and Society, 2, pp. 73–94.

CURTNER-SMITH, M.D. (1998) In� uence of biography, teacher education, and entry into the
workforce on the perspectives and practices of � rst-year elementary school physical education
teachers, European Journal of Physical Education, 3(1), pp. 75–98.

CURTNER-SMITH, M.D. (1999) The more things change the more they stay the same: factors
in� uencing teachers’ interpretations and delivery of National Curriculum Physical Education,
Sport, Education and Society, 4, pp. 75–97.

CURTNER-SMITH, M.D. & MEEK, G.A. (2000) Teachers’ value orientations and their
compatibility with the National Curriculum for Physical Education, European Physical Education
Review, 6(1), pp. 27–45.

DENZIN, N. (1989) Interpretive Biography (London, Sage).
DEWAR, A. & LAWSON, H.A. (1984) The subjective warrant and recruitment into physical

education, Quest, 36, pp. 15–25.
DODDS, P. (1989) Trainees, � eld experiences, and socialization into teaching, in: T.J. TEMPLIN

& P.G. SCHEMPP (Eds) Socialization into Physical Education: Learning to Teach (pp. 81–104)
(Indianapolis, IN, Benchmark Press).

DODDS, P., PLACEK, J., DOOLITTLE, S., PINKHAM, K., RATLIFFE, T. & PORTMAN,
P. (1992) Teacher/coach recruits: background pro� les, occupational decision factors, and
comparisons with recruits into other physical education occupations, Journal of Teaching in Physical
Education, 11, pp. 161–176.

DOOLITTLE, S.A., DODDS, P. & PLACEK, J.H. (1993) Persistence of beliefs about teaching
during formal training of preservice teachers, Journal of Teaching in Physical Education, 12, pp.
355–365.

EARLS, N. (1981) Distinctive teachers’ personal qualities, perceptions of teacher education, and
realities of teaching, Journal of Teaching in Physical Education, 1, pp. 59–70.

ENNIS, C.D. (1999) Creating a culturally relevant curriculum for disengaged girls, Sport Education
and Society, 4, pp. 31–49.

ETHERIDGE, C.P. (1989) Strategic adjustment: how teachers move from university learnings to
school-based practices, Action in Teacher Education, 11(1), pp. 31–37.

EVANS, J. (1992) A short paper about people, power and educational reform. Authority and
representation in ethnographic research subjectivity, ideology and educational reform: the case
for physical education, in: A. SPARKES (Ed.) Research in Physical Education and Sport: Exploring
Alternative Visions (pp. 231–247) (London, Falmer Press).

EVANS, J. & WILLIAMS, T. (1989) Moving up and getting out: the classed and gendered
opportunities of physical education teachers, in: T.J. TEMPLIN & P.G. SCHEMPP (Eds)
Socialization into Physical Education: Learning to Teach (pp. 235–251) (Indianapolis, IN, Benchmark
Press).

EVANS, J., DAVIES, B. & PENNEY, D. (1996) Teachers, teaching and the social construction
of gender relations, Sport, Education and Society, 1, pp. 165–184.

FERNANDEZ-BALBOA, J.M. (Ed.) (1997) Critical Post-modernism in Human Movement, Physical
Education and Sport (Albany, State University of New York Press).

GOETZ, J.P. & LECOMPTE, M.D. (1984) Ethnography and Qualitative Design in Educational Research
(San Diego, CA, Academic Press).

GOODSON, I. (1991) Sponsoring the teacher’s voice: teachers’ lives and teacher development,
Cambridge Journal of Education, 21(1), pp. 35–45.

GOODSON, I. (1992) Studying teachers’ lives: an emergent � eld of inquiry, in: I. GOODSON
(Ed.) Studying Teachers’ Lives (London, Routledge).

GRABER, K. (1989) Teaching tomorrow’s teachers: professional preparation as an agent of
socialization, in: T.J. TEMPLIN & P.G. SCHEMPP (Eds) Socialization into Physical Education:
Learning to Teach (pp. 59–80) (Indianapolis, IN, Benchmark Press).

GRABER, K.C. (1995) The in� uence of teacher education programs on the beliefs of student
teachers: general pedagogical knowledge, pedagogical content knowledge, and teacher education
course work, Journal of Teaching in Physical Education, 14, pp. 157–178.

