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Abstract

TheCarnegie Task Force on Teaching as a Professib®36 released "A Nation
Prepared”. This seminal document was produced &ffart to improve instruction
within the United States. Among its recommendatitims Carnegie foundation called for
the establishment of a National Board that woultifyehighly qualified teachers.
Subsequently, the National Board for Professiomaching Standards (NBPTS) was
established in 198t develop high and rigorous standards for pulditsl| teachers
within the US. In 1995 the NBPTS began certifyingdhers as National Board Certified
(NBC). However, physical education was not origjnamong the disciplines eligible for
NBC. It was not until 2001 that physical educatieachers were offered certification by
the NBPTS. National Board Certified Teachers (NB((ave been the subject of many
investigations since the beginning of certificatidoy the NBPTS. Surprisingly, few
studies have examined National Board Certified Ray&ducation Teachers
(NBCPETS). This study examined NBCPET's task pitasens, learning environments,
efficacy, attitudes, dispositions, and participatio collaborative learningsix NBCPETs
were recruited from three school districts in SoD#rolina. The Qualitative Measures
Teaching Performance Scale (QMTPS), Academic L&ane-Physical Education
(ALT-PE), Teacher Efficacy Scale (TES), open enitéerviews, document analysis, and
observations were utilized for data collection. Tsute visits were conducted during
November 2009 and January 2010. Community of Redtheory was used as a
theoretical framework for this investigation. Datare deductive analyzed to develop

emergent themes, and then deductively analyzednpare results with theory. Themes



that emerged were: reflection-in-action and reftecbn-action; instructional
collaboration with other physical education profesals; perception of own quality
instruction, and the perceived change in profesgipractices as a result of NBC.
Participants exhibited high scores on QMTPS, ALT-&&d TES. Further, results from
observational instruments were supported by quizitalata. Participants demonstrated
competency in task presentation, and usage of thaesParticipants also exhibited a
high degree of both general as well as personeheafficacy. Finally, data indicated

that the NBPTS could be fostering a Community @diice among its certified teachers.
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Chapter 1: Introduction

Educational Reform in the United States has bemnaern since a seemingly
ordinary Wednesday in 1983. On Wednesday J&r983,A Nation at Riskvas
released to the American public (NCEE, 1983). Qlerpast 25 years the educational
establishment has seen a multitude of reform doatsnacts, and legislation. Phases of
educational reform have inundated the educaticstabéshment yearly in the United
States. Groups such as the Holmes Partnershighar@arnegie Foundation were
promoting educational reform even before the inicbidn of A Nation at RisKNEGP,
2008; PBS, 2008). However, in the aftermatiAdfation at Rislkeven these
organizations increased their efforts.

The Flexner Report of 1910 began a wave of meeéidatation reform. This
report was sponsored and published by the Carriregiedation and represents one of the
most notable educational reforms of th& 2@ntury (CF, 2008; CTFTP, 1986). Flexner
initiated a systemic evaluation of medical educatisthin the United States, finding that
the United States’ medical education system wasrencondition (Flexner, 1910). He
cited a lack of concern for public health as a mégotor in the declining medical
education system. Flexner made several recommendaticluding that medical
schooling take no less than four years, and tipabspective physician have at least a
high school diploma and two years of college befaimission to medical training. Prior
to the release of the Flexner Report these comditizere being met in less than 10% of
the medical schools in the United States (Hyattt&ckton, 2003). By 1920 over 90% of

medical schools in the United States met thesanmawndations. As a result of this



reform, the United States’ medical education sydtesame second to none in the world
(Hiatt & Stockton, 2003).

Another reporproduced by the Carnegie FoundatiAr\ation Prepareghad
much the same educational reform intentions a&ligener Report of nearly 76 years
earlier (CTFTP, 1986). In fach Nation Preparedpecifically cites the Flexner Report
and its accomplishments as part of the drivingddrehind many of the reform measures
which are discussed & Nation PreparedOne unifying theme within educational
reform has been the need for quality teaching.dddgpiality teaching has been identified
as the single most important factor in ensuringeti achievement (Darling-Hammond,
1997; DeLeon, 2003; Goldhaber, 2002; Stronge, 1987)986 the Carnegie Task Force
on Teaching as a Profession (CTFTP) issued itstefmong its many
recommendation#\ Nation Preparegroposed that a national board for professional
teaching standards be formed to increase the yudlgducation in the United States
(CTFTP). The National Board for Professional TeagHstandards (NBPTS) was formed
in 1987, one year aftéx Nation PreparedNBPTS, 2008a). The purpose of NBPTS was
three-fold: (a) to establish and maintain high dtads for what teachers should know
and be able to perform; (b) to create a voluntamifccation system to identify teachers
who meet these high standards; and (c) to improgeuality of schools in the United
States by providing highly qualified teachers te gublic education system. At the heart
of this organization are five core propositions tate,

1. Teachers are committed to students and their leguni

2. Teachers know the subjects they teach and hovatd tihose subjects to

students.



3. Teachers are responsible for managing and mongetudents’ learning.

4. Teachers think systematically about their pracdicd learn from experience.

5. Teachers are members of learning communities.

In 1995 the NBPTS, after eight years of standatdlsling, began certifying
teachers as National Board Certified (NBC) (GoldiraPerry, & Anthony, 2004;
Goldhaber, 2007). Teachers who achieve NationatBoertification have to complete
four portfolio entries, two of which are video-reded. These portfolio entries must
illustrate that the candidate teacher knows and tieestandards set forth by the NBPTS
(NBPTS, 2008a). Assessment center activities fugphabe the teachers’ utilization of
the standards which the NBPTS has establishechfdr eontent area. NBC candidates
must also demonstrate in both portfolio and assessatctivities an underlying
promotion of the five core propositions.

Only after a candidate demonstrates proficienayugh portfolio entries and
assessments is he or she granted National Boatific2¢ion. This designation indicates
that these teachers have been identified as béithg dnighest quality. Certification
activities reinforce reflective practices withiretprofession (NBPTS, 2008a). Reflection
and reflective practices are encouraged througtheuprocess. Several studies over the
past decade have found these teachers to be aageedtto the school districts in which
they are charged with the education of childrenvélazzo, 2004; Freund, Russell, &
Kavulic, 2005; Goldhaber et al., 2004; GoldhabeA&hony, 2007; NRC, 2008). These
studies have found a multitude of positive attr#suvhich these teachers bring to their

classrooms and schools.



Through all of the discussion about educationalmafand the importance of
raising standardized tests scores in math, readimdjscience, there has been one
constant: highly qualified teachers are the mogiortant predictor of student
achievement (Darling-Hammond, 1996; 1997; DeLe®932 Stronge, 1997). The
NBPTS did not certify physical education teachersl 2001. It took nearly six years to
incorporate physical education as a disciplinectatification by the NBPTS. Physical
education has been hindered by a marginalizatiadheofliscipline, and an overall low
standard expectation among school administrat@srgeson, Wechsler, Brener, Young,
& Spain, 2001). This theme of physical educatiomgimalization is evidenced even in
the earliest educational reform documentatiNation at Riskliscussed the
overabundance of students taking physical educatidrhealth classes in high school as
a major contributing factor to the decline of tlieieation system (NCEE, 1983).

It has become increasingly evident that the mahgiszon of physical education
may have dire consequences for its future. Ouespbias seen an increase in coronary
heart disease, type-2 diabetes, and many othesdés related to the obesity epidemic
(Gordon-Larsen, Nelson, & Popkin, 2004; Presideddiancil on Physical Fitness and
Sports, 1996). The Surgeon General’'s Reports i 398 2001 indicated that drastic
changes should be made in preparation for lifefdngss. The incidence of overweight
and obesity have skyrocketed, which has led to blotint- and long-term healthcare
issues (USDHHS, 1996; 2001). These reports wetbdusupported by the Centers for
Disease Control (2000; 2005), that found simil@uis among the population of the
United States. Olshansky et al. (2005) suggestadhle students currently in our

educational system will be the first generationad outlive their parents. Studies have



shown that higher levels of physical activity dgrearly childhood can have a positive
effect on body composition of children during adalence (Lynn, et al., 2003). With an
emphasis on proper physical education, the creafitimee motor-competent individual,
and the promotion of lifelong fitness, our societyld write this epidemic off simply as
a byproduct of the information age which was eftedy addressed. Could National
Board Certified Physical Education Teachers (NBCPtelone of the vital tumblers
which could unlock the obesity epidemic?
Statement of Problem

A relationship between motor competence and pezdainotor and physical
activity has been long established (Crocker, Ekl@#owalski 2000; Fisher et al.,
2005; Solmon & Lee, 1996; Stodden & Goodway, 200@pds et al., 2007; Telama,
Nupponen, & Perion 2005). In the fight againstdhdod obesity, motor development,
which instills a sense of motor competence, iscraatage to children who are
predisposed to obesity. Effective physical educatiould have the desired effect of
increased motor competence, or the perception edmeompetence (Bailey, 2006). A
positive consequence of motor competence couldtteatbre physically active children.
Research has indicated that physically active actige children will repeat these
tendencies as adults (Gordon-Larsen et al., 2@0dlear path has been set by this
research, and we need only follow where scientifigiry has pointed. As a nation we
are in desperate need of highly qualified physechication teachers who affect high
levels of student achievement (Bailey, 2006).

NBCTs in the classroom have been found to impsiudent achievement, have

demonstrated high levels of self-efficacy, and haeen identified as highly qualified



(Bond, Smith, Baker, and Hattie, 2000; Cavallu2@)4; Freund, Russell, & Kavulic,
2005; Goldhaber & Anthony, 2007; Goldhaber et2004; NRC, 2008; Sanders, Ashton,
& Wright, 2005; Scharf, 2004; Smith, Gordon, ColB\Wang, 2005; Vandervoort,
Amrein-Beardsley, & Berliner, 2004). The problemigéhthis study seeks to address is
the limited amount of data with regard to NBCPHIi#le to no research has been
conducted on these teachers (Phillips, 2008). Resdaowever, needs to occur to
determine if a correlation exists between NBCPHI& student achievement.
Compounded with the limited data on the effectiwsnaf NBCPETS is the amount of
money which is currently being used for the proaucand incentives of NBCPETS. It is
estimated that as of 2004 $637 million had beentdpefederal and state sources in the
production and incentives of the National Boardcpss (Goldhaber & Anthony, 2007).
The problem with this level of funding is the unpea nature of NBCPETSs (Stone,
2002). While it is true that several studies havenmn that NBC teachers in the
classroom environment are increasing student owtsd®ond et al., 2000; Cavalluzzo,
2004, Goldhaber et al., 2004; NRC, 2008; Vandernvebal., 2004), results have yet to
demonstrate the effectiveness of the NBPTS praogbe physical education
environment. This raises the question: “In the tfiggainst childhood and adult obesity,
could funds be spent more wisely in preparing pfalsducators?” This question cannot
be answered until studies on NBCPETSs are conducted.
Purpose of the Study

This study sought to provide an in-depth descniptbNBCPETSs and several
aspects of their classroom environments. This exatioin was conducted utilizing

naturalistic qualitative measures. NBCPETS’ tagspntation, learning environments,



lesson and unit planning, disposition, self-effigaand emulation of NBPTS rhetoric
were investigated. In an interview with EducatiooNdl Joseph A. Aguerrebere Jr.,
president of the NBPTS, touted its standards asrgyldocument (Starr, 2004). This
document is amendable; it can be changed in ocodaidw the flexibility needed for
growth in a dynamic environment. Studies like tme will allow this living document to
grow and evolve. This study serves as a founddtiofuture comparisons of NBCPET
and their non-NBC counterparts.
Research Questions

With so little research on NBCPETs numerous questeamerge. The multitude
of questions which need to be answered cannot dresskd in one study. For this reason
it was necessary to limit the scope of this ingggton. Specifically, this investigation
was limited to what Dunkin and Biddle (1974) reéefto as “process variables,” or what
Graber (2001) referred to as “the ecology of theagy

The following research questions guided this study:

1. How do National Board Certified Physical Edima Teachers present tasks
in their lessons with regard to demonstrationgjtglanumber of cues,
accuracy of cues, and quality of cues?

2. How do National Board Certified Physical Edima Teachers create learning
environments with relationship to time indices, m®tor appropriate practice,
motor inappropriate practice and off-task behavior?

3. Do National Board Certified Physical Educati@achers’ motivations and
dispositions reflect the five core propositionsied National Board?

4. What are NBCPETSs senses of personal and deeacher efficacy?



5. Do NBCPETs exhibit traits that would be cotens with them being

members of a Community of Practice?



Chapter 2: Review of Literature

It is difficult to discuss the NBPTS without firatldressing educational reform
within the United States. In this section the etiocal reform phenomena within this
country over the past 25 years is outlined.

Though there had been rumblings of reform witldoaation since before 1980,
the proverbial earthquake which awoke the acadeomumunity did not strike until
1983. This quake appeared in the form of a refttetitA Nation at Riskvhich was
released by the National Commission on Excellendeducation (NCEE) on April 26,
1983 (NCEE, 1983). The NCEE was created on Augbis1 281 by the Secretary of
Education Terrell H. Bell (NCEE; PBS, 2008). The RECsoon after its creation began to
examine the school systems. Though this reportfaragaching and described a
condition that many educators had known to exissfone time, many within the
educational community believed that the shockwdwhie report would die down in
time (Gardner, 1994). This was not the case; n&&rlyears afteA Nation at Riskthe
educational community is still feeling the aftersk® (Gardener, 1994). Statements about
the wellbeing of the educational system initiallgae byA Nation at Riskave been
reiterated in subsequent educational reform letipsla
Carnegie Foundation

The Carnegie Foundation (CF) has had drastic tsffat the teaching
establishment for over a century. Initially chagtéby an Act of Congress in 1906, this
organization has at its core an agenda of advarmeivfgssional instruction within the
United States (CF, 2008). This advancement incltiteesoncept of professionalization,

which is a process by which a profession is elelatestatus among other professions



within a society. It has often been the goal ameahgcators that teachers would achieve
the same status as a person in the medical fialth(tX Bobbit, 1996).

Some of the most noteworthy contributions of tiket&@the educational
establishment include the Flexner Report of 1916 establishment of the Carnegie
Classifications of Higher Education, the creatiémhe Educational Testing Service, and
the creation of the NBPTS.

Educational Reform Movement: Documents and Legislabn

Throughout the past half century, academia has ie®lutionary changes within
our public education system (AEH, 2008; PBS, 2088me of the more noteworthy
changes arBrown vs. Board of Education, the Elementary ancb8eary Education
Act, A Nation at Risk, A Nation Prepared, Indivihaith Disabilities Education Act,
National Education Goals, The Higher Education Aabals 2000, and No Child Left
Behind(AEH, 2008 ; PBS, 2008). Though all of these etional reforms have been
influential, it would be a challenge to describerthadequately in one document. This
section will, however, describe four of the modluential reform documents. The first is
A Nation at Riskwhich sparked our contemporary model of reforime $econd i&
Nation Preparedwhich played an integral role in the creatiorired NBPTS. The final
two pieces of reform legislation presented willeals 2000 and No Child Left Behind.
These two are the most recent and demonstratetiieipation of the reform
movement. All four documents represent the oveeddirm movement of the past 25
years quite well.

A Nation at Risk: The imperative for educational rdorm. This document is

one of the most far-reaching and controversialgsexf educational reform within the
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past 25 years. Secretary of Education T. H. Béliéddor this report on August 26, 1981,
and it was subsequently published in March of 1@83EE, 1983). The report was
supposed to give an accurate portrayal of the eauneh system in the United States. It
was to also give recommendations for the correafqmroblems within the education
system (NCEE, 1983RA Nation at Rislbegan to focus Americans on the public
education system, and initiated a mindset of actaduility for quality education

(Viteritti, 2004). One oA Nation at Risls most important findings was that curricula in
the secondary school system had become “homogemiettd, and defused,” so much
so that curricula had no central purpose (Dele6A32 A Nation at Riskound that too
many general education courses were being offditeel report of the high rates of
functional illiteracy among adults in the Unitedat&ts highlighted a growing concern
among business and military leaders over the isangaamount of funding required in
educating employees who lacked basic skills (Del2603).

Another interesting finding of this report with eeénce to physical education was
that too many high school juniors and seniors ekeng physical education and health
courses (NCEE, 1983A Nation at Risktemized recommendations, among which were
strengthening curricula, encouraging merit pay, @adting concerted efforts to increase
the quality of instructors in our schools (NCEE83® This document, while shocking to
the American public, drew skeptics who questioteMalidity of the report. Darling-
Hammond (1994) disputed the overarching argumetiteoiocument that schools are
getting worse. She argued that US schools had wedrand the expectations for
graduates had increased. The situation of employmehe US had changed. No longer

were a majority of students going on to do unsttilebor, they were moving into skilled
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professions that required much more education {iHammond, 1994). This
proposition was supported by Guthrie and Springé04), who also believed that the
report was misleading. However, Guthrie and Sprirfg@04) contended that there were
two major positive outcomes in the wake of thisutoent. First was the move away
from judging schools’ performance on the amountesburces they receive, to for the
purpose of measuring student outcomes. Secona@sipesited that though the
performance gap between low-income and minoritgestts was barely mentionedAn
Nation at Riskthis performance gap had become of paramountriapee in light of this
report (Guthrie & Springer, 2004). The main conceirA Nation at Rislseemed to be
with the preservation of the productivity of theina. However, along the way of
reform, the more pressing issue of gaps in stugeribrmance became an overwhelming
social issue. This is evident in much of the reféegislation over the past 25 years
(Guthrie & Springer, 2004). Guthrie and Springesoatites some negatives that resulted
from A Nation at RiskFirst, the federalization of school systems wasagor detriment
to local schools’ creativity, in that accountalyiliypically overshadows any new or
innovative instructional design, in favor of a dgswhich is proven to get results
(Guthrie and Springer, 2004). Second, Guthrie gorth§er indicated that the
overutilization of standardized test scores tordefitudent achievement was a
detrimental after-effect.

While it is true that some may dispute the claghA Nation at Riskand this
document remains a controversial report, one to#s present itself in the literatufe.

Nation at Riskchanged the fundamental way educational refovieised, and the way
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in which education is administered in the US (DeyiHammond, 1994; Deleon, 2003;
Guthrie & Springer, 2004; Wong, Guthrie, & Har2§03; Wong & Nicotera, 2004).

A Nation Prepared: Teachers for the twenty-first catury. A Nation Prepared
was a direct response AoNation at RiskWithout the former reform documentation, the
latter would not have been necessary. This isesterg because the origins of the
NBPTS can be traced directly to the Carnegie FotimdaeportA Nation Prepared
Therefore both the 1983 reform document and th& 18&rm document must be
examined as the birthplace of the NBPTS.

A Nation Preparedalled for sweeping changes throughout the edurtati
establishment (CTFTP, 1986). One claim of this repas that if teachers took a
leadership role in curriculum design, instructiand assessment they would more readily
implement strategies that would be effective irdsetit achievement (Lieberman &

Miller, 2000). Recommendations also included imgsgalaries, incentives for student
achievement, the development of new teacher eduncatirricula, and the restructuring

of schools to provide a professional environmerftKTP, 1986). Many of these
recommendations reflected the Carnegie Foundatamriinuing pursuit of
professionalization within the teaching profesgibeleon, 2003). One of the most

lasting of these recommendations was the creafiariNational Board for Professional
Teaching Standards. As envisageddbMation Preparegthis board would be charged
with the creation of high and rigorous standar@s teachers should be expected to meet
(CTFTP, 1986). These standards would specify wdaathers should know and be able to
do. The board would also create a voluntary cedtiion program for the identification of

highly qualified teacher who met their standard§KTP, 1986). This board was
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envisioned to be a teacher’s version of the medielal’s certification board (Vandevoort
et al., 2004). In 1987 the NBPTS was establishiedrtered with the tasks laid out for it
by the Carnegie FoundationAnNation PrepareqGoldhaber et al., 2004), with the hope
that the NBPTS would gain the trust of the Ameripablic, which had been lost with
Nation at Riskand establish a culture of quality instructiohislculture of quality would
create a justification for quality teachers, amghhstandards of excellence for instructors
in the United States (NBPTS, 2002).

Goals 2000: Educate America actA truly unique theme among contemporary
education acts is the involvement of multiple pitestial administrations. Goals 2000 has
the distinction of being administered by three mkessts, two political parties, and a
father and son. This act had its conception in 18968e National Education Goals 2000,
(NEGP, 2008; PBS, 2008) which originally contaisedstandards for education in the
United States and eventually contained eight staisd@&ampbell, 2003; Goals 2000
Partnership, 1996; NEGP; PBS). The eight standhatsconstituted the Goals 2000
Standards were:

1. All children will start school ready to learn.

2. The high school graduation rate will increasattleast 90%.

3. All students will become competent in challemgsubject matter.

4. Teachers will have the knowledge and skill$ thay need.

5. United States students will be first in the Mlon mathematics and science

achievement.

6. Every adult American will be literate.

7. Schools will be safe, disciplined, and freguois, drugs, and alcohol.
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8. Schools will promote parental involvement (Ga2000 Partnership, 1996;
NEGP, 2008).

These goals were originally set by President Gebirg®/. Bush in 1989 and were
announced in February 1990 (Rothstein, 1999).dorapartisan action President Bill
Clinton endorsed these standards and subsequentlyr€ss adopted the Goals 2000
initiative in March 1994 (Goals 2000 Partnershi®98@; Rothstein, 1999). President
Clinton described this bill as one of the mostriamnging education reform acts (Clinton,
1994). The comprehensiveness of this educatiof@meact made it truly unique (Rink
& Williams, 2003). Goals 2000 set for the first #rapecific standards of what students
should know and be able to do upon graduation {@1inL994; Goals 2000 Partnership).
There have, however, been many critics of thimadtmany describe frustration at the
lack of accountability (Campbell, 2003; Holland999. Accountability is an interesting
concept in that a majority of reform documents ma@@mmendations, but fail to
enforce any responsibility for the implementatidthese recommendations. While it is
true that Goals 2000 addresses assessment andhtadubty, it sets out no clear mode of
evaluation of these standards (Campbell, 2003} ftiure to create any clear method of
evaluating the goals set forth in this documerinis of its major drawbacks. Rothstein
among others had already called Goals 2000 a éadlyrear before the date of its goal,
indicating that the education act was an overwhajmaste of taxpayers’ dollars and
legislative power.

Goals 2000 led to the implementation of the Nol€Cbheft Behind Act, that took
the strengths of Goals 2000 and combined them adtiountability measures to correct

what many felt was its major shortcoming.
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No Child Left Behind. The No Child Left Behind Act set forth some of thest
rigorous education standards and school accounyadfilany reform legislation to date.
The basic premise of this education act is basddumpillars.

1. Stronger accountability for results: Schoolsstrprovide evidence of
accountability in the form of a yearly report cafthis report card is based on
standardized test scores and assesses the profjeesshool. Schools that do
not meet adequate yearly progress must make chémgesress issues within
their school. Title | funding can be affected g@&ool continues to fail
(USDE, 2003; 2008).

2. More freedom for states and communities: Unldisreducation act schools
are allowed exceptional flexibility for the usetbéir federal funds. Schools
are able to use this money quite liberally in goréto make improvements
(USDE, 2003; 2008).

3. Proven education methods: Research funditmybse diverted to programs
that develop the most effective educational prasti@)SDE, 2003; 2008).

4. More choices for parents: A student who iagped” in a failing school has
the option of transferring to a school that is fading (USDE, 2003; 2008).

Though the No Child Left Behind Act seemed todgidlation that should
appease many in the educational community, thisidd no shortage of detractors.
Franklin (2007) said of this legislation that itdhgromise; however it would only achieve
its potential if properly implemented and fundecary detractors cite the lack of funding
as a major problem with this legislation (Darlinggmond, 2007b; Franklin, 2007).

Compounding this lack of funding is the inflexibjliof this legislation (Franklin, 2007).
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So in essence the act is under-funded, schoolsesng held accountable for achievement
that they cannot attain without proper funding, #mellegislation that holds the
accountability is extremely inflexible. This cyaéfailure is difficult if not impossible to
break out of. This has led disquiet among educaodsadministrators.

Finally, one of the most controversial effectglo$ legislation was the
introduction of high-stakes testing. Yearly stamtized testing, utilized in determining a
school's academic progress, has become an ovenwigetrancern of many school
administrations (Amerin & Berliner, 2003). One nrajivawback to this type of testing is
the changes to curriculum that have taken pladeo@s have started to limit arts-related
time, i.e., music, art, and physical educatiormtke more time for core subjects
(Amerin & Berliner, 2003; Darling-Hammond, 2007&0Zb; Franklin, 2007). Further,
schools are forced to teach to the standardizésl ©se example of this is the quadratic
equation, which is often not included in standagdizesting (Amerin & Berliner, 2003).
As a consequence, many high school algebra classdergoing its instruction. Omitting
non-tested topics allows teachers more time tchtéae items that will be on the
standardized test. Subsequently, this assistsgbleaol in making adequate progress, and
in many cases is encouraged by the school’s adimatian (Amerin & Berliner, 2003;
Darling-Hammond, 2007b). A final concern about higkes testing is the increase in
dropout rates, and the number of students in spediscation, who are not counted
towards yearly academic progress. No Child LeftiBelnas in essence provided schools
with an incentive to push low-performing studemi® ispecial education classes where

their scores will not count (Darling Hammond, 200Z@07b).
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Though No Child Left Behind has had its fair shafr@roblems, and critics
continually pummel this legislation, the underlyimgsumptions still holds true. Quality
instruction is essential to student achievementeitiscussing No Child Left Behind
and the problems associated with funding, Darliregrithond (2007b) states that the
most important funding should be devoted to hitinghly qualified teachers and leaders.
Again it could be speculated that the only probiesh this reform is the implementation
and funding.

National Board for Professional Teaching Standards

The NBPTS was established in 1987 as a directtrefstne publication oA
Nation Preparedh year earlier (Goldhaber & Anthony, 2007; GoldhaB807). This
organization was founded in cooperative efforts agnihe Department of Education, the
Carnegie Foundation, and the Rockefeller Founddtiddise & Liebbrand, 2000). The
NBPTS was given the daunting task of establishigh Bnd rigorous standards for
educational professionals in the United States.eSheatieved that the establishment of
high and rigorous standards would help to estalalishlture of professionalization
within the field of education (CTFTP, 1986). The RBS started its plan of action by
developing five core propositions to define theamigation and what it stood for.

The first proposition is that teachers would bmpuotted to their students and
learning. Darling-Hammond (1994) states that teasth@mowledge of their content areas
and ability to teach that content adequately isashmount importance. She
acknowledges the role that the NBPTS has takemsuring appropriate instruction for
the students entrusted to the education systemindapy belief in the equity of education

is an underpinning of the first proposition. The GIBmust believe that all students can
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learn, understand how students learn, and be aardtural factors that are of concern
in the classroom.

The second proposition is that teachers would ktt@isubjects they teach and
how to teach those subjects to students. This givpo is concerned with the teacher’s
content knowledge. Teachers must be aware of diftdypes of instructional strategies,
and know how to close skill gaps in their classreoRurther, the teacher must be able to
provide instruction in such a way as to emphasa¢world application of key
disciplinary concepts. (NBPTS, 2008d).

The third proposition is that teachers are resp@$or managing and monitoring
student learning. Effective instruction is the mnaoncern in proposition three. An
NBCT must be fluent in many teaching strategiedchiare utilized to keep the student
involved and create a more productive learningremvnent. This proposition also
mandates that a NBCT be able to assess indivitudésts as well as the entire class.
These evaluations should utilize differentiatedhods of assessment. Further, the
teacher must be able to explain this assessmgatrémts (NBPTS, 2008d).

The fourth proposition is that teachers think systecally about their practice and learn
from experience. This proposition makes it cleat the NBCTs must be a good role
model for the students in his/her charge. The NB@iBEt project what is valued in
education, the motivation to ask questions, anceoaar the fortitude to find the
answers. This is critical in the reflection proceéldsis proposition also seems to indicate
that the NBC teacher frequently utilizes reflectpractices. Reflective practices and the
application of reflection in practice, and postqghiee are extremely important in the daily

preparation and planning of NBCTs instruction (NER2008d).
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The fifth proposition is that Teachers should beniers of learning
communities. This final proposition is related he treation of a collaborative effort.
This collaborative effort is a macro-example ofeefive practice. The reflection teachers
have in their own practice is transmitted througmmunal interaction. Proposition five
also mandates that the NBCT teacher work collah@igtwith parents to create a more
productive learning environment. This propositi@eg further in its assertion that a
NBCT should be part of the overarching school bdsadhing community and should
take part in the planning and assessment of thelbVearning environment. Further, an
NBCT should be able to work collaboratively witletharents of their students in an
effort to provide the most optimal learning envimeent. (NBPTS, 2008d).

These propositions form the base of the NBPTS véritk each area of
concentration has its own distinct content stanglaati of the standards are based in part
on the five core propositions (NBPTS, 2008d). Imddhis the NBPTS is able to
promote all five universal propositions acrossalitent areas, and subsequently is able
to assess whether the candidate lives up to threpegtions.

National Board Certification Process

In A Nation Preparedhe Carnegie Foundation called for the NBPTS sigiea
voluntary certification process (CTFTP, 1986). 9% the NBPTS began certifying
teachers as NBC (Goldhaber & Anthony, 2007; Goleéna®007). This certification
signified that a teacher had completed the NatiBoalrd process and had been found to
embody what the NBPTS determined to be a highlyifigcdheducator. The NBC process
takes about three years to complete. It is a psafaal development that re-enforces

reflective teaching practices, which are monitatedugh videotaped lessons and
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reflective journal entries that are incorporateid i professional portfolio (NBPTS,
2008a). Candidate teachers also go through a faewadiation in which their teaching
skills are tested through a series of classroomasdns. Teachers are assessed utilizing a
standardized scoring guide. The scoring guideilized by no fewer than 12 teachers
who have been highly trained by the NBPTS to eualpeospective National Board
teachers (NBPTS, 2008b). The certification proéesgorous, with an approximate 45%
success rate. (NBPTS, 2008a). Upon successful etimplof the NBC process the
teacher is granted a 10-year certification tha¢cgprocal in most states. The certification
must be renewed every 10 years (NBPTS, 2008a).

By the end of 1995, the first year of certificatitess than 100 teachers
nationwide had been certified. However by 2003y ®2000 NBCTs were working in
the United States (Goldhaber & Anthony, 2007; NBPA@8). The NBC process is not
inexpensive; it costs nearly $2,500 to completen(Bet al., 2000; Cavalluzzo, 2004;
Goldhaber et al., 2004). Many states offer stromgmtives for the pursuit and
completion of certification (Lieberman, 2002; Scarth Regional Education Board,
2003). One of the more unique incentives is thgrecal relationship many states
promote as part of becoming NBC. Thirty-three statiéow NBCTs to move between
states without the license transfer hassles thatllysoccur (Kelly, 1999). Among these
is South Carolina, which according to the NBPTSO@0is a leading state in total
number of NBCTs and offers a $7,500-per-year ingerfor attaining NBC. Incentives,
however, vary widely among states (NBPTS, 2008}.arether powerful incentive that
many states offer is the reimbursement of certificacosts. As of 2004, nearly 637

million dollars had been spent at the state andriddevels to provide incentives and
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reimbursement of certification costs for NBC (Gabkr & Anthony, 2007). With the
growing number of NBCTs, and the resultant incregsiost to the state and federal
education budgets, several studies have investighéeadvantages of this certification
(Goldhaber & Anthony, 2007; NBPTS, 2008a; Salznizenner, Bangert, & Harris,
2002).

Research on National Board Certified Teachers’ Effetiveness

Numerous studies have examined the effectiverfddBGTs. (Bond et al., 2000;
Cavalluzzo, 2004; Goldhaber et al., 2004; Goldh&anthony, 2007; NRC, 2008;
Sanders et al., 2005; Smith et al., 2005; Vandetwtal., 2004). This is not surprising
in light of the enormous amount of money that isrg@nnually on this process. Nearly
all of the literature on NBCTs deals with classro@achers. The reason for this is that
outcome measures are more readily available fesad@m instruction. The primary
source for many of these studies is student actiemedata and annual achievement
tests. Several investigations have utilized thésedardized test scores in endeavors to
determine differences between NBCTs’ and non-NB@i&truction (Goldhaber &
Anthony, 2007; Goldhaber et al., 2004; Cavallu2af)4; Vandervoort et al., 2004;
Sanders et al., 2005).

In 2000 the United States Department of Educgli8DE) produced one of the
first NBCT investigations. The USDE study begarelRgmining research in the effort to
identify key attributes of effective teachers. lirststudy’s review of relevant literature
the authors determined 13 attributes associatddexpert teaching (USDE, 2000).
These attributes are: use of knowledge, deep reptasons, problem solving,

improvisation, classroom climate, multidimensiopafception sensitivity to context,
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monitoring learning, testing hypothesis, a pasfioreaching, respect for students,
challenge, and deep understanding (USDE, 2000)efdic observations were utilized
to determine the extent to which subject teachensl@yed the 13 key attributes. Sixty-
five teachers were observed; of these 31 were NBE.study found that the NBCTs
outperformed their counterparts in all 13 categori@osely following the DOE’s study
on NBCTs was a study conducted by Bond et al. (RO0ts study was the first major
large-scale investigation to be conducted on NB®bsd et al., (2000) examined
whether classroom practices of NBCTs differed ftbose of teachers who attempted
NBC but failed. A primary purpose of this reseands to determine if students who are
taught by NBCTs have higher quality work than thed® are taught by a teacher who
attempted but failed NBC. Comparisons in this stutijzed the Narrative Running
Record and Observation Protocol instruments. Ardispassion for their work was
found to be present in NBCTs who had achievedfaztion. Bond et al. (2000) stated
that the NBC process is not a minimum competensytet a certification of teaching
excellence.

While Bond et al. (2000) did confirm the aspiragof the NBPTS, there were
vocal detractors. Podgursky (2001) condemned thr& wfoBond et al. by attacking the
methods of their investigation, stating that nauattachievement gains had been
documented in the study. Pool, Ellett, Salvatonel, Garey-Lewis (2001) presented
similar assertions. Their study utilized multipkese studies and determined that there
was considerable variability in the quality of NBE€Many issues observed with several
of the NBCTs in this study were reminiscent of @k&ts of neophyte teachers, even

though these teachers had been identified as eXpmse were problems associated with
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classroom management, structure of content, aadkaof higher-order thinking (Pool et
al., 2001).

Stone (2002) utilized the Tennessee Value Addestgsment System to assess
NBCTs. Sixteen of the total 40 NBCTs in the stdt&@ennessee were part of this
investigation. No comparisons between NBCTs andMBETs were made. This
investigation descriptively examined only NBCTseTduthor found that 16 teachers in
this study should not be considered exceptionahé&toncluded that future studies must
be conducted in order to fully understand the caitiab of teachers. The author went so
far as to say that it may be necessary to suspemirfy for NBC until such time as an
independent review of the process could be condu@tas call for further NBC research
was seemingly answered in 2004, when several lsrgke investigations were published.

Goldhaber and Anthony (2007) investigated studeitomes as measured by the
North Carolina accountability system. The authapgdd to add to the NBC debate by
providing the first large-scale investigation tdiz¢ quantitative outcome measurements.
This lack of outcome examination had been a majacern of both Pedgursky (2001)
and Pool et al. (2001). Goldhaber and Anthony (20@ped to add significant
information about what NBCTs were actually prodgciResults of their study indicated
students of NBCTs had significantly higher scone€nd-of-year mathematics and
reading examinations. Goldhaber and Anthony (2@0rgluded that in light of the small
amount of previous quantitative research, their oggearch seemed to indicate that the
NBPTS were identifying and certifying highly qua&d instructors.

Two further studies by Cavalluzzo (2004) and Vawndert et al. (2004) found

similar results to those of Goldhaber and Anthd@g0({7). Cavalluzzo (2004) examined
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ninth and tenth graders’ mathematics outcomes ewfaindervoort et al. (2004)
examined Stanford achievement test outcomes. Atihessoard these studies found that
students of NBCTs had significantly higher testresoThe 2004 studies countered
arguments made by critics of the NBC process.

Smith et al. (2005) examined the depth of resposewriting assignments of
students instructed by NBCTs and those instrucye@géchers who had attempted
certification and failed. They also examined trecteng practices and the ability of
classroom teacher to elicit deeper responses tmgrssignments. Student writing
samples and standardized writing assessments wWwihkzediin these comparisons.
Qualitative analysis utilizing the Structure of @bged Learning Outcomes taxonomy
was conducted. Statistical comparisons were maiteelba quantitative data obtained by
the standardized writing assessments (Smith 2@05). This study found that students
of NBCTs had significantly higher outcome measuhes those of teachers who had
attempted NBC but failed and that NBCTs foster gpee understanding of the material
presented.

Sanders et al. (2006) examined end-of-year mathreading scores within the
state of North Carolina. North Carolina is repebtedilized in many of these studies. It
should be noted that North Carolina currently empplihe largest number of NBCTs
nationwide (NBPTS, 2008). Sanders et al. examipgdaximately 5 years of test data in
their extensive, state-wide study. Their findingdicate that students of NBCTs had no
significantly greater rates of academic success thé their counterparts who were not
instructed by NBCTs. Sanders et al., 2006 concludatthere was no discernable

difference between these two sets of teachersirfgadrom this study were supported by
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data from Strong (2008). Using regression analytigng utilized end-of-year math and
reading scores to determine factors contributingB& student achievement. Subjects
for this study were 25 NBCTs and 282 non-NBCTsinalmalance that limited the power
of statistical analysis in the study (Strong. 20@)rprisingly, a factor analysis of student
achievement variables found that NBC was not afgignt factor as a teacher
achievement indicator. This finding is inconsistesth many of the previous studies.
Further, NBCTs were found to be indistinguishalpderf non-NBCTs in certain
guantitative comparisons. NBCTs were, through gai@he comparison found to score
higher in pre-instructional and dispositional valés, However, this result could be
explained by the limited statistical power (Stro2g08).

Hakel, Anderson-Koenig, & Elliott (2008) publish#éeeir findings on NBPTS in
a report titled “Assessing Accomplished Teachingvé@nced-Level Certification
Programs.” This report cited several positive onotes of the certification process.
Among these outcomes were a positive effect onegeiddnal development and on
teaching practices, as well as increased studsiné¢eres and increased teacher retention
(Hakel et al., 2008). This study also called forengesearch to be conducted in these
areas, in order to replicate the results and affiver validity. With regard to cost
effectiveness, it is interesting that the NRC fotimat the NBPTS process is cheaper than
other professional development programs (e.g. gitfgea master’s degree) (Hakel et al.,
2008).