102



Occupational Socialization of a First-Year Teacher

GRAHAM, G. & HEIMERER, E. (1981) Research on teacher effectiveness: a summary with
implications for teaching, Quest, 33, pp. 14–25.

GREEN, K. (1998) Philosophies, ideologies and the practice of physical education, Sport, Education
and Society, 3, pp. 125–143.

HARGREAVES, A. (1984) Teaching quality: a sociological analysis, Journal of Curriculum Studies,
20, pp. 211–231.

HARGREAVES, A. (1994) Changing Teachers, Changing Times (London, Cassell).
HATCH, J. & WISNIESKI, R. (1995) Life History and Narratives (London, Falmer Press).
HUBERMAN, M. (1993) The Lives of Teachers (New York, Teachers College Press).
HUTCHINSON, G.E. (1993) Prospective teachers’ perspectives on teaching physical education:

an interview study on the recruitment phase of teacher socialization in: S. STROOT (Ed.)
Socialization into physical education [Monograph], Journal of Teaching in Physical Education, 12,
pp. 344–354.

JEWETT, A.E., BAIN, L.L. & ENNIS, C.D. (1995) The Curriculum Process in Physical Education (2nd
edn) (Madison, WI, Brown & Benchmark).

KELCHTERMANS, G. & VANDENBERGHE, R. (1994) Teachers’ professional development: a
biographical perspective Journal of Curriculum Studies, 26, pp. 45–62.

KIRK, D. & TINNING, R. (Eds) (1990) Physical Education, Curriculum and Culture: Critical Issues in the
Contemporary Crisis (London, The Falmer Press).

LACEY, C. (1977) The Socialization of Teachers (London, Methuen).
LAWSON, H.A. (1983a) Toward a model of teacher socialization in physical education: the

subjective warrant, recruitment, and teacher education (part 1), Journal of Teaching in Physical
Education, 2, pp. 3–16.

LAWSON, H.A. (1983b) Toward a model of teacher socialization in physical education: entry into
schools, teachers’ role orientations, and longevity in teaching (part 2), Journal of Teaching in
Physical Education, 3, pp. 3–15.

LAWSON, H.A. (1986) Occupational socialization and the design of teacher education programs,
Journal of Teaching in Physical Education, 5, pp. 107–116.

LAWSON, H.A. (1988) Occupational socialization, cultural studies, and the physical education
curriculum, Journal of Teaching in Physical Education, 7, pp. 265–288.

LAWSON, H.A. (1989) From rookie to veteran: workplace conditions in physical education and
induction into the profession, in: T.J. TEMPLIN & P.G. SCHEMPP (Eds) Socialization into
Physical Education: Learning to Teach (pp. 145–164) (Indianapolis, IN, Benchmark Press).

LAWSON, H.A. (1991) Three perspectives on induction and a normative order for physical
education, Quest, 43, pp. 20–36.

LAWSON, H.A. & STROOT, S. (1993) Footprints and signposts: perspectives of socialization
research, in: S. STROOT (Ed.) Socialization into physical education [Monograph], Journal of
Teaching in Physical Education, 12, pp. 437–446.

LINDE, C. (1995) Life Stories: The Creation of Coherence (Oxford, Oxford University Press).
LOCKE, L.F. (1990) Commentary: conjuring kinesiology and other political parlour tricks, Quest,

42, pp. 323–329.
LOCKE, L.F. (1992) Changing secondary school physical education, Quest, 44, pp. 361–372.
LORTIE, D. (1995) Schoolteacher: A Sociological Study (Chicago, University of Chicago Press).
MACDONALD, D. (1975) The role of proletarianization in physical education teacher attrition,

Research Quarterly for Exercise and Sport, 66, pp. 129–141.
MACDONALD, D. (1999) The ‘professional’ work of experienced physical education teachers,

Research Quarterly for Exercise and Sport, 70, pp. 41–54.
MACDONALD, D. & KIRK, D. (1996) Private lives, public lives: surveillance, identity and self

in the work of beginning physical education teachers, Sport, Education and Society, 1, pp. 59–75.
MACDONALD, D., HUTCHINS, C. & MADDEN, J. (1994) To leave or not to leave: health and

physical education teachers’ career choices, Healthy Lifestyles Journal, 41(3), pp. 19–22.
MACDONALD, D., KIRK, D. & BRAIUKA, S. (1999) The social construction of the physical

activity at the school/university interface, European Physical Education Review, 5(1), pp. 31–51.
MARTENS, F.L. (1987) Selection of physical education students and success in student teaching,

Journal of Teaching in Physical Education, 6, pp. 411–424.
MAWER, M. (1996) The Effective Teaching of Physical Education (New York, Longman).
MCGUIRE, B. & COLLINS, D. (1998) Sport, ethnicity, and racism: the experience of Asian

heritage boys, Sport, Education and Society, 3, pp. 79–88.