Literature on NBCTs effectiveness gives a mixedupec of the NBPTS. So, are
NBCTs more effective than non-NBCTs? What we knswhere is considerable

evidence that NBCTs provide effective instructiBnocess as well as product variables
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have rendered these results. However, these résésbeen refuted as recently as 2008
(Strong, 2008). Does this affect National Boardtiied Physical Education Teachers?
The studies presented in this section typicallyzaticlassroom teachers, and classroom
product results. The primary reason for a concéatraf NBC research in the classroom
is the lack of end-of-year testing in physical extian. Further, there is no section on the
Stanford Achievement Test which assesses phydicalation. So what do these results
mean to physical educators? These studies inditateesearch needs to be conducted.
No doubt, research on NBCPETSs is warranted.
National Board Certified Teachers’ Sense of Self-Btacy

While literature on NBCTs effectiveness is quiteiadant, a few investigations
have studied NBCTs self-efficacy, finding that NBCHold a high sense of self-efficacy
(Scharf, 2004; Freund et al., 2005). NBCTs haventegd a higher sense of personal and
general self-efficacy, they have higher esteem,leavé a greater sense of their own
efficacy (Scharf, 2004). In one of the first compeasive studies, Freund et al. (2005)
compared NBC candidates who had achieved NBC ars®twho had failed the NBC
process. The teacher efficacy scale (TES) develbpégibson and Dembo (1984) was
utilized to examine teacher’s sense of self-efffaacthis study. NBCTs were found to
have a significantly higher sense of personal teasélf-efficacy (PTE) (Freund et al.,
2005). There were no significant differences inggahteacher efficacy (GTE) between
NBCTs and non-NBCTs. Freund et al. concluded thrataionship exists between
teacher efficacy constructs and the achievemeN&tibnal Board certification. In a
similar case-study analysis, Scharf, (2004) fourad teachers who achieved NBC had a

higher sense of self-efficacy than those who htagited certification and failed. These
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two studies present convincing evidence that eiteNBPTS is selecting teachers with
a higher sense of self-efficacy, or teachers anesaimng a higher sense of self-efficacy as
a result of the certification process.
Successful Completion of National Board Certificatin

In a deviation from previous NBC research, Goldairadt al. (2004) worked to
identify factors that increase the applicationdod successful completion of NBC. This
study examined teachers of all disciplines in N@#rolina. Goldhaber et al., (2004)
found peer encouragement increased the likelihdsdacessful completion of NBC.
Further, African American applicants were 33% ldssly to successfully complete NBC
than their Caucasian counterparts. This studyfalsad that successful applicants will
primarily come from the upper echelon of teachealityy(Goldhaber et al., 2004).
Goldhaber (2007) added to these results by finthagdisadvantaged school districts
populated by minority and low-performing studentyavless likely to have access to
NBCTs. Further, aspects of school district policreduding financial incentives,
mentoring, and administrative support of NBC affeetchers’ completion of certification
within any school district (Lieberman, 2002; SouthRegional Education Board, 2003).
Though Lieberman and the Southern Regional Edut&aard found several policy
factors that led to successful completion of NB@se reports emphasized financial
policies as a major factor on completion of NBCrtker, Lieberman concluded that
mentoring programs and administrative support withe school district had a

significant effect on successful NBC completion.
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National Board Certified Physical Education Teaches

The NBPTS did not develop a complete set of statsd@r physical education
until 1999 (NBPTS, 2008a; Phillips, 2008). As a sequence of the late introduction of
physical education standards, no NBCPETSs predatgeéar 2000. Unlike most state
boards of education that certify physical educaked®, the NBPTS certifies two levels
of physical education teachers (NBPTS, 2008b; 2D08ee first level of certification is
early to middle childhood; this certification geakly applies to elementary physical
education teachers (NBPTS, 2008a). The secondikeeakly adolescence through early
adulthood; this certification applies to middle schand high school physical education
instructor (NBPTS, 2008a). The physical educati@CN\like other disciplines, is guided
by the five core propositions. The five core praposs create the fabric on which the
National Board’s physical education standards aset. There are 13 basic standards in
which all NBCPET must fully demonstrate competer(ey:knowledge of students; (b)
knowledge of subject matter; (c) sound teachingtpres; (d) student engagement in
learning; (e) high expectations for learners;€Brhing environment; (g) curricular
choices; (h) assessment; (i) equity, fairness,daersity; (j) reflective practice and
professional growth; (k) promoting an active lifdst (I) collaboration with colleagues;
and (m) family and community partnerships.

The NBPTS physical education standards are cl@digjged with the National
Association for Sport and Physical Education (NAFBEndards. NASPE standards
generally outline what teachers of physical edocashould know and be able to do

nationwide. These standards are: (a) content kragete(b) growth and development; (c)
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planning and instruction; (d) management and mbta(e) learner assessment; (f)
diverse learners; (g) communication; (h) reflectiand (j) collaboration.

Physical education candidates for NBC follow themsgrocedures as other
disciplines. The certification process includesarfentry portfolio and assessment
center activities (Bond et al., 2000; Cavalluzza04£, Goldhaber et al., 2004;
Vandervoort et al., 2004). These portfolio entaes to provide clear, consistent, and
convincing evidence for which a four-level rubrscutilized to assess the entry (NBPTS,
2008; 2008e). The standards for National Boardif@etion in the discipline of physical
education, in the elementary level are as follows:

The first entry, Instruction to Facilitate Studéetarning:

provides clear, consistent, and convinaavglence that the teacher is able to plan

and implement sequenced motor skill instructiat trevelops the cognitive

understanding of students, builds on previousiegrin anenvironment that

promotes meaningful, maximum participation forlekEarner, and encourages a

physically active lifestyle. (NBPTS, 2008b, p. NBPTS, 2008e, p. 19)

The second entry, Assessment for Student Learning:

provides clear, consistent, and convincing eviddghat the teacher is able to

facilitate and support learning for all studentd ase assessment to inform

instruction and improve teaching as students dgtmegage in learning an

important physical education goal. (NBPTS, 2008l26 NBPTS, 2008e, p. 26)
The third entry, Creating a Productive Learning iEstyment:

provides clear, consistent, and convincing eviddghat the teacher is able to use

effective classroom management skills and routihasencourage equitable
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access to student learning in a physically, socialhd emotionally safe

environment, challenge all students regardlessfigrdnces, and promote an

active lifestyle.(NBPTS, 2008b, p. 35; NBPTS, 2008e35)
The fourth entry, Documented Accomplishments:

provides clear, consistent, and convinaavglence of the teacher’s ability to

impact student learning through work with colleaguymofessionals, families, and

the community, and as a learner. (NBPTS, 200865pNBPTS, 2008e, p. 45)

The second portion of the certification procesassessment center activities.
During the assessment center activities candigatest demonstrate proficiency in six
areas: (a) exercise science; (b) biomechanics atdriearning; (c) safety, equity, and
fairness issues; (d) students with disabilitieyngevement forms; and (f) integration of
technology and interdisciplinary approaches.

During assessment center activities, a candidatsted in all six areas. NBCPET
candidates are assessed utilizing a standardipethg@uide. This scoring guide is
utilized by no fewer than 12 assessors who have bigly trained by the NBPTS to
evaluate prospective National Board teachers (NBRT88b; 2008e). Once these
assessors have compiled portfolio scores and assassenter scores a determination on
certification is made. Teachers who are successéugranted a 10-year NBPTS physical
education certificate, which must be reviewed evdryears (NBPTS, 2008a).

In a review of literature targeting NBCPET, onlyeoarticle was located. Phillips
(2008) utilized data from the South Carolina Phgisieducation Assessment Program
(SCPEAP). South Carolina annually collects dataitheeported on statewide school

report cards. SCPEAP data contains four distindopmance indicators. These
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indicators are a quantitative measure of what stisdehould know and be able to do
(Phillips; SCPEAP, 2008). In this study performamadicator data were compared
between NCBPET and non-NBCPET. Performance indicatmparisons showed
students of NBCPETSs to have higher competenciai four performance indicators.
Phillips concluded that results of this study irdécthat the NBPTS is successful in the
identification of highly effective teachers. Théetar further suggests that state and
local governments should continue to sponsor ieesifor the completion of
certification.

Expertise in Physical Education

The discussion of expertise in physical educatias been a topic of several
investigations within the past two decades. Siemfeand Eldar (1989) discuss at length
the differences between expertise, experience tectigeness. One of the key aspects
that Siednetop and Eldar (1989) tie to the conoépkpertise is what Bloom (1986)
referred to as “Automaticity.” Bloom’s concept aftamaticity refers to the ability of an
instructor to respond quickly and effectively tstiuctional situations which arise. This
is described by Siedentop and Eldar (1989) ashiltiéyato look ahead and anticipate
problems that may occur before they arise. Thibtglo address issues within the
educational setting would be of obvious advantagastruction.

Berlinger (1988) described five phases or levékxpertise. His five levels, are:
novice, advanced beginner, competent teacher geofiteacher, and expert teacher. It
must be noted that Dodds (1994) indicates thatréispeand experience are mutually
exclusive terms. Although an expert teacher must laadegree of experience, an

experienced teacher may not be considered an eXjperinovice is rigid in their practice,
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typically the novice is in their first year of tdacg (Berlinger, 1988; Dodds, 1994). The
advanced beginner is in the second or third yediagins to demonstrate more
independent thinking about their context based wemding what works and what will
not work within their particular context. The congra teacher, described as being in
their third or fourth year, is more proficient aioecdinating the instructional process. The
competent teacher is able to have a degree of aupwithout fear in their learning
environment. The proficient teacher is describedxasnining the learning experience in
a more holistic manner. S/he is able to achievet Bleom (1986) described as a sense
of automaticity. This level of instruction is onewhich the teacher has total control of
the class and are able to change from learningicto learning activity without much
thought. Finally, the expert teacher is describetleing a "cut above" other teachers.
This level of instruction is said to be only readHwy a select few instructors. The
distinction between an expert teacher and a psosftanstructor can be difficult to discern
(Berlinger, 1988; Dodds, 1994).

One major aspect of teacher expertise that hasfoead through research has
been the ability of expert teachers to establistimes. The establishment of routines
allows a practitioner to deliver content knowledig@ more organized fashion. Further,
through this establishment of routines in the leggrenvironment an instructor is able to
distinguish patterns. This allows an expert teath@nore effectively answer
instructional issues that arise (Pinheiro, 198%cB and Beckett, (1990) found that
expert physical education teacher augmented th&sohs in a manner that benefited their

students.
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Finally, a key comparison in many studies has ltkerifferences between the
non-specialist and the specialist physical edunagacher (Block and Beckett, 1990;
Behets, 1995; Faucette, Mckenzie & Patterson, 19903 conflict is generally seen in
the elementary level of instruction because ofrfaial concerns.

Effective Instruction in Physical Education

Describing effective physical education is a ctrundertaking (Graber, 2001).
For this reason, this section of the chapter wildduce research on effective physical
education in the areas most applicable to the gumssthis study endeavors to answer.
This review of physical education literature shootd be considered an all-inclusive
representation of research in physical educationrdiher a targeted review. Topics
relevant to the current study are student engageamehpractice, instructional tasks, and
teacher feedback.

Student engagement and practiceP?hysical education is a unique discipline, as
physical educators spend a majority of their irttamal time developing the
psychomotor learning domain. To achieve these msyolor goals students’ active
engagement in practice is critical. Much reseahlteen conducted on effective
instruction and the amount, type, and quality @ictice that students experience in
physical education.

Silverman (1985) studied quality of practice wighation to product variables of
102 students from five intermediate swimming clas#ea state university. The
Academic Learning Time — Physical Education (ALT}REs utilized to assess process
variables. Professional skill raters were utilize@ssess skill on the five components of

the breast stroke. With these data compared qualipyactice to student outcomes,
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Silverman found that student engagement in physidatation was not a significant
predictor of student achievement. In essence, gilmgihg active in physical education
did not predict success or the achievement of iegrobjectives, instead whole
appropriate practice trials were significant préalis of achievement. Also, inappropriate
practice trials were negatively associated witheament. Academic learning time,
practice time, and time on task have been estadlighthe instructional effectiveness
literature (Walberg, 1986). These engagement thai® often been examined by means
of observational analysis instruments. In particiutae ALT-PE has been utilized
repeatedly to determine student engagement in qaddyesctivity at the appropriate
difficulty level.

In a subsequent study, Silverman (1990) utilize?l &ddents from 10 middle and
junior high schools to examine practice variabtesalleyball. Participants were pre- and
post-tested on serve and forearm pass tests. Utéstsd were the Brumback forearm
pass test and the AAPHERD serve test. A systerobtervation instrument was utilized
to measure appropriate, inappropriate, and tatstpractice trials. Silverman (1990)
found a relationship between total practice traald student achievement, however,
during the course of observation, appropriate pradtials outnumbered inappropriate
practice trials. Silverman (1990) suggested thatrttay have caused an overall positive
effect, giving the appearance that the number adtpre trails had an influence on
student achievement. Notably, a negative relatipnstas found between inappropriate
practice and student achievement (Silverman, 199@se findings suggest that quality

of practice is of greater concern than quantitgrafctice.
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Expanding on this line of research, Silverman (33&mined the initial skill
level of several students to determine the efféatital skill level on appropriate and
inappropriate practice trails and on student a@nent. This study utilized the same
data pool as his previous study in 1990. Silverfioaind that student skill level was
related to the effects of inappropriate practieendnstrating that low-skilled students are
greatly impacted by both inappropriate as well@gsa@priate practice. This impact was
less for highly skilled students. Silverman suggéshat as skill increases, task
complexity should increase to allow for more appiate practice trials. This study
indicates that teachers should monitor low-skiiagents closely to allow for the
maximum amount of appropriate practice trials.

Ashy, Lee, and Landin (1988) studied appropriateice as well. Subjects in
this study were 10 fourth-grade students who wauglt two lessons by eight pre-
service physical education teachers. Pre-and-jpdsassessments were made, and every
lesson was videotaped to collect data on apprepinaippropriate practice trials. They
found a moderately high relationship between pecaatrith correct technique and student
achievement. These findings support the findingSilverman (1985; 1990).

French et al. (1991) found similar results in tigdudy of practice formats. They
examined sequenced, criterion-based, and test-Ipagetice utilized on volleyball skills.
The AAPHERD volleyball skills test was used as adpict measure in this study.
Students in the sequenced practice followed a peedeed sequence of learning tasks,
at their own pace. During criterion practice, studéhad to achieve an 80% success rate
at a task before being allowed to continue to & task. The final group used the

AAPHERD volleyball skills test as the format foraptice. The sequenced and criterion
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practice were more advantageous than practicingetelnterestingly, this study found
that if a student wasn’t working at the appropriditéculty level none of the conditions
had an effect on achievement (French et al., 1991).

Instructional tasks. Instructional tasks are any type of communicakietween
teacher and student which communicates directiossme form of instruction (Graber,
2001). One specific type of instructional task preation is direct instruction (Rink,
1993a). In direct instruction the teacher provighssruction in small steps, giving explicit
instructions on tasks that students are to per{étimk, 2003). The teacher must maintain
a task orientation and teacher-monitored envirorin&mndent engagement, immediate
feedback, and content development remain highrettinstruction (Rink, 2003).
Studies have typically found positive relationshygsween direct instruction and student
achievement with relation to volleyball skills (Sstieg & Rink, 1999). These findings
are important because of the support they prowddifect instruction and its effect on
student achievement (Rink, 1993a). Monitoring eletsi@f direct instruction through
various observational instruments could provideeasare of factors leading to student
achievement. Many studies of physical educatioretesamined sequencing, refinement,
and discrete trials (Buck, Harrison, & Bryce, 198@nch et al., 1991; Masser, 1987).
Teaching traits such as sequencing, refinementdesedete trials are often indicative of
constructs present in direct instruction (Rink, 200Not surprisingly, studies
investigating sequencing, refinement and discréésthave revealed that teachers who
appropriately sequence their lessons, provide g@pate refinement cues, and break

skills into discrete trials, are found to have ¢eea&ffectiveness (Buck et al.; French et
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al., 1991; Masser, 1987). These results indicatedbme traits relating to direct
instruction are an effective teaching strategy.

Werner and Rink (1989) utilized case study meastorexamine task
presentation. The Qualitative Measurement of Teaekeormance Scale (QMTPS) was
employed to measure teacher task presentatioreastidr impact behaviors. Four
experienced physical education teachers were paatits in this study. These teachers
taught six lessons on jumping and landing. Foroglgetion was measured for jJump
trials pre and post instruction. Findings indicatieat appropriate cues and the use of
appropriate visual demonstrations, in conjunctidgt werbal explanations, improved
teacher effectiveness. It was further found that@urate information or information
which was too generalized was not advantageousidests and in many cases resulted
in inappropriate student performance (Werner & Rifikese cases studies indicated that
the number of practice trials was related to tlectifzeness of instruction, and generally
more effective teachers had students who perfome practice trials during the class
period. Overall Werner and Rink determined thatliupractice opportunities and
adequate teacher content knowledge were of greatpsttance.

Goldberger and Gerney (1986) examined differgiéstof teaching using 328
fifth-grade students. Using performance scoresamkéy tests, this study compared three
instructional types. The first type provided cotree and evaluative feedback after every
trial. The second type, feedback was provided byprtner after every trial. The third
instructional type was more flexible in that thedsints were allowed to choose a
difficulty level of the task performed (GoldbergeiGerney, 1986). Findings indicated

that the first and third instructional style wegimal, but for different types of students.
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Students with a high aptitude for a topic thrivacan open environment which the third
instructional type fostered. Students who were $&dked preferred and performed better
when continuous feedback was provided (Goldberg&etney, 1986).

Teacher feedback Concerns in public education have had mixed rekea
findings (Graber, 2001). Silverman, Tyson, & KartadiL992) examined instructor
feedback in relation to student achievement in wi2i@2 students from 10 classes were
participants. This study pre- and post-tested ¢neesand forearm pass test, using the
Brumback forearm pass test and the AAPHERD seste $verman, Tyson, and
Karmpitz (1992) found no relationship between teadaedback and student
achievement. However, a previous study conducteSilbgrman, Tyson, and Morford
(1988) that found that time spent in practice imbmation with teacher feedback was
related to student achievement. These findinggiiglean major problem with feedback
research results are inconsistent from study wysttiis possible that practice is a key
component of achievement, and practice is augmdayjtéeedback. A reason for these
mixed findings may be the difficulty of conductingsearch on feedback Graber (2002)
cites several reasons. These reasons range froonabigy of research to the multiple
factors that convolute the study of feedback. Resé reasons much of the research on
feedback is mixed, however it is possible that tegeen or uncontrolled-for factors are
undermining this research.

Importance of Quality Daily Physical Education
The physical education profession is poised te tak lead in the fight against

childhood obesity. This section presents literatureéhe obesity epidemic and the urgent
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nature of the situation. Also this section presétesture dealing with motor
competence and its relationship to physical agtivit

Childhood obesity.Childhood obesity is becoming an increasing camesrthe
incidence of obesity among youth in the United €&tas$ on the rise. The Surgeon
General’s Report (SGR) (1996), as well as the tepfdhe Centers for Disease Control
(2000) entitled Prevalence of Overweight among @it and Adolescents have
illustrated this epidemic as a major concern indtwing century. The Surgeon
General’s Reports of 1996 and 2001 made startémglations about the state of
children’s health in the US (President's CounciPtrysical Fitness and Sports, 1996).
The National Center for Health Statistics citedb&clincrease in incidence of childhood
obesity since 1984 (CDC, 2000). It is speculated tihe generation currently progressing
through the public schools will be the first gerierato have a shorter life expectancy
than their parents (Olshansky et al., 2005). Nalidiatabases, like the Youth at Risk
Behavior Surveillance System (YARBSS), were essalld in light of the SGR of 1996,
in an effort to preemptively determine factors whiead to at-risk behavior. YARBSS
(2007) reported that 13% of students nationwideavedrese, and 15.8 % were
overweight. Nearly 45.2% of students were tryin¢gpte weight. One of the more
shocking findings in 2007 was that only 30.3% ofdeints K-12 nationwide have
physical education on a daily basis. Some havegsegbthat the physical education
classrooms are on the front line in the effortambat childhood obesity (Olshansky et
al., 2005), however, only 30.3% of students recdméy physical education.

These reports described above have indicateditélaing fithess should be

taught at home, however society must endeavorrteciathis problem in public
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institutions (McKenzie, Marshall, Sallis, & Conwa000). Teaching lifelong fitness
must become a priority within public schools, asddn-Larsen et al. (2004) concluded
that patterns of behavior that lead to inactiuityhe majority of youth tend to continue
into adulthood. In essence, sedentary childrenrbedoactive adults. These trends of
inactivity create lifelong health issues. In respoito these trends, physical education
teachers have begun to address the issue of liféitmess. Several states have taken
initiatives to increase teacher effectiveness bgaating annual assessment of students.
Most recent is the development of assessment-lmasadulum within the state of South
Carolina (Rink & Williams, 2003).

Motor competency and physical activity levelsMotor development and
competency have become an increasing focus of gaddyesilucation researchers. This
increase in attention comes in the light of sevetadies that have shown that motor
competent children, or children who perceive thdweseto be motor competent, tend to
be more physically active (Crocker et al., 200@hEr et al., 2005; Solmon & Lee, 1996;
Stoden & Goodway, 2007; Telama et al., 2005; Waiasd., 2007). Telama et al. (2005)
studied 1,439 Belgian and 789 Finnish childrensgeas their physical activity levels
with several lifestyle factors and found that pere¢ motor competence was positively
related to a physically active lifestyle. Fisheakt(2005) found that motor competence
and perception of motor competence were relat@thysical activity. They found that
students who lack a perception of motor competanedess likely to seek out physical
activity. Solmon and Lee (1996) found that studevite had adequate motor competence
as well as good perception of motor competence weieh more engaged than their

peers. These students were also able to more aelgupeedict and correct errors in their
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performance, and had a higher level of motivatmmphysical activity (Solmon & Lee,
1996). Collectively these studies establish thle liatween motor competence/perceived
motor competence, and physical activity. This radle is that people who feel good
about using their bodies will likely move their hesland those who believe they are
good, or have fun, at an activity will be more liké participate in that activity.

With respect to motor competency, BMI, and physaivity, Stodden and
Goodway (2007) presented a conceptual model intwihiey describe the negative and
positive spiral of engagement. The positive smpfangagement is characterized by
motor competence or perception of motor competePerception of motor competence
is related to physical activity in this conceptoaddel. This relationship affects the
amount of physical activity in which a child wilagicipate. The amount of physical
activity affects healthy or unhealthy weight thrauge increase in caloric expenditure.
In the model, healthy or unhealthy weight connéeisk to motor competence:
Consequently motor competence is affected by bodyposition. This is reflected in
several studies that have identified a relationbleipveen motor competence and BMI
(Marshall & Bouffard, 1997; Okely, Booth, & Chey0@4). With this Conceptual model,
Stodden and Goodway (2007) have with given physidatators a very clear view of the
relationship between and among motor competengssjgadi activity, and body
composition.

In summary, the obesity epidemic is real. An insesi@ physical activity may
have an effect on this problem, quality physicaladion may have a positive effect of

the amount of daily physical activity that publahsol students participate. Quality

42



physical educators such as NBCPET may have a keyrdeveloping motor
competence in our children.
Measurement and Evaluation of Instruction in Physial Education

In the quest to describe effective physical edana number of different
measurement instruments have been developed (Zaksgjsek, & Manchini, 1989;
Rink, 1993a). These instruments measure presagbles, process variables, product
variables, student outcomes, among others. Thestigation used several such
instruments.

Academic Learning Time — Physical EducationA popular and well-studied
measurement of mediating constructs in physicataiion is the Academic Learning
Time — Physical Education (ALT-PE). This instrumassesses the amount of time that
students are engaged in motor activity at an ap@ieprate of difficulty (Rink, 1993a).
ALT-PE describes student engagement in two mantiescontextual level and the
learner involvement level. The context is the sgtth which the individual student’s
behavior or engagement is occurring. This levekisarated into to the subcategories of
general content and subject matter content. Generdaéxt measurements consist of (a)
transitions, (b) management, (c) break time, anavedm-up activities. Subject matter
content is separated into nine different types nmneakin amount of time engaged in
during the lesson: (a) technique, (b) strategyry®s, (d) social behavior, (e)
background, (f) skill practice, (g) scrimmage/raeti (h) game, and (i) fitness (Darst et
al., 1989). Learner involvement is measured in $wocategories: (a) motor-engaged
time, and (b) not-motor-engaged time. Not-motorsgyagl time measures the amount of

time spent in interim activities, waiting time, d#sk behavior, on-task behavior, and
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cognitive processing time. Motor engaged measiesamount of time in motor-
appropriate activity, motor-inappropriate activiynd supporting activity (Darst et

al., 1989, Rink, 1993a). The ALT-PE instrument hasrbutilized in numerous process
measure studies. This instrument has been foubd bwth valid and reliable. Silverman,
Divillier, and Ramirez (1991) found that the ALT-REs a valid instrument for the
measurement of student achievement. Specificallgdta partial substantiation with
process measures of achievement (Silverman di%8l1). Siedentop and Metzler (1979)
indicated that they considered the ALT-PE to beafrtée principal instruments
predicting teacher effectiveness in the gymnasium.

Qualitative Measure of Teacher Performance Scal@he QMTPS was
developed to measure teacher process data (RiBBal9The QMTPS is divided into
four major constructs: (a) type of task, (b) tasksgntation, (c) student responses, and
(d) teacher congruent feedback. Type of task igldd/into five types of tasks: (a)
informing, (b) refining, (c) extending, (d) applgnand (e) repeating. Five aspects of task
presentation are examined: (a) clarity, (b) denratish, (c) appropriate number of cues,
(d) accuracy of cues, and (e) qualitative cuesigeml/(Darst et al., 1989). Unlike ALT-
PE which is scored on time-based observation, @ €5 is used to determine number
of occurrences within the four major constructsr@dat al., 1989, Rink, 1993a).
Gusthart, Kelly, and Rink (1997) found the QMTP®#oa valid measure of teacher
effectiveness. In this study, volleyball forearnspand serve were taught over the course
of nine lessons (Gusthart et al., 1997). Studeet® \wre-and-post tested utilizing the
AAHPERD volleyball skill test. Correlations wereufiod between total QMTPS scores

and student skill test scores for forearm passimg-a77 (p <.008). Correlation between
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mean achievement scores for the serve and therfiongass were significant at r = .73
(p<.01). This study confirmed that the QMTPS isafidsinstrument for assessing teacher
effectiveness. However, although the QMTPS is edlad teacher effectiveness, it should
not be used as a direct measure of teacher effeetss. Gusthart et al. (1997) support the
use of the total QMTPS score over the course drsglessons. The reason for this is
that some teachers are weaker or stronger in nertaistructs; a weaker teacher may
appear stronger simply by the content being taugihit is necessary to have a total
cumulative score over a number of lessons in dalgive an accurate picture of a
teacher’s effectiveness (Gusthart et al., 1997)T®BI scores are calculated based on the
cumulated occurrences within each category. Theep¢sige for each score based on the
best category is summed; this sum is then dividetth® number of categories. The
division by categories then allows for a cumulaseere to be rendered. An overall score
above 55 on the QMTPS has been determined as matmdof effective task
presentations (Gusthart, Kelly & Graham, 1993).

Teacher Efficacy ScaleThe study of teacher efficacy deals a with tedsher
feelings about instructional abilities. Banduraq{ZPheld that self-efficacy beliefs were
an effective predictive measure of future behawWithin education settings, self-
efficacy is seen as a two-dimensional constructe@md PTE (Ashton & Webb, 1986;
Gibson & Dembo, 1984; Moeller & Ishii-Jordan, 1996)TE involves an instructor’s
beliefs about teaching and learning with respethécstudent’s outside environments.
PTE deals with an instructor’s beliefs about thgrde to which and how they can

personally affect student learning through theacteng (Gibson & Dembo, 1984). One
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example is a teacher’s belief that he or she cathgeugh to even the most difficult
students in the classroom.

Teachers with a high sense of general as weléesopal self-efficacy are more
effective at attaining positive student outcomelsg$, Lirgg, & Sakelos, 2002; Henson,
2001; Ross, 1998; Tournaki & Podell, 2005; Tschardergan, Wookfolk, & Hoy,

1998). These positive outcomes are not limitedhéottaditionally labeled cooperative
students, as teachers with a high sense of sétfejf tend to create learning
environments that allow students who are uncooper&d experience positive academic
gains (Tschannen-Morgan et al.1998). Further, lohieving students have greater
achievement gains and a better learning experiitbea teacher who possesses a high
sense of self-efficacy (Ashton & Web, 1986). Chetsal. (2002) describe teachers with a
high sense of self-efficacy as providing more unstional time as well as more positive
feedback.

In the scope of this investigation it would be reting to examine the self-
efficacy of the teachers being studied. The insamtmvhich this study employed for the
measurement of efficacy is the Teacher EfficacyeSCEES) which was developed by
Gibson and Dembo (1984). This is a 16-questiorpsixt Likert Scale instrument that
measures both GTE and PTE. Gibson and Dembo (19i84)ly developed a 30-item
instrument and on which a construct validity studs conducted. As a result 16 items of
the original 30 were found to have acceptable béiig coefficients. These coefficients
ranged from r = .45 to r =.65. The retained questiconsisted of 7 that measured general
teacher self-efficacy and 9 that measured PTE. Wiedata from this study were

reduced to the 16 items, internal consistency nreador PTE were reported at
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Cronbach alpha of .78, for GTE at .75, and an divalaha score of .79, indicating this
instrument to be reliable overall.
Research Guidance

Scientific examination by its nature requires gmice from a research base. This
section presents literature on a research modefremaietical perspective that guided this
study. Research modeling and theoretical perspecpvesented in this section are
Graber’s (2001) research on physical education madd Communities of Practice
Theory (COPT).

Research modelGraber (2001) developed one of the most completefsdor
research in the physical education classroom . @ataber’'s model incorporates key
concepts from previous models such as Dunkin addIBi(1974) and Silverman’s
(1991) streams. In Graber’s model of research achiag, previously known product
variables are referred to as outcomes. Pre-impzather competencies, and teacher
characteristics are descended from the earlier kiesage variables. The “black box”
described by Dunkin and Biddle has become the tgpobf the gym” in Graber’s
depiction of research on physical education. Studearacteristics are much as in
Dunkin and Biddle’s model contextual variables thad to the ecology of the gym. An
interesting addition Graber made to her modelfesedback loop spurred by outcomes
and post-impact behaviors. Through this feedbacf,|lpost-impact behaviors have an
effect on pre-impact behaviors. In turn, pre-imgdasttaviors affect the ecology in the
gym. Student and teacher behaviors in this moldetefore, have effects on the ecology

of the gym.
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Graber’s (2001) model incorporates many qualitasiseects of research on
physical education. This is a departure from Duraad Biddle (1974), whose model was
highly quantitative in nature. Graber’s view onga<h is that many aspects of the gym
cannot be quantified. According to Graber, qualiatspects of the research spectrum
are more suited for portions of research in themmggium. Graber's model accounts for
these qualitative aspects quite effectively, antsequently describes research in
physical education. Graber’'s model has becomedoprmant research model in
physical education. The current study is positioinetthe ecology of the gym. The
gualitative or naturalistic research which thisdstproposes flows quite well with this
model. This investigation seeks to describe cegiedgess variables which exist within
the ecology of the gym: (a) types of interactidn),types of task presentation, (c) time
spent in appropriate practice, (d) lesson planaimdjexecution, and (e) self-efficacy of
the instructors. It is hoped that observation eSthprocess variables will make it
possible to predict student outcomes.

Communities of Practice Theory

Wenger (2008) defines a Community of Practice (G “community which is
formed by people who engage in a process of coleétarning in a shared domain of
human endeavor (p.1)”. Several such individual CoRyg be tied into a larger
conglomerate of communities (Wenger, 2008). Asaastearning theory, the
Communities of Practice Theory (CoPT) has beerradlto describe learning in the
workplace, and professional development (Coskida&® 2008; Lave & Wenger, 1991,
Palincsar, Magnusson, Marano, Ford, & Brown, 1998)PT will be utilized as a lens

by which results of his study will be viewed. Itgessible that the NBCTs through their
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common goals, common practices, and engagemeim iNBPTS process are
participants in a CoP.

Wenger (2008) explains that learning within thessmmunities does not need to
be the primary reason for their formation. Learntag be an unforeseen product of the
communities’ existence. The NBPTS was establisbhedantify highly qualified teachers
(CTFTP, 1986; NBPTS, 2008). Wenger (2008) descrilwe crucial characteristics of a
CoP. First, a CoP must have an identity which fndd by Wenger as “The Domain”.
This shared domain is the expertise of its memthextsdistinguishes this community
from people outside it. Wenger (1998) describes shared domain as a joint enterprise
between community members. Wenger (1998) doesimglysdefine this joint enterprise
as a commonality; rather it is a pursuit of the oamity. Rodgers (2000) describes this
pursuit as the creation of a communal product whitflers from initial starting point.
Reflection is a key element in the establishmera int enterprise, in that community
members mold their practices based on reflectirad@ers, 2000, Wenger, 1998)
Second, members of a CoP must have interactiogralction is essential to the creation
of a community. However, the interaction does rantento be extensive or on a regular
basis (Wenger, 1998). This interaction can be ftimed by a central body, or be
informal among its members. This informal interastcan occur simply as a result of
identification with the CoP. This is much like NB@ndidates having support groups for
the process, as well as mentoring programs. Heod&Bradley (2008) additionally
described this interaction as mutual engagemer tfiind essential element is practice a
CoP must have a unifying practice which is impletaedrby the community’s members.

This unifying practice has a shared repertoirexpegiences and tools (Henderson &
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Bradley, 2008). This common repertoire encouragésue ways of acting and thinking
about practice, which inspires the creation of kiealge about a practice (Coskie &

Place, 2008). The interaction of all three elemenibustrated below in Figure 2.01.

Mutual

Engagement
Communal
Identity &
Practice

Shared Joint
Repertoire Enterprise

Community of Practice

Figure 2.01Community of Practice (Wenger, 1998).

The study of CoP has been utilized in the invesig of professional
development (Coskie & Place, 2008; Lave & WengB81t Palinscsar et al., 1998).
Studies of NBPTS have also been guided by CoPTeli{Burroughs, Schwartz, &
Hendricks-Lee, 2000). The NBPTS establishes stasgdaromotes five core
propositions, and creates a process by whichifdsmation is disseminated. The
organization distributes a mass newsletter, mamasits-to update and inform its entire
membership (NBPTS, 2008a). The NBPTS promotes megtprograms and support
networks for NBC candidates. Communication andatatation are promoted

throughout the NBC process and post-certificatMBRTS, 2008a). This organization is
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domain-specific within its disciplines, and onlyaptitioners are part of this community.
Community of Practice Theory (COPT) explains thammbers of a community learn
through several different modes. Learning occurs @esult of the sharpening of skills,
the development of a shared repertoire, and thaioreof innovative forms of mutual
engagement (Wenger, 1998).

Increasing or sharpening of skills is achievedtigh the alignment of members’
practices with the rhetoric produced by the comityuiihis increase of skill is described
by Wenger (1998) as the joint enterprise of the ddfe portfolio plays a key role here,
in that it mandates that a teacher demonstrataliti¢y to perform a desired behavior
(Coskie & Place, 2008). A candidate must examiseohiher current practice, understand
what is expected, and then emulate it. In this thayNBPTS by setting high standards
and a set of core propositions, has decreed thencmities unifying goals. Members of
the NBPTS community must align their practice witese unifying goals in order to
achieve certification and maintain standing wittiia CoP (Wenger, 1998).

Wenger (1998) states that once a person comesdify himself or herself with
a community, to maintain his or her identity withiat community, the member must
maintain and continually align with the practicéstat community. Through the
portfolio and assessment process the NBPTS caedidat aligned with the five core
propositions, and the content standards for thaatiqular discipline. This alignment
creates a community understanding of what it méabe a highly qualified instructor
(Coskie & Place, 2008). As a member of the NBPTi&monity the candidate feels
pressure to continually align his or her practisé those of the NBPTS. This continual

reevaluation of practice and realignment with séadd set by the community allows the
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NBC candidate to successfully hone his or herskilmeet the expectations of the
NBPTS.

The NBPTS has through its practice also set upnanunity repertoire (Coskie &
Place, 2008). The community repertoire begins witghportfolio. The NBPTS portfolio
consists of four journal entries governed by sdwprastions that serve to frame the
candidate’s responses. These questions inspiatitidates to analyze their practice,
determine strategies for instruction which allowrthto meet standards, and answer
portfolio questions to the satisfaction of the NERThis process leaves the teacher with
a conceptual toolbox of pedagogical tools. Theséstare based on the questions asked
in the portfolio as well as the propositions on ethportfolio entries themselves are
based, and the standards which the practices erréSoskie & Place, 2008). These
teachers in essence have a common repertoire ama@o pedagogical tools. These
common tools create a basis for the NBPTS CoPabsadinspire a sense of community
discourse which is productive in allowing the cormityito learn new and innovative
techniques (Wenger, 1998).

Evolving forms of mutual engagement are centrdh&formation of a CoP (Lave
& Wenger, 1991; Wenger, 1998). These engagememis\yer do not have to be regular
or extensive, and they change over time. WithinNB&® TS, engagement has evolved
over the past 13 years. Initially there was limiteditact between candidates. However,
eventually candidates began reaching out and ogeatipport networks. Candidates
started to identify themselves in cohorts. Stategeltbegun creating mentoring programs
for certification (Freund et al., 2005). A newsbetis circulated on an as needed basis to

all members of this community. An online list sexe facilitate conversations between
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candidates. Further, regular mass e-mails aree®BC teachers and candidates
(NBPTS, 2008). The identities of these communitynbers are even posted on the
Internet (NBPTS, 2008a). These elements consttubeitual engagement which is
evolving between members of this community.

Coskie and Place (2008) studied five NBC elemegrteachers in an effort to
examine the effects of the NBC process on insioacfThis study utilized the CoP as a
theoretical framework. The contention of this stuéhs that there is some sort of
learning taking place throughout the process (&&kPlace, 2008). Indeed, CoPT
predicts that there will be learning that takeselas a result of the NBC process
(Wenger, 1998). Through a 2-year examination,shigsly determined that learning had
occurred during the process, and that the proca$s Ipositive impact on teachers’
practice. This study found that some instituticemslvell as personal factors have an
effect on this learning. Specifically, the authfagnd that these factors in some instances
inhibited the teachers’ ability to align with theasdards which had been promoted by the
CoP (Coskie & Place, 2008).

CoPT predicts that the type of professional dgwelent provided by the NBPTS
is not that of simply providing standards. Rathierough the process of portfolio
compilation and assessment activities, the NBPESskaup a CoP. These activities have
put in place what Werner (1998) describes as anegiof competence. This regimen of
competence provides a basis for members to contipairepractices. Alterations to the
practice of the individual are based on the tereptditexcellence provided by the

community. The NBPTS CoP alters the individual mersbpractice in a fundamental
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way, so much so that it affects the member’s idgias a professional (Coskie & Place,
2008).
Summary

The review of literature in this chapter identifiselveral educational reform acts.
These acts have had lasting effects on educatitheitynited States. The most important
impact on this study has been the creation of tBETS, and the certification of teachers
as highly qualified. The NBPTS was thoroughly ot in this chapter. This chapter has
also outlined some aspects of quality physical atioe, as well as the need for highly
qualified physical education teachers. Also illagtd in this chapter are several common
measures utilized in the assessment of physicalatidn. Finally, a guiding research
model and a theoretical framework were outlineds Taview of literature was designed

to give a guided explanation of studies which peet to the goals of this investigation.
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Chapter 3: Methods

Methods for any scientific inquiry must be cargfdonsidered, weighed, and
balanced. When investigating instruction, uniqueceons arise. These methodological
concerns are inherent in the study of any humaaraction. As Jones (1985) described,
humans are not like atoms in chemistry, in humaeaech too many variables must be
accounted for, too many unknowns currently existi @mpirical, quantitative methods
are difficult to implement (Swandt, 2000). Thieigdent in the deeper meaning of a
smile, which is discussed by Jones as somethirig#mmot necessarily be quantified. A
great strength of naturalistic research is thek&mines a phenomenon in the setting in
which it exists. Quantitative research tends tatartificial environments in which to
conduct experiments (Chadwick, Bahr, & Albriect884). Rink (1993b) states that
educational research has undergone a major paradignin the past two decades. This
shift has been from an empiricist or logical pessti standpoints, to a more
phenomenological or naturalistic approach (Rinl93L§.

This shift is evident in the evolving models otiedtional research. Dunkin and
Biddle (1974) presented a model which was emplyidadsed. This model relied heavily
on quantitative data which would be analyzed taleerempirical results (Dunkin &
Biddle, 1974). Early process-product educations¢aech was based on the Dunkin and
Biddle model. This type of research examined ouenin make inferences about
teaching. Gage and Needels (1989) described matimg afriticisms of process-product
research. This type of research to some exteneategl to recognize that the human

condition is different from other traditionally eimpal scientific pursuits. Much of the
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guantitative data that was collected during progessguct research lacked deeper
meaning of conditions in the classroom (Gage & Né&ed 993). With the present state
of research in physical education, a logical #nsalysis of NBCPETSs should be a
descriptive study. This descriptive study of madjtonstructs and impact behaviors
will allow future NBCPET research, qualitative aqabantitative, to move forward in a
succinct manner. With the limited funding, resosr@nd time which a doctoral
dissertation permits, methods must be found thatithin these constrictions. It is
apparent that a nationwide observation of NBCPETgIiside the scope of this study.
The massive undertaking of nationwide systematsenkation of hundreds of teachers is
not feasible in terms of time, work effort, or fung. A more reasonable observation may
lie in a random sampling of teachers in one stteough this more feasible approach
this study attempted to answer the following reseguestions:

1. How do National Board Certified Physical Edima Teachers present tasks
in their lessons with regard to demonstrationgjtglanumber of cues,
accuracy of cues, and quality of cues?

2. How do National Board Certified Physical Ediera Teachers create learning
environments with relationship to time indices, m®tor appropriate practice,
motor inappropriate practice and off-task behavior?

3. How do National Board Certified Physical Edimra Teachers’ motivations
and dispositions reflect the five core propositiohthe National Board?

4. What are NBCPETSs senses of personal and deeacher efficacy?

5. How do NBCPETSs exhibit traits that would ba&sistent with their being

members of a CoP?
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Participant Recruitment

The NBPTS maintains a database of all individuwdls have achieved NBC. This
database is accessible via the NBPTS web siteisdtept current annually. Functions
within this database allow the delineation of te&cher’s state of employment and
certificate type. This database was utilized inrderuitment of participants for this
study. NBCPETs from the state of South Carolindwétrtificates in early and middle
childhood were recruited for participation in teisidy. At present there are several
school districts within South Carolina which emplagge numbers of NBCPETS. For
this reason this state and these school distnietstimal for data collection and
recruitment of participants. As many NBCPETSs frahaol districts in South Carolina
were recruited until six had been selected andealgi@ participate in this study.

After participants had given verbal consent tdipgnate in this study, their
school administrators were contacted for furthenp&sion. After district level
permission was gained, participants in this studyawmailed an informed consent
document which they signed, dated, and returnéldetinvestigator. This process proved
to be incredibly difficult. Participant selectiondarecruitment for this study was a time
intensive and arduous task. After receiving uniigtsvel IRB approval for the project,
the investigator began sending recruitment e-nbaitsre school district in South
Carolina who had a large population of NBCPETs.sEhe-mails went largely
unanswered. In response, the investigator expambeditment to several other school
districts within the state of South Carolina whsaahad large populations of NBCPET.
Again these e-mails went largely unanswered. Howefter several more e-mailings to

these districts a participant pool of six willingrpicipants was established.
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The six NBCPET's were located in three separateddtistricts which were
geographically located in different areas of tlaestAfter willing participants were
established, the investigator attempted to regagrenission from the administrators at
the individual schools and districts. This agairswldficult because some districts did
not allow video recording in their classrooms, wlothers required and extensive review
process. To further complicate the process watattighat while we received permission
from the NBCPETSs in some cases, the administratiomd be unwilling to have
researchers in their buildings. At the end of fhriscess which took approximately four
months, the investigator had agreements from adinétion and teachers to observe all
six NBCPETSs classes. In addition the investigatereaable to video record three of the
NBCPETSs. Video recordings only took place on theosd visit. These video recordings
represented approximately 27% of the overall olz@ms made. Informed consent was
received from all participants, parents and stuglpnbr to any data collection, these
consent forms are displayed in Appendices B, Cland
Measures

Several measures were utilized in this study tevanshe questions for which this
investigation was conducted. By answering thesstopres this study sought to create an
accurate description of the practices and abildfedBCPETs. Measures utilized in this
study consisted of open-ended interviews, the AET4Re QMTPS, the TES, and
document analysis of lesson and unit plans. Data w@lected on two separate
occasions per NBCPET. During these visits partitipavere observed for an entire day,
and all lessons taught during the two days welizedi for data collection. Data collected

during visits included videotaped lessons, operednudterviews, live coded ALT-PE
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and QMTPS observations and the collection of docusaéocuments which were
collected consisted of curricula planning, lesslamping, and personal teaching
philosophies written by the participants

Interviews. Interviews allowed for an in-depth analysis oftgpants. For this
study formal standardized open-ended interview®wenployed. The open-ended
interview allowed flexibility in the interviewingrpcess (Patton, 2002). Interview data
were collected from each participant during the wgisit data collection. Each interview
was voice-recorded and later transcribed for delleation.

Open-ended interviewing in this study employedaadardized interview guide.
The interview guide approach allowed for all quassito be standardized, and also
allowed for the sequencing of questions (Patto0220Also, the interview guide allowed
for consultation on interview questions prior te ttollection of data. Interview guides
for the November and January series of site vasgsdisplayed in Appendices G and H.
It has been noted that a major problem with thedstedized open-ended interview is the
lack of the naturalness that an informal conveosaitli interview allows (Patton, 2002).
One strategy for limiting the lack of naturalnesshe use of probing questions. Probing
guestions are questions that are utilized to &icleeper response from the participant.
There are five distinct approaches of probing daest (a) the direct probe; (b) the
additional information probe; (c) repetition of theginal question; (d) echo of the
respondent’s answer; and (e) the silence apprdacte$, 1985). Jones explained that
silence should be utilized sparingly because itliesen found to disrupt the interview
process. Probing questions and strategies wereogatpivhere necessary to gain a

deeper understanding of responses which arose.
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The standardized interview guide for this studyneixeed the motivations and
dispositions of the participants. Further, themitav guide probed teachers’ beliefs and
strategies which pertain to certain mediating aoass and impact behaviors. The
mediating constructs which were examined are: aflemic learning time; (b)
appropriate practice; and (c) engagement. Impda\bers which were examined were:
(a) instructional tasks; (b) managerial taskstéacher expectations; and (d) teacher
feedback. Finally, several of the questions dutireginterviews probed efficacy beliefs
of the participants.

Interviews were recorded and transcribed verbakismpart of member checking
the interviews were then e-mailed to participaatsbke sure that the participants agreed
with the transcription. It should be noted thatyathiree of the six participants responded
to multiple e-mailings of these transcripts.

Academic Learning Time — Physical EducationALT-PE data were collected
by live coding as well as videotaping selecteds#aseld during each day of data
collection. Prior to field observations the resbardrained with an expert on this
instrument and an inter-observer agreement of aBo%e was achieved prior to any field
observation. Overall there were twenty-eight ALT-#tiServations made during the
course of this study. During the process of paréini recruitment certain school districts
within this investigation would not allow video @ding within their schools, therefore
live coding only was employed. Video analysis atilg the ALT-PE instrument took
place at a later time. These video recorded data weded simultaneously.
Simultaneously recorded data for the ALT-PE wer&3# the overall data collected.

The ALT-PE which was utilized in this study is deyed in Appendix F.
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One primary concern in the application of the ALE-B the proper training of
individuals employing the instrument. The researchs well as the laboratory observer
was fully trained. Training took place in a sixfsf@ocess. This process was completed
by the investigator in this study. The ALT-PE tiaosteps were as follows: (a)
instruction and clarification; (b) introduction toding sheets and observation
procedures; (c) discussion of typical examplestmh category; (d) practicing coding on
a variety of practice videotapes verbally with eanlestigator; (e) practicing silent
coding individually, and then comparisons betwewsmstigators; (f) comparisons of
silent coding continued until an 80% inter-obseragreement was achieved for all
investigators. The scored interval method of wapleged to determine inter-observer
reliability (vanderMars, 1989).

These procedures were utilized by Shute, DoddsgR|]&Rife, & Silverman
(1982) in order to assure quality observationszirid) the ALT-PE instrument. An in-
depth ALT-PE journal was kept during all of the cwgdto document any special cases as
needed. When utilizing observation instruments saoteities that were observed did
not fall into any one category and a decision lwaldet made. These decisions were
entered in the journal to insure consistency acatisfecisions.

Qualitative Measures Teaching Performance Scaldhe QMTPS was utilized
to measure teacher mediating constructs and infggdaetviors. This instrument is
displayed in Appendix I. Prior to field observatsotine researcher trained with an expert
on this instrument, and an inter-observer agreemwieaibove 80% was achieved prior to
any field observation. There were a total of twegight QMTPS observations made

during the course of this investigation. This olbagonal instrument is used to describe
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task presentation, teaching cues, and feedbackcdlteztion and training procedure for
this instrument was the same as for the ALT-PEaDadre initially collected either by
video recording or live coding and were analyzedrleDuring recruitment it became
apparent that certain school districts within thigestigation would not allow video
recording within their schools. The schools whiabuwan't allow video recording were
live coded. Video analysis for the schools allowudeo recording, for the QMTPS
instrument took place simultaneously, at a lateetiThese video recorded data were
coded simultaneously. Simultaneously recorded fbatdne QMTPS were 21% of the
overall data collected. The field investigatorwas| as the laboratory observer were fully
trained. The training procedure for ALT-PE was loreaough to be utilized in the
training for the QMTPS, and the same principlesahing were applied to this
instrument: Instructions were discussed; codingrumsents must be examined; common
examples of categories were discussed; and pramt@ared prior to implementation.
Also, an 80% inter-observer agreement was achiéMaglscored interval method of was
employed to determine inter-observer reliabilitgrfder Mars, 1989). The same six-step
training was applied to the QMTPS as to the ALT-Rgain, a journal of decisions
regarding coding was kept to maintain consisteratywben any coding decisions (van
derMars, 1989).

Teacher Efficacy ScaleThe TES was administered to participants duriniy bo
data collection visits. This efficacy survey isglésyed in Appendix E. Participants
completed this survey in private. The investigataited in an opposite room while the
participant finished their responses. The TES vessgied to examine a teacher’s sense

of self-efficacy (Gibson & Dembo, 1984). Specifigahis instrument is broken into two
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constructs: GTE and PTE. GTE is the degree to whitkacher believes that his or her
efforts in the classroom will have a positive igfiice on the students’ learning, in spite
of any outside environments. A statement that rsistent with a teacher having a high
sense of GTE would be: “The influence of a studehtme experience can be overcome
by good teaching.” PTE is a belief that a teaclasr mositively influence a child. A
statement that could be identified with a high gesfSPTE would be: “When | really try,
| can get through to the most difficult studeniBtie participants completed the TES after
the scheduled observations each day. Each partidipacher was allowed as much time
as he or she needed to complete the instrument.

Document analysis Several documents were collected during datactaie
visits. The documents collected from each partitipeere daily lesson plans, one unit
plan, public blogs, and professional websites.\Dlagson plans were collected to
provide an adequate sample of the teacher’s deglygrations. It is recognized that
lesson planning does change with experience, haveacah teacher was asked to provide
some sort of lesson plan which outlines his/helygaactices. The unit plan was
collected for comparisons between how the unitgaoized and how the lessons are
organized. Websites, and blog posts will allowdeeper examination of practices and
collaboration which these participants take panese documents were utilized both as
stand-alone data, and as supportive data in trlahgn.

Procedure.Data were collected by a consistent process aatbstthe
participants. The researcher arrived at the ppgidis school, and begin taking
contextual notes almost immediately. Prior to i fesson of the day the participant

and the researcher met for approximate ten mirtatdscuss the lessons that would be
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taught during the site visit. For live coded lesstire researcher alternated between data
collection via the ALT-PE and QMTPS instrumentsriDg the participants’ plan period,
each participant completed a TES survey in priviédowing the TES completion an
interview was conducted, and documents were cellieat the completion of the
interviews. This data collection procedure was usid all participants in this study.
Data Collection Summary

Participant recruitment took approximately four e due to school district
level approvals that needed to be gained. Furthveas noted that many of the districts
seemed resistant to any research being conductadiirschool district. Overall, school
districts which were approached to take part ia thsearch seemed quite uninterested.

The researcher spent seventy hours with teachéssistudy. Seven and a half
hours of interview data were collected and trahscti Close to one hundred documents
were collected and analyzed from both online a$ agein paper formats. Nearly 100
pages of field notes were made during observatbtisese schools. Twelve TES surveys
were completed by participants. Fifty six totalsses were observed during the course of
this investigation, resulting in twenty eight QMTBBservations, and twenty eight ALT-
PE observations. Nine of these QMTPS and ALT-PEMagions were videotaped and
simultaneously observed. Inter-observer agreenienteese simultaneously coded
lessons ranged from 81% - 89%. In cases where tesanot 80% inter-observer
agreement the researcher and lab observer discdissepleements, and recoded the
same lesson. This process was repeated untilsit868c inter-observer agreement was
achieved for each lesson.

Data Reduction
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Data were reduced in a holistic manner. Each ppécdata was coded with a
unique tracking number. This number indicated wileeedata came from, when it was
collected, and the participant from which it camfibese codes were then uploaded into a
spreadsheet and examined for common themes. Taisieation process was aided by a
concordance program which counted individual wagdiocurrences. The frequency of
words and phrases within each piece of data aidegen coding of all data collected.
Open coding was utilized to assign these codesadedaided in analysis of the reduced
data.

Data Analysis

This study accumulated data from several souroésnviews, systematic
observations, and document analysis. All data wedkictively analyzed. The data were
examined in a holistic manner to draw conclusidrauathe participants. Several steps
were taken in the data analysis. First, each datece was analyzed independently of the
other sources. ALT-PE, QMTPS, and TES data werbyze@d to produce descriptive
statistics. Transcripts of open-ended interviewsvgegmented by question. This
allowed comparisons between participants, as wetanulative responses between
answers. This study employed constant comparataasuares for interview data (Patton,
2002). Emergent themes were deductive producedr Aftlividual analysis of data, the
data were triangulated to attempt cross-data aisali/kis allowed the investigator to
have multiple observations of any phenomena whiereypresent in any one portion of
the data. This multi-observation process alloweehgfthening of any results which were

produced. Deductive reasoning was further utilimedstablish whether results of this
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investigation fall within the theoretical framewankits scope. That is to say, do the
results of this study reflect what CoPT predictswtihe NBC process?
Trustworthiness

Schwandt, Lincoln, and Guba (2007) describe coispas between rigor and
trustworthiness in qualitative and quantitativead&uantitative data has traditionally
been subject to four major criteria by which ijudged as rigorous. Criteria for rigor in
guantitative research are internal validity, exaésralidity, reliability, and objectivity.
There are parallel dimensions of criteria betwegalitptive and quantitative data
(Lincoln & Guba, 1985; Schwandt et al., 2007; Scheta2000). In quantitative data
unique measures are taken to assure all four elsroénigor are met. In the same
fashion there are measures that can assure triisimess of qualitative data. The four
parallel or analogous criteria for qualitative ddiscussed by Lincoln and Guba (1985)
are: (a) credibility (internal validity); (b) trafesability (external validity); (c)
dependability (reliability); and (d) confirmabilifpbjectivity). Several measures can be
implemented to increase the probability that thergeria are met. Credibility can be
established by utilizing, prolonged engagementipant observation, triangulation, peer
debriefing, negative case analysis, and membeiksh&cansferability is established
through thick descriptive data; typically thesekhilata create a narrative of the context
in which the study is taking place (Schwandt et2007). This narrative is developed in
order for an outside observer to determine thengxtewhich the findings are applicable
elsewhere. Finally, dependability and confirmapittn be established through an
external expert audit (Schwandt et al., 2007; Lin@& Guba, 1985). This study

employed triangulation, peer debriefing, negatiasecanalysis, and member checks to

66



establish credibility. Finally, a contextual jourmaas kept throughout data collection in
order to establish transferability.

Triangulation. The practice of triangulation was previously dssed in the data
analysis section. The utilization of triangulatimeds credibility and rigor to a qualitative
inquiry (Jones, 1985; Patton, 2002). Jones desctitangulation as the process of
comparing data from multiple sources. It is prebigdhat these data sources come from
distinctly different methodological approaches. Téason for this is that the greater the
difference between methods the lesser the chantesé methods sharing the same
biases. Any phenomena which were to arise could leadentified as true phenomena
and not a product of instrumentation bias (Jon@85)1 These comparisons can also
reveal inconsistencies in the data. These emergoumsistencies can either be utilized
to alter findings accordingly, or allow a deepederstanding of the phenomena which
have emerged (Patton, 2002). Triangulation inghisly was conducted between
interview data, systematic observation data froemAhT-PE and the QMTPS, and
document analysis. Triangulation is an importarst fstep in the creation of credible
findings.

Peer debriefing.A fellow graduate student of similar standing te thvestigator
of this study review data and findings in this stuthis peer debriefing assisted in the
establishment of credibility for data and conclasionet by this study (Lincoln & Guba,
1985). Peer debriefing is the process of allowingia-invested individual access to the
data and conclusions of an investigation. The wested party allowed insights into the
data that may have not occurred as possibilitieésegonvestigator. Lincoln and Guba

(1985) explained that the peer debriefer should person who is of the same standing
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as the investigator. The reason for this is thah&arior debriefer’'s opinion may be
easily dismissed, and a superior debriefer’'s opim@ay be considered a mandate.
Further, peer debriefing allows for an assessmiinjexted bias into the study. This
investigation by the debriefer was described bybin and Guba (1985) as playing the
devil's advocate. Clarification of meanings, bigsesl interpretations are developed
through the process of peer debriefing. Peer diéfgialso allows the investigator to
clear his or her mind of unproductive emotions wihitay serve as an impediment to the
study. These feelings and emotions about the wak mave a detrimental effect on the
investigation. Lincoln and Guba (1985) described dffect of the peer debriefing
process as a “catharsis” effect (p. 308).

Negative case analysi#\ negative case is an instance of data that sedyning
does not fit the other data that has been colld®atton, 2002). This is much like an
outlier in quantitative research. In qualitativeearch, instead of discarding this outlier
from the data set, which can occur in quantitatesearch, the naturalistic inquirer
embraces it. In comparing data against theorefocaldations, the outlier (negative case)
can be accounted for, and thus be explained. Tiesgative cases allow the researcher to
amend his or her hypothesis (Lincoln & Guba, 1983)ton describes these negative
cases as the exception that proves the rule, adbre the rule, or casts doubt on the
rule. This study sought out these negative casesetiie a broader understanding of any
phenomena which may have arisen. Patton descrégsdine cases as a “centerpiece” of
analytic induction.

Member checks.Yet another vital check in assuming credibility huit a

gualitative data set is the practice of member kingc This practice is also referred to by
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Patton (2002) as a review of data and findingsdryigpants. Member checking is the
process by which the researcher presents the §iadmthe participants. The checking of
data by the participants allows a new perspectivihe findings. Patton states that
member checks are not only important in the cordtram of findings, they are also
important to the validation of the questions oncahhthe findings are based. This study,
in an effort to insure the credibility of findingerformed member checks with all
participants prior to the finalization of results.

Contextual journal. A journal of all observational sites was maintain€klis
journal contained entries for each day of obseowatas well as contextual notes which
were taken after the site visits. The main purpdgais journal was to aid in the
transferability of the study’s data. Thanks to aateidescription of the contextual setting
of this examination, others within the field of @gal education may be able to apply the
findings to their own context. This concept of starability within qualitative research is
much like generalizability in quantitative researd¥ithin a large-scale quantitative
study, the authors might want to generalize thdysta the population via statistical
methods of probability. Within a qualitative studycase must be made for the
transference of the knowledge produced. By progain accurate context of this study
through a contextual journal, a case for transfegdregins to form.

Investigator bias. It is necessary in any naturalistic inquiry to makledge
investigator bias (Patton, 2002). This bias is p&#ll investigations however as a check
on this bias an acknowledgment of it serves albea by which the conclusions of this
investigation can be processed. The primary ingasir for this study is a Pedagogical

Kinesiology graduate student at the Universityllaidis. This presents a bias in that the
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investigator may see the NBPTS as an avenue farrdation of highly qualified

teachers. However, it also must be noted thatabearcher also believes that the NBPTS
has usurped some of the responsibility of the usities in the education of instructional
professionals. This too may add to bias insertetherpart of this investigator.
Additionally, it must be noted that the investigatbose this population to study. This

presents a bias in that the researcher determinadhtis population is worth studying.
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Chapter 4: Results

Participants were six National Board Certified $ibgl Education Teachers
(NBCPET)s from the state of South Carolina. Eaelehier was assigned a pseudonym in
an effort to maintain their anonymity. Emma, Eugeddathan, Jessica, Sarah, and
Richard were employed at three different distribteughout South Carolina. For the
purpose of this study these districts will be nefdrto as Morris, Kapowski and Powers
School Districts. These names are pseudonyms aredrizarelationship to the actual
identity of the individual school districts.

Emma

Emma teaches in Morris School District. Her scheidll be referred to as Belding
Elementary. The average teaching salary at Emnchisdbis $42,486, which is
approximately 4% lower than the Morris School Dgtaverage salary. Dollars spent per
student at Belding Elementary were 7,358 which 8¢&dower than the average Morris
School District student. The student teacher @ti&mma's school is 16.6 : 1 which is
lower than the state median of 18.5 : 1. Studeett®n rate is 1.5%. Belding
Elementary failed to achieve Adequate Yearly Pregjtast year, and is currently in
"Continued School Improvement". This school achiea¢ Good" growth rating for the
previous year, and a "Below Average" Absolute @tiBmma's school has 243 students
enrolled, 52% are Caucasian, 30% are African Amaeri2% are Asian American/Pacific

Islander, 15% are Hispanic, and >1% are Native Acaar
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Emma’s Demographic and Immediate Work Environment

Emma was a Caucasian female, who has been teguiysgal education for
twenty four years. During the first observation Eawwore an Army tee shirt and sweats.
However, during the second observation she wordlard tee shirt with her schools
logo on it. She is the only physical education st at Belding Elementary. Emma
stated several times during her interviews thatrgtteno desire to complete National
Board certification (NBC), but was encouraged yeotNBCPETSs and that enabled her
to eventually start the process. She achieved NBED08, and it took two years for her
to finish. She failed at her first attempt to aslei®&BC. Emma indicated that the librarian
at her school was a major factor in her successiupletion of NBC.

Emma also utilized many forms of online communmatito stay up to speed on
the discipline, both with NBCPET, as well as NonGEETSs. These forms of
communication varied from Face Book, to the Nati@dw@ard for Professional teaching
Standards (NBPTS) web site for teacher interacttonima instructed grades K-5, she
instructs’ each of the students in the school aeeek. She had an emphasis on lifelong
skill acquisition in her physical education class®ise emphasized enjoyment of physical
education through the acquisition of skills. On dags that students in Emma’s school
did not have physical education, they had a “rédase with their home room teacher.
Emma took it upon herself to supply her colleaguitls equipment for e “recess” time.
This equipment was aligned with the instructiort #t&e was covering at the time. So in
this fashion, she was able to support practice fonéer students outside of the physical
education context. Emma indicated that the teadhdrsr school were supportive of this

effort.
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The administration was welcoming to the researdhbeng field observations, as
were the other faculty within the school. The pipat of Emma’s school has been in that
role for eight years. The gymnasium was extremkdgrcand organized. There were
several jump rope for heart banners which linedahls of the gymnasium spanning the
past decade. An interesting phenomenon that octwas that Emma preferred to be
called "Coach." her web site referred to her ascpaven her radio she carried with her
for office communication, was labeled with the w@dach. This seemed especially odd
because she doesn't coach any sport or activity.

Emma utilized a grid system which was color codesét up squads during
instruction, and it worked well during her clasgdsr classes were well organized, and
the students were well prepared for the expectatioat Emma had. One of the key
elements Emma employed was the utilization of m&he had two standing "orders"
with her students: when the music was playingwhas "their time," but when it wasn’t
playing it was "her time". This strategy worked eptionally well, and was evidenced by
an incident that occurred during the second observarhe students were engaged in
skill development with long handled implements. yriagere practicing to music, and
when the music changed from one song to the nexte twas a slight pause. The
students, all at the same time, dropped their implgs, because they thought that the
music had stopped, and they knew that it was 'Ihe"t This was telling that the
students followed her instructions, even when freetic instruction as given.

With regard to behavior management, Emma develbpedwn behavior rubrics
that were independent of the behavior rubricsttimatschool had instituted. Emma

indicated that the school had instituted a "Scl@édience Program® in which the
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school had created a school wide behavior rubhe.&plained that instead of her rubric
being in conflict with the overall goals of the schwide initiative, her rubric supported
it. In this way the administrators actually admifrezt independence.
Emma’s Task Presentations

During both of my field visits | was able to obsemseveral of Emma’s classes.
During these visits Emma utilized direct instruatigvhich she indicated that she utilized
on a daily basis. Her proficiency with task preaéinh became evident through her
Qualitative Measures Teaching Performance ScaleTR®) results. QMTPS data were
collected on four of Emma'’s classes. QMTPS scanethése classes were 85, 73, 61,
and 89. Emma's QMTPS data is displayed below inrEig.01. Generally a teacher is
considered to be effective in increasing studehiesement if she/he scored above 55 on
the QMTPS (Gusthart, Kelly, & Graham, 1995), Emroasistently scored above the 55

level, and her overall average QMTPS score was277.3

Emma QMTPS Scores
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Figure 4.01Emma’s QMTPS scores
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Additionally, during interviews Emma discussed hslve utilized demonstration
and maintained clarity:

I will usually go to them individually, but if therhole class is kind of off-

task then it is obviously, it was my instructionen | will usually stop and

re-discuss, or re-demonstrate what they shouldbeyd
Emma demonstrated that she strived to achieveyctarough demonstrations of tasks,
and if Emma is unable to achieve clarity on thstfitemonstration, she will re-
demonstrate. Further, she explained that wherntgian’t achieved she will revise and
add an additional demonstration if necessary.

Further, several observations were made duringitevisits; Emma's instruction
revealed how well her direct instruction was coriddcObservations indicated that she
provided demonstrations, and the descriptionssistavere clear. Her classes were
orderly, and the class generally gave responsksrttask presentations. In support of
Emma’s task presentation are her lesson plandishatitical elements to developed task
presentation. Further, these lesson plans listezhieg cues that Emma planned to use
during her lessons. These cues were present in ofdrer lesson plans. In describing
her feedback interactions with students, Emmallstaydto let the kids give me more
feedback than | give them.

| kind of let them guide a lot of the conversatibthink the more that they

can put it into words or demonstrate it, insteadhefdoing all of the

talking or me doing all of the demonstrating, anelt | think that they will

get a lot more benefit out of that than just mangehe director of the

lesson. | kind of let them have leadership rolethat avenue.
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This quote demonstrates how Emma was concernedstutlent interactions, and overall
her attitude towards student feedback worked vweelttie QMTPS specific congruent
feedback area of assessment. While Emma’s QMTR@&sdesson observations, and
interview data indicated that she presents a tadk of special interest is that Emma
supported her perception that her task presenthtidrchanged as a result of her
achievement of NBC.

It (task presentation) has changed, | would havaayothat | am a lot more in-

depth and as far as trying to educate the kidhierwoncepts and the skills. I think

that it has made me a much better teacher on makirggl am reaching these kids

on why we are doing what we are doing. Not justip@ating but why we are

participating.
She had reflected on and determined that one ajdedrwas to reach every child by
pondering the best presentation she could deliver.
Emma’s Use of Class Time

Throughout data collected during Emma’s site sigibecame evident that Emma
had an amount of organization in her classes. Reglgdesson observations revealed
that her classes were organized, and that stukleetg what was expected of them. In
her classes she attempted to emphasize a high awiopractice time, that facilitated by
a high sense of order, or organization. Emma etilliz grid system that was denoted by
dots on the floor and walls of the gymnasium. Th&sdvere color coded, and intersected
on lines of the gym floor grid. The children comeand sit down for classes quickly.
Emma utilized music effectively during classes dascribed this usage in a quote from

an interview.
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And that is, that (Music), keeps me from, | domvé to yell, but obviously in a
gym as big as this gym is your voice has to be lenmligh to where everyone
hear you. It is just a great little discipline thithat | use, that when the music is
on they are active, if the music is off, then thkepw that it is my time. And

either it is a safety issue that | need to addoe#ssomething that | need to re-

discuss that they are doing wrong.

Her lesson plans were orderly they outlined wicéivgy would be
performed that day, what the teaching cues weralfaf the activities, and how
long each activity was to take. Her lesson plass aicluded the standards that
she would be addressing during that day. Emmaadieaved for warm-up and
closure time in her lesson planning.

Emma's beliefs about organization and the effinetsit has on time

management became apparent.

Sometimes | think I'm over the top as far as orgagi but | think that the more

organized you are the quicker you can be on taskntore efficient you can be

with your lesson. I'm pretty over the top as fangsorganization.

Time management was quantified for this studyheyuse of the
Academic Learning Time in Physical Education (ALE)Rnstrument. The ALT-
PE allowed a close scrutiny of Emma’s learning emuent. The ALT-PE was
employed during four of Emma’s classes. Contextiaihma’s time management
data revealed Emma's classes were involved insBtaetivities approximately
11% of the class period, skill practice 28%, manag& time 22%, warm-up

20%, and technique work 17% of the time. Contextizah are illustrated in
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Figure 4.02. At the learner level, students wewlved in motor engaged
activity 47% of the class period, off-task time 4#@iting 7%, interim time 22%,

and cognitive time 19%. Learner level ALT-PE dawiflustrated in Figure 4.03.

Emma ALT-PE Context Level Data

Rules
1% Strategy
1%

Figure 4.02Emma ALT-PE context level data.

Emma ALT-PE Learner Level Data
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Figure 4.03Emma ALT-PE learner level data
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Emma indicated that she perceived that her timeag@ment or
classroom environment had changed as a resuledfiBC.

| think that I've always had a pretty good enviremm | think that | have learned

a few things differently as far as what other NagiloBoard Teachers did, and |

incorporated some of their things. But | think thaive always had a pretty good

safe learning environment. Just because | am avellteen so organized
She believed that her environment had always bedy $afe and organized; however
her discipline had been “honettirough her mutual engagement with other teachers,
which she incorporated other techniques that mag srked better than before. This
did indicate a change in her learning environment.
Emma's Attitudes and Dispositions towards the Fiv&€€ore Propositions.

The researcher attempted to elicit responses frorm& that would produce
insights about her attitudes and dispositions. iumterviews she was probed regarding
her perceptions of the NBPTS propositions. Addaibn Emma was presented with a
copy of the propositions and asked if she coulailes her practice in those
propositions. In this section Emma’s attitudes disghositions towards the five core
propositions will be outlined.

Proposition 1: Teachers are committed to studentsral their learning. A
preliminary indication that Emma is committed to bidents came up when discussing
her involvement in coaching. Emma coached for sgeans at the beginning of her
teaching career. She indicated that she stoppeghicwato be able to concentrate on
teaching in the elementary setting, so she gaweupxtra income from coaching to

focus on her practice. Further, she developed awehrubric, independently of the
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school-wide behavior plan. This was in responsgttat she perceived as a better way to
reach the students in the physical education gettler perception of knowing her
students was again shown in the thorough interdata dealing with feedback. She not
only provided feedback, she allowed students inpthe instructional process. This
process of allowing the students a hand in thenlegmprocess was deemed to be a highly
committed act in their learning process.

Proposition 2: Teachers know the subjects they tea@and how to teach those
subjects to studentsEmma demonstrates her disposition towards coktewledge in
several ways. First she indicated that she haslp §@od grasp of her content
knowledge, however she reported that she has dontations that are generally a result
of lack of equipment.

Yes, there are still areas that | have weaknessaslot of that has to do with our

equipment, we had obviously the basketballs andaidalls and you know a lot

of that kind of equipment because it is a lot keggensive to purchase those ...
tennis racquets and golf equipment that kind df stie more expensive stuff you
don't spend as much time on that stuff becausalgali have the equipment, so
once the equipment comes in, then | have to go badke-educate myself and
get more familiar on the topic that | am fixingteach.
So though she may have a weakness in certain ¢datewledge, Emma was committed
to her students’ learning and seeks out new coktemwledge to bolster her instructional
technique in an effort to reach all of her studeHwvever, though she illustrated a

possible weakness in content knowledge, she dicdstrate a high degree of content
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development, and expertise, both in her lessompigras well as in her classroom
performance. These results were evident in both ®$$cores and the interview data.
While Emma demonstrated some proficiency in batéimagement and task
presentation, she failed to discuss learning stylexknowledge learning styles as a
major concern, even though she was repeatedly geahlyy learning style questions. She
instead reverted to her high sense of organizatiogmdicate that students need to have a
stable learning environment, and in designing rtdesssist in this.
Proposition 3: Teachers are responsible for managgiand monitoring
students’ learning. Emma was a strong manager of her students’ lggemnironments.
This was evident in QMTPS, ALT-PE, interview dd&sson planning documents, and
field note observations. Student responses werergkyappropriate, as indicated by the
ALT-PE results showing only 4% off-task time. Thias further observed through high
student appropriate response in Emma's QMTPS sesultther, in interview data,
Emma discussed how she perceived that her manageactchanged as a result of the
NBC process:
My management has changed probably. | do have #olttemore consistent
about everything. Probably in the past there weses dhat | was a little more lax
then others, and | would have to pay for it thetmzy, but | would say that | am
a little more consistent, all the way across thartio
Emma indicated the NBC process may have permigedohmore effectively focus on
the management of her classroom. Her dispositivartds management had shifted

somewhat to represent the third proposition ofNa&onal Board. To further the concept
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of Emma'’s belief in a change in her managementywsiseasked to discuss any changes
in her planning as a result of the NBC process:

Yes, | do plan more. | plan better. | think | 1zdi my task time a lot better going

through national board. I think | am a lot moreaniged. and like | said it was a

lot of the things | was doing, national board hest helped me to focus in an

reflect on what | was being successful with andtwhigasn't being successful
with. So | could chuck that out.
Emma is a teacher who believes that their managemaeihchanged as the result of the
NBC process. Data from interviews dealing with tleeinge, and her account of her
change combined with positive ALT-PE data provigeciure of a teacher that may have
changed their practice or disposition to more dioseeet with those of the National
Board.

Proposition 4: Teachers think systematically aboutheir practice and learn
from experience.The fourth proposition of the National Boards addes the concept of
professional reflection. Reflection became an irtgodrtheme in Emma’s data.
Reflection was related by Emma as a central roleeininstructional process. For
example, Emma spoke to her ability to reflect ongractice.

Well, I can tell from one lesson to the next, wieason worked, and what didn't

work, just by the (students) interacting, and tlad¢ittude when they leave here. So

if | feel good about their attitude and their inv@inent, then | think it has been a

good lesson. If | feel that their attitude was badf | had a lot of discipline

problems, then | think that came from me. | ddmlik it necessarily came from

the children. | know that they have bad days, libirk a lot of time the more
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organized | am the better planned that | was wiheason the more I'm going to

get out of my students.

Further, Emma stated when presented with Kolb'8418xperiential learning cycle:

...active experimentation, and reflective observatlaiways try to reflect after |

get through with my lesson. How | feel like thagden went over, or what | did

wrong, or like when | guided those kids to the klage and what was specific,

you know. And the active experimentation, | alwaysto just reflect on whether
| gave them enough time to experiment what | wgsgrto tell them.
Her interviews were riddled with instances of refiee thought, and reflective
practice. In her normal interview conversation, ¢tbacept of reflection was
reiterated. When prompted by questions dealing thighexperiential learning
cycle (Kolb, 1984), she was able to place herselfieé cycle and explain her role
as an instructor in reflection.

Proposition 5: Teachers are members of learning comunities. This
propositions deals with a teacher’s ability to Buglationships throughout the school and
bridge gaps in student learning between teachersanjects. Emma'’s disposition
towards collaboration with members of her learringimunity was demonstrated
through her emphasis on motor skill learning/phaisitness throughout the school.
Emma regularly provided equipment for classroonshess to use during their "recess”.
This equipment was generally in line with the catnenit in physical education.
Provision of physical education gear, on her iowed her to foster physical education
principles by the other teachers. Further, Emmaeti the CATCH curriculum

developed by McKenzie, Nader, Strikmiller, et 4996). Emma promoted and made this
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curriculum accessible to parents, colleagues araksts via the school internet site.
Parents were allowed to look at what was happenitige school, and how Emma was
conducting her classes. Emma discussed her codlabowith other teachers throughout
the school.

We try. I'm not going to say | am always on togladt. Just because of the

business of the school day. We try to have graegs leeetings, and we try to

meet, our related arts teams try to meet with difiegrade levels several times
throughout the year just to make sure that we lhtena of on the same page.
Emma's Sense of Teaching Efficacy

To determine a teacher's sense of self-efficacyhierstudy, the TES (Gibson &
Dembo, 1984) was employed. The TES survey was asiptwice by each of the
participants, once during the November site vasit] once during the January site visit.
During each of these visits, Emma's average TE&stwas a 2.2 for general teacher
efficacy (GTE), and 1.9 for personal teacher eftiicéPTE) (on a seven point Likert
scale). Emma’s scores indicated that she agremtgbtrwith statements aligned with a
high sense of both personal and GTE.

These data, while compelling, are limited withadtlitional consideration of the
interview and observational data. In Emma's casedimed that her sense of general
teaching efficacy was lacking. In response to tirestjon, “How do parents of your
students effect their learning?”, she stated:

Negatively they effect it because they don't dohale lot with their students as

far as their learning. They don't have time, theegiot educated. As to how we

teach things verses when they (student’s parergs} i school.
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However, when she was asked “How much does youahiteg influence student
achievement?”, a question addressing PTE, Emmamedsy:
Greatly, | mean | really think it does becausent éxcited about what I'm doing then |
think it makes a difference as to whether the childare excited or not... if | could show
them why | do what | do will make a difference Ireir life. | think they'll want to learn.
This statement could indicate that she has highesehPTE. Further, these statements
echo her responses to General and Personal Teftibacy. However, when asked if
her perceptions about efficacy had changed asud#t fggoing through the National
Board process, she indicated:
Yes | do. | think that, | think that before | diational board | had values of how |
was going, and thoughts, about how | was going@aah kids. But | think going
through the National Board process brought out trong points, and what | was
good at. Yet it made my confidence level a lotdrett
Her sense of GTE may be lower than her PTE, howswedid believe the National
Board Process had a positive effect on her oveial of students and student learning.
Overall, TES and interview data revealed that Erhadha relatively high sense of
teacher efficacy. Additionally Emma demonstratddgh degree of self confidence about
her effectiveness in the classroom.
| would say that after 24 years it ought to be eltsten! (out of 10). But | would
say in the eight or nine range, | think that theralways room for improvement,
and | still to this day even though I've been t@aglior 24 years, | still learn new

stuff every year.
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This is a fair generalization of much of Emma'sadahile she believes that she is
effective, she acknowledges her weaknesses, dmesiself improvement opportunities
to try to increase her effectiveness. Further sleened to have a more realistic outlook
on her instruction, which is exhibited by her [oW&TE scores.

Emma and a Community of Practice

When dealing with the question of Emma'’s involvethie a NBPTS CoP, it is
necessary to understand that there are three @fraaSoP: mutual engagement, shared
repertoire, and joint enterprise. While some aspeCEmma’s practice relate directly to
the NBPTS, some are more generalized. The followewion outlines aspects of
Emma's practice that either fall in line with CORT tend to exclude Emma from such a
Community.