103



M. D. Curtner-Smith

MITCHELL, M.F. (1993) Linking teacher educators, knowledge, and the quality of practice in the
school, in: S. STROOT (Ed.) Socialization into physical education [Monograph], Journal of
Teaching in Physical Education, 12, pp. 399–412.

NAPPER-OWEN, G.E. (1996) Beginning teacher induction assistance: a look at the impact of
involvement beyond the � rst year, Journal of Teaching in Physical Education, 16, pp. 104–121.

NAPPER-OWEN, G.E. & PHILLIPS, D.A. (1995) A qualitative analysis of the impact of
induction assistance on � rst year physical educators, Journal of Teaching in Physical Education, 14,
pp. 305–327.

O’SULLIVAN, M. (1989) Failing gym is like failing lunch or recess: two beginning teachers’
struggle for legitimacy, Journal of Teaching in Physical Education, 8, pp. 227–242.

O’SULLIVAN, M. & TSANGARIDOU, N. (1992) What undergraduate physical education
majors learn during a � eld experience, Research Quarterly for Exercise and Sport, 63, pp. 381–392.

PATTON, M.Q. (1990) Qualitative Evaluation and Research Methods (2nd edn) (Newbury Park, CA,
Sage).

PHILLIPS, D.A., CARLISLE, C., STEFFEN, J. & STROOT, S. (1986) The computerized
version of the physical education teacher assessment instrument. Unpublished manuscript,
University of Northern Colorado, Greeley, CO.

PIERON, M. & DA COSTA, F.C. (1996) Seeking expert teachers in physical education and sport,
European Journal of Physical Education, 1(1), pp. 5–18.

PLACEK, J.H., DOOLITTLE, S.A., RATLIFFE, T.A., DODDS, P., PORTMAN, P.A. &
PINKHAM, K.M. (1995) Teaching recruits’ physical education backgrounds and beliefs about
the purposes for their subject matter, Journal of Teaching in Physical Education, 14, pp. 246–261.

POPE, C.C. & O’SULLIVAN, M. (1998) Culture, pedagogy and teacher change in an urban high
school: how would you like your eggs done? Sport, Education and Society, 3, pp. 201–226.

SAGE, G.H. (1989) The social world of high school athletic coaches: multiple role demands and
their consequences, in: T.J. TEMPLIN & P.G. SCHEMPP (Eds) Socialization into Physical
Education: Learning to Teach (pp. 251–268) (Indianapolis, Benchmark Press).

SCHEIN, E.H. (1988) Organizational Culture and Leadership (San Francisco, Jossey–Bass).
SCHEMPP, P.G. (1989). Apprenticeship-of-observation and the development of physical edu-

cation teachers, in: T.J. TEMPLIN & P. SCHEMPP (Eds) Socialization into Physical Education:
Learning to Teach (pp. 13–38) (Indianapolis, IN, Benchmark Press).

SCHEMPP, P.G. & GRABER, K.C. (1992) Teacher socialization from a dialectical perspective:
pretraining through induction, Journal of Teaching in Physical Education, 11, pp. 329–348.