Mutual engagement.Emma described a unique type of mutual engagement i
that she regularly interacted with teachers viarkernet. Emma explained that she was
a member of the NBPTS site that hosts discussiandso There interaction generally
dealt with the National Board Process, or teachwis have achieved NBC discussed
teaching practices. The researcher tracked puldmtgssible online blogs that stretched
back to when Emma was going through the certifocagirocess. The discussions showed
where she sought ideas for her portfolio entriad, @so searched for informal
mentoring. Through her interactions and documealyars, it became apparent that she
was able to receive mentoring through her mutughgaments. These engagements
changed when she achieved NBC. At that point stieated that she became a mentor to
others. Since her certification she indicated #ihat had mentored several other NBCPET

candidates.
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When further discussing mutual engagement Emmexidesl her classroom
management and how she learned from other NBC meeatal incorporated certain
practices. This is an example of perfecting hecfira through the incorporation of
instructional strategies promoted by other NBCPHTss form of mutual engagement
allows NBCPETS to create a tool box from which mammbers can draw to assist in
their instructional practices. When discussingrax#ons that happened within her
school district, Emma gave an example of the simange

A lot of times the NBCTs conduct workshops whiclkpkeoring out some

of the good practices or the best practices whietldw/for our classes. So

we collaborate all of the time as far what worksthe,

Emma clearly indicated that there is an increa$edteveness of their practice, through
mutual engagement, and the dissimilation of goedtares. Further, Emma discussed
mutual engagement on a national level:

When we (the physical educators in Morris Schogaltiit) get a chance to get-

together, like | said with our county PE meetings,will talk to them and see if

they are doing anything different. Or you knowotdf the times we will have a

couple (teachers) that will go to the Southeastenvention for the National

Board, and they will come back and bring new ideagm always getting E-

mails, and even phone calls from people in othetestthat are going through the

process, who want to interview me or get someentorship | guess
Mutual engagement at both a local and a national leccurred. This mutual
engagement was serving the purpose of adding to&srpractice, and that of all of the

other teachers involved. Further, this mutual eegaant assisted other teachers in the
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completion of the NBPTS process in such a wayttiet could pass successfully
through the process.

Overall, Emma'’s interview and document analysieated that Emma had a
considerable amount of NBPTS mutual engagementudlgingagement functions as a
primary dissemination point for new ideas, and lsarthought of as an engine in the CoP
paradigm. This NBCPET specific mutual engagemettius a strong indicator of the
presence of an NBCPET CoP, which effected Emmafenpeance.

Shared repertoire. Shared repertoires are goals and practices thabanenon
throughout a CoP. These shared practices helptéeib communal creation of
knowledge and application of the communal tool biche possibility of Emma
participating in the development of a shared rep@rtvas raised during Emma’s
interviews. Specifically Emma explained: “a lottohes the NBCTs conduct workshops
which helps bring out some of the good practicethetest practices which we do for
our classes. So we collaborate all of the timeaasvhat works best”. This explanation of
how “what works best” was developed through muairjagement is described by
Wenger (1998) as the development of a shared mperThese data would indicate the
possibility of a shared repertoire being develogegart of Emma’s integration with
other professionals.

Joint enterprise. The joint enterprise within a NBCPET CoP is physica
education. There is little direct evidence of af@nterprise in Emma's case other than
that she is a physical education teacher. Emmaevenyrepeatedly indicated that the
NBC process had reinforced reflective practice® i8Hicated several times that she was

more reflective in the process, and that she édliection was essential in appropriate
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practice. The development of reflective practicas heen described as a process by
which joint enterprise can be fostered. By develgpndividual responses to
instructional situations through reflection, indiual members of a CoP are able to bring
locally developed tools to the community that caergually be developed into a shared
repertoire.

Summary. Figure 4.04 represents a CoP as shown with Entharscteristics. It
reveals that Emma shows a strong mutual engagenigyirs the NBCPET community.
This mutual engagement is evident in her online/éiets, professional meetings, and
interpersonal contacts. She indicated that thisuallengagement had changed her
practice. As predicted by CoPT, it was expectetlahmember of a CoP will change
his/her practice in accordance with community firgdi. This was the strongest area to
support the contention that Emma was a membeNB@PET CoP. Weaker evidence
was present in the shared repertoire, and joirpnse categories of CoP. Overall, it
appeared that Emma was a part of a CoP and shianggngaged in the adaptation,

reflection, and integration of communal tools ittte honing of her practice.
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Figure 4.04Emma and a CoP.
Eugene

Eugene taught in Morris School District, the satistrict as Emma. Eugene,
however, taught at two different schools within M®School District. Eugene’s two
schools will be known for this study as Bliss amso Elementary. Eugene taught at

Bliss Elementary on Tuesday and Thursday at Spémadhtary on Monday,

Wednesday, and Friday. At Spano Elementary, Eugasehe only physical education

specialist who worked in the building. Spano Eletagnhad only one physical

education class per period in the gymnasium. BEissentary had two classes per period

on Tuesday and Thursday, necessitating Eugendiagsi$ Bliss Elementary, and this

was the impetus for his dual placement within thgtrict. On many days Eugene and the

other teacher at Bliss Elementary functioned as teachers, combining their classes

90



and making use of the entire gym space. On theotlapservations, Eugene team taught,
however, he took the lead on the class sectione®aBons were made on his task
presentation and time management during theseeslads Spano Elementary, Eugene
taught by himself and the class size was abouhatief that of Bliss Elementary. Spano
Elementary’s gym was about the same size as theagBtiss Elementary.
Bliss Elementary

The average teacher salary at Bliss Elemente#%3s749, which is 1% lower
than the district average salary. Surprisinglylatslispent per student in Bliss
Elementary are only $5,101 which is 44% lower ttr@ndistrict average. Bliss
Elementary’s student to teacher ratio is 22.2 :itvis higher than the state median of
18.5: 1. Bliss Elementary has failed to achieveduhte Yearly Progress for this school
year. This school has a below average growth ratntha “Good” absolute rating.
Student retention rate for this school is 1.2% 8ktementary has a relatively low
diversity in student population. Of the 430 studesrtrolled in Bliss Elementary, over
320 (74%) are Caucasian. Bliss Elementary has Bt African American students, 36
(8%) Asian American/Pacifica Islander, 22(5%) Hisigaand >1 % Native American
Students.
Spano Elementary

Spano Elementary has far fewer students then Blesentary. Spano
Elementary has only 133 which is approximately @68wer the Bliss Elementary.
While this seems to represent a significant difieesbetween the two schools in which
Eugene is employed, there are other striking difiees as well. The average salary at

Spano Elementary is $47,120, which is approximaiétygreater than the school district
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average salary, and almost 7 % higher than BlismEhtary. Student teacher ratio for
Spano Elementary is 14.7 : 1, which is lower thendtate median of 18.5 : 1. Again this
shows a difference from the higher Student TeaRadio of 22.2 : 1 at Bliss Elementary.
Spano Elementary failed to achieve Adequate Ydnmbgress this year. This school's
absolute rating was “Below Average”, which is gostlewn from the previous year of
average absolute rating. Spano Elementary hasskarowth rating that has stayed
consistent for a few of the previous years. Thdesti retention rate for this school is
3.9% which is higher than Bliss Elementary’s ratirid..2%. Finally, Spano Elementary
has a slightly more diverse population. Of the $8&ents, 57 (43%) are Caucasian,
33(25%) are African American, and 43 (32%) are Hisp.
Eugene’s Demographic and Immediate Work Environment

Eugene is a Caucasian male who has taught fgesiss. He successfully
completed his NBC in 2006, and was successfulgrfitgt attempt at NBC. It should be
noted that approximately 46% of teachers attempertfication are successful on the
first attempt. During each field observation Eugeraes professionally dressed in school
logoed polo shirt. His demeanor was kind and welogrand when he was teaching he
was professional. Eugene indicated that he becgmhgsaacal education teacher because
of his love for working with children. Further, Eerge expressed a concern for instilling a
sense of lifelong fitness and enjoyment of fitniesisis students. Also, he explained that
he has not coached any sports at either the higtosor the elementary school but
instead has concentrating on intramural coachimgghwequires less time. It was
interesting that everyone in both schools refetoeHugene as “Coach” even though he

did not coach in any formal setting. He emphasthat his main concern and effort
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focused on his physical education instruction. Begaso discussed the
coaching/teaching dilemma in which some coaches 86 of their pay from teaching,
but spend 90% of their time in coaching activitiésvas apparent through conversations
with Eugene that he felt the teaching/coachingwlifea was a major concern for the
profession. When asked about his responsibilityiscstudents Eugene responded:

| feel like, especially at the elementary level, jwst need to expose them to

different activities. You know let them try a whddanch of different things, and

see which ones they enjoy, and also get them mdketis something that is main

thing, it's getting to where there is more and ntesting, and there is less

opportunities for the kids to get out and get eisexc
Eugene was genuinely concerned with lifelong fign@sd the enjoyment of physical
activity by his students. This concept of lifelditgess was evident throughout his
gymnasium where there were seven Jump Rope foit Haaners hanging. Eugene's web
site had several pages that were devoted primariifelong enjoyment of physical
activity. In particular, there was a picture of Eng at a baseball game. This seemed to
illustrate Eugene's attitude about enjoyment ofspta} activity.

Eugene had posted the South Carolina state stitlapughout both of the
gymnasiums he utilized on a weekly basis. Furthethh gymnasiums made use of a color
coded grid system. Eugene utilized this grid systéfectively in taking attendance and
in the application of management tasks. Eugeneedilmusic as a method of controlling
classroom behavior, however, Eugene also utilizetiiatle for cues other than start and
stop signals. This combination of whistle and mggiemed to work remarkably well for

classroom management. During the observation oé&eigt Bliss Elementary, the
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students were well organized. His classes in Bllssnentary were in a dance unit, and
during their practice and skill progressions itreed like these children were part of a
dance group. It should be noted that there wetg shildren in the classes Eugene
taught at Bliss Elementary. It was an impressigatsio see sixty children moving in
relative unison. It was apparent that Eugene hattaloover this classroom.

While this classroom setting technically could besidered team teaching, in all
reality Eugene provided a majority of the instrantduring the lesson. His team teacher
assisted in providing some feedback. Eugene irgticagveral times, as also recorded in
field notes, which he preferred not to team te&tghpreferred instruction at Spano
Elementary because he was able to teach on hisAdam,. class sizes at Spano
Elementary were less than half that of Bliss Eletasn which was an advantage with
class management.

Administrators at both of Eugene’s schools werkkamaing. They met the
researcher in the morning and were cooperative atin@nistrators at both Bliss and
Spano Elementary were complimentary of Eugene saethed generally concerned
about physical education within the school. HowgireMorris School District, students
only received physical education one class peraxdyeek. The principal at Bliss
Elementary had been working in that school forygiars, and the principal at Spano
Elementary had been employed for ten years.

Morris School District had one of the highest paitages of NBC teachers in the
country. As a result, most of the ninety schoolthmschool district had several NBC
teachers. Schools Two and Three were no exceptere tvere several NBC teachers

employed in both of these schools. The researchsrable to sit in on the related arts
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team lunch at Bliss Elementary. The related agstancluded teachers from music, art,
media arts, and physical education. Several okthemchers had either achieved their
NBC or were pursuing NBC. Interestingly, the otpbysical educator at Bliss
Elementary was going through the NBC process duhiadime of site visits.
Eugene’s Task Presentations

Eugene demonstrated task presentation during hiSE8vbbservations. This was
reflected by his five QMTPS results, (these scaree 72, 78, 89, 83, and 67) for an
average QMTPS score of 78.1. Gusthart, Kelly & @mal{1995) found that students of
instructors who scored above 55 on the QMTPS hgliehiachievement than instructors

below 55. These results are illustrated below guFe 4.05.
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Figure 4.05Eugene QMTPS scores.

Eugene's QMTPS results are supported by interdeta, in which Eugene
discussed his task presentation.

I'm all about hands on, working with kids. | feld, task presentation is one of

my strengths. | do well no matter what, as long lkasow the skill that's the main
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thing. | feel like | can get it to the kids in weaer way | need to, | like to do a lot
of demonstrations. ... | usually demonstrate whatéws, or | have a student help
me demonstrate. If | know a student knows it welill have them demonstrate,
but we use key words and cues, things like thah thie dances there are a lot
there are key words for the kids to get in thesidyeand once they get those then
they are really able to take off.
Eugene indicated that he liked to demonstrate fdskak them into parts, and emphasize
cues. Further, he looked for clarity in his instioic and the ability of the students to
replicate those instructions or demonstrations. Weyds or cues played heavily in his
demonstrations and task presentations. These Wéraits that assisted in the
achievement of high task presentation scores oQM&PS instrument. Further,
Eugene's lesson plans revealed an emphasis onobjestjves, and tasks. The data
gathered from Eugene's lesson plans again suppbeedMTPS assertion that Eugene
had the ability to carry out effective task pres#ion. This proficiency was also noted by
the researcher during the site visits.

Field Note Entry EUJ26- Eugene has excellent taskgntation, very good cues,

very good feedback, his descriptions are crispchear, he has the attention of the

entire class during activity.

Overall, data consistently showed that Eugenechatnand of his task
presentation. These data in conjunction providee of a teacher who is reaching his
students with great instruction. Eugene discudsegbtocess of certification through the
National Board at great length. Eugene perceivatlttls task presentation had changed

as a result of the NBC process. He stated:
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| would say that (with) task presentation ...whenelnivthrough National Board |
realized how the little kids have such a shortraitbe span ... | would
demonstrate the whole thing...Go do it. | would teen running and wonder
what was the problem. After going through that vehBC) process of learning
about things ... Just working through National Boardsvhat is developmentally
appropriate ... really help me quite a bit throught ghrocess.
Eugene indicated that he knew he had achievedyclahien “the kids get it.” Clarity is
an important part of task presentation, and Eugafieated that his clarity,
demonstration, and overall task presentation hgulawed as a result of the NBC
process. Further, he acknowledged that with goskl peesentation came appropriate
student responses, which also is taken into acanuhe QMTPS instrument. Overall,
this interview data suggested that Eugene belibiethsk presentations had changed for
the better with the completion of the NBC process.
Eugene's Use of Class Time
Data concerning Eugene's time management andabessenvironment were
analyzed utilizing interviews, field notes, ALT-P&sults, and document analysis. The
ALT-PE was employed during five of Eugene's claskiesdemonstrated an exceptional
ability to organize his learning environment durotgservations. Music was used
extremely efficiently to create start and stop algnHowever, Eugene also used a
whistle to indicate other cues throughout the las§&mgene’s use of music was the topic
of this quote:
(We) like to use music a lot, because it is a gbstop start cue without us having

to say stop...stop.stop instead the kids know that when the musiaithey
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need to be practicing, music stops they should #bf them don't always do it

but they know what is expected. | think that itgeethem to know where those

boundaries are. You know what is expected of them.
During observations, it was noted several timestti@students followed these start and
stop signals consistently, which aided in the cltaseag on task throughout the lesson.
Eugene's sense of organization extended beyordassroom setting and was expressed
in his organization of online documents. His chagb site was the most well organized
of any of the teachers in this study. His sitedead pages for parents, students,
administrators, unit plans, state and NASPE stalsjditness testing, Jump Rope of
Heart, and assessment rubrics that he utilizeditfivout the units. Eugene also had
letters to the parents of both Schools Two and § pasted on his web sites. The rubrics,
standards, and curricular plans that were illusttain his web site demonstrated his
strong sense of organization.

Eugene's lesson plans are orderly, and provideaa ciew of what will be
transpiring on a daily basis within Eugene's clas$aey provide standards, learning
objectives, cues, and tasks that will be carrigddowing the course of the lesson.

Good time management is related to good orgapizaiugene was asked to
describe a well organized class. He explained:

I would say kids are on task, that there is a cjearknow there is a smooth

transition between skills and activities, therétiarlot of downtime. With

elementary there is some, but between one skilbaother while they are getting

their break, they're not just running around akmothe place. It's structured |
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guess, at the same time you know the kids havi&dbdom to work through

whatever they are working on...
Eugene indicated that he thought he had good argaomn and that in his opinion his
ALT-PE results should indicate a low amount oftak behavior, and a high amount of
motor activity. When asked how much motor activity students get on a daily basis he
indicated that they get approximately 50% of tleéaiss time spent in this way. ALT-PE
data revealed that his students did in fact sp&84 &f their class period in some form of
motor activity; students spent 47% of the classopen motor appropriate practice.
Further, his students spent only 4% of their timenbtor inappropriate practice, and only
2% of their class time in off task behavior. Leariewel ALT-PE data is further
illustrated in Figure 4.06. Contextually, ALT-PEsudts for Eugene indicated that his
classes spent 42% of their time in skill practiZ&% in technique work time, and 13% in

management time. Eugene's contextual ALT-PE dallaissrated in Figure 4.07 below.

Fugene ALT-PE Learner Level Data
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Figure 4.06Eugene’s ALT-PE learner level data.



Eugene ALT-PE Context Level Data
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Figure 4.07Eugene’s ALT-PE context level data.

These ALT-PE results indicate that his learningremment is in line with
Eugene’s sense of a well organized class. Puttieset numbers in perspective, Parker
(1989) indicated that the average public schoolkhsee motor appropriate practice
time between 15-25%. Eugene surpassed this withigidy organized learning
environment. These conclusions from Eugene's ALTd&A are supported by statements
Eugene gave during interview data. Eugene stated:

What | have found is that kids can practice all tiang but if they are practicing

wrong it's not going to help them at all. You knifwthey are practicing bad

habits it's not going to help them in the end. Tuae time that they can get on

task practicing correctly, there is a direct catieln from what | have found to

student performance. Typically the kids that are &b focus, and stay on task the
entire time, are the kids that are able to perfthrenbest.
Eugene clearly recognized the importance of appatgptime management and

organization of his learning environment. It sedrom interview data that Eugene had a
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heavy emphasis on organization, and on keepingth@ents on-task and learning.
Further, according to the ALT-PE data, Eugene wasmaplishing what he set out for,
and he seemed to be in tune with what was happaminig learning environment.

Eugene indicated in interviews that he emphasireskill acquisition: “I think
that they would have a basic grasp of motor sKillese types of things, they have
knowledge about health and wellness, as far as arkatealthy choices, what kind of
foods.” This idea that skill acquisition is an innfant product a of physical education
class was emphasized in one of his online docuntkeatoutlined his curriculum for the
school year. In this document, nearly 85% of hésdms directly contributed to skill
development, supporting the contention that healnasmphasis on the skill acquisition of
the student, and a belief in this effecting thiéaldng activity choices.

One negative time management behavior that wasnedxd was when Eugene
employed the use of time-out as punishment for efalior. Students who were the
subject of this discipline were made to sit out a@de not allowed to participate in class.
From the field observations, it was noted thatttfime outs were limited to only about ten
minutes. However, this is generally about 25% efdlass period.

Eugene’s Attitudes and Dispositions towards the Fav Core Propositions

The NBPTS has, in its effort to create high andnogis standards, set up five
core propositions in an effort to certify highlyajified teachers. It stands to reason that a
teacher who achieves NBC should exhibit some mitina and dispositions that are in
line with the five core propositions of the NBCPTisthis section, Eugene's motivations

and disposition will be outlined as they pertairitte five core propositions.
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Proposition 1: Teachers are committed to studentsral their learning. Eugene
demonstrated his devotion to his students throughistuinterview, as well as in
documents analyzed during the course of this imyasbn. First, the depth of his web
site is representative of a teacher who has thebeelg of his students at heart. In his
web site he extensively explained the inner workiafjhis classes. These explanations
included daily practices, assessments, and expewand addressed each of his parent
populations. Further, Eugene had a special setti®pano Elementary's newspaper,
titled, Physical Education News, which laid out wiiee students were working on in
physical education for that week. His web site hisdnvolvement in the school all
pointed to a teacher who went above and beyondxpectations of a typical teacher.
Further, the posting of all skill-related rubricslicated that he wanted his assessments to
be public knowledge. This posting of the rubricsoadllowed his students to practice the
skills they were tested on at home. Additionalhe following showcases his
commitment to his students:

At my other school we are at about 50% free or ceddunch, here it is about

15%. So you know the kids over there go home aadtack inside or whatever,

moms working or whatever, and there single famdynles. Just trying to get the

kids moving and realize that, hey exercise carubehere are some different

things | can do. Also getting out where are sonmegththat | can do out in the

community, outside of school, things, incorpordten into the lessons as well.
Eugene illustrated how he knew and empathized wglstudents’ issues at home and in

the community. He not only empathized with his stutd but realized through his
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instruction that he could improve their life. Thgbuhis instruction he was actually
attempting to ease problems in their lives outsidihe school day.

Proposition 2: Teachers know the subjects they tea@and how to teach those
subjects to studentsEugene seemed confident with his content knowleaige his
scores on accuracy of cues during task presentagoa consistently high. Further
during interviews Eugene discussed his grasp ofkggical education content
knowledge:

I think that | have a pretty good grasp on thedhithat | teach, but like | said

there is always room for improvement though, | m&ah dance there are always

new dances coming out, that you need to learnakrygd on, and teach them to
the kids ... As far as some of the other sportiésskike | said with golf,

personally | have played golf some but | have néaeght it, so that is one of

those things that we have already been brainstgraiiout we are looking a

month from now on doing golf, what skills are wangpto do, what activities,

were are we going to focus on.
Eugene acknowledged the evolving nature of physidatation to which he needs to
adapt his practice. He adapted his practice throligluse of brainstorming, and by
collaborating with other physical education teash&ugene specifically indicated that
there were a few NBCTs that were his “go to” sosréaigene indicated that mutual
engagement helps him in the augmentation of hitsecblknowledge.

Eugene further demonstrated his ability to teaststibject and reach his students

through his discussion of learning styles.
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| think you have to individualize it (instructiobased on students, over all you
can get a feel for how the class works. If a loth&fm tend to be kinesthetic
learners or visual learners or auditory learndsat $ort of helps. But with PE | try
to do a combination of a lot. I'll demonstrate dl stalk about, and maybe [I'll
have a student demonstrate it too. Then I'll atsback and maybe give kids
some individual feed back if | need to. Lot of diént type of learners. Usually
I'll try to present a task in many different waysil® still doing it in an effective
time allotment.
This quote was typical of his responses about studarning and instruction. Teaching
to different learning styles is a major focus irgEne's practice. Eugene understands by
varying his instructional techniques that he isdblreach more students and enrich their
learning experiences. This quote also illustrates Eugene knows his students, and how
to effectively reach specific students ones.
When discussing possible changes that came aba@utesult of his completion of
NBC, Eugene described changes in his student p@yoegs a result of NBC. He stated:
So digging into what is developmentally appropriateeach age level, and then
working off of there was a big thing. | always fettat professionally | did pretty
well, but that was something that (NBC) really leslpne grow.
Eugene thus indicated that the NBC process may ¢iare@ him a greater appreciation
for the developmental appropriateness of activibe®lementary students. This
appreciation for developmental appropriatenessiiseif directly to the understanding

and application of tactics to better reach his etisl

104



Proposition 3: Teachers are responsible for managg and monitoring
students’ learning. Eugene’s learning environment was well organitéd.students
were given explicit instructions about how they sver perform during class. Eugene
also provided key start and stop signals to whisltlasses generally adhered to. His
management dispositions were evident in field nassvell as in ALT-PE scores. Data
revealed that Eugene's lessons had a limited anoduménagement time. During
observations, it was noted that Eugene's instmstweere clear and concise, thus
reducing management time to only the most essansisbictions. With limited
management time he was able to achieve a relatinglyamount of motor activity
during his lessons.

A more important part of this proposition thoughswhe monitoring of student
learning. This could be taken to mean simply “kegm@ watchful eye” on his students,
which he accomplished. However, his monitoring werther - he set goals for his
students at the class level as well as at theioha@ level. Eugene explained how the
students set fitness goals for themselves duriaydar:

We do a beginning of the year test and then thég wut their own personal

fitness goals. Like if they ran 21 pacer and rwgt tiee first time about midyear |

want to get to 30 or something. And then after trad, but the end of the year |

want get to 35 or 40. Or maybe they are just tryonget into the healthy range.
Eugene explained that he was “monitoring” theircgss. In this monitoring he was
actually assessing outcome variables, in that pereeords of their physical assessments

and then compared them in the middle and at theo&tite year. This disposition for the

105



monitoring of student success, as well as achiesxogllent classroom management, fits
this proposition well.
Proposition 4: Teachers think systematically aboutheir practice and
learning from experience.Reflection and reflective practices was a comnh@mie in
Eugene’s data. Reflection came up in discussidasi presentation, classroom
management and the ability to reach children. Eegated:
| definitely do (think reflection is a duty), thistone of the big things, you know,
being a reflective practitioner. Even the lessohere, even while the lesson was
going on | was constantly thinking. How can | m#kis better, what isn't
working, how can | make the kids understand thgsez@ I'm constantly thinking
back about what I've done in my head.
This quote is representative of Eugene’s overdl daith reference to reflection. This
guote embodies what the fourth proposition makearabout an NBC teacher. They are
to reflect on their practice, they are to learmfrtheir experience, and as a product of
that reflection, they will become a better teacher.
Eugene further discussed how he believed thateHection had improved as a
result of the NBC process. He stated:
...some of the skill and some of the things abouécthg that you learn doing it
(NBC process) if you are able to carry it ovehihk it (NBC process) makes you
a better teacher.
So in essence Eugene described how some of thepdig@ss carries over. The NBC

process emphasizes reflective practices througioitolio entries. Eugene indicated
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that the NBC process improved his reflection on ianas practice. This is also exhibited
in the quote above, where he described his uiitimatf reflective practices.

Further, when prompted by the Experiential Leagr@ycle (KOLB), Eugene was
able to describe the workings of the cycle, ankl ahlout his practice as a result of this
cycle. Eugene stated:

...active experimentation, you know trying somethioigyou think about it first,

you try it, see if it works or not. And then yowsa) based around what you know,

you adjust. Even | can think back like two or thyears ago, | could tell right

now what will work and what will not work for mogtoups of kids.

Eugene clearly had a grasp of the advantageslettiek practices, and the ability to
utilize these practices to enrich the learning eepees of his students. Further, he
exhibited traits of reflection-on-practice, andeefion-in-practice. In other words he was
able to reflect during his lessons and correctrisguction based on that reflection.
Additionally, he was able to reflect on his lesstmosn the past, even years in the past,
and learn from those experiences.

Proposition 5: Teachers are members of learning comunities. Eugene met
daily with teachers within the related arts teatmede meetings were informal, typically
taking place around a lunch table where teacheudsed their day. During the field
observation at Bliss Elementary, the researchansat one of these lunches where
discussions centered on unions, pay, and NBC clilne apparent that Eugene was a
member of a learning community that encompasse@ than just teachers in the related

arts. Eugene talked about his feelings dealing imtrdisciplinary learning:
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Our focus this year is on math - that is wheresmares were low last year so we
have been doing a lot with math. We'll use in nvaith like bowling and stuff to
add up and divide and things like that or fractjormai know how many of the
pins did you knock down. So many out of whatevet eould that be reduced.
Depending on what the classroom is working on. Wg bave them for 45
minutes instead of trying to actually teach a cpb¢#d usually go back to
something they have already done the previous \&edkust try to review off of
it. Because if they have already worked on cemauttiplication facts if they have
already worked on fractions I'll come back and eewi
Eugene indicated with this quote that he was daatrauch larger learning community.
This learning community created a much better legraxperience for the children in its
care. The integration of classroom concepts inggotinysical education environment
reinforced those concepts and allowed a deepenstaaeling of those concepts by the
students who were being instructed. Eugene gapeaf& example from his practice of
how he integrates classroom concepts into hisuastn:
...If we are playing a warm-up game for instancewhegre students get frozen, to
get unfrozen their partners will have to have tl@rswer a multiplication or
division card. For the little kids it is colors gearecognition, things like that to
try to reinforce whatever they are doing in thesstaom.
It was also noted during field observations thahsof the classroom teachers were
present during the physical education class. Teeyngd to be generally interested in
what Eugene was doing in his class and how thedfesits were performing in physical

education.
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Beyond the construction of a community within évegn schools, Eugene also had
bridged his practice with other teachers throughio@istate of South Carolina. He had
functioned as an Assisting, Developing, Evaluatingfessional Teaching (ADEPT)
evaluator and in this function he traveled throughbe state of South Carolina
providing evaluations of physical education teash@onducting ADEPT evaluations of
teachers throughout the state gave Eugene a upergpective on teaching? This was
how he described his evaluations:

...ADEPT observations, going out to schools and alisgrand critiquing other

people, and saying ‘is this what you should be gannot’, ... serving as an

ADEPT evaluator and looking at other peoples ssgftvell as my own...

These data provided a picture of a teacher whoinvasted in the instruction of his
students, one who also provided them with instamctrom an integrated platform.
Eugene built relationships among professionaldgsriéld and outside his field. This
community of learning functioned to provide a rickearning environment for his
students.

Eugene’s Sense of Teaching Efficacy

Eugene was administered the TES (Gibson & Dem®84)lduring both of his
field observations. His combined TES scores for @/EEe a 2.2 on a seven point Likert
scale,(1 indicating high agreement, 7 indicatinghldisagreement). For PTE he scored a
1.9, again indicating a high degree of PTE.

These values show an instructor who has a higbeseingeneral and PTE;
however this data was not constrained to his TE&sc Much of his interview data

confirmed these efficacy observations. For exampla,discussion of his teaching
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effectiveness, he responded to questions abouhleomould rate himself as a teacher on
a scale from one to ten:
Eugene: | don't want to be over..., but | feel ladgood job. | would say a nine”.
Researcher: “And why would you rate yourself that?”
Eugene: “Because there is always room for improven&ome days some
classes, I'll think ‘that went really well’, thatas a 10. | explained everything
very well, they got it, they did it. Other days BE like I'm at a 5. | don't think
that I'm doing a good job because the kids areathing, but overall like | say |
spend a lot of time planning...
Eugene believed he did a good job instructing p@ysducation. Further, he felt that
student learning was the main objective of hisruttion. Student learning was one of
the factors that he listed as a criterion for sasc&hese traits discussed by Eugene were
consistent with a teacher who has a high sensergsbpal and general teaching efficacy.
This discussion of his effectiveness was repedtenighout his interview data, including
the thought that there is always room for improveine
Eugene further demonstrated his devotion to hastfre and his own sense of
effectiveness as he described dealing with tasseptation:
...I'm all about hands on, working with kids. | féi&k, task presentation is one of
my strengths. | do well no matter what, as long lkasow the skill that's the main
thing. | feel like | can get it to the kids in weaer way | need to.
These sentiments clearly showed that Eugene bdlieMeis own practice and content
knowledge, and he trusted in his ability to gebtigh to the students, and have learning

success with his students.
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Eugene was posed questions to elicit responsesteld towards general and
personal teaching efficacy. One of the questioasriiated to personal teaching
efficacy was, “How much does your teaching efféatient achievement?”. Eugene
responded:

I would say that (my instruction) has a big impdee got high standards for the

kids | expect them to live up to those standardsl Aexpect them to perform a

lot. At the same time, they are based upon the kitiere their ability level is.

And once you sort of learn where the kid is...

Once again these data pointed to a teacher wha hagh sense of PTE. His instruction
reached his students he is a teacher who cangystuudents to attain his high standards.
This is an instructor who was confident in his pigcand believed in his own
effectiveness. Finally, with regard to personatkaag efficacy, when asked if he could
reach “even the most difficult child”, Eugene resged:

| think so. If | think back on the last eight ye#inere may have been one or two kids
where we just really struggled to reach them. Baathythat is one or two out of, | don't
know, teaching about 700 kids a year times eights/e

Though Eugene’s personal teaching efficacy sedaidy supported by both
interviews as well as TES data. Eugene had somfeisiog data with reference to
general teaching efficacy. The confusion becamearaop when his TES results indicated
high GTE traits; however during interviews he refggl lower GTE results. Eugene was
asked directly if “family background had any infhe® on student achievement?” Eugene

stated:
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It has some effect. I'm not going to say that,diuhe same time I've seen
different families come through. One kid may bdlyeaxcel at something
because he is determined and focused and justianuaker where as another kid
may just not want to work as hard.
Eugene's TES results indicated a lower GTE. Inggv\data seemed to confirm this
slightly lower GTE result, indicating that in esserEugene believes that a student's
family does have an influence on the student aemmnt. This assertion was again
accentuated by Eugene:
I would say it (home environment) has, again, sonpact. Especially with kids,
if they are having a bad day, there have been timmese kids have come in a
said my mom had her boyfriend sleeping over lagitrand one time kids said
that he woke up, he couldn't sleep last nightid Sahy not” well, the rats were
keeping me awake.
While this data seemed slightly confusing, it stejgd a more practical nature of GTE.
While his PTE would be able to reach a child,  tome environment was difficult for
the child, there may be a barrier. While theseegtants may seem contrary to a high
sense of GTE, they may thus actually support teeréien of Eugene's higher overall
teaching efficacy.
Eugene was asked about an impossibly difficulidcie was asked if he
believed the statement “Some children are unredehalas true. Eugene's teaching

efficacy was brought into focus with the followistatement:
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| think that's not true, you know, you get to knthe kids, but there may be some
time where they have some kind of conflict or whiatebut | think if you work
through it you can get to know and reach pretty mamy kid.
Eugene genuinely believed that he could reach m@rildrhroughout this data he
indicated that he could reach his students. Haéubelieved that he was effective as an
instructor and could make his students succedsiligh there may be barriers to this
success. These barriers could be precipitateddagddome environment, and these
perceptions could be a result of his slightly IoMrE.
Eugene indicated that his sense of teaching effibad not changed as a result of
the NBC process. Eugene stated:
| think for the most part | have always felt thaayabout as far as home life and
stuff like that. | don't think that has necessacityanged, | mean | have always
believed that, you realize kids have bad home Jitret does impact them, but at
the same time they can still learn.
Thus, Eugene had always had a positive attitudatdbe students and their learning.
However, even though his beliefs were the sambéalealways felt that the student’s
home environment effects their learning. He aldeeted that he could overcome these
barriers that the home environment may have ptd pilace.
Eugene and a Community of Practice
Eugene had an interesting teaching arrangemertaudgt at two different
schools within the same school district. He talmhhimself at one of these schools, and

team taught at the other school. Eugene’s dataidaled with references to mutual
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engagement, shared repertoire, and joint enterpifisese three tenets were central to the
establishment of a CoP.

Mutual engagement.Mutual engagement is expressed as any interacétwelen
people in which ideas are exchanged (Wenger, 19%&)se interactions can either be
formalized or they can be informal. Eugene stated:

I have about four or five National Board Certifiédachers who are my go to

teachers. If | have a question about how to teaatething, I'll ask, ‘can you send

me what you have done with this dance or with timi¢’, and they will send me

ideas. I'll bounce stuff off of people. I'll califiérent people that | know, just

bounce Ideas off of them and say how does thisdoun
Mutual engagement was central to the incorporatfamew ideas into Eugene’s practice.
He explained that he had several “go to” peopledh@ NBCT’s. This was a clear
representation of a COP (Wenger, 1998) . Eugengames ideas with other people
within the CoP and as a result found new ideasdorporate into his practice. Further,
Eugene stated, “I have built a relationship witbdple) that | sort of go to first.” He has
built relationships within the profession to beeatwl adapt his practice to create a more
effective learning environment. Eugene also disedisdout the number of NBCPETS in
Morris School District and gave details about tHieaguent in-services. Eugene provided
an example of how mutual engagement plays into Eeigeractice:

Actually we did have an in-service on golf, thabapeople, the people who had

done it before, shared ideas. They said you kna@$ievhat worked for us, here's

what didn't, and that's where we went up to onta@fschools and they had

everything set up. They said you know here's whaaks/and here's what doesn't.
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It is important to note that these in-service nregiwere attended by NBCPETs and
those who were not certified. However, Morris SdHoaistrict has a high percentage of
NBCPET'’s (NBPTS, 2008b). Consequently when thesetimgs did take place many
NBCPETs were present. A key phrase in the quoteealso’here’s what works and
here’s what doesn't”. This conversation centergaif, a unit that was to be taught in the
spring. Eugene had little experience with golfhseowvas in need of some direction. This
meeting allowed Eugene to gain much needed exmeries well as strategies for
instruction in golf. This interaction added to tosl box of practices, and was a process
by which he was honing his practice.

This idea of mutual engagement to reinforce cdrikeowledge and practices is
emphasized again by Eugene, as he discussed liidezwe in content knowledge.
Eugene stated:

I've also just talked to people, some of thosedwaili Board people. Some of

these people | know have done similar things. tilising to them about what

worked and what didn't | see kind of what actigtibey had. Sort of the same
you know staying current on whatever is going oif bneeded additional
knowledge about whatever it is.
Again to keep content knowledge current Eugenetsgomgiside assistance, much of it
from NBCPETSs. This interaction provided Eugene wettinrent information, and allowed
him to adjust his practice to optimize student sssc

Eugene also discussed the concept of mutual emgagehrough online

activities. Eugene stated: “There are discussi@rdsoall kinds of stuff on there that we

do. | have correspondence through emails direotbther people.” Eugene participated
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in online activities as a form of mutual engagembatvever PE specific mutual
engagement took on a much more personal mode wijerte. He engaged with others
through direct e-mail contact. When prompted to/ml® examples of people he
communicated with regularly, Eugene stated “Usuidily, but you know, | have 3 or 4
real good friends in the district who are NatioBahrd certified and who usually, if |
have a question about how to teach something ot thbg did for an activity, I'll go to
them for feedback.” Eugene reverted to his “gopedple to gain knowledge and
exchange methods. Eugene even discussed callirgtetichers from time to time to
discuss content.

Finally, Eugene was asked directly if he felt naltengagement was beneficial to
him. Eugene stated:

We've got a pretty strong community. | don't neagsknow all of them really

well because there are so many of NBCPETSs. I'véhgee or four really good

friends that | sort of go to and they'll ask mesjiens about stuff. ... we started

golf, and | had never taught it before so | e-nthdecouple of people and | talked

to a couple of people. Said hey what did you daatwborked, what didn't work,

and sort of gave me the idea from that you candfartodify and see how your

kids are doing and your particular teaching situati.

Eugene pointed out that he believed his sensautfahengagement had changed
as a result of the NBC process. Eugene stated:

I think it was more the collaboration with teachekad also just going through

National Board making all the connections | didhather people in district. It

forced me to make relationships with other peoptebe able to talk to people...
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Field notes also confirmed the notion that the NB@cess had encouraged him to create
relationships with other teachers. This engagemastimportant to Eugene, and it
allowed him to “hone” his practice. During dataleotion for this study Eugene’s team
teacher was going through the NBC process. In Jgnia@en the researcher returned to
observe Eugene, he learned that Eugene’s teanetelaati failed his first attempt at
NBC. Eugene indicated that he thought that it wesabise the other teacher wouldn’t
participate with the overall community. They attéetpto give him feedback on his NBC
portfolio entries; however Eugene indicated thatvias not receptive to their advice.
Eugene believed that this was a major contribuatpr to the failure. In Eugene’s
opinion, mutual engagement, even during the NBCgs®, was essential.

Finally, Eugene indicated that he has never ptedeat a state or national
conference for physical education. However, he avaember of the state AAPHERD
organization, and has attended that conferenceadimes. Thus, even though he hasn't
taken an active part in this state wide mutual gageent, he has gone to observe.

Shared repertoire.Researchers contend that the NBPTS content staxdard
constitute a shared repertoire (Coskie & Place820lhese researchers explain that by
the nature of the assessment, NBC candidates izt stommunal tools in order to
successfully meet standards for which assessmegvitias are designed. By their
adoption of this communal tool box, they have depet a shared repertoire. Eugene
demonstrated examples of the concept of a comnmiaokbox during interview
responses. Eugene explained:

| felt there were those one or two big things tieadly impacted me. | put a lot of

time into it | did it before | had kids. | would spd hours every week working
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and mulling through all of those type of thingsgddhere is a lot of things in there

| mean just in the standards. There is a lot odgoantent in there that teachers

should be doing. | agree personally, | remembegnagree with everything

they are saying, about what a Board certified teashould be.
This agreement, or at least acknowledgement dNBIRTS standards, could be
considered essential, to the successful complefiassessment center activities, and
successful demonstration within portfolio entries.

Further, Eugene discussed his mutual engageménbthier teachers. During his
interview data he talked about the establishmeshafed practice. He described:

| sort of draw on other people, you know. | liketédtk to people who have

actually had hands on experience with it. Becauses/é found that typically they

can tell you what works and what doesn't work anslalways different, for

different schools. But they can always tell you wisgractically going to work

and what's not.
Through Eugene’s mutual engagement he had startdehelop a repertoire that was
based on the best practices of other teacherseiess practices were typically context
specific, but Eugene was able to conform this reerto his context. This development
of a repertoire that was gained through mutual gegeent could be considered a shared
repertoire, and as such a communal establishme¢obls

Joint enterprise. Wenger (1998) said that the domain or joint enteepof a CoP
is the identity that is defined by a shared donadimterest. Membership therefore
implies a commitment to the domain, and consequanshared competence that

distinguishes members from other people.” FurtRedgers (2000) discussed the role of
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joint enterprise as far more than a simple commtynlaétween practitioners. He
described joint enterprise as a means by whichraramity expands their common
domain far beyond that of the original. This expanss achieved through group
negotiation of difficult tasks that are inherentlieir enterprise. Rodgers (2000)
contended that reflection played a major role intjenterprise. In Eugene’s case this
was first of all by physical education as his sbdatemain of interest, and the NBC
certification he held as the shared competencenthaiad achieved. This shared
competence that he and other NBCPETSs held disshgdithem from others in the field.
Eugene also illustrated key elements of joint gnitse through his emphasis on
reflection. Eugene stated:

Usually a lot of the reflection that takes placd v in my head while we are

working, or we are discussing. We don't really llgusat down, I'm not a person

that usually tries to keep a journal. It's just mgt thing but we do constantly

think or talk about what's working well what isworking well, and how can we

modify it.
Eugene reflected on his practice both internally externally through discussion. These
reflections allowed him to have a greater undedstanof his enterprise, and through
eventual mutual engagement he was able to comntartlvase new ideas to the other
members of his learning community.

Summary. Figure 4.08 illustrates aspects of Eugene’s pradtiat were
consistent with a person who is a member of a ThBse results point to a professional
who exhibits many traits that are consistent witheanber of a CoP. This isn’t to say that

Eugene is a member of a NBCPET CoP, but he doebiegharacteristics of a member.
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He very well may be a member of a larger “physezhlcation” CoP. However,

NBCPETs may represent a subset within the largér. Chis subset may emphasize the
standards set forth by the NBPTS. They may havemutual engagement they may
have a more evolved shared repertoire, and comntoolaboxes. Overall data that were
gathered in Eugene's case indicated a teacher wh@wnember of a CoP. Further, this
teacher was influenced by the NBPTS to take pdririher collaborative efforts. These
collaborative efforts assisted in the completiotN8IC, however, they also assisted in the
honing of Eugene's practice. In principle, the N@Gcess could provide a solid
foundation for quality instruction. This foundatioauld be rooted in the fostering of a

CoP.

E'ugene * Direct contact with other
NBCTs

* 3-4“Goto” NBCTs

* District in-services

* Some online activities

* NBC process forced him

to collaborate

Mutual
Engagement

* Development of shared
repertoire through
specificNBCPET
collaborative efforts

Communal
Identity &
Practice * Physical
Education
* NBCPET
Shared Joint . Reﬂegﬂve
Repertoire Enterprise Riache

Community of Practice

Figure 4.08Eugene and a CoP.
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Richard

Richard was employed in Kapowski School Distiies, school, which will be
known as Turtle Elementary, is new. As a resultehg no Adequate Yearly Progress
(AYP) data on this school as of this year. Thidudes salary and other statistics.
However, the district statistics do place some @dandn Richard’s work environment.
Dollars spent per student in Kapowski School Distare $8,661, which is in line with
the median state average of $8,666. However, tuhézs earn $47,351, which is
approximately 5% higher than the state median 6. Administrators in Kapowski
School District earn $84,946, nearly 10% highenttiee state median of 76,032. It was
interesting to note that teacher’s salaries ine@@&1% from the previous year, while
administrator’s salaries increased an astoundingfa2Additionally, Kapowski School
District only provided 13.3 days of professionatelepment while the state median was
15.2 days. However, it should be noted that Kapo®shkool District employed 353
NBCT'’s, which was nearly .5% of the entire popwatof NBCT's nationwide.

Kapowski School District had AYP ratings of “Aveged for both absolute rating,
and growth rating. Interestingly, the absolutengihas changed little over the past five
years, while the Growth rating had gone from “AsRito “Average”, indicating a
substantial improvement. Kapowski School Distrated to make AYP this year and
they were classified as “Newly Identified,” meanih@t they had failed to make AYP for
two consecutive years.

In relation to locate demographic data, Richasdisool had a high degree of

homogeneity. Of the 193 students attending TurgenEntary, there were 154 (80%)
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African Americans, 23 (12%) Caucasians, 10 (5%)phincs, and 6 (3%) were Asian
American/Pacific Islander.
Richard’s Demographic and Immediate Work Environmert

Richard is a Caucasian male in his late thirshard has been a physical
education teacher for eleven years. He has hissbarshand masters degree from the
University of South Carolina. Richard successfaliynpleted his NBC in 2005 after his
second attempt. He expressed that he became aahgducation teacher because of his
love of physical activity and the joy of workingtwichildren. Richard is a single father
of a elementary school aged daughter. He has meaehed because he thinks that he
needs to concentrate on his daughter as well asdtisiction at the elementary level.
When discussing his opinion on coaching and phisidacation Richard stated:

Some of them (coach/PE teachers) are fantastiggting both (positions). Then

there are some that you see that ninety perceaheoafsalary comes from teaching

but they put ninety percent of their effort intaacbing ... (However) | decided

that I'm going to do the best | can with just PE.
Richard decided to concentrate on his practice,dbdication at first glance seems to be
paying off. He was voted Teacher of the Year aphevious school for 2004-2005.

Richard’s school is located in an affluent are&ofith Carolina. The front lobby
employs a guard system that scans visitors’ drsviezense and compares it with criminal
and sex offender registries. The gym that Richawdksvin is carpeted and has a stage
connected to it. The entire school is outfittedwgecurity cameras in every hallway. The
gym has four cameras mounted on the ceilings ircdneers of the room. The gym feels

more like a large classroom as opposed to a gymmmadiurtle Elementary has a unified
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behavior plan that everyone refers to as the “Pathis plan is placed throughout the
school and key phrases are placed throughout tma@sium. These phrases read “Are
you on the right PATH today?” or “How can we getban the PATH?” Richard
demonstrated his adherence to this behavior pldnsyse of this terminology during his
instruction. Richard is a leader in his school.féfglitates faculty meetings, and he
indicated that he was brought into his new schea team of teachers to help start the
“school off right.” He also talked about how he ni@ygoing to another new school next
year to help them out.

Richard seemed, during interviews and informal epsations, to be distracted by
the nature of his responsibilities outside of pbgkeducation. During the second
observation much of his free time was spent pregdor a faculty meeting that
afternoon. Richard also seemed preoccupied withdnse life and getting prepared for a
move. During his planning period Richard spentrttegority of the time on the phone
tracking people down to help him move.

Richard’s Task Presentations

The QMTPS was used to assess instruction dumnvegofi Richard's lessons.
Richard was able to achieve an average QMTPS st@&.6. His five scores were 72,
65, 68, 49, and 61. Teachers who score above 8%0QMTPS have higher student
achievement than teachers who scored lower tham3be QMTPS instrument
(Gusthart, Kelly, & Graham, 1995). Four of Richarfive QMTPS scores were above the

55 point marker. Richard’s QMTPS scores are digaday Figure 4.09.
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Figure 4.09Richard's QMTPS scores

Richard discussed his task presentation andustrdited several aspects of

guality task presentation. Richard stated:

| can take it (tasks) one by one. I'll ask “Howyau do a pencil roll? How do you
do a log roll? How do you do an egg roll? How da yim a combination roll?
How do you do a balance, into a smooth transitiwo & forward roll into another
balance?” Then | will break them all down as wegpess through the lesson. We
will do refinements here and there if we have somstakes.
Richard explained how he would take the studerdagh a breakdown, demonstrate
tasks, and then if necessary, go back to the begrof a task and work through any
problems. Richard further emphasized the use of:ctY®u can never have a good
lesson without management, next is instruction, lyawe to know that material, exactly
how you are going to explain it, what are your casand how are you teaching that
skill.” Richard clearly has a grasp of effectivekgresentations. In contrast, during

observations, Richard often times seemed detacbedthe task presentation. He
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presented the tasks and provided time for studerggactice. However, during student
practice he spent most of his time dealing withtask behavior, and not providing
specific congruent feedback. This was evident énsilb scale scores of his QMTPS
results that indicated low specific congruent fesedk This was further evidenced in a
guote Richard made in response to a question dealih appropriate practice. Richard
stated:

I need them moving quickly, without instructiorthink *how can | most

effectively and quickly show these cues to thecchitd have that child

performing that skill? What cues am | going to use@pposition, step with

opposite foot ball back, opposite shoulder to #rgdt, rotation.” | ask if they are

going to have fun practicing - is it going to bertiat to them? | also want to

know if they are going to go and reapply it.
Richard indicated that he needed to locate the aystopriate cues for the task that was
to be performed and then move through instructuinkdy. He didn't mention feedback
during this exchange, though feedback is desirdtitehard fails to acknowledge its
value. He did, however, emphasize that it was itgmbifor them to enjoy the activities,
and apply them in their everyday life.

Richard’s data was slightly confounding in thatentasked if his task
presentation had changed as a result of the NBE&pso Richard stated:

It has changed a lot. | look at student performaan more critically now. |

want to make sure that there are goals that we t)avey lesson plan that are

met. And before | did, but | don't think | did ittlv quite the certainty that | do
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now. And if they aren't met | do a lot more focnstead of moving on to the next

things. We'll come back and review things.
Richard reported that he perceived his attitudeatovstudent achievement had changed.
These data were confusing because he reportechgehmaspects of his teaching that
did not seem to be well executed in his practicpoBsible explanation is that Richard
was slightly fronting, or in other words, sayingatiine thought the researcher wanted to
hear. This would explain why he spoke of good peastin his interviews, while his
actual practice did not match up to those reflestio
Richard’s Use of Class Time

Richard’s time management data were similar tadsk presentation data. For
the most part, Richard indicated that his praatias in line with good time or classroom
management. Observational data, as well as docusnahysis data, in many instances
revealed less than what Richard was describirghduld be noted again that the
researcher, as well as a peer debriefer, felRidtard was fronting during his
interviews. Time management was measured utilithegALT-PE instrument. The ALT-
PE indicated that Richard spent 40% of his clams tn skill practice, 26% in game play,
25% in management, and 8% in other areas. Riclsacdsitextual ALT-PE data is
displayed graphically in Figure 4.10. Richardsisdeints spent 47% of the class period in
motor engaged activity, 40% of that motor engageivity was at an appropriate level of
difficulty. His students spent 25% of their classesterim activities, 13% of the class
time was spent off-task. Six percent of the clagsop was spent waiting on activity, and
8% was spent in cognitive learning. Richards’srleatevel data is displayed in Figure

4.11.
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Richard ALT-PE Context Level Data
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Figure 4.10Richard’s ALT-PE context level data

Richard ALT-PE Learner Level Data
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Figure 4.11Richard’s ALT-PE learner level data

ALT-PE results were confirmed by observations mawléng site visits. During
these observations, high amounts of off-task bemagcurred. A recognized problem
was that while spending a large quantity of timalitg with certain off-task behaviors,
Richard ignored other students that were disruptawd this persisted throughout the

class period. Richard used a carpet line on tlee tlo have the student’s line up before
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and after class. He also used music during sorhésafstruction as an organizing
system. However, he was not consistent with theofigeusic as an organizer. It was
noted, though, that when Richard used music hisekseemed much more compliant
and on task. Further, there generally was not anagy activity during his classes.
Students came into the gymnasium, lined up, ana wWeze instructed on the activity for
the day. This was especially noticeable on thersobservation when Richard typically
presented a task and went to the corner of therdas) to simply watch the students.

When Richard was asked what he believed a wedlrorgd class should look
like, he explained, “A well organized class is dhat comes in and | can keep that set
induction down to two minute. The students are sgpeet, they are focused with eyes
on me.” It's clear that Richard had an understapdira well organized class. He was
able to achieve a high amount of motor appropaate/ity, compared to a typical
physical education class.

Richard utilized music to organize his class lilefl to use it consistently. It
appeared that when he used music the off-task bmhdecreased. It was only when he
failed to use it consistently that the class becameeasingly off-task. Off-task time can
have an adverse effect on motor activity. Richaad asked how much time his students
spent in motor activity during his classes. Richstated:

They are moving eighty, at least eighty percerihefclass period...the other

twenty includes the set induction, includes thesgte, includes the rest time in

between.

The actual amount of motor engaged time was 4#@oshort of what Richard

predicted about his class. Further, the reseat@mined Richard’s long-term curricular
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plans and noted that the plans were incompletdaakthg in detail. These curricular
documents revealed that only 24 (66%) out of 38des were skill developmental in
nature, the remainder focused on fithess, gamesvaws of previously covered content.
Richard was not able to provide a daily lesson ptaen asked by the researcher, this is
not unique for veteran teachers who do not haveemrplans for every lesson (Placek,
1984).

Richard seemed to know what a good class envirohloeks like, however, his
practice fell short in certain areas. Richard betethat skill practice was important.
Further, it was apparent in his ALT-PE data thaemphasized skill practice. When
asked how important skill practice is to skill demment, Richard stated:

| have seen these sayings ...you know practice naddsct. Well practice

makes permanent, perfect practice makes perfettatichild who is throwing the

ball the wrong way and you are calling that praetidgt is much harder to try to
fix that once it is learned incorrectly.
Richard does seem to understand the importandalioprsactice at the appropriate level
of difficulty.

Richard was asked if his classroom managementlmaaged as a result of the
NBC process. Richard stated: “Yeah, things haveagbd, the management has gotten
better. Management has gotten much better, | wattyggood managing my classes
before, I think that | have gotten better at that] | do see the change.” Richard believed
that his management had changed as a result biBReprocess. He felt that it had

improved in his practice; he believed that he bexamore effective as a result of the
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NBC process. ALT-PE, interview, and observatioretbhg suggested that he struggled
with certain aspects of his time management, wither areas were strong.
Richard's Attitudes and Dispositions towards the Rre Core Propositions.

The researcher attempted to elicit responses frimmalRd that would produce his
attitudes and dispositions towards NBPTS’s fiveequopositions of the NBPTS.
Richard like all of the other participants was prasd with the five core propositions in
paper form and asked to describe how the interacitchis practice. Richards’s
attitudes and dispositions toward the NBPTS fivieeqopositions are described below.

Proposition One: Teachers are committed to studentsnd their learning.
Richard exhibited a devotion to his students’ leagnn many ways throughout the
interviews. First, Richard exhibited a reluctanzedach because of the impact that it
would have on his teaching. Richard stated:

| was really wanting to be a wrestling coach, foitga long time or a soccer

coach and actually | had my eye on a lot of diffiésports. But once | got into PE

| fell in love with it, and ... | just wanted to mayrfocus all on my physical
education.
Richard's subjective warrant changed as a restlisahvolvement in physical education.
His mind set changed from that of physical educati® a means to coaching, to physical
education for the sake of the children. This i®agrful statement simply because of the
amount of time that Richard had invested in coaghite had received his master’s
degree in coaching; he had spent a considerablararbtime and effort in the pursuit
of coaching at some level. Further, the finanaigestments of education, and the

financial loss of not coaching, were powerful matas for Richard to coach at some
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level. However, Richard decided that his place tg#ashing physical education, and he
concentrated his efforts in his instruction. Thiggested a deep devotion to his student’s
learning. During observations, Richard was passewaen talking about his students.
When Richard was asked what his responsibility wwdss students he responded, “Not
only to get these kids physically fit but to st@riove activity.” Richard had a vested
interest in creating physically active children. bidieved that students need to be
physically active, and that he was responsiblétfierlearning. This commitment to
learning went beyond simply that of skill developmer fitness testing Richard
explained:

There is always the area of team work and coomeratind working together

(which we work on). We are constantly talking abootperation and saying

congratulations. | want them to also be extremebepting of peoples

backgrounds and not only their disabilities buirtheéilities.
Richard emphasized the affective domain, cooperdticough physical activity, and
team work. This concept of affective learning wi® gresent in his online course web
page. Richard stated, “I tell them from day onartetogether everyone achieves more.”
This exact statement is listed on Richard’s physdacation home page. Richard placed
a great deal of importance on the concept of affedearning and its usefulness in
physical education. Finally, when asked what a jglayly educated child who leaves his
program looks like, Richard responded:

They go home and they play, they've got the rigatfice they've got the right

technique. They go out there and when they are thvélother children there's not
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taunting there’s no getting on the other childiBmey are working cooperatively,

they are out there, and they are doing it for dwe lof that game.

Richard’s ideas about affective learning, anddifg) fithess merged, and his ideas about
physical education both in the gymnasium and irstbdent’s free time became
apparent. Richard illustrated his commitment todtacation of his students through
physical education. He believed that it was hipoesibility to educate his students in
the affective domain and provide them with lifelasiglls. He was willing to make
personal sacrifices for this goal.

Proposition Two: Teachers know the subjects they &eh and how to teach
those subjects to studentsVhen asked about student learning, Richard disduss
differences in children and how it was importantd¢ach every child in a different way.
Richard explained:

| think every student is different. So many differémes for example kids with

certain behavioral issues, at first when they doething well it may take a

whole lot more positive reinforcement, it may takt more time working with

them. But it may take a lot more, you know, buthwanother child it could be

completely different. You know, they respond taafercement completely
differently.
Richard realized that with twenty-five differentrpenalities, and ways of learning, that it
was difficult to access every child. However, hédwed that it was necessary to teach to
the individual differences among his students. WRRartard was also asked about his

content knowledge, he explained:

132



...there are some times that | question, ‘am | ddirag exactly right the way it is
supposed to be.” So there are some areas, sorakestiengly about and others |
know that there is room for improvement. But thedjthing is that I'm willing to
do that.
Richard believed that he had strong content knogdednd even though he admitted
there were gaps in his knowledge, he indicatedhbatas devoted to filling those gaps.
During observations Richard demonstrated his stommgent knowledge, as well as the
ability to adapt his instruction during task pres¢ions. This was reinforced by his
accurate cue scores on the QMTPS. These resuitteddd a teacher who was confident
in his content knowledge, and had the ability wréase his content knowledge over
time.

Proposition Three: Teachers are responsible for maging and monitoring
students’ learning. Richard fell short on this proposition. He wasealdl manage the
learning environment, he maintained a large poribhis class in motor activity,
however, 13% of his class period was spent inadktehavior, and 25% of his class
was spent in management activities. Evidence latédis management indicated that
he knew what constituted a well organized or welhaged learning environment, but he
failed to demonstrate strong management skilleetimes that he was observed.

Proposition three deals with the utilization ohgsetting for the monitoring of
student learning. When Richard was asked if hgaais for his classes, and for
individual students, he stated:

Yes, for example two of the students that you $ast in my last class that you

observed have certain health issues that have addressed separately. And |
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have to go and work with both of them individuadlyd | also work with, they

also have an adaptive P.E. teacher.
Richard did set goals for his classes, howeveargillustrated goal setting for his
adaptive physical education students. While this ingortant, it didn’'t address the goals
that should be set for the children without digébs in his classes. As far as the data
illustrated, Richard fell short of fulfilling thigroposition. To fulfill this proposition,
Richard would have needed to attempt to set goalsi$ students, and have a
measurement to base their progress towards th@de go

Proposition Four: Teachers think systematically abat their practice and
learn from experience.Richard reported that he was a reflective practéro

Richard: | certainly do kind of a self assessméntlmat went on. Whether that

day was as successful as | would have liked ieto b

Researcher: Then how would you use that reflection?

Richard: That reflection lets me know whether we @ble to make it a further

extension, and go ahead and extend it beyond astdfpuher then where we

have.
Richard indicated that he used reflective practitéisen Richard was prompted with the
experiential learning cycle (Kolb, 1984), he wakedb place his practice within this
cycle and explain how his practice was a part isftlgcle. Richard explained:

It's almost like a pretest with some of the skilleu do active experimentation,

and then you go through the experience, watchiag #kills, seeing where they

are at, stopping and then refining. You know with teflective observation, after
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that you go through when | see where we stand apd Wwhat the children are

doing then we go into being able to reflect back.

Richard clearly understood the value of reflecpvactice. Further, Richard understood
how to employ reflective practice during his lessdRichard’s reflective practice was
influenced by the NBC process. Richard stated:

| took a lot more thought in their performance {dgrthe certification process). |

went back and watched those video tapes of meiteadtad never taped

myself, and was able to look at it from an outgdespective. This (the NBC
process) was on my own, my personal goals, whainited, writing it up,
analyzing it, taking it, assessing it, tweaking/gy know going through the
realization that I'm going to have to do a refinabteere, | can do better with this
here...It (NBC process) was an experience that readifrvated me to fix those
parts where maybe | wasn't doing as well as | could

The NBC process allowed Richard to look systembyiea his practice and evaluate his

performance. Through this evaluation he was abimpoove his practice and make his

practice fit within the NBC content standards faggical education.

Proposition Five: Teachers are members of learningommunities. This
proposition is targeted at the creation of learrdagimunities within schools,
specifically the bridging of content gaps betweetiglines. It discusses the
collaboration between professionals within the adiooal environment. Richard
demonstrated his utilization and building of a teag community in several ways when

discussing his collaboration with faculty throughthe school. Richard explained:
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Yes, | collaborate within this school, because Ithenonly physical education
teacher, | work closely with our team. (Our teashie related arts, which
includes Spanish, music, computer, myself, and/detall work together as a
team. As a faculty I'm close with every single ofithem (teachers).
Richard worked closely with his related arts tearprovide a highly interactive learning
environment that would provide his students withr@ss - disciplinary exposure to
content. These connections between disciplinesvalldor a greater understanding of the
content in both areas and allowed the studentshieee a higher degree of success in
each discipline. Richard also outlined how he hathborated across several different
types of disciplines, not just related arts. Ridhstated, “At my old school we were
really great about it. And we would integrate eveiryg. We had integration of PE,
Science, Health, | mean everything was integratRechard was knowledgeable about
integration practices, and he had experience imgheimg them. He talked
enthusiastically about the integration of classrammtent into physical education.
Further, this proposition encourages cooperatidwédxn the teacher and parents of
students. These relationships also allowed fofdktering of a learning community.
Richard stated, “I've had both the School Improvein@ouncil and Parent Teacher
Association(PTA) that have come in and talked toafmeut what's going on. Verbal
communication. | do have some emails back and footh some parents.” Richard was
open to the influence of parents on his practi¢es ®pen door policy encouraged the

creation of learning communities through the tramepcy of his practices.
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Richard’s Sense of Teaching Efficacy

Richard’s teaching efficacy was measured utilizimg Teacher Efficacy Scale
(TES) (Gibson & Dembo, 1984). The TES measures G4dtR, as well as PTE. The
measurement is based on a seven point Likert §cllkere 1 -highest degree of
agreement, and 7 - lowest degree of agreement)aRis average TES score for GTE
was 1.9, indicating a high degree of agreement Gillk traits. PTE results for Richard
were 1.5, again indicating a high degree of agre¢méh PTE characteristics.

The researcher asked questions related to Richsedise of GTE, and when
talking about parental involvement in educatiorghrd explained:

...you know it is a tremendous asset to have patmtk you up. However, | have

been to schools where unfortunately | did haveesttglwith very, very, very

limited parent involvement. You know, whether itsadue to the fact that there

was only a single parent or whatever the case rmay b
Richard believed that his students’ home envirortraéfiected their performance in his
class. Cooperative parents were an asset, butltexdd that any student can learn.
When asked whether he believed that some studanteswnreachable, Richard stated:

No, | wouldn't agree with that at all. No, | wowddy there may be children that

through the entire year you may have gone throughynproblems. But | would

still say there is hope for that child, of coursemnewhere along the line.
Richard believed that all students can learn, @veéhe context of a bad home
environment. This belief in teaching to overcomeimmmental factors was a key
principle of his positive sense of GTE. AdditioryalRichard’s high agreement with PTE

statements on the TES survey were supported thrstatgiments he made during
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interviews. TES and PTE scores were supported blyaRil’s perceptions of his own
effectiveness. Richard stated:

You know there is always room for improvement, imatybe 1'm hovering

somewhere around an eight (out of 10). | tell ydwat think that National

Boards knocked me up. | may have been a six oms@rer to NBC) then now

I'd like to say I'm closer to a nine (now). | cantg don't think I'm a ten. There's a

lot of room for improvement.

Richard believed that he was an effective teacdhertrusted that he was able to achieve
student success. Further, Richard had faith tiealNBC process increased his teaching
effectiveness. He believed that he was a moreteféeteacher as a result of his
achievement of NBC.

Richard was further probed about his effect onesttitbarning. He was
specifically asked how much his teaching effectedent achievement. Richard
responded, “Oh, huge. Some of these children tiam¢ any other idea of physical
education about exercise with the modern era adosgames and everything else that
how much fun getting out there and being activelmai Richard thought that his
instruction was a key element in his students’ atlan, and that he was able to make
learning physical education fun and accessiblaigriew generation. Richard was
further questioned about his ability to reach eten“most difficult child.” Richard
explained “I do. | do. | think it's possible, | tiki it might take more time than with other
children.” Richard believed that every child coblelreached and that he personally
could reach every child. He did acknowledge, howemat it would | take a

considerable amount of effort to reach every child.
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Overall, Richard’s data seemed to indicate thavhg a teacher who had a high
sense of both personal and general teaching effi€ata from the TES and interview
data support the assertion that Richard believadhé could effect student learning, and
that teachers in general could overcome factoedaelto home environment.

Richard and a Community of Practice

Communities of practice are characterized by hiheet key components of mutual
engagement, shared repertoire, and joint enterPNemger, 1998). Data collected during
the course of this study determined whether Ricparticipated in activities or exhibited
traits that were consistent with these three coraptm

Mutual engagement.Mutual engagement refers to group activities ougro
communication in which ideas are exchanged, anolisécles of the practice are
negotiated. This type of negotiated learning igrein the concept of CoP. In fact, this
concept of mutual engagement is what Wenger (18883ribed as “Community.”
Mutual engagement literally puts the “community’arCoP. Richard discussed some of
the various forms of mutual engagement in whiclpéicipated. He described that he
used Black Board online software within his didtt@talk to other teachers. This
software is typically used by teachers as a mehgeade transmission, however it also
has some communication capabilities. Richard sté¥ss, through Black Board and we
also communicate through GroupWise internet, tbasdor all teachers but we have so
many that are National Board certified, the on@s$ tlmostly work with are National
Board certified, | guess.” Richard did have comngation with other teachers, however,

he failed to discuss any of the problem solving tdt@urred from these interactions. That
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isn't to say that there weren’t some negotiatedhiag taking place during these
communications, but Richard was vague in his dpson.

Richard discussed his involvement with NBC teachdesstated, “I'm close with
(Jesse Davies) at (Wellington). He helped me vargmduring the National Board
process.” Richard had some close collaborations MBC teachers prior to and after his
NBC process. He indicated that the collaboratidpddhim through the process. With
mutual engagement the concept of negotiated legiisitmportant. Even though
acknowledging that he had had mutual engagemerdisafd failed to indicate any
learning that had occurred during the process dtiasiengagement other than the
learning that took place to achieve NBC. HoweveachRrd's data indicated that he and
another NBC teacher get together and worked otssKichard stated, “As for National
Board Certified teachers we got together as muaikeasan. We have days that the
district allows us where we all get together andcase work on our new skills, and all
that.” Richard affirmed that learning took placeddhat there was mutual engagement
between specific NBC teachers in regard to theictice.

Shared repertoire. The only aspect of Richards’s professional aceésitivhich
could be considered as contributing to a shareerteipe would be his presentations at
the state conference. During his presentation dénads developed in his practice, he is
disseminating these practices during his presemtafihis dissemination of common
tools could be considered evidence of the developwiea shared repertoire. This,
however, is weak evidence for the establishmeatsifared repertoire.

Joint enterprise. Joint enterprise is a means by which communitiggatice

expand their common domain far beyond that of tiggral design. In Richard’s case the
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original domain is physical education. ExpansiothesNBPTS’ quest to achieve high
and rigorous standards for education within thetéthBtates. This expansion is achieved
through group negotiation of difficult tasks tha¢ anherent to their enterprise. Rodgers
(2000) contended that reflection plays a major noléoint enterprise. Reflection is
essential for both the individual within the comntynas well as for the communal
dynamic achieved through mutual engagement. Riatiamlissed his use of reflection:

With the reflective observation, after that youtgmugh when | see where we

stand and | see what the children are doing theganiato, being able to reflect

back on what was just looked at what was thougbtiatWhat they did, how they

did. If we need to go back and make the skilltéelibit easier, or review that skill,

and go through the skill again in order to refine i
Richard demonstrated that he reflected in his m@cAlso, when discussing the NBC
process, Richard was able to identify strengthsiath® process that emphasized the
reflective process. Through this redefining of thiginal domain, the NBC process
allowed Richard to explore his own practice in sackay that it could improve his
instruction, and allowed for a improvement of l@aching.

Summary. Overall, Richard demonstrated several traits\weat consistent with
his participation in a CoP. He demonstrated elemehiutual engagement through
communication and district meetings, as well asgp@nentored throughout the NBC
process. However, he was vague in his descriptiomubual engagement. He indicated
he had presented at state conferences, and hadwuooation through online software.
Through reflective practices it was evident thattfard was actively engaged in

expanding his domain. The final element, and thekest aspect of Richards’s CoP
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traits, was that of shared repertoire. The evidéhathe was involved in a shared
repertoire was weak at best. Evidence gathereef@énance to Richard’s CoP
involvement is illustrated in Figure 4.12. Thisiicates that Richard did not take part in a
CoP, or that he may have taken part in a CoP vgoileg through the NBC process and
subsequently had stopped his association withdhexwnity. Other scholars have
speculated that the development of a shared repeisdnherent to the process (Coskie
& Place, 2008). Perhaps he was involved in a shaeettoire through the completion of
the five core propositions, and after the challeoigine process was over he simply
minimized his engagement. Overall, the evidencdriohard’s participation in a CoP is

rather weak.
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Nathan

Nathan was employed in Powers School Districtshiwol for the purposes of
this study was referred to as Bayside Elementaagh&h’s school was orderly, and
employed the lobby guard system. This system sagumespective visitor’s driver's
license, and compares it to criminal and sex ofemdtabases. If a visitor is identified as
an offender, s/he is escorted off of school propdtayside Elementary is located in a
area of town that is suffering from economic protde Nathan indicated that the school
was only a few blocks from a heavy gang neighbadhdwerage teacher salary at
Bayside Elementary is $48,869 which is approxinya2éb higher than the District
average. Dollars spent per student in Bayside Eléangare $8,399, which is 26% lower
than the District average dollars spent per studéns is interesting: proportionally
more money is spent per teacher than per stud@dyside Elementary. Student teacher
ratio at Bayside Elementary is 15.6 : 1 which igdothan the state median of 18.5 : 1.
Bayside Elementary also has a K-4 plan, wherebyyear old children are allowed to
attend school. This is a special program set ufhétate of South Carolina. The student
retention rate for Bayside Elementary was 2.2%civis nearly identical to the state
median. Bayside Elementary failed to achieve Ademifaarly Progress for the previous
year. Bayside Elementary was ranked as “At-risk’th@ previous three years, and the
growth rating was “Average”. Bayside Elementary Wwasmogeneous, of the 238
students enrolled 230 (96%) were African Americal %) were Asian

American/Pacific Islander, 2 (1%) were Hispania] dn(2%) were other.
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Nathan's Demographic and Immediate Work Environment

Nathan was a Caucasian male, in his mid thirtied,dressed professionally
during each of the site visits. He wore a collgsetb shirt embroidered with the school
logo. Nathan has a professional demeanor. He e&iadgachelor’s degree from the
University of South Carolina in sports medicinemewer, through what he called a
“personal transformation of a spiritual nature” Nat decided he wanted to make a
difference in the world. Because of his backgrotivad was closely related to physical
education, he decided that working with childreragahysical educator was his role. In
order to teach, Nathan completed his Master’s deigr®hysical Education, at the
University of South Carolina in 1998. He began viogkat Bayside Elementary the same
year. Nathan had been teaching for eleven yea@)08&, he was awarded the honor of
“Teacher of the Year” at Bayside Elementary. Nathelnieved NBC for physical
education in 2007. Nathan failed his first NBC @ in physical education, however he
was successful upon his second attempt.

Nathan indicated that he chose an inner-city sichecause he believed that he
could make the most difference in that environm&htough his experiences at Bayside
Elementary, he found that there was an abundanehatvioral issues that accompanied
his students into the gymnasium. He used Hellistgdshing model in his classroom.
The Hellison model for developing personal andaa@sponsibility in physical
education focuses on affective learning, and tloenption of appropriate decision
making (Hellison, 1995). Nathan focused much ofdss experience on fitness. The
warm-up for his lessons was always the Pacer Rdnralividual student’s Pacer Run

results were extensively recorded. Nathan had desptits for all of his students since
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1998. Also, the top scorers from each year wererdsd on the gymnasium wall with
their name on a painted foot print. Nathan indiddtet this allowed the students to have
ownership over their accomplishments in PE. Na#laa hosted a teacher vs. student
basketball tournament every year. Winners of thisrtament were also recorded on the
walls of the gymnasium. Nathan explained that mafrthe students get their picture
taken with either their footprint or their baskdttmen the wall.

Nathan's indicated that his emphasis on the Hwerand fithess was an effort to
create lifelong movers among his students. Natlsamled after school and summer
programs. These programs were not physical actpased, but instead they promoted
cognitive development and allowed students to lzahditional time at school. This was
necessary because a great number of the studeBéysde Elementary had parents who
worked and typically were not off of work when sohwas dismissed. In the gymnasium
Nathan taught with a team teacher. Typically thait sp the day, as Nathan took both
classes for 3rd to 5th grade students, while Hisague handled K-2 classes. Nathan
assisted during the K through 2nd grade lessonbkdperformed little to no instruction
during these classes.

Nathan doesn't coach, however, everyone in thecschfers to him as “coach”.
He is even referred to as “coach” on the school pae. Nathan explained that he did
coach at the high school for a limited amount wigtj however his priorities changed
when he realized how much time coaching was takomg his own children. He

explained that he wanted to be home with his céildn the evenings and at night.
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Nathan’s Task Presentations

Nathan’s classes were observed on two separassioos took place during the
months of November 2009 and January 2010. Duriegdlobservations the QMTPS was
used for five of Nathan’s lessons to measure tladitgof Nathan's task presentations.
On these five lessons Nathan scored, 80, 75, 7dn@&7, with an average QMTPS
score of 77.3. Nathan's QMTPS results are displagéaiv in Figure 4.13. These scores
were a baseline score of 55. Gusthart, Kelly, &Hara (1995) determined a teacher
scoring above this baseline score had studentshigtier rates of achievement then did

teachers scoring below.

Nathan QMTPS Scores
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Figure 4.13Nathan QMTPS scores.

Nathan's QMTPS scores indicated that he was aeeadgth considerable task
presentation skills. Additionally, his task pressiun skills were noted in observational
journal entries during site visits. During intemwi® Nathan discussed several key areas of
good task presentations. When illustrating how d&redled tasks within his class, Nathan

explained, “Then we typically break out into ouillsk... we will take one segment and
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if | see us moving along correctly we’ll extendti$ not then we will stay where we are.”
Nathan planned tasks to be learned over the cofitbe class, then progressed through
the individual tasks of any given activity. Cueaydd a major part in Nathan’s task
presentations. His scores for use of cues on th& @BAvere generally accurate and
appropriate in quantity. Further, Nathan providededient qualitative cues over the
course of his lessons. When Nathan was asked whéilauted to good instruction, he
responded, “Good instruction, cues, previous egpeg with the skill, are going to affect
outcomes.” Nathan was asked by the researcherhvehaglieved a physically educated
person would look like. Nathan responded that:
A physically educated person should be able to gixes for just about any skill
that we do. So if | say, for example, the next grthat comes in we just finished
throwing and catching two units ago, you shouldble to stop a student and ask
for the three cues to a good throw or catch.
Cues played a key role in Nathan’s task presemtasi® much so that his students when
leaving his class would be able to demonstratestieass. This was evident in his class
when he was teaching basketball passing. He prawhdeclass with an acronym.
Nathan’s acronym for the basketball throw was S.Btf€p-Extend-Thumbs down. The
students were instructed on the cues, and actigibated them throughout the lesson.
Further, when discussing factors that affectedestuduccess, he stated, “Good
instruction, cues, previous experience with th#l,skie going to affect outcomes.” Cues
played a major contributing role in Nathan's etreggarding quality instruction, which

was obvious in both his interviews and QMTPS data.
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When Nathan was asked about his content knowledgeany perceived
weakness that he had he responded:

I'll give you an example, one of my weaknesse#t likee was dance. (l) just

didn't like dance so in the beginning (when | gdieaching) | wasn't a big

advocate of dance. When the state assessment begaaed to put my personal

feelings aside and get going. | actual used myestutkachers initially, to see

exactly how they did it, and they did some realbpd ones (dance lessons).
Nathan acknowledged that he did have content krdyegaps, or at least that he had
areas that he was not as competent in as othevge\t¢o, Nathan indicated that even
with these weaknesses, he sought out methods oirexgithe required knowledge to
increase his students’ achievement.

Clarity is an important concept when discussirsl faresentation. Throughout
observations Nathan's instructions were clearsthidents were attentive, and generally
compliant. When asked how he determined when hebliéved clarity, Nathan stated:

They will perform, if they aren't performing it bér I've not presented it well, or

it may be over their head. | might need to backiftle bit or backwards extend.

It's sometimes just being clear, and if they cammoit then I've either pushed

them too far too fast or I've not been clear.

Nathan knew what clarity was and he was able teegeht through close observation of
his class and was able to reflect on his studgetsbrmance. He was able to make
changes during instruction to affect student leagnHe acknowledged that if he did not
achieve clarity his students were not being avaets they could be. Nathan further

speculated as to how many of his children wereraaturing his class:
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Somewhere between seventy and eighty percent addseare on-task, or making
the attempt. They may not all be effective, becdheg have to develop the skill
(first), but if they look like they know what theye doing. When | don't see that
then | know that that's when it is time to stop dadk up.
It is apparent that Nathan was deeply concernedtatharity and on-task behavior. He
was willing to back up when his students were agki and acknowledged that their
behavior was related to the quality of his taskspreations.
Nathan also indicated some changes had occurieid practice as a product of
the NBC process. Nathan stated:
I'm not the teacher that | was when | started, landjlad. National Board was a
tool that helped me to be more reflective. It nefdicused on reflection. It helped
identify weaknesses that | have. | got to seen.tape (my teaching).
Nathan was now able to look back on his practickemaluate what he had done and
attempt to improve his teaching. He indicated thatreflection had changed as a result
of NBC, however other aspects of his practice natyhave as a result of the NBC
process, but rather were due to the maturationhidtaken place over his eleven-year
career.
Nathan's Use of Class Time
Nathan's overall time management was quantifietheyALT-PE instrument that
allowed a close scrutiny of his learning environmd@ine ALT-PE instrument revealed
that Nathan's classes were involved in fitneswidies approximately 1% of the class
period, skill practice 31%, management time 24%mvap 4%, skill practice 31%,

game play 8% and technique work 21% of the timent€&dual ALT-PE data for Nathan
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is displayed below in Figure 4.14. At the learrexel, students were involved in motor
engaged activity 36% of the class period, motoragmate time 31%, motor
inappropriate time 5%, off-task time 1%, waitingd,3nterim time 21%, and cognitive

time 20%. Learner level data for Nathan are disggdiay Figure 4.15 below.