SIEDENTOP, D. (1990) Commentary: the world according to Newell, Quest, 42, pp. 315–322.
SIEDENTOP, D. & ELDAR, E. (1989) Expertise, experience, and effectiveness, Journal of Teaching

in Physical Education, 8, pp. 254–260.
SIEDENTOP, D. & TANNEHILL, D. (1999) Developing Teaching Skills in Physical Education

(Mountain View, CA, May� eld).
SILVERMAN, S. (1991) Research on teaching in physical education, Research Quarterly for Exercise

and Sport, 62, pp. 352–365.
SMITH, M.D. (1990) School sport: don’t fall into the American trap, Bulletin of Physical Education,

26(2), pp. 14–18.
SMITH, M.D. (1992) Physical education teacher education: the future, Bulletin of Physical Education,

28(1), pp. 16–20.
SMITH, M.D. (1993) An examination of a generic � eld experience from a physical education

perspective, The Physical Educator, 50(3), pp. 151–168.
SMYTH, D.M. (1992) ‘The kids just love him’: a �rst year teacher’s perceptions of how the workplace has

affected his teaching. Paper presented at the annual meeting of the AERA, San Francisco.
SMYTH, D.M. (1995) First-year physical education teachers’ perceptions of their workplace,

Journal of Teaching in Physical Education, 14, pp. 198–214.
SOLMON, M.A. & ASHY, M.H. (1995) Value orientations of preservice teachers, Research

Quarterly for Exercise and Sport, 66, pp. 219–230.
SOLMON, M.A., WORTHY, T. & CARTER, J.A. (1993) The interaction of school context and

role identity of � rst year teachers, Journal of Teaching in Physical Education, 12, pp. 313–328.
SPARKES, A.C. (1991) Curriculum change: on gaining a sense of perspective, in: N. ARM-

STRONG & A. SPARKES (Eds) Issues in Physical Education (pp. 1–19) (London, Cassell).
SPARKES, A.C. (1994) Understanding Teachers: A Life History Approach. Educational Research

Monograph Series No. 2 (Exeter, School of Education, Exeter University).

104



Occupational Socialization of a First-Year Teacher

SPARKES, A.C. (1995) Writing people: re� ections on the dual crises of representation and
legitimation in qualitative enquiry, Quest, 47, pp. 158–195.

SPRADLEY, J.P. (1980) Participant Observation (Fort Worth, TX, Holt, Rinehart & Winston).
SQUIRES, S.L. & SPARKES, A.C. (1996) Circles of silence: sexual identity in physical education

and sport, Sport, Education and Society, 1, pp. 77–101.
STROOT, S. (Ed.) (1993) Socialization into physical education [Monograph], Journal of Teaching

in Physical Education, 12(4), pp. 337–466.
STROOT, S.A., FAUCETTE, N. & SCHWAGER, S. (1993) In the beginning: the induction of

physical educators, in S. STROOT (Ed.) Socialization into physical education [Monograph],
Journal of Teaching in Physical Education, 12, pp. 375–385.

TEMPLIN, T.J. (1979) Occupational socialization and the physical education student teacher,
Research Quarterly for Exercise and Sport, 50, pp. 482–493.

TEMPLIN, T.J. & SCHEMPP, P.G. (Eds) (1989) Socialization into Physical Education: Learning to Teach
(Indianapolis, IN, Benchmark Press).

TEMPLIN, T. & SPARKES, A. (1992) Life histories and physical education teachers, in: A.
SPARKES (Ed.) Research in Physical Education and Sport: Exploring Alternative Visions (Lewes, The
Falmer Press).

VAN MAANEN, J. & SCHEIN, E.H. (1979) Toward a theory of organizational socialization, in:
B. STAW (Ed.) Research in Organizational Behavior (pp. 209–261) (Greenwich, CT, JAI Press).

VEENMAN, S. (1984) Perceived problems of beginning teachers, Review of Educational Research, 54,
pp. 143–178.

WILLIAMS, J.A. & WILLIAMSON, K.M. (1993) Collaborative conversations with beginning
physical education teachers. Paper presented at the annual meeting of the AERA, Atlanta, GA,
April.

WOOLGER, C. & POWER, T.G. (1993) Parent and sport socialisation: views from the
achievement literature, Journal of Sport Behavior, 16(3), pp. 171–187.

ZEICHNER, K.M. (1983) Alternative paradigms of teacher education, Journal of Teacher Education,
34, pp. 3–9.

ZEICHNER, K.M. & TABACHNIK, B.R. (1981) Are the effects of university teacher education
‘washed out’ by school experience? Journal of Teacher Education, 32, pp. 7–11.

ZEICHNER, K.M. & TABACHNIK, B.R. (1983) Teacher perspectives in the face of the
institutional press. Paper presented at the annual meeting of the AERA, Montreal, ON, Canada,
April.

105