Nathan ALT-PE Context Level Data
Fitlr';H — Transitions

Warm-up
4%

Figure 4.14Nathan’s ALT-PE context level data.

Nathan ALT-PE Learner Level Data

Motor
Inappropriate
5%

Motor
Appropriate
31%

Figure 4.15Nathan’s ALT-PE learner level data.
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Nathan organized his learning environment in agusway. No formal grid
system was used for attendance and no formal aasaesignated for a warm-up.
Nathan did not use music in order to organize lassc Start and stop signals were given
directly by Nathan, and these were not augmenteal \lgistle or any other tool. Nathan
used daily lesson plans to organize his classlddson plans are fairly organized, listing
psychomotor, affective, and cognitive objectives.

Nathan's warm up consisted of the Pacer Run digbmning of every physical
education class. The students recorded their semgt¢hese scores were kept by Nathan
for historical purposes. He discussed his useeféllison model for developing
personal and social responsibility in physical edion, and the impact it had on his
students. It became obvious during observatiortsNbthan’s classes were uniquely
managed. For instance, when students misbehaveallbd all of the students into the
middle of the gymnasium to address the issue thétahisen. This practice seemed to be
time consuming, however, his students seemed osednd were compliant. When
describing a well organized class Nathan stated:

In a well organized class materials are out andeady to go. Kids know what to

do, and they can follow procedures when they conteethe room. They should

know where to go. | shouldn't have to repeat ibathe time. Like when you saw
they knew to go to the half circle, then they dhd pacer run they should know to
go to the water and then go sit down.
While Nathan did know what a well organized classked like, ALT-PE data illustrated
a 13% waiting time for his students, and 24% mamesge time during his classes. These

numbers are high when compared to Place and Ho@§¥4) data for elementary
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classes. It seemed that during Nathan's classgsdm a large amount of time managing
student behavior, a time when students are notigddiysactive. This seemed to be
related to his emphasis on affective objectived,was further supported when Nathan
discussed how he organized his class prior to #ediastruction. Nathan explained:

| think for me it's (the class is) more of a famNMye use the half circle for

positive and negative and | want there to be pasitiere. We come to the half

circles it's a point we all know in the room andtth where we settle family issues

or where we disseminate information.
Nathan used the half circle in his gym so constbtehat it actually became apparent
that his students knew exactly why they would dieddo the center of the gym.
Students were well organized and on-task mucheofithe. Nathan's motor appropriate
activity took up approximately 35% of his classipér Motor appropriate activity was
effected by affective concerns within his classwdweer, Nathan indicated that if he
didn't address affective concerns there would sigrficantly greater amount of off-task
behavior, which would affect the amount of actititpe greater than his discipline plan.
Motor appropriate activity in Nathan's classes wahkin what was predicted by research
(Placek & Randall, 1986; Shute, Dodds, Placek,,RifSilverman, 1982; Parker, 1989).
However, these scores were the lowest of all théggzants in this study. According to
Parker (1989), these scores were acceptable ahohwihat would be expected within
the public schools.

Nathan was asked to discuss the amount of timsthdents spent in motor
activity during each class period. Nathan indicated/ould say sixty or seventy percent

of the time they were engaged in activity...woidg the rest would be getting feedback
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or instruction, but with this next group we maydaslot of time dealing with behavior
issues.” Nathan misread his total amount of agtigiiring each of his classes - his actual
amount of motor engaged activity time was 36%. Wbleserved, he spent much of his
class time dealing with affective concerns thasarduring his instruction. However,
Nathan explained, “My goal is to have as much jicadime as possible.”

Perceived changes in management of the learnwvigpement as a result of the
NBC process were discussed. Nathan stated:

This is who | am, this is what I'm going to do. Thaln't change as a result of

doing National Boards, | have the same standatus part that really was more

of a change for me was the reflective aspects @wkiig at my individual

practice, I've always been confident in my managerogkids.
Nathan's Attitudes and Dispositions towards the Fig Core Propositions

The NBPTS touts its five core propositions asltasis for the creation of

standards for each of the discipline's it certifiBlsese propositions are central to the
standards of the NBPTS. It is reasonable that sopevho achieves NBC would either
have attitudes and dispositions that would mateffitle core propositions, or would
possess them after certification. Throughout inésvg, and document analysis the
attitudes and dispositions of Nathan’s were prdbetdketermine his alignment with the
five core propositions. His attitudes and dispossiwill be exhibited below.

Proposition One: Teachers are committed to studentand their learning.
Nathan demonstrated a commitment to his studergsveral ways. First, he originally
had a career in sports medicine. He indicatedthigtvas a lucrative career, and as such

was difficult to leave. However, he left this careebecome a PE teacher in a low
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income area of his city. This area has a high craie with gang affiliations.
Additionally, many of his students have disciplyaroblems. To compensate for this he
implemented the Hellison model for developing peed@nd social responsibility in
physical education. This model was difficult to ileqpent because was is sometimes
slow and took away from some learning time (Hetisb985). However, he implemented
it in order to better educate his students. Wheaoudising his responsibilities to his
students Nathan responded:
I think that | have a responsibility ...to teach kiaswv to deal with competition,
how to deal with conflict, how to solve problemsngsphysical education as a
medium to do that. | think that | have an obligatito teach them how to become
more physically fit, and the principles that gooitthat so they can become
lifelong movers and live healthier.
This model of affective learning is difficult toilige because the progress is slow, but
Nathan'’s students are exactly the population tredliden intended for implementation of
his model (Hellison, 1995). This was a good indaabf Nathan's commitment to his
students. Also, Nathan kept extensive data ofthdenit’s achievements, specifically in
regard to fitness data. He kept the pacer daibj,téir each of his students for each year
he had taught. Further, he displayed all of thefitopss scorers on the walls of his
gymnasium. These scores are placed in paint owalewhich is a time consuming task
for Nathan, not to mention the administration hobesad to go through to alter a room
in his building. These aspects of Nathan's prademonstrated that he was dedicated to

the learning of his students.
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Proposition Two: Teachers know the subjects they é&h and how to teach
those subjects to studentfNathan demonstrated a great confidence in his nonte
During his task presentation he provided accunatkeagpropriate cues that were
reflected in his QMTPS score results. During inims Nathan discussed his content
knowledge and the confidence he had in this knogdetlathan stated:

I'll give you an example, one of my weaknesse# life was dance. (I) just

didn't like dance so in the beginning (when | gdieaching) | wasn't a big

advocate of dance. When the state assessment begaaed to put my personal

feelings aside and get going. | actual used myestutkachers initially, to see

exactly how they did it, and they did some realbpd ones (dance lessons).
Nathan indicated that he felt confident in the mi&yoof his content knowledge, however
he admitted weaknesses. He indicated that whea$a weakness, he would remedy it
by “borrowing” from others. He indicated a specifitk with student teachers from the
University of South Carolina. This link allowed himecess to the most up-to-date content
knowledge, and thusly improved his practice. Tasiltate this link with the university
Nathan stated, “We’ve actually stolen a few of dances directly from them. From
student teachers and | made no bones about itl Ifdssee someone doing something
better, I'll take it.”

Proposition Two not only includes the teacher'steat knowledge but the ability
of the teacher to impart that knowledge to his#tedents. Nathan’s utilization of the
Hellison model illustrated his ability to reach @guts; however he discussed learning
styles, and his ability to reach students. Nathaotagned his different types of

instruction:
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| think that it depends on my group of kids. Sommeis from year to year and age

level it really depends. Like with my fifth graddrsan do more small groups, a

lot of times we can do small groups, but | woulderedream of doing that with

my first graders. That would just be asking foutste. | could say that it would
be all of those types of instruction, just depegdn the unit, depending on the
age group of the kids and depending on the sitmatio
Nathan tailored his instruction to his students] aat only did he craft his instruction for
each of his students, he made it accessible fadiffexent situations in which his
students may have been involved. Nathan took aveatile in student achievement
through negotiating the teaching contexts and legrstyles of his students. These
teaching behaviors truly encompassed the spifroposition Two.

Proposition Three: Teachers are responsible for maging and monitoring
students’ learning. Nathan fulfilled this proposition to a limited exit. His classes were
generally organized, however, he employed no maragean for students either before
or after the lesson had concluded. When asked abisuack of organization Nathan
responded:

| focus a lot on relationships with kids. If | leag good relationship with my kids

| don't have to put them on specific plot pointenbw all of my kid’s names. So |

don't need to have them on a plot point to know Wiy are. So kids know that
too, kids are aware of that. It reflects on what kaow and how you interact
with them. | know that a lot of teachers use tledduse they don't get to know
their kids real well, or they don't know their nasvand they need those

organization systems. | think for me it's more dduaily...
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Nathan didn't have to employ a rigid grid systeroduse he thought of his class as a
family unit. This reinforced his use of the Hellismodel of accountability in that his
system was less rigid but had a level of rigiditgtttworked for his students. He knew his
students and they knew that he cared, and he hisecatring as motivation for his
students. Further, Nathan described how a wellrozgd class would appear:

In a well organized class materials are out andeady to go. Kids know what to

do, and they can follow procedures when they carteethe room. They should

know where to go. | shouldn't have to repeat ibathe time. Like when you saw
they knew to go to the half circle, then they diid pacer run they should know to
go to the water and then go sit down.
Nathan organized his class in a format that hidesits understood. Specifically, he used
the Hellison model in order to better organizedtiglent. He had affective concerns that
the Hellison model addressed. He had, in effettré&a his classroom environment to
address his student’s needs.

Proposition Three also included the incorporatbmonitoring of student
learning through assessment of students. Firshadigberformed assessment on each of
his students; these assessments were based oarstiaed rubrics. However, when
discussing his assessment, He stated:

| assess in the three domains of learning. | thikis a discipline that allows you

to do that. We have a skill component, a rubriecgjz, we have a cognitive

aspect, which is the measuring of behavior of spaahship. That is pretty much
down to not really a problem, most times, for mgraore. We also have an

affective assessment. | have some psychomotor coamp®on and however the
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affective domain would be more of my observatiotheir sportsmanship and
behaviors in class.
Nathan assessed in all three domains but appearstdconcerned about the affective
domain. His use of the Hellison model indicated titeahad a particular concern in the
area of affective learning. Nathan’s use of thdisleh model was supportive of the
rubric that supplied to the researcher. This ruboicstituted an attempt at assessment in
the psychomotor domain. However, during field obatons, Nathan constantly stopped
his classes to deal with affective concerns. Thdshdve the effect of decreasing the
amount of time in practice for the students.
Proposition Four: Teachers think systematically abat their practice and
learn from experience.This central tenant of the NBPTS is directly rethto the ability
of its certified members to reflect on their praetiNathan discussed his reflective
practice at length:
Yes, one of the things (my team teacher and I) gdsbbone of my biggest
reflective aspects we talk all the time about hessbns go... what can we do
better In fact if you look at my grade book we doeumt how kids perform just
like everyone else does. We keep the grade books évery year. So what we do
is we compare how we do from year to year. We iflemthich units are our
weakest and we use information from the past tdeguihere we are going. So we
reflect on the past to design were we are goirtgerfuture. That's how we have
identified throwing catching paddle ball. These @ume weakest skills, not because

we see that but because we have data to verify it.
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Nathan actively reflected on his practice. He ladgit on each one of his students for
every year that he had been teaching. Nathan elsxted on his lessons and figured the
best way to instruct each lesson in the futureadiged that the NBC process, “...helped
me critique my practice, especially where | hagitieo tape, | had to look at my
practice.” This aspect of video analysis of histes as a portfolio entry helped Nathan
examine his practice in a way that he had noténpidist. The relationship between the
NBC process and reflection was echoed in anotlaéersent. Nathan was not sure if he
had improved his practice because of the amoutitnefthat he had been teaching and
knowing his students well, “versus the reflectigpect of National Boards.” Nathan
indicated that he is a better teacher, and thkgatéfe practices that the NBC process
instilled in him may have contributed to his teagheffectiveness. According to him,
reflective practices played heavily into his dailyd long term practices.

Proposition Five: Teachers are members of learningommunities.NBCTs are
to be active in collaboration with teachers witaimd outside of their disciplines. This
collaboration extends beyond professional educatosollaboration with parents of
their students. Nathan demonstrated his collalmratihen discussing a grant
opportunity he had:

| wrote a grant with USC to teach social studieRI. The way I did it was using
an interactive physical education game. So | hamliaborate with third grade
teachers to develop the curriculum that | am geanderive the game off of. I've
done that for several different types of unitstdat that is what we have to do

each year because it has such a good effect dstdrelardized) test scores.
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Nathan collaborated on an interdisciplinary acfian within his school. This communal
interaction was initiated by him. Additionally, Beught out funding for this enterprise.
He had a vested interest in interdisciplinary dmlation. Within physical education
Nathan demonstrated his collaboration with teactiemighout the state as he presented
several times at the state level convention. APRPEDIlustrates the first two slides of
Nathan’s 2009 presentation. This presentationtitisd key strategies for dealing with
challenging students. Nathan has experience wahlestging students because of his
schools location. He has chosen to collaborate iwabhers within the physical
education community in an effort to improve theiagiice.
Nathan’s Sense of Teaching Efficacy

Nathan’s sense of both PTE and GTE were measumgtgchis field
observations. Nathan’s overall PTE was 1.94, irtdigea strong degree of agreement
with high PTE statements. Overall, GTE resultsNathan were 2.21, again indicating a
fairly high level of agreement with GTE statemefitisese data were supported by
statements made by Nathan in response to the cbesearelicitation of efficacy
responses.

Nathan was questioned about his beliefs relatéustteaching efficacy, and when
asked how he rated himself as a teacher, NathaedSta

| would say that | am probably at an eight (ona@esof one to ten). | would say

that on the affective side because that is impottanos, they are probably at a six

or a seven, because that is really stuff we hade#&d with at home, and really

have to keep working at that.
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Nathan believed that he was a skilled instructod, lae believed that his students were
learning specific skills and that overall they walde to learn in his class. Nathan
worked heavily within the Hellison model (Hellisat995), that deal largely with the
affective domain, so this played a strong roleigndiassroom ethos. As a result he felt
that he had slightly less control over this becanfd@s students’ home environments.
This provided insight into some of Nathan's TESiltssHis GTE was slightly lower
than his PTE which indicated that he felt the h@aneironment had some effect on his
students’ success. This could be explained by Matleasibly having a more realistic
outlook on the effect of home environment on sttidksrning. To further explain this
low GTE score Nathan was asked if family backgrounfidenced student achievement,
to which he Nathan answered:
I think it (family background) definitely plays ag. If your parents have been
engaged and value athletics or physical educatiem the kids naturally do. |
have had some kids whose parents were not intoli#s whey were kids and
have never done really well in here. Their paranssurprised because they
didn't know where it (there students success) daome. | say yes it does play a
part because we're all influenced by our parensetoe degree.
Nathan believes that family background had an etiacstudent outcomes, but only a
partial one. He elaborated:
What I've seen is (home environment) tends to effeckids, not necessarily
from skill level as much as it is from sportsmapskiffective and sometimes the

cognitive domain are effected, not so much psychom@hat doesn't seem to
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have any type of correlation. Not from what | haeen. Affective- a lot,

Cognitive- depends.

So Nathan believed that there was an effect orestigllearning based on their home,
however, good instruction could exert an influence.

This concept of affective domain being affectechbyne environment was
apparent in his practice. Nathan worked in a schwilwas in an gang area with a low
socioeconomic status and high gang activity. Manyi®students did not have good
home lives. To counter this, Nathan in indicateat tie used the Hellison’s model
(Hellison, 1995) to work on his students’ affectoevelopment. He altered his practice
based on his beliefs related to GTE. This is a pluvstatement about both his GTE
beliefs and his practice.

Nathan’s perspective on PTE was elicited by askimg much his instruction
played into student success. Nathan stated:

I'd like to say a lot. | would say significantlyoever, | am a beneficiary of

sport which is already valued (in our communityfyylto give them (students) a

solid foundation of the basics, a desire and laveghysical activity over a period

of time. Hopefully that opportunity to see thatyttean do things, and that failure
is not an end to things.
Nathan believed that he significantly contributedhis student’s learning. He
acknowledged that he was the benefactor of a conynilvat valued sports; however, he
believed that his instruction was vital for studentcess. Nathan also described how he

reaches even the most difficult students.
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| think it's up to me to develop relationships. blbpa kid that is tough to reach
hasn't had and is not a beneficiary in positivatrehships. So | can offer that as
something new to them, that's one tactic. | algaamget to know what their
deficiency or need is. | have a lot of kids tha Bomeless. | have a lot of kids
living in shelters, like for abuse. We have kidatthre not clothed adequately. We
have kids that don't get appropriate levels of foodutrition. | work with several
different venues to help provide those. I've dgrecil teams to pull in kids that
were on the streets. | have developed systemgitteatan plug into to learn their
place and their uniqueness.
Nathan reached out to students and their families personal level. This personal
interaction gave him capital with the students, #amdugh this currency he was able to
reach these students where other teachers maeraitié to. When asked if there were
any “unreachable students”, Nathan responded, rflt te@lieve in that. | have found that
there are kids who | have not been able to gé&thiat doesn't mean that | don't try and |
never have the attitude that they are (unreachailajhan indicated that he will work
with students until they leave his program, anteifhasn’t reached them, it wasn’t
because of lack of effort. Finally, Nathan summedféelings up about PTE:
Don't let me give you a false read here. | belignat everyone has a means of
learning. | don't believe that everyone is the sdrhave not reached every child
but | have attempted to. | am getting better adiolg that gap. So | believe that is
more about me learning how to get better in mytdma€lose the gap further.
Nathan contended that his instruction was effecawe that he could reach every child.

He focused on teaching to each child’s strengtlssseaknesses.
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Nathan discussed perceived changes in his effiaa@yresult of the NBC process
when he was asked whether any of his feelings adiadents, student learning, or the
ability to reach children had changed as a reBlaithan responded:

No, that is not what changed for me. National Bdsedefited me but that was

something | came into the game with. | worked wdtts like that before National

Board, and that is where | developed the strategytlae skills. Where National

Board helped me was to be a better planner. Todye thoughtful in my

approach to teaching the craft.

For Nathan, the NBC process did not affect his ¢indsiabout his ability to reach
students. He felt that he could reach childrenesime first got into the “game.” Nathan
felt that his personal teaching efficacy had na@tgded, however, he indicated that his
reflective practices were effected by the NBC pssce

Nathan and a Community of Practice

Wenger (1998) said that a CoP has three key elsmantual engagement,
shared repertoire, and a joint enterprise. In ofoleNathan to be considered a member
of a CoP it was necessary to demonstrate thatdhéohas of these three elements.

Mutual engagement.Mutual engagement describes any formal or informal
exchange of ideas. These ideas allow a sharedoepdo be formed within any given
community of learning. Nathan exhibited mutual eyegaent with other teachers in his
building through his interdisciplinary curriculuMNathan was also a member of the
Teacher Quality Collaborative (TQC), an organizaimtiated by several universities in
South Carolina. The TQC focuses on the promotiantefdisciplinary knowledge

production. This program was also funded by Titlembney. Nathan was a team leader
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for his school in the TQC project. His part in thimgram was titled, “Your State: The
PACT Map Interactive Game.” The goal of this projas to determine the
effectiveness of a social studies unit in conjuntivith a physical education game.
Nathan exhibited mutual engagement within the gaygducation community
by means of presentations and attendance at staterences. This type of mutual
engagement is important to the community becausevids knowledge that had been
gained by a practitioner in the field. This typekabwledge allowed the CoP to negotiate
meaning within their own environment. While thipéyof mutual engagement was
notable, Nathan demonstrated little mutual engagémeyond his state presentations.
He had not functioned as a mentor to any other &lidate. He reported no consistent
direct contact with other NBC teachers in whichaisie&vere exchanged. When asked
about online collaboration, Nathan reported, “Naigistently (any online activities),
there is a little bit | do through the district.”"N&n asked directly if he had any other
contact with NBCTs either for PE or other discipbrhis answer was, “No”, with no
further explanation. However it must be noted thathan did participate in several less
personal forms of mutual engagement. These wete gtasentations, and collaborative
presentations with the TQC. What Nathan demonsti@dteing his interviews was in line
with what Wenger (1998) would describe as consistéth being a member of a CoP.
Overall, Nathan was somewhat isolated in his praciihis is not to say that he
demonstrated no negotiated learning. Through f@sgmtation with the TQC and state
conferences it was apparent that he did take paine dissemination of tools that he

had developed as a result of his practice.
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Shared repertoire. A shared repertoire or community tools are teghes,
strategies or standards that the community usesler to provide the most optimal
instruction. Nathan demonstrated the growth ofaeshrepertoire by the development of
tools through some mutual engagement. Nathan sgedbifindicated, “I see someone
doing something better ... I'll take it.” Allowirfgr the incorporation of new tools
through collaboration is directly related to theyelepment of a shared repertoire.
Further, his presentation of strategies at statéecences demonstrates his participation
in mutual engagement that disseminates strateughiive worked in his context. This
allowed for the development of a communal tool boxa shared repertoire. While these
data point to the possibility of a the developme&ra shared repertoire in his practice,
these data are far from conclusive.

Joint enterprise. A joint enterprise is the final element that encassges the
construct of communities of practice. Nathan’seetilon with regard to his practice was
one of the strongest points in his participatioa i@oP. When Nathan was probed about
possible reflective practice, he explained:

| try to give my kids hands on experience and wierdo that we try to reflect

upon how that plays out in real life. | try to ¢gleém to dream, to envision where

they're going, and what their future is. Becaus¢’'srsomething that's not, and
how they can use the skills they're using to geteth
Nathan used reflective practice to plan his lessahcriteria for his students. This
reflective practice allowed Nathan to provide afle&tfve learning environment for his

students.
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Summary. Overall, Nathan exhibited few traits that woulddomsistent with
being part of a CoP. He had some mutual engagetm&inddded to the community but
was restricted to one presentation. He demonstsmee shared repertoire with other
teachers. Further, he was a member of the TQC hafthitctions as a form of mutual
engagement as well as to establish or develop ghaoés through collaboration. He also
indicated that SCPEAP assessment standards wedatedrby his district, and that he
would basically go along with the district curriauiguidelines. Nathan demonstrated
impressive reflective practices that may be dudédNBC process. Qualities that Nathan
demonstrated that were consistent with being a reeiioa CoP are illustrated in Figure
4.16. However, CoPT demands that all three elentenfgesent in some form or
another. With Nathan's lack of mutual engagemetttivphysical education, it is
difficult to determine whether he is actually peigiating in a CoP. Nathan has, however,
through reflective practice, developed knowledge tould be valuable to the

community.
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Figure 4.16Nathan and a CoP.
Jessica

Jessica was employed in Powers School District,heem school will be referred
to as Lando Elementary. Jessica's school empley®tby guard system. This system
scans a prospective visitor's driver’s license, anghpares it to criminal and sex offender
databases. If a visitor is identified as an offendée is escorted off of school property.
The principal at Lando Elementary was extremelyigito the researcher in this
investigation.

The average teacher salary at Lando ElementayQs$9 that is approximately
4.5% above the Powers School District average &agdlary. Dollars spent per student
at Lando Elementary were $6,877, which is 39% lathvan the average dollars spent per

student in Powers School District. This again tenesting in that the average teacher
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salary was higher compared to the average salahedfistrict, while the average
amount of money spent per student was lower thawlidirict average. The student-
teacher ratio within Lando Elementary was 19.64k ib higher than the state average of
18.5:1. Lando Elementary has a student retentinafal .9 %. Lando Elementary failed
to make Adequate Yearly Progress for the last yeidin, a “Good” absolute rating and a
“Below Average” growth rating. Of the 386 studemiso were educated in Lando
Elementary, 199 (52%) were Caucasian, 150 (39%g Wéican American, 29 (8%) are
Hispanic, and 8 (2%) are Asian American/Pacifiansler.
Jessica's Demographic and Immediate Work Environmein

Jessica was a Caucasian female who is in her ftigsfiJessica has taught
physical education for 22 years. She received drendl education in physical education
from the University of South Carolina, where sheogdlayed tennis. After completion of
her degree she taught at the elementary schodlfaveeveral years, however, she
stopped teaching after the birth of her first claill returned several years later. Jessica
achieved NBC for physical education in 2008. Hetifteation is in physical education
elementary through middle childhood. She passe#iBf@ process on her first attempt.

Jessica team teaches with Sarah, another NBCeechando Elementary.
These teachers went through the NBC process ahthe time. Jessica shared an office
with the other NBC teacher. When asked about thelighting in the office Jessica
indicated that this was part of a school-wide atitie based on the theory that low light
levels during certain activities increased cogeitinctioning. Jessica decided to

participate by lowering the lights in her office.

169



Jessica's Task Presentations

Task presentations in Jessica's lessons wereagedlutilizing the QMTPS
instrument. Six of Jessica's lessons were obsdovedsk presentation. Jessica's QMTPS
results for these six lessons were 82, 83, 957B&nd 82, with an overall average
QMTPS score of 79.6. Gusthart, Kelly, and Graha@®$) identified a QMTPS score
that would be indicative of a teacher who was édblenpart quality task presentations
(Gusthart, Kelly, & Graham, 1995). It could be sHidt a teacher who scores above this
baseline score is likely to have higher amountstudent learning than a teacher who
scores below. Jessica’s were all over the basstioee of 55, which indicate that
Jessica's students were learning more during teesens than students of another
teacher who would score below 55. Jessica's QMERdts are displayed in Figure 4.17.
Because Jessica's scores were higher that thensasebre of 55, her task presentation

may be related to higher levels of student achiergm
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Figure 4.17Jessica's QMTPS scores.
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Document analysis revealed their some aspectsssfch's and Sarah's lesson
plans exhibited preparation of quality cues, statgldased assessment, and extensive
planning It was necessary to present cases foicdemsd Sarah in tandem, because their
practice had become so intertwined that their legdans, curricular plans, and other
documents were used by both teachers as neededwaedship of the documents was
equal.

Jessica’s lesson plans demonstrated how cuehietayly into task presentation.
These key points existed in many of Jessica’s amdhS lesson plans. Throughout the
QMTPS data, Jessica's cues were both appropridtacurate, and her utilization of
gualitative cues was quite consistent. Additionadhtical cues for fundamental
movements were posted throughout the gymnasiumeatdhey could be easily seen by
students. Jessica discussed clarity and the achexeof clarity in her task presentations.
Jessica indicated she generally achieved claritytlaat clarity was accompanied by
appropriate student responses. Jessica stated:

You can tell really quickly (if you have achievddrity). Are they playing or are

they working? That's the difference in classes a@ueither playing or you are

working. Playing is for recess ... you can spotiiads out there that are playing,
and the ones that were working ...you can jusitsee
Clarity was important to Jessica - it is relate@toore belief that students should be
active, and if they are active in appropriate mogettasks they will learn. Achievement
in physical education is related to the amountpgirapriate practice time in which
students engage (Silverman et. al., 1991). Thssjckes perceptions of clarity relate

directly to the achievement of her students.
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Continuing with task presentation, Jessica disis®r perception of her content
knowledge. Jessica was asked to discuss possihlertaleficiencies and strengths.
Belatedly she explained, “I feel a little inferiorgymnastics because the way she (Sarah)
teaches it is wonderful, I've learned so muchfjesh Sarah, I'm still, | still feel inferior.

In fitness, it bothers me that | might not be abl&eep up with the kids...” Jessica
indicated that she may have some deficienciesricdr@ent knowledge, however her
team teacher Sarah, indicated that she has soemgts as well. Sarah stated “I can
teach tennis but, you know it would be a 5 (out@f and she can teach it at a 9 (out of
10).” Jessica added, “Sarah can teach gymnastigsmedl, so we have a great
complementary, but | might give myself a tennisreaaf 10 (out of 10).” Jessica made it
clear that she had some content knowledge defigsiteit was able to use resources to
her advantage. Both Jessica and Sarah use tleigsis in an effort to complement each
other and create the best instruction for the stisde

Jessica was asked questions about the possiliigehthat she had made in her
task presentations as a product of the NBC pro&ssdiscussed the concept of change
as a result of the NBC process explaining:

...as far as teaching, my teaching has been miitead try to think that | teach

the same as | did before and after the certifiogpimcess. | think that | might

reflect more or think more. To be honest | thin&tthothing really had changed...
Jessica didn’t believe that her teaching practask¢hanged as a result of the NBC
process. She did note that her reflective practiceg have been altered as a result of the
NBC process, but her teaching hadn't changed.dhaksence she believed that her task

presentations were the same as in the past.
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Jessica's Use of Class Time

During the first series site visits Jessica taulgtde full lessons without any
participation from Sarah. However, during the secseries site visits Jessica and Sarah
team taught. Jessica taught the interdisciplinaryign of these lessons. Jessica’s use of
class time was quantified through the use of ALTHRErument that allowed a close
scrutiny of Jessica's learning environment. The AAH instrument revealed Jessica's
classes were involved in management time 18%, war®%, skill practice 42%,
transitions 1%, and skill technique work 27% of tinee. Context level ALT-PE data is
displayed in Figure 4.18. At the learner leveldstots were involved in motor engaged
activity 38% of the class period, motor appropriatee 35%, motor inappropriate time
2%, motor supporting time 1%, waiting 7%, interimé 17%, and cognitive time 37%.

Pupil level ALT-PE data for Jessica are displayeé#igure 4.19.

Jessica ALT-PE Context Level Data

Transitions

Background
10% 1%

Figure 4.18Jessica’s ALT-PE context level data.
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Jessica ALT-PE Learner Level Data
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Figure 4.19Jessica’s ALT-PE learner level data.

Jessica discussed at length her classroom managddeing this discussion she
estimated the amount of time her students spanbior activity. She stated, “We have
to take time during portions of our lessons...bwbuld say about 75(%).” Further,
Jessica described what was important about activiter class by stating “Not only do
we want them to be active but we want them to wstdad why they need to be active...”
Jessica touted the importance of motor activityrduher lessons, and she believed that
her students got a large amount of physical agtouiring her lessons. However, she also
believed that it was necessary for her studentmtierstand the importance of physical
activity. This confirmed her beliefs about the impace of life-long fitness, and her
responsibilities to her students. InterestinglgsiEa indicated that her class generally
had about 75% activity time, or at least she waesrgiting to get 75% activity time with
her students. Her ALT-PE data, however, revealedtterall amount of activity time

during her classes was one half this. Jessicaduekplained what actually happened
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during her class period: “You just saw it thereey¥lgot a lot of practice time, except
when they have to work in the affective domain.”

Jessica indicated that disciplinary problems cecive concerns may have
created a situation where the class did not getwash activity as they could have. She
described a well organized class for the researt{femell organized class is where)
They (students) are following directions, thereraalistractions.” She clearly had the
appropriate concepts of a well organized classidesried to minimize class disruption
by the integration of a life skills center. Thisais area where a child will go to work on
affective concerns that Jessica has identified. utieation of the life skills center
minimizes the amount of disruption to the enti@ssl When discussing her
responsibilities to her students she explaineadle=of life skills in her instruction:

Our job is to teach them these skills so they canthese skills now, and then

hopefully be able to use them later on in life. dreag them life skills is also very

important, kind of what to do when they are in agrtsituations in life.
Within her organizational structure she has a e¢ntte for affective concerns. These
behavioral concerns seemed to affect her studpraice time; however, the 37%
activity percentage she exhibited is above theamephysical education class in the
United States (Parker, 1989). Many researchers tliazassed the amount of movement
time that is considered appropriate for this lefetducation (Silverman, 1985; 1980,
Silverman et. al., 1991). Motor appropriate acyivime can be an indicator of student
learning Silverman, 1985; 1990; Ashy, Lee, and liag@d1988; Silverman, Divillier, &

Ramirez, 1991; Cousineau & Luke, 1990).
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When discussing lesson planning, Jessica provadedson plan that she
indicated that she modified from year to year. Mas confirmed when she discussed
how she planned her lesson from day to day. Shedsta

When we teach the lessons the first lesson typicathe same (from year to

year), but you don't want to teach the same thusgyeyear. We see the same

kids and they will say well were going to do thengathing we did last year. So

we hit the beginning skills and then you try to @uap with ways to practice and

teach. So they don't even know they are doingdah@egshing year after year.
Studies have shown that more experienced teadttsabt to write daily lesson plans
(Placek 1984). However, Jessica demonstrated tieatveote lesson plans on almost a
day to day schedule, and updated these lessonsylranto year. This was an indication
of Jessica’s commitment to student learning witien classes.

Jessica described perceived changes that hadreddarher classroom
environment as a result of the NBC process. Sheatetl that she believed no changes
had occurred as a result of the NBC process, lmibsheved that her practice had
changed as a result of the number of years thahathéeen teaching. Jessica explained,
“I think that if you are a good teacher you growuywvould never expect a first second
third or fourth year teacher to be as good as #ae gefore, because you grow as an
instructor.” Jessica clearly believed that herslasm environment had changed, but not
necessarily due to the NBC process.

Jessica's Attitudes and Dispositions towards the & Core Propositions
During interviews Jessica was probed about hdud#s and dispositions towards

the five core propositions of the NBPTS. She was@nted with a copy of the
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propositions and asked how her practice relategtbgositions. Her attitudes and
dispositions are presented below.

Proposition One: Teachers are committed to studentand their learning.
Jessica's commitment to her students was dematsiraboth interview data and
document analysis. Documents obtained by the relseafound that Jessica had in the
past been the assistant director for the USC Rdgemience and engineering fair. She
had served on the scientific review committee lier intel International Science and
Engineering Fair program and served on the mongocommittee for the South Carolina
Physical Education Assessment Program (SCPEAP)amdrhese activities clearly
indicated that Jessica’s interest and support degébveyond her gymnasium. She served
on committees that were outside of her area ofrtispeand promoted interdisciplinary
education. Finally, she served on the SCPEAP monga@ommittee, which was integral
to the assessment and implementation of the SCRiedgtam (SCPEAP, 2008). This
commitment was supported when Jessica discusseddpansibilities to her students.
She stated:

Our job is to teach them these skills so they canthese skills now, and then

hopefully be able to use them later on in life. dreag them life skills is also very

important, kind of what to do when they are in agrtsituations in life.
Jessica believed that it was her responsibilityive students lifelong skills. She
recognized that students will benefit from skilvdlpment and that her classes were
integral to that goal. These elements pointedtemeaher who was highly devoted to her

students and their learning.
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Proposition Two: Teachers know the subjects they é&h and how to teach

those subjects to studentslessica discussed students’ learning styles, xguidieed,

“We have to make sure that we can get those kigdggu their level. Also we have to

stay back and help the kids that are still learnBagme kids may have never had a tennis
racquet in their hands, and they need extra hégssica understood that there were many
different paces and styles of learning. She kneatsbme children had to be taught
differently than others. Yet another portion of position two Jessica's content
knowledge was supported by statements made by Sérate she indicated that Sarah
was good at certain content, and that they eaclpleonented each other. Further, during
task presentations Jessica gave excellent cuesdnataccurate, qualitative, and of the
appropriate number. This data lent itself to theeason that Jessica had a solid grasp of
content knowledge. Further, Jessica's ability &zhea diverse student population through
various types of teaching styles was discussedicieexplained “we know that the girls
usually learn quicker than the boys. And that esrdason we pair them up. And then for
social reasons, we have tried several differentswayget that to work.” Jessica realizes
that students learn in different fashions, andadtezed her practice in order to achieve
learning across the spectrum of her students. 8hm@dstrated that she knows the subject
she teaches, and knows how to reach her students.

Proposition Three: Teachers are responsible for maging and monitoring
students’ learning. Jessica demonstrated a high degree of organizaatien she was
observed. Her students were on-task for a majofiher classes. Students knew what to
do when they entered class and they were typie#tigntive to their teacher. Jessica

stated:
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They all need to be active the entire time; they'tdoeed to be waiting standing
in line waiting for turns. The more equipment yandave the more that they are
all working on-task the more they aren't waitingsoturn.
Jessica emphasized a high degree activity of dutessp. Further, she understood the
role of equipment needed for her students to remetine during her classes. Her
students generally came into the gym and went tjreecthe jump ropes that were
hanging on the wall throughout the gym. There vegreugh jump ropes for each of the
students in the class.

Jessica also provided a number of documents #mbdstrated her high degree
of organization. These documents illustrated alteawho planned all aspects of her
instruction. Documents provided included intergioary plans, fitness analysis, and
what Jessica called life skills. These document®wkared between Jessica’s and
Sarah's team teachers. They employed an interdggpegf discipline plan - they called
it life skills. They had a life skills center in vah students completed life skills plans.
Jessica explained:

Yes, you know you're always going to have certagblems. Some of the

students are always going to have some little probl We have the life skills

corner (discipline corner) and they have if thegrétrfollowing the rules they go
to the life skill station and if they go their thery to pick out which life skills

they are breaking and then decide how to remedgithation.

Jessica addressed discipline in her classes imaaiway. This allowed her to be able to
instruct her students in an affective fashion, @md discipline into a positive experience

for her students.
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The monitoring of student learning was encompabggatoposition three. A
teacher whose attitudes and dispositions are endioposition three would have
assessments that they use regularly in their ictstru Jessica stated:

We asses based on skill tests and our state stdée grade them on ... every

day they get a daily grade. We grade on them onwelvthey behaved, how

well they worked with each other, everyday. So weltt and skill tests, and we
give them a grade every day.”
Jessica actively assessed her students in theiedfelomain and she assessed
psychomotor objectives through skill tests.

Proposition Four: Teachers think systematically abat their practice and
learn from experience.Jessica discussed reflection and its role in hectjme. When
discussing reflection Jessica stated, “That (r&éflegractice) is a no brainer, you teach a
class and something didn't work you have to thiok what went wrong and what can |

do about it. | have to change something that gaiftg right.” Jessica used systematic
reflection; she thought about her practice and #itmred her learning environment based
on those reflections. Jessica further illustratéde'll even reflect out here when we are
right in the middle (of the lesson), we will tele@h other that we should have probably
done it differently, things like that.” Her refléah took place on her practice, after she
gave instruction, and reflection occurred in hexcpice while she was in her task
presentations and when students were motor engbigedttitudes and dispositions

clearly were in line with Proposition Four. Sheught systematically about her practice

and learned from her experiences.
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Jessica also described changes that came abauéesslt of the NBC process.
When asked if her instruction had changed, Jessatad “I try to think that | teach the
same as | did before and after the certificatiacess. | think that | might reflect more or
think more.” According to Jessica, her practice hatichanged as a result of the NBC
process, however, her reflection or “thinking” rddhnged.

Proposition Five: Teachers are members of learningommunities.
Participation in a learning community describesdhgity of a teacher to make
connections between disciplines in an effort to enakicher learning experience for their
students. Jessica shared a document entitled, Hireakiteracy through creative dance.”
This document demonstrated Jessica's devotionidalisciplinary education. She taught
literacy through the physical domain. Jessica &rrttescribed what she explained was “a
big collaboration.” This collaboration occurred thgr a social studies unit, “for our
fourth graders we do a day for their social studies.” Jessica described how she and
Sarah set up for these units by dressing up acoraing the gymnasium. Pictures from
one of these collaborative efforts were postedhensthool website. Jessica thus
endeavored to incorporate different disciplines imér practice.

When asked about parental involvement, whichkisyaelement of Proposition
Five, Jessica stated, “Our parents are very suppdrShe continued, “One year we had
a volleyball parent that didn't like the layoutrmfw we did our volleyball unit, and had
some input for us.” Jessica's student's parentsrané/ed in their learning experience,
and feel free to make suggestions, and complatuaever, overall Jessica reported that

they were supportive. This showed that Jessictitgdes and dispositions fell in line
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with Proposition Five, in that she was a memberasdpporting effort behind a learning
community in her school.
Jessica’s Sense of Teaching Efficacy
Jessica's sense of teaching efficacy was meaastiliethg the Teacher Efficacy
Scale (TES) (Gibson and Dembo, 1984). The TES wasrastered to Jessica during
both of her site visits. The TES consisted of @rteeven point Likert scale questions.
Nine of these questions assed Jessica's sensesohBRETeaching Efficacy (PTE), while
seven questions assed her sense of GTE. Jessieag@ TES results for PTE was 1.7,
which indicated high degree of agreement with Ph&acteristics. Her average GTE
results were 2.7, which indicated moderate agreemi¢im GTE statements. These results
indicate that Jessica had a higher sense of PTEOfhGTE.
These results were initially addressed when dgngsroficiency in instruction.
She explained her ability to reach students, ama¥erall feeling about her performance
as a physical educator. Jessica explained:
With us, I think that we are pretty level, | me&att| feel pretty comfortable
teaching everything. But Sarah has her, her qui#ghing ... her specialty, and |
have mine. So we can balance each other ... (weplement each other. | teach
the ones that I'm very comfortable with and Saeathes the stuff she is
comfortable with.
Jessica was confident in her ability to instruadaionally, to augment their
instructional repertoire she and Sarah relied @h @#her's strengths to increase their
teaching effectiveness. Jessica was proficiergnnis, however, she had weaker content

knowledge in gymnastics. She indicated that shecwagortable any content area,

182



however, she preferred allowing Sarah to teachecdmt which she wasn't as proficient.
Jessica was comfortable with instructional contieat,she used available resources
(Sarah) to improve instruction for her students.

Further, Jessica was questioned about her gaearding efficacy. She was
asked how parents of her students affected thzyabiilstudents to learn. Jessica
answered:

Well it's according to where the child comes frémmean, upper middle class

students their learning is affected by their pagdrgcause they have them in

soccer they have them in baseball or they have theéemnis ... so their skill level

is a lot higher, than children that their parerda'tlexpose them to that ... So you

know it effects our teaching because we, well gsitt really affect our teaching
but we have to compensate for that you know likin whie kids that are more
skilled.
Jessica believed that the home environment didtathe student’s ability to learn in her
class. Her perspective on this was that studertigyimer SES environments were exposed
to different content and as a result they wouldnoee able to achieve a high degree of
success.

However, when Jessica was asked if a student's leowironment affected the
ability of a student to learn, she answered, “Yaow where | see it effecting them
mostly is socially.” Sarah: “if the kids can getiad) and listen we can teach them
anything” Jessica: “And we stress that we worklygadrd on that.” Jessica believed that
both the home environment and the parents of sta@dfected the ability of her students

to learn. She also said that there were stratéigggsould be employed to encourage
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learning for every child. These results reinfortieel TES data that indicated that Jessica
had a moderate agreement with GTE statementsn8leated that some outside
influences do affect the ability of students tatedowever, she contended that these
influences could be countered.

Jessica was further questioned about her higheaget with PTE. She was asked
to respond to the following statement, “Some stiglane simply unreachable.” Jessica
responded, “I think it also depends on the debinitof reachable. | mean we have some
problem children, that I think we have reached themthat doesn't mean they aren't still
problems in the classroom.”

The researcher asked Jessica to respond to tkenstat, “Some students are
simply un-teachable.” Jessica clarified, “I domibl | think that that isn't true.” Jessica
said that all students can learn, and she belignagshe can reach every child, even the
most difficult students. To further question hemszof PTE, she was asked to discuss
strategies she employed to deal with difficult stuig. Jessica explained:

First of all when a student comes in and they #feult you have to figure them

out. | just know that | can do it. Where | don'néont, but | have to be strict and

strong with them. Then again you don't give uplemnt and ignore them either.
Jessica believed that she could reach every a@hikeh the most difficult child. She
emphasizes the behavior management of her classiidase results, in conjunction
with TES results, pointed to a teacher who hadjh bense of PTE.

When discussing the possibility that the NBC psschad augmented her feelings

towards student learning. Jessica responded:
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No, with me going through National Boards | neviearmged, | don't think |

changed anything that | already did. | mean it ghadoresight, and it broadened

our reflection and we saw things better. We did, that not as far as National

Boards.
Jessica indicated no perceived changes as a ot NBC process. She simply
explained that other parts of her practice changether sense of efficacy - how
students learn, how she can effect it, how teadte@rsaffect student learning - didn’t
change from before she achieved NBC.
Jessica and a Community of Practice

Communities of practice are characterized by hiheet key components of mutual
engagement, shared repertoire, and joint enterfNsmger, 1998). While it is difficult
to conclusively determine whether a professional msember of a CoP, this investigation
attempted to determine if Jessica demonstratetd traire that consistent.

Mutual engagement.Mutual engagement played an important role in dassi
NBC experience. Jessica, however, had a signifimanaunt of engagement with her
team teacher who also was a NBCPET. Together tb#ydescribed unique mutual
engagement that benefited their practice. Jessmarted, “We have the online
newspaper that comes from the National Boardsitdmemplishmenthat | check almost
every day.” Her reading of this online newspapeat keer updated on news about the
NBPTS. In addition, when she was asked if she nmedtanyone she responded, “we are
helping a guy starting right now, but not formalg have so much on our plate.” She
assisted another teacher going through the NBGepsod his form of mutual

engagement supports the dissemination of critazdktwithin the NBPTS certification
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process. Jessica further illustrated her engagewiémimembers of the physical
education community by means of the state leveleotion. Jessica stated:

We had one person e-mail us with an outline of $bmg she had gotten from

one of our SCAPHERD presentations. It kind of a#tl or highlighted some of

the areas that we should cover, and it was es#igraimout the SCAPHERD
assessment.
Again, Jessica had independent engagement with ptbiessionals, an engagement that
began with the intention of expressing ideas ahout to better practice.

One of Jessica’s and Sarah's presentations wileeéfQuality Educational
Gymnastics in Elementary School.” The topics disedswvas techniques for effectively
developing a specific type of learning experieridee tools that were discussed were
developed by two NBCPETs and could be consideredop#heir tool box, which they
attempted to disseminate by means of mutual engagfesh a state conference. This
communication was personal and direct. This typewtiual engagement functioned to
improve both Jessica's practice as well as thtteofeachers who engaged with her.

Jessica indicated that during the certificatioocpss there were several forms of
mutual engagement that were “very important” ta I&¢re described meetings that were
held and sponsored by the NBPTS. She stated “Hreriational Board itself, we had
two workshops, with the district sponsor.” Thesekgbops functioned to connect
Jessica to other NBCPETS, which allowed her todpeged to their practices and
subsequently successfully complete certificati@ssita also described other state-level

meetings that were not specifically for physicaleators, however, they functioned as an
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NBCPET, meeting place because of the large numitddB&PETS in her district and in
the state. Jessica explained:

We really don't have too much contact with otheardacertified teachers, except

at our state meetings, where almost all of thedwati Board teachers get

together. When we are around our fellow colleagueise district, most of them
are National Board certified, so we just collabenaith them then, but it is
informal we will just be sitting around the tabllepse type of things.
Again, Jessica demonstrated her willingness togsmgamutual dialogue with other
NBCPETs. Her engagement included informal mentositate conference presentations,
NBC process meetings, and meetings at state cowfeseClearly Jessica had taken part
in various forms of mutual engagement during aner dhe NBC process.

Shared repertoire. A shared repertoire reflects goals and practicasate
common throughout a CoP. These shared practicesittte@ what could be considered a
communal toolbox. This communal toolbox is devetbfrem mutual engagement, and
helps define the community’s joint enterprise.

To fully understand if Jessica has a shared repemvith other members of the
NBCPET community, an investigation would need tteagively evaluate practices of
many of the members of a CoP. For this reasonicdssitilization of a shared repertoire
is far from conclusive. However, Jessica and Saatk closely together, and described
working through problems jointly. While working thugh instructional issues in a joint
manner they were able to develop some tools thet wa@laborative in nature. These
tools could be considered a type of shared reperthicould be inferred that because

Jessica and Sarah worked in such close proximaty tise shared repertoire in a smaller
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context than other members of the community. Trepat need to reach as far out as
other teachers because they have a colleaguehrckge proximity who shares a point
of view regarding instruction. This was evidencedheir cooperative presentation at the
state level wherein they presented tools that tiaelydeveloped in their practice. Through
her presentation, combined with a question and ansession, Jessica was conceptually
participating in the development of a shared rejpert

Joint enterprise. Joint enterprise is the final element of CoP. Aja@nterprise
within a NBCPETSs’ CoP is physical education. Rodg@000) emphasized the
importance of reflection in the process of a j@nterprise. This process of reflection
allowed the community to expand beyond its origoh@inain through negotiation of
tasks that were inherent to the practice. The m&igolt learning that takes place in a CoP
is achieved through reflection and eventual muénmgiagement within the community.
This mutual engagement leads to the developmedteaentual implementation of, a
shared repertoire and a communal tool box. Refladt a key element in a joint
enterprise, and consequently key to the developofeatCoP.

As previously discussed, Jessica thought reflestias a “no brainer.” She
believed that it was her responsibility to her picgc Further her use of reflective
practice was implemented in an effort to hone hseipline. She worked out what was
ineffective, replacing it with other strategiesaim effort to identify a strategy that may
have worked better. Once she had a strategy th&edoshe implemented it on a more
permanent basis. This permanent tool became padrakpertoire, she then shared this
repertoire with other professionals, making it arel repertoire. Finally, this buildup of

communal tools expanded the original disciplinet taoriginal boundaries.
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Summary. Jessica demonstrated traits that were being densiwith a member
of a CoP. However, her sense of CoP was impactdrwtbglose collaboration and
working relationship with another NBCPET, Sarahpwias also a participant in this
study. Jessica demonstrated various forms of metughgement. These forms of mutual
engagement were through presentations at stateremaces, and informal mentoring of
candidates in the NBC process. Further, a joirgrpnise was fostered in her practice
through a rich application of reflective practicEmally, she demonstrated a shared
repertoire through collaborative efforts with SarAtditionally, her dissemination of
tools developed in her practice, through presemtatiillustrated her development of
shared tools. Data regarding traits Jessica demapedtthat were consistent with being a
member of a CoP, are illustrated in Figure 4.20er@N, data illustrated that Jessica had
many traits that were consistent with the negatratf learning through collaborative

efforts that are inherent to a CoP.
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Figure 4.20Jessica and a CoP.
Sarah

Sarah teaches in Powers School District, her sahaslknown as Lando
Elementary. Jessica also teaches in Lando Elenyem$asuch relevant school
demographics have been provided in Jessica’s predection. Other information that is
specific to Sarah is provided in the following sewt
Sarah's Demographic and Immediate Work Environment

Sarah was a Caucasian female, who graduated fretdriversity of North
Carolina at Greensboro where she majored in phiytsieeapy. She explained in
interviews that at UNC there were several tracks ¢ime could take when entering the
program. One of these tracks would be towards wgrigith children and could be

turned into a physical education major. Eventualhg found that she loved working
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with children and had a desire to become a physidatation teacher. At this point she
switched her major to physical education. Whenudismg her practice she emphasized
the importance of fitness and getting the studeraging. Sarah genuinely seemed to
have a concern with her students becoming lifeloogers. She taught at Lando
Elementary for twenty one years.

Lando Elementary was clean and neatly decorateelsthools administrator was
welcoming, and gave the investigator a tour ofdtigool prior to the school day. The
gymnasium was decorated in the same fashion asshef the school. The walls were
elaborately decorated, there were posters on ths,waad equipment neatly organized
throughout the room. State P.E. standards, wortlseoday, disciplinary rubrics, and
messages for the week were all spread all throughewgym. Students in Lando
Elementary had physical education twice a weelalshad never formally coached any
sport, the only “coaching,” she indicated was vadning in intramural sports. She
became a NBCPET in 2008, and passed on her fieshpt.

Sarah taught with another NBC teacher, and thesesraoffice. Jessica who was
also a participant in this study, had taught wisna® for the past twenty years. Sarah had
a dominant personality in the gymnasium. Duringfitg site visit three gymnastics
lessons that Sarah instructed were observed. The=lesson, allowed the researcher to
systematically observe Sarah’s task presentatimgiise QMTPS instrument. However
upon the second site visit, Sarah had little otasi presentations. During this team
taught lesson, Sarah provided interdisciplinaryrutdion at the beginning and at the end
of each of the lessons. However, she provided slofgeesentation, only direct student

feedback during the second series of site vishie.dd, however, provided feedback to
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Jessica in the middle of the lesson in front ofghuelents. Sarah even displayed this
dominance during the interviews that took place.
Sarah's Task Presentations

Sarah's task presentations were evaluated uglttie QMTPS instrument. The
QMTPS was used during the course of three of lssoles from the first site visit. This
instrument was only used on three of her classesuse during one of the site visits she
provided most of the interdisciplinary content floe lesson, while Jessica provided all of
the task presentations. Sarah's QMTPS scores fdessons were 90, 74 and 83, with an
average QMTPS result of 82.7. Gusthart, Kelly, &kam (1995) determined that
teachers scoring above 55 on the QMTPS impartee tearning than teachers which
scored lower than this baseline score. These sasdicated that Sarah was able to
influence student achievement in her classes. SAAUTPS results are illustrated below

in Figure 4.21. These results point to a teach#r am excellent task presentation.

Sarah QMTPS Scores
100.00 20 88

90.00 B3 14 B2.76 Gusthart,

80.00 74.28 Eelly, &
(Grzham,

70.00 T

60.00

50.00 Estzblished
35/100
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30.00

20.00

10.00

0.00 . . . .
OMTPS 1 QmMTPS 2 OMTPS 3 Average

Figure 4.21Sarah’s QMTPS scores.
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Providing students with proper learning cues wssetial to Sarah’s practice.
The utilization of proper cues, qualitative cued appropriate number of cues were
essential to quality task presentation. On the walarah and Jessica's gymnasium were
printed critical cues for several fundamental mogets. Further, Sarah incorporated
critical elements into her task presentations. &legical elements allowed Sarah to set
these cues as major a part of her lessons. Sadakeanica worked cooperatively in the
gymnasium, and this spread over into their lessanning. They used identical lesson
planning that they believed promoted continuityhiair practice. Sarah stated, “I think
that we complement each other in a way that makesy even.” She indicated that her
instruction, in cooperation with Jessica's, maderstruction better.

Clarity of instruction was as important as theteahthat was being disseminated.
Sarah discussed her ability to achieve clarity, thiedndications that she had achieved
clarity. Sarah described how she had achievedylari

When you can see the kids understand, the ligmeamn, and they can help each

other. You know you can see it. We tell them ad time, we don't have to give

you a test, we can see within thirty seconds, if yoderstand it.
In addition, Sarah was asked if she generally aeldelarity. She reported, “Normally
yes and if we don't then we reflect.” Sarah wathrprobed about the feedback that she
provided to her students during instruction. Slagest

| really try to do and be conscious of, when | fimgiself being too general. You

know general feedback is good but if | get morec#methat's better, and | really

do consciously try to do that. The corrective fesk) I'm generally pretty good
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about giving that but for the specific feedbackloepwith cognitive, | tend to get

to general about that.

Sarah said that she tried to provide specific faeklas much as possible. She also
attempted to limit her general feedback, and simsa@ously attempted to make her
feedback specific as much as possible. Specifigreammt feedback was also important to
the concept of task presentations, teachers withlient task presentation typically will
have good specific congruent feedback. This isajribe reasons Werner & Rink (1986)
included this construct in the QMTPS instrument.

Sarah's content knowledge was essential to hditygtask presentation. She was
probed about the extent to which her content kndgdewas appropriate for the
developmental level of her instruction. Sarah ezl

| really had a great background at Greensboro (&fsity of NC) with Kate

Barrett and Judy Rink so | came really from the emoent education. That

framework really fits my personality, because ite me such freedom within the

structure. So | really felt comfortable with th@ihere are certain sports skills that

I might not be (as effective in) like soccer mayibat, for elementary school |

think that we are pretty much OK.

Sarah was confident in her content knowledge. 8hibwted this to some of the experts
in the field of physical education who mentoredhé@r education.

When Sarah was prompted to discuss any percehaatges that had occurred in
her practice as a result of the NBC process shedstaVhat we are teaching hasn't

changed, you know my self-esteem | think that wasrgortant change.” Sarah had not
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changed her task presentation as a result of tHé piBcess, however she believed that
her self esteem had improved as a result of theegso
Sarah's Use of Class Time

Time management was quantified for this studyheyuse of the ALT-PE
instrument that allowed a close scrutiny of howaBar students spent their time in P.E.
As far as the contextual nature of Sarah's timeagement, the ALT-PE instrument
revealed Sarah's students were involved in slkaitiice 41%, management time 20%,
warm-up 3%, Skill practice 41% and technique wak2of the time. ALT-PE data for
Sarah is displayed below in Figure 4.22. At therealevel, students were involved in
Motor engaged activity 37% of the class period,anappropriate time 32%, motor
inappropriate time 5%, interim time 20%, off-tagitiaty 2% and cognitive time 36%.

Learner level ALT-PE data is displayed below inufey4.23.

Sarah ALT-PE Context Level Data

Warm-up
3%

Background
10%

Figure 4.22Sarah’s ALT-PE context level data.
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Sarah ALT-PE Learner Level Data

Maotor
Inappropriate

5%
Motor f_,,_'u'l.-'aiting
Appropriate 5%
32% Off-task
2%

Figure 4.23Sarah’s ALT-PE learner level data.
Interviews and document analyses were used infart & triangulate and confirm data
that was observed utilizing the ALT-PE instrument.
The organization of a learning environment staith quality time management.
Sarah discussed her time management, and orgamiz8tie explained:
No matter what it's got to have that structure.réleas to be that structure, there
has to be those boundaries, they have to know,itaeg to know what the
expectations are for safety and getting along witl another and sharing
equipment. When we use gymnastics, you don't sihatspot you move through
the room you are making discussions all the tirbepaiwhere to go what to do. |
know how to do that, what speed to go at whereoto g
Structure was important in her learning environmehé believed that a structured
environment was the only way that a teacher coffiétt®vely reach students. Sarah
stated, “I really do set the structure and the dauies and the critical components but

after that there is freedom within to go your way &xplore.” Further, Sarah discussed
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the benefits of her and Jessica's team teachimgwdh complementary of the
collaborative nature of their team teaching:
| set boundaries, and we have structure, She's theranalytical, the whole part
whole, step by step kind of thing. | think thatstis why we make a good team,
because sometimes, | can see too many ways to tet same point, it is too
mish mashed. So it kind of balances it's self out.
Sarah and Jessica balanced each other's pradtiege Teachers team taught and as a
result were able to promote several effective teachtrategies. Sarah discussed the role
of affective concerns in her daily lessons. Shdagmpd:
In the class we actually have to set up the equipreued take it down every time
because | feel like that whole responsibility thia@ll part of the class. And so
they can put away all of the equipment. The scheabrd is 38 seconds yeah,
without anyone telling them anything. No one rumnino one talking, and all
working together.
Affective concerns were a major part of Sarahégfice. This was confirmed by Jessica's
data that indicated the affective domain was a n@acern of her practice as well.
Sarah indicated that a reason for her organizatmsto promote student learning: “We
don't believe in throwing the ball out, if we atdeaching then we aren't doing our jobs.”
These two elements combined to promote the amdunbtor appropriate activity time
in Sarah's ALT-PE data. She further illustrated tie of thinking when she described a
well organized class. Sarah stated, “They are @uidton-task. Everything they do they
are thinking through. They understand the critactahponents of what we are doing.

They are evaluating themselves. They are evaluatie other. There is no talking they
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are following directions.” Sarah demonstrated dta believed in a high degree of
organization, in conjunction with a high degreeofitent development which promoted
the most optimal learning environment.

Sarah discussed the amount of activity time hetesits get during the course of
each of their lessons. Sarah stated:

It's probably, if we counted it, it's probably ras much as we think it is. | know

it's not as much as | want it to be. You know | Vdolove for it to be ninety

percent, but realistically; a good estimate wowddsbventy five percent.
Her actual amount of motor activity time per class 37%. The researcher speculated
that the lower motor activity time was related & hffective concerns. She detailed her
concerns, “As much (motor activity) as possible drsgems more as the unit goes on.
There is a little bit less (motor activity) in tbeginning, where there is more direct
instruction and as the lesson goes on...” She mqudahat the beginning of units may
have an effect on the amount of time that her stisdgpend in motor activity. On one of
the days of observation, it was the first day stiaction for a unit, which no doubt
affected the amount of actual motor activity tirhattthe students received.

Sarah discussed classroom management practicdsathahanged as a result of
the NBC process. Sarah indicated:

The major thing that we have changed recently Wasthools positive action

plan and then we started the grading, we realizathe could grade them on

(National Association for Sport and Physical Edisma{NASPE)) standard five

every day ..we were talking to another National Board certifiedcher when we

discovered that.
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Sarah’s student assessment thus changed as aofeh@ltNBC process. She assessed on
a daily basis based on NASPE standard five thafféstive in nature. These affective
concerns directly affected classroom managemenatWhs more important about this
guote was that they made these changes as aokdidtussions with another NBCPET.
This form of mutual engagement changed their pracliechnically this would be
considered a shared repertoire.
Sarah's Attitudes and Dispositions towards the Fiv€ore propositions
During interviews Sarah was asked to describe thiéudes and dispositions
towards the five core propositions. She was preskewith a copy of the propositions and
asked how her practice related the propositions attéudes and dispositions are
presented below.
Proposition One: Teachers are committed to studentand their learning.
Sarah was able to demonstrate her commitment tethdents through her description of
her responsibilities to her students. She stated:
My responsibilities to the students are on a ldifierent levels. One is of course
the teaching of movement. The teaching them todtkeibat whatever they do so
they can decide whether or not they want to puitsiager in life. I like to teach
that in a way that gives the responsibility to thémbecome responsible people
in a way become responsible citizens.
Sarah demonstrated that she has a responsibilifiyécher students a sense of learned
movement, and an enjoyment of moving. This commitmes an effort to create
healthy future adults. Further, she wanted heresttgdto be productive, responsible

citizens. Sarah again illustrated her devotiondondtudents’ learning when discussing

199



her lack of coaching. She explained, “l wasn't eeatly interested in winning or losing,
more of the process of learning rather than thepstgitive side of sport.” She was
devoted to her students’ learning and to creatsgectful citizens. This was also
reflected in her and Jessica's usage of the lifis slenter in that she had students learn
from their misbehavior.

Proposition Two: Teachers know the subjects they &h and how to teach
those subjects to studentDuring QMTPS observations it became apparent thedts
had a good grasp on the content she was teachstgpuld be noted that QMTPS data
could only be collected during the first seriesité visits because during the second
series her role in the class period was conceuti@tanterdisciplinary portions of the
lesson. Therefore, assessment of her task presenta the QMTPS was not possible
during the second series of site visits. Howevesgovations demonstrated that Sarah
had a firm grasp of the content she was develo@agah discussed her content
knowledge:

There are certain sports skills that | might no{deeffective in) like soccer

maybe, but for elementary school | think that we pretty much OK. | learned a

lot as | went along, through being involved withtd?éNVerner in gymnastics and

Bob Smith from England coming over. | think thaielementary skill setting I'm

pretty confident for elementary.

Sarah was instructed by several highly regardetépsionals within the field, and this
seemed to provide validation of her content knogtedrurther, she has been involved
with the creation of textbooks within the field whiseemed to give her a sense of

validation of her content knowledge. However, stiemawledged some content
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deficiencies, “I can teach tennis but, you knowaiuld be a 5 (out of 10) she (Jessica)
can teach it at a 9 (out of 10).” Though she ackadged these content deficiencies, she
and Jessica recognized that they complementedatiaehwell, filling in the content

gaps of each other's instruction and creating teibketarning environment for their
students through their combined content knowledgssica concluded, “Sarah can teach
gymnastics very well, so we have a great compleangmelationship, but | might give
myself a tennis score of 10 (out of 10)".

Sarah's QMTPS results indicated she was a teadiewas able to provide
quality task presentations. Further, she felt sitedn excellent grasp on content
knowledge. However, though Sarah never discussei@sts’ learning styles, she did
extensively discuss interdisciplinary collaboratmminstruction. This flexibility in
instruction indicated a teacher who had a dispmsitbwards teaching to different
learning styles. The combination of interdisciptynaducation, her confidence in content
knowledge, and her high QMTPS scores, pointedtéaeher whose attitudes and
dispositions aligned with the key elements of psipaon two.

Proposition Three: Teachers are responsible for maging and monitoring
students’ learning. Sarah’s ALT-PE scores showed her as a highly azgdrteacher.

Her management time was minimal, while her motq@rapriate activity was high.
Sarah'’s strong organizational skills were notedridpiobservations. Sarah team taught
with Jessica, and as a team they had set speadiis for their classes. These rules were
posted on their gymnasium wall. When students edrito class, they knew exactly what
the first activity was to be. During the site \#s8arah's students came in and went

directly to jump ropes that were hung on the wattsund the gym. Sarah and Jessica
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used music as a management tool, which workedwitlitheir classes. Sarah described,
“A well organized class is one where everyone comesd they know exactly what is
expected and they take care of it themselveself ttave questions, they ask.” Sarah
described her beliefs about management and steu@ue stated:
No matter what it's got to have that structure.réleas to be that structure, there
has to be those boundaries, they have to know, y.hithee to know what the
expectations are for safety and getting along wité another and sharing
equipment. When we use gymnastics, you don't sihatspot you move through
the room you are making discussions all the tirbepyawhere to go what to do. |
know how to do that, what speed to go at whereoto g
This structure lent itself to management that heehlbshown by ALT-PE data and
observations to be well executed. Management ehehier’s learning environment is
only a part of proposition three. Monitoring of dé&unt learning is a necessary tenant of
proposition three. Sarah indicated that she asdes$gdents through the utilization of
skill testing. Sarah stated, “All of our skill tesare based on the state assessments, and
that really allows us to hone in on that monitorirder skill assessment is the
standardized South Carolina Physical Education $sseent data sheet. Sarah through
her belief in structure and a monitoring systen #llawed concrete assessment
demonstrated that her attitudes and dispositioms wdine with the spirit of proposition
three.
Proposition Four: Teachers think systematically abat their practice and

learn from experience.Reflection and the ability to reflect on one’sgiree was a key
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aspect of the NBC process. Reflection seemed toglarge part in Sarah's practice. In a
discussion about reflective practices, Sarah enpthi

| think that's (reflection is) one way, (I do) irtk that this is how we get better. A

lot of other PE teachers are just by themselvethaltime, so | think that for them

it is even more important. I've always reflectelale always had a really hard
time writing a unit plan and then pulling it outethext year and using it like a lot
of teachers do. In fact, | don't even know whereaare because | will be
starting over. | keep thinking | did this last yeahy can't | just pull it out. | just
cannot do it. I do think that the National Boardmforced that, and helped me
make that more concrete, more structured.
Sarah found it necessary to reflect on her practidjust her lessons, present those
lessons, and then reflect on them again. This fafrmeflection allowed Sarah's practice
to be honed, this improvement provided her studeritsquality instruction. If she were
to take part in mutual engagement with other teiagiste would have been able to
establish a shared repertoire which then couldtiizad by other community members.
Thus this shared repertoire functions as a comntoo#dox. Reflection is the beginning
of the establishment of a CoP.

Sarah indicated that her reflection had changexdrasult of the NBC process.
Though Sarah always reflected yet the NBC procespehed this reflection. Sarah
stated:

| didn't change a lot of what | was doing, and whgnt it (NBC) on the first

time, it really was a validation. Not that it waessg, | worked hard, but also |
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think that it did help me with the whole reflectitmnng. | think that it really

helped me with the reflection, and I think it h&epened my reflection.

Through the NBC process Sarah learned to reflemtitater practice in a more productive
manner. She indicated that deepening of her réflettad added to her practice.

Finally, Sarah discussed Jessica’s and her reféeptactices and how they had
affected their team teaching. Sarah stated, “ktkiat it helped me reflect on that more. |
use a lot more reflective processes. | think thetieally cool with us (Sarah and Jessica)
being together, we could talk about that togeth&hé NBC process strengthened her
reflective practice, and it strengthened her réfdacwith Jessica. This reflective practice
was central to the concept of proposition four aBar attitudes and dispositions aligned
with the spirit of proposition four.

Proposition Five: Teachers are members of learningommunities.

Proposition five encourages the use of collaboegbractices. This proposition uses the
building of bridges between disciplines in an gftorcreate enriched learning experience
that reinforce the individual disciplines. Saradigated that she used collaboration
within her school. She stated:

As far as within in our school, we have acces$éir t(classroom teachers)

standards and we touch base with teachers infoynfak instance we have third

grade teacher teaching force and motion. Also,rwetcoordinate with the

second grade, they are big into step counting.demee unit we actually did

some literacy this year. That's the focus of thele/district, and so one of our

goals, evaluation goals this year is that we walldvaluated on literacy. We do

that through our dance unit, and that's when wa kb of the collaboration.
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The use of interdisciplinary education within Sasgiractice was illustrated by her
development of a creative dance and literacy au@aicrhe implementation of such a
curriculum indicated a high degree of collaboratiathin her school. She had worked to
bridge gaps in disciplines, and created an inteiglisary collaborative effort in her
physical education setting. A final piece of prdgios five is the incorporation of parents
into the learning experience. Sarah was askedéahad any input on lesson creation.
Sarah stated, “Maybe a long time ago when we dtested teaching, but now they look at
us like we know what we are doing.” Sarah seemeuh ap parents’ input, however, her
parents had not traditionally wanted to have irgruher practice. However, Jessica also
described a time when parents had commented ogyh@rasium setup, however as time
went on both Sarah and Jessica believed that theathieved some prestige, and they
were generally left alone in the gymnasium. Ovefgdirah's attitudes and dispositions
seemed to embody proposition five.
Sarah’s Sense of Teaching Efficacy

Sarah’s sense of teaching efficacy was measunédgdooth of her field
observations utilizing the Teaching Efficacy Sq@IES), developed by Gibson and
Dembo (1984). Sarah's TES score for PTE was 2tintimated a high sense of PTE.
Sarah's sense of GTE was 2.0, indicating a highegegf agreement with both general
and personal teaching efficacy.

Sarah demonstrated a high sense of teaching @ffibawever, her sense of
teaching efficacy was not isolated to her TES tes@he demonstrated a confidence in

her teaching throughout the interviews as wellaBaliscussed her abilities as an
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instructor which played heavily into a teacher'sseof PTE (Gibson & Dembo, 1984,
Woolfolk & Hoy, 1990). Sarah stated:

If we threw out kindergarten... Kindergarten ietpy difficult on kindergarten, |
would say | give myself a 2 (on teaching efficady)t overall, | would say that if
| was teaching dance or gymnastics | would probghlg myself maybe a 9, |
know that that's pretty high but | know that | ¢aach those things...

She believed that she was effective as an instruatal her effectiveness was
contextually based upon the content she was delyeBarah routinely team taught with
Jessica. When she discussed her ability to tearh te#h Jessica, she mentioned her
tennis abilities, “I can teach tennis but, you knbwould be a 5 she (Jessica) can teach it
at a 9... | think that we complement each other way that makes it very even.” Sarah
believes in her ability however she also recognizedweaknesses. In this case she
delegated instruction to the person who may instrast. Jessica was a tennis player in
college and as such she had greater content kngevtedn Sarah. In this case she
delegated this instruction to Jessica. When disegdger content knowledge Sarah
indicated that she had a great ability to teachrggstics. When talking about this content
knowledge, Sarah explained:
There are certain sports skills that I might no{deffective in) like soccer
maybe, but for elementary school | think that we pretty much OK. | learned a
lot as | went along, through being involved withtd?éNVerner in gymnastics and
Bob Smith from England coming over. | think thaielementary skill setting I'm

pretty confident for elementary.
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Sarah had a grasp on content knowledge, and imimef if she had a good grasp on
content knowledge then she could have ability &zhhestudents. What was interesting
was the dynamic between Sarah and Jessica. Theg o#l each other to present the best
instruction.
Sarah described what she believed the affecudesit’s home environment was
on their ability to learn. This description hadensdnce for GTE. Sarah stated:
If the kids can get along and listen we can tehelmtanything. The other part
you know we can differentiate instruction and dlthat but when a kid does not
know how to get along with each other, that islmggest trouble. That is where
their family really comes into play for us... Thaildy to listen the ability to get
along with other people, the ability to cooperatenportant.
Sarah believed that students could be taught, teatdftthey were able to function
affectively within their class they could learn #mpg. Sarah discussed what was
perceived to be an unreachable student. When s@whed about her response to the
unreachable child, Sarah responded:
I think if they are completely unreachable theydhe®ebe in a special program. If
they are that bad they don't need to be in pubhosls. We should be able to
reach every kid that is enrolled in the public ssthbmean nobody reaches those
kids without some specialized training.
It can be concluded that Sarah believed that esl@itgt can learn. She didn't think that
even the “unreachable child” was unreachable. Hve teacher was not Sarah, she
believed that an effective learning strategy eXstevery student within the educational

system.
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Sarah discussed changes that she believed cameaaba result of the NBC
process. When talking about changes, Sarah stated:

| think with the National Board, what was differemas that it made me feel good

about what | was doing, maybe a validation. Espigcance | did not change a

lot of what | was doing. And when | got it on thest time, it really was a

validation.

She indicated that she had no change in effidamyever this statement would indicate
that through her increased sense of validationpsgnghave felt she was more effective
because the process validated practices that sti@meed to use. This thought was
confirmed later in interviews, when Sarah indicatédwas just a piece that allowed me
to feel good about what | am doing.” Sarah felt tier practices were good as a result of
her NBC process.

Sarah and a Community of Practice

Wenger (1998) illustrates that a CoP has threesk@yents: mutual engagement,
shared repertoire, and a joint enterprise. In ofoleBarah to be considered a member of
a CoP it was necessary that she demonstrate fdrthese three elements. The following
section outlines aspects of Sarah's practice ttherdall in line with CoPT, or exclude
Sarah from such a community.

Mutual engagement Sarah discussed some mutual engagement that shathas
other teachers specifically with NBCPETs. Much ef mutual engagement took place in
conjunction with Jessica. She discussed unoffra@htoring with other teachers,
specifically teachers who were going through theCNBocess. Sarah explained,

“Occasionally we will help, maybe not National Bdaeachers but teachers that are
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attempting to become National Board.” On anotheaemn Sarah spoke of her
involvement informally mentoring teachers goingotigh the NBC process. She stated,
“We are helping a guy starting right now, but nmtnfially since we have so much on our
plate.” Sarah has direct contact with other teaxhdro are going through the NBC
process. This mutual engagement allowed a shapedtoére to develop between Sarah
and her mentee that gave her protégé a better elvdpassing the certification process.
Sarah described mutual engagement with other NBGPEVe realized that we could
grade them on standard five every day, which wasrnwie were talking to another
National Board certified teacher when we did th@tviously mutual engagement
between Sarah and other NBCPETSs had affected hetige.

Additionally, the NBPTS promoted some mutual ermgagnt through district-
wide meetings. Sarah described these district mgetiOne of them (NBC meetings)
was just the big picture, you know about the fivegositions and then the other was
about each one of the things and how to write th&me NBC had contact with Sarah on
two separate occasions. These meetings facilitagttiods of writing, and the overall
goals of the NBC process. Sarah described thisdfpautual engagement as essential to
her success in the NBPTS. She also indicated tigatvas part of programs that
functioned as mutual engagement at the state I8aeah and Jessica presented at the
South Carolina state physical education conferehlge title of their presentation was
“Quality Educational Gymnastics in Elementary sdliid®arah promoted mutual
engagement in an effort to improve educational ggstios within the elementary school.
Sarah discussed her presentations, when she stat@dk that it (state presentation) is

our responsibility to help the profession. | melaak is why you are here. That's why we
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present. That's why we have sat on assessment t@®stii She believed that it was her
responsibility to present and disseminate inforarato the wider physical education
community. She did this by informally mentoringdkars going through the NBC
process, presenting at state conferences, anthsiiti the state assessment committee for
physical education.

Sarah and Jessica engaged in a unique type oaharigagement. Sarah
discussed how they work through problems duringsga:

You'll see us say things to each other during tidglla of a class. Just like when |

had them doing the slap. | would say and maybee®eel to do the slap, and just

reflect, that's reflective because I'm determinfrigey got it the first time.

Concrete experience, that's what we do. That igypmeuch what we do... And we

learn different ways too. That is why I like to seleere I'm going. And so | may

have her in the middle of the class show me wherg &re going.
Sarah and Jessica collaborated, often during dag#g observations it became
apparent that Sarah and Jessica discussed whagywpsning in each of the classes
while the classes were in progress. Further, leptors, curricular plans, and documents
gathered during the course of this investigatiahdated that Sarah and Jessica
collaborated on many of the documents that werengiss to their overall practice. This
indicated key mutual engagement between Sarahemsitd that was targeted toward
optimal student learning.

The mutual engagement in which Sarah participatbeth formal and informal,

it took place at the state and local level, and émgagement is between Sarah and other
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teachers at a personal level. She believed thaepteg and disseminating information
throughout the larger physical education commusityer responsibility to the discipline.

Shared repertoire. The NBPTS standards and five core propositioasagrart of
the shared repertoire of the NBC teachers (Coskida&e, 2008). The five core
propositions function as a shared repertoire batvidi2C candidates. These teachers
must meet these propositions in order to completéfication. Shared tools are
necessary to successfully complete the NBC process.

Through mutual engagement that Sarah discussedleshonstrated that there
was a shared repertoire that was exchanged. Tbimage of shared repertoire was held
both during the NBC process as well as post prodeshkared repertoire constitutes a
communal tool box. This communal toolbox gave tlemers of a CoP a selection of
appropriate tools to be used in their specific exts. Sarah discussed several such
communal tools that had been developed, throughimhehgagement which occurred.

Joint enterprise. Wenger (1998) defines the domain or joint enteepais ,“It (a
CoP) has an identity defined by a shared domaintefest. Membership therefore
implies a commitment to the domain, and therefoshared competence that
distinguishes members from other people.” FurtRedgers (2000) discusses the role of
joint enterprise as far more than a simple commtynlaétween practitioners. He
describes joint enterprise as a means by whichraremity expands their common
domain far beyond that of the original. This expanss achieved through group
negotiation of difficult tasks that are inherenthteir enterprise. Rodgers (2000) contends

that reflection plays a major role in the fosterofa joint enterprise.
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Sarah's primary joint enterprise was physical atlan. This domain was her
shared domain of interest. The NBC certificatioa Bblds was the shared competence
that she had achieved. This shared competencsttbatnd other NBCPETSs held
distinguishes them from others in the field. Simipyybeing an NBCPET Sarah
demonstrated a joint enterprise toward excellengehisical education. Sarah has also
demonstrated key elements of Joint Enterprise tirdwer emphasis on reflection. Sarah
stated:

| think that's (reflection is) one way, (I do) irtk that this is how we get better. A

lot of other PE teachers are just by themselvethaltime, So | think that for

them it is even more important. I've always re#ectl have always had a really
hard time writing a unit plan and then pulling ittahe next year and using it like

a lot of teachers do. In fact, | don't even knowerenmine are because | will be

starting over. | keep thinking | did this last yeahy can't | just pull it out. | just

cannot do it. | do think that the National Boardmforced that, and helped me
make that more concrete, more structured.
Sarah claimed that she was reliant on reflectiaefre during her lessons as well as
during her curriculum planning. This reflection wamducted in concert with Jessica,
her team teacher. Reflection allowed the produatioa repertoire of tools that worked
within her specific context. These tools were digsated by mutual engagement that
created a perceived shared repertoire of commuood.tThis chain of events creates a

joint enterprise that altered the original diseiplibbeyond it original inceptions.
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Summary. Sarah described several traits that were consistiéim mutual
engagement, shared repertoire, and joint enterprrisese traits are illustrated in Figure

4.24, indicating that Sarah was likely a membea 6foP.

Sarah
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Figure 4.24Sarah and a CoP.
Emergent Themes
The identification of themes is one of the mostdamental practices in
gualitative data analysis. This procedure is anoirgmt aspect in the precise analysis of
gualitative data. Themes were developed throughatae data analysis of the case
studies. Developed emergent themes were: Reflettiaction and reflection-on-action;

instructional collaboration with other physical edtion professionals; perceived changes
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in professional practices as a result of Natior@dfd certification, and self perception of
the quality of instruction. These themes are disedsn the following sections.

CoPT provided the theoretical underpinnings ferstudy (Wenger, 1998, 2009;
Lave & Wenger, 1991). This theory conceptually supgd the emergent themes. The
researcher reasoned, however that a better undeirsgeof each theme was achieved
through support of individual theories that dirg@tdressed each of the themes. This
examination of individual theories and frameworksisted in a more complete
understanding of the themes. Reflection-in-actiod i@flection-on-actiorgas an
emergent theme utilized Reflective Practice Th¢8ghon, 1983) and Experiential
Learning Theory (Kolb, 1984). For instructional lebloration with other physical
education professionals, a model for collaborapirablem solving was employed
(Casalini, Janowski, & Estevez, 2006). The thempenteived changes in professional
practices as a result of NBC, made use of a fiep stodel that explains professional
development (Rovegno & Bandhauer,1997), and a stegemodel that describes
sustained changes in physical education (Cothi@01 )2 Finally, self perception of
his/her own quality instruction was more fully esq@d with Teacher Efficacy Theory
(Bandura, 1977). The utilization of multiple thezwiunder the main construct of CoPT
allowed a deeper examination of the themes, amdrasult a better understanding of the
extent to which these teachers may or may not bebees of a CoP.
Reflection-in-Action and Reflection-on-Action

The concept of reflection is heavily emphasizedi®yNBPTS's fourth
proposition. Further, the prominence of reflectiimtame apparent in each of the

interviews conducted with the participants in #tisdy. Specifically, Eugene and Nathan
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indicated that they believed that reflection wase ohthe strongest outcomes of the NBC
process. Nathan explained, “I'm not the teachedrlthvas when | started, and I'm glad.
National Board was a tool that helped me to be maftective. It really focused on
reflection.” In a broader sense, Nathan’s belibigud the reflective aspects of the NBC
process were reminiscent of many of the particgaxpressed perceptions about the
NBC process. Emma explained, “I think | need téetfevery day.” She further
explained, “I can tell from one lesson to the nettat lesson worked, and what didn't
work.” Emma indicated that she utilized reflectasma major part of her practice. She
believed that reflection allowed her to developteatual tools that provide her with
lessons that “work.” Jessica explained, “I thin&tthmight reflect more or think more (as
a result of the NBC process).” Sarah also discussigettive practice and the NBC
process, and stated, “I think that it (the NBC sx) helped me reflect. | use a lot more
reflective processes now.” Finally Richard explain@he National Board (process)
made me look back and reflect better.” These teadbedieved that reflection was a
major outcome of the NBC process, and by focusmgeflection they were able to
become better teachers. Further, each of the jpantits said that it was their duty to
reflect on their practice.

The concept of reflection has been identified bywynscholars as fundamental to
professional development (Schon, 1983; Kolb, 1984enwood, 1993; Wildman &
Niles, 1987). Schon (1983) divided the conceptediection into two constructs. These
reflective concepts are “reflection-in-practice’tdineflection-on-practice”. The concept

of reflection-in-action (practice) encompassesaeion that occurs during the actual act
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of instruction. Reflection-in-action (practice) ¢duie a single change that is instigated
by a teacher during a lesson in order to keep stad® task (Schon, 1983).

Reflection-in-action. An example of reflection-in-action emerged during
interviews with Jessica. She stated, “I think abeliat is working and what's not
working ... We'll even reflect out here when we gt in the middle (of the lesson).”
This reflection-in-action assisted Jessica in macfice. It allowed Sarah and Jessica an
avenue to find what works and what doesn't workalsalaborated on this theme when
discussing the achievement of clarity in instructiShe described, “Normally yes (we
achieve clarity) and if we don't then we reflect.”

Sarah indicated that reflection was a process hghwshe was able to reexamine
her practice and develop better strategies. Throefigction-in-action, during Sarah's
classes she assessed the clarity of her task pasanand then reflected on her practice.
Through this process she then implemented newegiest in order to provide better
clarity in her instruction.

Reflection-in-action was also discussed by Eugemen explaining his practice
related to a dance unit. Eugene stated, “usudbly af the reflection that takes place will
be in my head while we are working.” Eugene illagtd how reflection during his
instruction helped aid his teaching effectivenégsording to Eugene, this continual
assessment of ongoing lessons permitted him to mrakeadjustments that aided him in
providing higher quality instruction.

Reflection-on-action.The second form of reflection that Schon (1988hidied
was reflection-on-action. This reflection takescglan the teacher’s mind after the act of

teaching. Through reflection, experimentation, eadcrete experience a professional
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achieves better solutions for problems that anigend his/her instruction (Kolb, 1984).
Reflection-on-action is also described by Kolb’8§4) Experiential Learning Cycle. In
Kolb's Cycle, a professional goes through a prooéssncrete experience, reflection,
abstract conceptualization, and active experimemtal his process of reflection-on-
action allows a teacher to reexamine and implemewtlessons from day-to- day and
from year-to-year.

Each participant discussed reflective practice.vi&pecifically, each participant
discussed reflection-on-action and the effectdNBE process had on this type of
reflection. To probe aspects of reflection-on-atiio participants’ instruction,
participants were presented with a written copifatb’s (1984) Experiential Learning
Cycle, and were asked to inspect the cycle to oeterthe extent to which their teaching
was reflected in the model. In response to questielated to the Experiential Learning
Cycle, many of the participants' first reactiongevi® explain the importance of
reflection. Nathan discussed his views about whatxperiential Learning Cycle meant
in terms of his practice. He stated, “I see thaill¥s Cycle) in my thought process and |
try to reflect, | try to analyze my kids’ (movemghtSimilarly, Emma described her
impressions of the Experiential Learning Cycle tatisg, “Active experimentation, and
reflective observation. | always try to reflecteaaft get through with my lesson. How |
feel like that lesson went over, or what | did wgdn

Further, Emma described some specific examplesflaiction-on-action that took
place in her daily instruction. Emma's respondédih’'s Experiential Learning Cycle
was not uncommon. The first reaction of nearlypaltticipants was to recognize the

reflective aspect of Kolb's Learning Cycle. Thidioated that they had particular interest
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in that concept of the Experiential Learning Cydlkey also could have recognized that
reflection is a key concept in learning. Sarah mad&atement that represented the other
participant’s reported perceptions about reflectisra result of the NBC process. She
said, “I think it (the NBC process) has deepenedefigction ... it made me think more,
and deeper. | think that that's the most that loghtof it.” Sarah said that her reflection-
on-action was altered as a result of the NBC pmacgise believed that she was reflecting
prior to the process, however, when the NBPTS abkedpecific questions she wasn't
able to answer them thoroughly enough based ooriggnal reflective practice. She had
to incorporate reflective concepts learned throtnghNBC process in order to answer the
NBPTS questions adequately. The avenue that shé ablize to answer those questions
was to look deeper into her practice. Through ge€eegeflection on her practice, she
indicated that she was able to successfully comphet NBC process. She implied that if
she had not incorporated reflection, she would Heen less successful in her
certification attempt.

Reflective practices were reported frequently agheof the participants. The
concept of reflection was accompanied by the veratibns of changes that had taken
place in practices as a result of the NBC prodeésamination of NBPTS documents,
namely the five core propositions, and the porfelntries, revealed reflective practice to
be a highly promoted aspect in the certificatioocgss. The fourth NBPTS proposition
states, “Teachers think systematically about theictice and learn from experience.”
The wording of the proposition implies an emphasiseflection. Indeed, the tenets
supporting this proposition revealed a pointed esshon teacher reflection. The tenets

of the five core propositions are illustrated inp®pdix A. First, the NBPTS, through

218



these tenets, explains that to achieve propositiona NBCT must, “Model what it
means to be an educated person; they read, theji@uehey create and they are willing
to try new things.” Second, an NBCT, “Is to be fhaniwith learning theories and
instructional strategies and stay abreast of ctirssaes in American education.” Finally,
NBCTs, “Critically examines their practice on aukg basis to deepen knowledge,
expand their repertoire of skills, and incorponatgv findings into their practice.” These
tenets mean that for a teacher to successfully Eethe NBC process s/he must
provide clear evidence that s/he can reflect gffelst, can incorporate or acquire new
knowledge, and can apply new knowledge. The foprtiposition offers an explanation
as to why these NBCTs have repeatedly explaingdhka reflective practices have
changed as a result of the NBC process. Quite githply had to alter their reflective
practices in order to achieve certification. Evidefrom this study additionally indicated
that even teachers who believed they were higlilgatéve prior to the process had to
expand their reflective practices to be succes$tutse participants explained that the
NBC process taught them to have a better undeisiguwofithe nature and role of
reflection in their teaching.

Finally, when examining the theme of reflectionotigh the lens of CoPT, it is
reasonable that the NBPTS is fostering the estabkst of a CoP because reflection is
necessary in the creation of a joint enterprisenée (1998) identified the promotion of
reflection as a key aspect in fostering joint goise among professionals. The concept
of a joint enterprise is founded on the principl@egotiated learning from both a group
dynamic as well as a personal perspective. By dpuaj individual teaching practices,

through reflection, individual members of a CoP alée to bring locally developed tools
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to the community. The concept of joint enterpriaa be fostered by the creation of
learning activities in such a way that it encousathe negotiation of key concepts in
order to complete tasks. This negotiated learrfingugh reflection is key in the
development of a joint enterprise, or a domain. ¥éerf1998; 2008) explained that a
domain or joint enterprise is expanded throughcthrginually renegotiated domain
(Rogers, 2000). Reflection is a key aspect of g gotiation. Therefore, an emphasis
on reflection would be an essential starting ptonthe development of a CoP. The
reflective emphasis of the NBC process is evidethé portfolio entries that encourage
reflection and is further reinforced through thartt core proposition. These facts make
a substantial case for the fostering of a joinegnise among NBC candidates.
Instructional Collaboration with other Physical Education Professionals

The second emergent theme to arise through deduetsoning was the concept
of collaboration among the NBCTs as well as othBCNandidates. It is apparent that a
diversity of engagement patterns occurred for tBE€RETs. Wenger (1998) explained
that mutual engagement is any activity, formalnfoimal, that allows the transmission
of ideas related to a practice. Mutual engagensewbat puts the “community” in a CoP.

Wenger (1998) indicated that this collaborativgagement can be formal or
informal which creates numerous possibilities fartual engagement. Collaboration
could take place, for example, online, over thegbbne, or at professional conferences.
Wenger (2008) described a prevalent CoP that ahaseg the impressionist movement.
He explained that impressionists formed a CoP tjinanformal meetings at local coffee
shops. These engagements permitted a discourseridktween emerging artists,

allowing painters to adopt techniques that wereiptssly foreign to them. They in turn
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were able to master these techniques, and furtbeunss them in a collaborative manner.
This evolution of an artistic movement promotedithpressionists rise to notoriety and
honed or sharpen their enterprise. It is likewesssible that the encouragement of
communal discourses within NBC disciplines couldrgpe same type of communal
movement.

While Wenger (1998) established the importanceatual engagement in CoP,
Casalini, Janowski and Estevez (2006) establisid@ess model for collaborative
problem solving. Collaborative problem solving abbk considered the essence of
CoPT's dependence on mutual engagement. This eagemt stems from the need for
communal negotiation of learning. This negotiatidlearning can also be considered
problem solving. Contextually based problems ariseny given discipline; as a result
these problems are addressed by the community.

The process model for collaborative problem s@\i@asalini, Janowski, &
Estevez, 2006) helps explain the advantageousenafurollaborative problem solving.
In this model the process of collaborative probkatving relies on a repository of
knowledge. This knowledge is based on previoustisoisi that the collaborative effort
has yielded. This is described as being “owneddawtloped” by the participants in this
collaboration (Casalini, Janowski, & Estevez, 2008). Members use solutions to
previous problems that can in turn be utilizedha treation of solutions to new issues.
However, partial explanations to earlier conceians aso be utilized to create new
solutions to emergent problems. Through this collative problem solving effort, a
community develops the means by which they can ansancerns that arise as a part of

their enterprise.
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Participants in this study were asked to des@iimmgements that they had with
other physical education teachers. Eugene stated,

| have about four or five National Board Certifiedachers who are my go to

teachers. If | have a question about how to teaatething, I'll ask, ‘can you send

me what you have done with this dance or with timi¢’, and they will send me

ideas.
Eugene has strong connections to other NBCTs witisiiscipline. Through this
collaborative engagement, Eugene was able to hisriedtruction, giving other members
ideas that he had developed, and they in turn dhaité him problems on which they
had worked. Within this process, they negotiaézariing through their different
contexts. They exchanged solutions to issues thgtirave had common factors.
However, explanations may not have had similaufest and only partially applied to
other problems. Answers that incompletely providelilitions may still have assisted
Eugene in the development of answers to his owstopres. Of further interest was how
Eugene described the effects of the NBC processsocollaboration with others. Eugene
stated, “I think it (change) was more the collabiorawith teachers... Also just going
through National Board making all the connectiod&dlwith other people in the District
forced me to make relationships with other peod@ijene's experience through the
NBC process compelled him to collaborate with oteachers. He described how the
process essentially forced him to make connectibngse connections helped Eugene
through the NBC process, and he indicated that ¢betinue to help him today.
Eugene contacted his collaborating teachers viaig-phone, or face-to-face during

District-wide meetings. Eugene’s collaboration eiffd from Emma’s, who had a more
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impersonal method of collaborative engagement. Epanacipated in online discussion
groups regarding NBC and physical education. Thefiee discussions were promoted
by the NBPTS site as well as other sites sudrageBookYahog andPE Central
Emma explained, “I am a member of the National Badie (www. nbpts.org)...you can
go on there and share stuff with people from athefother states.” Through online
document analysis it was apparent that Emma hashsixe online engagement. This
engagement was documented prior to her achieveoh®BC certification. In these
early posts Emma was clearly being informally mesdo Further, in later posts it was
evident that she had become a mentor to other NB@idates. Emma discussed at
length how the collaborations enhanced her NBC resipee as she explained, “I found
very few people that weren't willing to talk, talgl to pass on, to be that peer person that
| needed to observe me, to interact with me, atya éech other on becoming better
teachers.” Emma explained what Wenger describéladeslsey component to mutual
engagement - the negotiation of learning througbdiexperience, and the sharing of a
personal repertoire. This sharing formed the fasia CoP that acted as a negotiated
regimen of competence.

Emma’s online activities were a major part of hetual engagement during the
NBC process, however this collaborative effort after NBC certification was again a
major part of her community involvement. Emma eky#d,

When we (the physical educators in Morris Schoaitiit) get a chance to get-

together, like | said with our county PE meetings,will talk to them and see if

they are doing anything different. Or you knowotdf the times we will have a
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couple (teachers) that will go to the Southeastenvention for the National

Board, and they will come back and bring new ideas.

Emma actively participated in negotiated learniflgs learning was not always directed
at achieving NBC, but often devoted to betteringgractice. She collaborated with other
teachers, and in these exchanges compared pradisesssed what worked and did not
work with their unique contexts. Through collabaratthey were able to develop tools
that worked in their classrooms. Further, membéte@community often traveled to
different parts of the country, had mutual engagegmath other teachers, and bring new
tools back to their peers. This type of mutual gegaent is what Wenger (1998)
discussed with respect to CoP. Members brought ¢radkd and bad ideas back to the
community. The community, through negotiated disseuidentified the good ideas.
These ideas were placed into a shared repertagfettive ideas were also identified
through the process negotiated discourse, theas idere disregarded. However through
the process of negotiated discourse, ineffectieasdserved to reinforce effective ideas
which had already been identified as effective.

Jessica and Sarah, who functioned most ofteraas teachers, discussed their
involvement with NBC candidates. Sarah explain€tcasionally we will help, maybe
not National Board teachers but teachers thattempting to become National Board
certified.” Further she explained, “We are helpanguy starting right now, but not
formally, we have so much on our plate.” Both Saaal Jessica functioned as informal
mentors for NBC candidates. Through their informaintoring they passed along
common tools that they had developed in their pract his form of collaboration was

mutually beneficial for these teachers and the icies’ educational repertoire. The dual
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directional reinforcement occurred when JessicaSardh conveyed the communal
tools. This conveyance allowed Jessica and Sartirtio about how their practice had
either been helped or hindered by some of the.tdbls candidate's practice was
improved simply by the action of adding to his/hepertoire.

Yet another form of collaborative engagement betame apparent during the
course of this investigation was the NBCPET's pssienal presentations. Four of the six
participants indicated that they had presentedeastate South Carolina Alliance for
Health Physical Recreation and Dance (SCAHPERD)&ence at points during the
previous ten years. Richard said that he had predett SCAHPERD prior to his NBC.

Nathan, Jessica, and Sarah discussed their patisestat the state level, and
provided documents to highlight their participati®arah’s and Jessica's presentation
was entitled “Quality Educational Gymnastics inaéntary School.” This type of
engagement allowed for a broad dissemination afesgies that had been developed by
one or more members of a discipline. Nathan's ptatien at the state conference was
entitled, “Reaching Challenging Classes/StudenBhiysical Education.” Nathan taught
in an urban school district where, he acknowledgedyad discipline challenges. Nathan
employed the Hellisons' Model for Developing Peed@nd Social Responsibility in
physical education (Hellison, 1995). Once agais thipe of mutual engagement
encouraged community members to acquire contexifgpwols. These forms of
engagement fall within the realm of what Wenge9@)called community, in that ideas
are transmitted, negotiated learning takes plaw# cammunal tools or a shared
repertoire are discussed. This type of negotiatesitoated learning through discourse is

at the heart of learning communities.

225



Learning communities. Finally, the fifth of the NBPTS’ core propositions
indicates that NBCTs should be members of learnorgmunities. The tenets of this
proposition mandate that candidates provide eviglémat they are able to function as a
member of a learning community. This propositioouges on concepts of collaborative
efforts among professionals, students, and parantsyas evidenced by Eugene in his
explanation about feeling compelled to participateollaborative efforts as a result of
the NBC process. With this proposition, the NBPES I effect fostered the
establishment of mutual engagement. Several schioldicate that this fostering of
mutual engagement could contribute to the emergehaeCoP within NBCTs (Wenger,
1998; 2008; Rogers, 2000). Predictions of CoPT ssigihat fostering of a CoP should
have a positive effect on the instructional pragiof NBCPETSs.

Perception of Own Quality Instruction

All participants repeatedly spoke of themselvethaghly qualified teachers.”
Further, these teachers said that they could reaeh the most difficult students. They
believed in the ability of their practice to influge their students’ learning. Self-Efficacy
Theory helps explain this theme and its interactutth the larger Cop theoretical
construct.

Self-Efficacy Theory is grounded in Social Cogrativheory, developed by
Bandura (1977), who believed that human agenayflisenced by the environment.
Inversely, Bandura (1977) also indicated that husrtave a reciprocal influence on their
surrounding environment. Henderson (2001) discuesethn agency in a construct he
described as Triadic Reciprocal Causation. Banfi8&7) described self efficacy as a

construct that is expressed by “beliefs in ongachy to organize and execute the
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courses of action required producing given attamsig(p. 2). Bandura (1977) explained
that one's beliefs in his/her capacity to act pr@uctive manner will affect future
behavior. This notion is central to the constrdcteadf-efficacy. A person who believes in
his/her ability to execute an appropriate actiol lndve a different outcome than a
person who has little belief in his/her ability.

Teacher self efficacy is generally viewed in tvedegories, that include general
and personal teacher efficacy. PTE is a teachetisfbn his/her own ability to influence
learning, while, GTE is the belief that instructiongeneral can influence the learning of
a student. GTE typically is concerned with a teashgerceptions of the influence of
home environment, or other environments, to whighstudent is subjected. The
perception that these environments affect learigmgportant to the understanding of
GTE. However, PTE is more a measure of a teachetigidual ability as an instructor,
and deals with the concept of personal accountglaifid dependability in instruction.

Self efficacy (Bandura, 1977) is divided into tegparate expectancies: outcome
expectancies, and efficacy expectancies (Gibsore&lib, 1984; Woolfolk & Hoy,
1990). The product of GTE is described as an ouécexpectancy that suggests that a
teacher who holds a strong sense of GTE believegenific strategies for the
accomplishment of instruction (Ashton & Webb, 198&hson & Dembo, 1984; Moeller
& Ishii-Jordan, 1996). These strategies could bpleyed to contravene environmental
factors that affect the ability of a student tarked@TE is described as efficacy
expectancy. This expectancy explains that a tedeleés confident in his/her ability to
utilize specific tools in order to achieve learnmgicomes. Scholars have postulated that

a teacher’s sense of GTE and PTE are related tifisgastructional practices (Gibson
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& Dembo, 1984; Woolfolk & Hoy, 1990). The ability self-efficacy to influence
instructional practices could be beneficial tonastion. Further, the utilization of
appropriate instructional tools may also have &ecebn a teacher’s sense of self-
efficacy. Consequently the NBC process may impiosguctional practice and this may
in effect increase self-efficacy.

Bandura (1986) illustrated that self-efficacy isedtly related to performance
within a person’s domain of expertise. He notetlchanges in self-efficacy impact
performance in ones’ domain. Further, Bandura (1@8plained the effect of factors that
influence efficacy expectations. In his model off &ficacy he indicated that certain
factors have a more powerful affect on efficacyntda others. This interaction could
account for the findings that teachers with a higlemse of self-efficacy have a higher
rate of student achievement. Bandura (1986) destabmodel for self-efficacy showing
that accomplishments, experience, persuasion, rausal all affect efficacy
expectations, and as a consequence, affect pericena

The constructs of Social Cognitive Theory, andchea Efficacy Theory were
reflected in this investigation by the emergencthef‘personal perceptions of quality
instruction” theme. When the participants’ teachpngctices were assessed they
achieved relatively high scores on the QMTPS. Téeirres were above a stated baseline
score, predicting that their teaching would result higher degree of student
achievement (Gusthart, Kelly, & Graham, 1995). ket the way in which time was
used in the classroom was assessed via the ALTtEument. Results for the
NBCPETs were above the norm for teachers in tygaalic physical education classes

(Placek & Randall, 1986; Shute, Dodds, Placek,,Rif8ilverman, 1982). Teacher
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efficacy was measured in this study by the TeaEfffezacy Scale (TES) (Gibson and
Dembo, 1984). Results showed that participantsatepéy agreed with statements that
were consistent with both high general and perstaaher efficacy. These findings
point to high level of personal and GTE among tlBCRETs. TES survey results were
also supported by interview data, indicating thetipipants had a high agreement with
efficacy statements. Results of other investigatioave shown that teachers who hold a
high sense of PTE and GTE are able to achieveaagrdegree of student success
(Tournaki & Podell, 2005; Ross, 1998; Henson, 20&Lhannen-Morgan, Wookfolk, &
Hoy, 1998; Chase, Lirgg, & Sakelos, 2002). It appéhat there is a relationship among
the NBCPET'’s ALT-PE and QMTPS scores and their &igienses of teacher efficacy.

The theme of “perceptions of one's own qualityringion” relates to the
construct of PTE. Every participant had a lowerseenf GTE than PTE. This could be
related to the availability of certain tools to skdeachers. Under the construct of CoPT
the basic premise of a shared repertoire would isetf to a teacher achieving a greater
repertoire of tools. With this larger communal tomt of instructional methods a teacher
is able to reach more students. The ability to cetetly answer instructional problems
relates to a teacher’s sense that s/he can infueven the most difficult students in
his/her class.

During interviews Eugene explained, “| feel likask presentation is one of my
strengths, | do well no matter what, as long asavk the skill (that I'm teaching) that's
the main thing. | feel like | can get it to the &ioth whatever way | need to.” Eugene
believed in his ability to reach students, andaatkd that he has a tool set that allows

him to reach students. This tool set likely relatepart to a shared repertoire that he has

229



achieved through the NBC process. Further, Eugehevies that he is a good teacher,
stating, “I feel | do a good job. | would say (I wid rate myself) a nine (out of 10),
because there is always room for improvement.” Harewhen discussing his use of the
NBC as a form of professional development, Eugempéaeed perceived changes that he
believed took place in his practice:
I would say that (with) task presentation ...wheneinivthrough National Board |
realized how the little kids have such a shortrgitbe span ... | would
demonstrate the whole thing...Go do it. | would e running and wonder
what was the problem. After going through that vehBC) process of learning
about things ... Just working through National Boardsvhat is developmentally
appropriate ... really help me quite a bit throught ghrocess.
Eugene indicated specific changes in his practitéch allowed him to reach his
students in a more effective manner. Further, tt®n of bettering one's practice
through the NBC process resounded throughout thitgtive data. Emma explained, “I
plan better. | think | utilize my task time a latther going through National Board.”
Jessica discussed Sarah's and her practice, “I m@BC process) brought foresight,
and ... we saw things better.” Nathan explainedhévé National Board helped me was
to be a better planner. To be more thoughtful.’afinRichard explained, “Yes, things
have changed. The management has gotten betteageraent has gotten much better.”
Hence, each of the participants described a keyangment resulting from the NBC
process.
An additional construct that arose was validatfmough the NBC process, in that

some of the NBCPETSs believed that the certificaparcess validated their practices.

230



This sense of validation could have an effect teagher’'s sense of efficacy. Sarah
explained that, “It made me feel good about whaa$ doing, maybe a validation.
Especially since | did not change a lot of whatasvdoing, and when | got it (passed) on
the first time, it really was a validation.” Sarnpassed on the first attempt; and though
validates, she believed that her practice had mahged significantly as a result of the
NBC process. This belief in validated practice pachaps minor improvements in
practice, likely impacted her sense of PTE. With tibols that she acquired through the
NBC process, Sarah was better equipped to meehtikenges of the physical education
learning environment.

CoPs could affect a teacher’s sense of teachenejfthrough a change in beliefs
about instructional ability through Wenger's (199808) “Negotiated Regimen of
Competence.” These participants had taken parpioeess that emphasizes reflection.
Wenger (1998) illustrated how reflection can be kethe development of a joint
enterprise. A joint enterprise is far more thangina domain or an umbrella that isolates
a group of people within their expertise. A jointerprise represents a group of people
who are expanding their discipline beyond its erajjiboundaries. Reflection is a key part
of the expansion or renegotiation of a disciplind or this reason reflection is essential
in the development of a joint enterprise. The NBG@Rough the requirements of
reflective aspects of its certification process;emaged the development of a joint
enterprise. This joint enterprise connected pradesds through a common goal and a
common practice. Through mutual engagement théjpamts could have developed a

shared repertoire.
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Emma described her development of a shared repeend how it made the
teachers participating in their online mutual ereyagnt better teachers. This shared
repertoire constitutes a communal tool box thathees took certain tools, and left
others. Further, over time each member added nel to this toolbox. This shared
repertoire in application represented a regimecoaipetence. An added competence
influenced these teachers’ practices, and in ttfect@d their beliefs about their ability to
reach students. This change in belief as to rega@tudents likely affected their sense of
PTE (Gibson & Dembo, 1984; Woolfolk & Hoy, 1990).GoP could help explain the
NBCPETSs’ high sense of PTE.

Emma and Richard indicated changes in their sefisacher efficacy as a result
of the NBC process. The other four participantscatdd that their feelings about
students and student learning had not been aléeyadesult of this certification. Could
Emma and Richard's participation in a CoP throinghNBC process explain why they
noted changes in their efficacy as a result olNB€ process? This raises an interesting
guestion about the role of the NBC process in ttezaion of a teacher’s sense of self-
efficacy. Many studies have shown that NBCTs tenlave a high sense of teacher
efficacy (Petty, 2002; Scharf, 2004; Freund, RusEalvulic, Keilty, Trachtman, &
Koenigsberg, 2005). Is this high sense of effica@yoduct of the certification process,
or do they enter the certification process bec#usg have a high sense of efficacy?
Perhaps by simply believing in their quality ofith@ractice they are more inclined to
pursue this advanced certification. This notiosupported by Jessica who indicated that
she felt validated through NBC. These data seeimdioate two roads in this

certification process. In one instance a teaches dlorough this certification, learns from
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the process, and as a consequence increases Bfiserof PTE. On the other path are
teachers who believe in their ability to reach stud, and challenge this belief by
pursuing NBC. These teachers are truly identifiedhe NBPTS, while the other
teachers are lead down a path that raises theine tstdandards of the NBPTS.
Perceived Changes in Professional Practices as aseé of NBC

All participants indicated that they had perceieddnges in practice as a result of
their participation in the NBC process. Interedijrtpese indicated changes were eclectic
among participants. The extent to which participantdlicated changes in practices were
also varied. Where Emma indicated changes in le@mghg and task presentation skills,
Jessica indicated no changes in these areas. Reft@tianges tended to be specific to the
NBCPET’s individual teaching practices. Furtheegl changes were not limited to
instructional practice - they extended into othexcfices such as reflection. Each
participant indicated that she/he was more reflectis a result of the NBC process.
Jessica stated, “When they would ask me questidhsught that | would have reflected
on it. However, | wasn't able to answer the NBPT8#stions. You know that it (the
NBC process) made me think more, and deeper.”ckesulicated that her reflection had
changed; she believed that she was reflective fwitre process and after her
certification; however, she realized that she mapkoved her reflection. Nathan
explained, “National Board was a tool that helpesitmbe more reflective, it really
focused on reflection. It helped identify weaknasbat | have.” He had a specific
perceived change as a result of the NBC proceszadie him reflect on his practice and
identify his weaknesses. Through this identificatod his weaknesses he could

implement tools that may assist in the reconcdiabf any instructional issues.
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Interestingly, Jessica and Sarah indicated tleat ¢id not greatly modify
instructional practices as a result of the NBC pssc They did indicate that they had
changed reflective aspects of their practice. Bsearcher did identify minor changes in
these teachers’ practices. For instance, Jessit&amah both indicated that they had
begun to assess on NASPE standard five as a ofSUBC collaboration. Obviously this
is a change in their practice that they did noneagknowledge when asked. It could be
asserted that changes in practice may be so gbhtl&lBC candidates may not even
perceive them as changes.

Physical educators’ changes in professional pradtad been investigated by a
number of scholars (Rovegno & Bandhauer, 1997;1@at2001; Bechtel & O’Sullivan,
2007). Cothran (2001) identified three key chanasties of successful change: power of
students, reflection, and external resources. @ot{2007) postulated that reflection
functioned as a method of value clarification,hattteachers reflected on what they
wanted the outcomes of their instruction to be. iddally, students had a powerful
effect on the ability of successful change in pcast. One of the most prevalent aspects
for continuation of changes in practice was thetfad student achievement. Cothran
(2007) specified that even though changes to peaetie difficult to implement, many
teachers in her study implemented these changesibeof “payoff in student reward.”
Further, Cothran (2007) indicated that changeffecdit, and often costly, however these
costs generally have rewards. These rewards a@ways clear to individuals outside of
the construct of change. This concept of diffialange seems to be directly linked to a

teacher’s devotion to their students’ learning.
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Finally, external resources were found to be adteyacteristic of successful
change (Cothran, 2007). These resources were tlypicand to be external to any
school-based programs. Interestingly, externatpetesonal contacts were key to the
success of professional change. These externalneesothat were necessary for
successful promotion of change (Cothran, 2007) wesreniscent of Wenger’s (1998)
description of mutual engagement. This sense ofwonity between teachers functioned
as an external resource in that teachers werd@Bleccessfully sustain changes in
practice. Further, these external resources throegbtiated learning could reinforce
successful change by allowing the best communés todoe utilized within the context
of the members who were engaged in mutual engagemen

Several NBCPETSs described experiences within tBE€ [rocess that were
reminiscent of what Cothran (2001) described asdkeyacteristics of successful change.
First was the emergence of reflective practices msjor theme. Resoundingly,
reflection was an overwhelming construct that wescdbed in tandem with the NBPTS.
Emma explained, “I think | need to reflect everydareflect on why I'm here and what
my role model is for the children.” Such quotes@veommon among the participants in
this study. Further, Eugene said, “I definitely(tlunk reflection is a duty), that is one of
the big things, you know, being a reflective prigatier.” All of the participants answered
in the affirmative when asked if it was their dtwyreflect on their practice. Obviously
these participants not only thought reflection wasessary, but were duty-bound to
reflect on their practice. Further, reflection ikey notion within the fourth core
proposition of the NBPTS. This proposition indicatkat NBCTs think systematically

about their practice and that they actively ref@etheir practice. This proposition could
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be taken as a mandate from the NBPTS and in codeifill proposition four, a
candidate must demonstrate that s/he can be atredigoractitioner.

Participants also indicated various forms of muémgagement. This form of
collaboration can be considered a form of exteresburce(s) that Cothran (2001)
described as essential for successful change. Brantiaipated in regular blogging
activities, Eugene had his “go to” guys, and Sanath Jessica informally mentored other
teachers through the NBC process. These teachsrslukrl how mutual engagement
allowed them to determine strategies that workededsas strategies that did not.
Wenger (1998) described this as negotiated leayaimg the development of a shared
repertoire. This mutual engagement or collaborasagain descriptive of what Cothran
(2001) explained as vital characteristics for sastid change.

Participants in this study perceived changehair fpractices that occurred as a
result of the NBC process. These developments exjhla success these teachers
achieved in implementing changes in their pradticeugh the NBC process. The
successful implementation of changes in practigeh sis improved task presentations,
better planning, or stronger class management dmkttributed to external resources or
reflection that Cothran (2001) described as essaatithe successful execution of
changes.

While successful implementation of change is a&sgary component for
professional development, the sustainability ofngjeais a concern. Elements that
contribute to the sustainability of any implementddnges could also be utilized to
explain transformations that occurred as a reguti@NBC process. Rovegno and

Bandhauer (1997) found five essential dispositfonsustained change within physical
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education. These five dispositions could help erpldy NBCPETS were able to sustain
changes in their practice as a result of the NBiCgss.

The first disposition contributing to the sustdiiiy of change within physical
education is the appropriateness of a physicalathrcteacher’s content knowledge.
This strength in content knowledge allows sustainggementation of change. Second,
to sustain changes, a physical education teachstr imawve a disposition to want to
understand that change is a tricky venture and beispen to accept advice from other
professionals. Third, a physical education teaeler will sustain change must possess
the disposition to justify change with appropriptelosophy and theory. Fourth, for
change to be sustained there must be an opennesgltoe and implement novel
concepts within the physical education setting. fiim@ disposition is that the teacher
must be willing to accept new ideas, and delay disimg new ideas prematurely
(Rovegno & Bandhauer, 1997; Bechtel & O'Sullivad)?2).

A key disposition that many of the participantfibited was the tendency to
value collaboration or mutual engagement. Eugenersed it up well when he described
his collaboration, “I like to talk to people whoveaactually had hands on experience
with it. Because | have found that typically thendell you what works and what doesn't
work, and it is always different for different scis.”

Eugene understood that change is tricky, thatabrgextually based. For success he
collaborated with other teachers. Through thisatmitation he was able to determine
what works and what doesn't work. This demonstrhaiea@bility to accept new ideas,

and accept clarification and suggestion from otletisin the field.
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The NBCPETS’ content knowledge was indirectly ased through interview
guestions and QMTPS scores. Participants indigagdhey had overall strong content
knowledge. lllustrating his belief in his contemiokvledge, Eugene stated, “I think that |
have a pretty good grasp on the things that | teaahlike | said there is always room for
improvement.” To support this aspect of their cahtenowledge, QMTPS results
indicated that Emma, Eugene, Jessica, Sarah amdiNbaad average scores of above
80% related to accuracy of cues in their task prasiens. Richard however, scored 69%
for cue accuracy. The data on NBCPETSs use of legrtuies is illustrated below in
Figure 4.25. The accuracy of learning cues proviged teacher can be a directly link to
her/his content knowledge, in that a teacher witigh degree of content knowledge
would be able to provide accurate cues. Accurague$ again supports the contention
that these participants should be able to sustenges made within their practice as a

result of the NBC process (Rovegno & Bandhauery199
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Figure 4.250verall QMTPS accuracy of cues.
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Finally, participants indicated that they werelwwd to accept new ideas and
integrate them into their practice. This acceptaneant that these teachers were willing
to try new instructional ideas and pursue themmieféort to identify tactics that might
work within their own contexts. This indicated the&chers who have this disposition
will try to implement new ideas without prematuretyposing their judgments. Emma
made a statement that exhibited this: “Alot of tintiee NBCTs conduct workshops that
help bring out some of the good practices or thet peactices that we do for our classes.
So we collaborate all of the time as far as whatkedest.” This indicated that Emma
valued collaboration among NBCTs. Specifically, stikzed this as an avenue for new
strategies that worked best, implying that she @y to using strategies that were
learned through collaboration in an effort to depethe best instructional practices.

Overall, this study reported evidence that theaehers have both the dispositions
and the key characteristics to support successflisastained changes in their practice.
Further, each of the NBCPETs described specificggeed changes that either occurred
in their practice, their reflection, their beliefstheir own effectiveness, or their sense of
personal validation. Figure 4.26 illustrates thiesg perceived changes that were

indicated by the participants.
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Perceived/Indicated Changes as a Result of NBC process
Planning - HE Emma
Collaboration m Eugene
Reflection .
® Richard
Task Presentation -
Jessica
Management
Efficacy - Nathan
Effectivness B Sarah
<€ >
No changewasindicated/perceived | Changewasindicated/perceived

Figure 4.26Perceived changes as a result of the NBC process.

While indicated changes were eclectic in naturis, apparent that participants
believed that their practice had changed as atrebtie NBC process. This is also
apparent in their perceptions of improved instu@i quality as a result of the
certification process. These perceptions shouldaaiverlooked. If there is a message
from this change concept, it is that these teadbelisved that the NBC process had a
positive effect on their practices. This combinathvexcellent QMTPS results and good
ALT-PE results could indicate that there are irt fdanges in practice due to the NBC
process. These changes may perhaps be instrunretitaldevelopment of highly

gualified teachers.
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Chapter 5: Discussion, Conclusions, and Recommendaits

This chapter presents the research questionsamdhey were answered by data
collected during the course of this study. Addiéityy data collected will be compared
against the overarching theoretical construct d? Cithis chapter will root the assertions
it makes in literature and theory. Conclusions aleach research question will be
presented, as well as recommendations for futweareh.

Teachers who earned National Board CertificatBE) have successfully
undergone a rigorous, standards-based assessroeaspto affirm their knowledge of
content and pedagogy, use of high-quality instamai practices, and involvement in
professional activities. The assessment procefigdies an evaluation of the candidate’s
teaching through four portfolio entries, two of whiare video-recorded. Knowledge of
content and appropriate pedagogy is also assdssrah a timed test at designated
Assessment Centers. The typical candidate spemiexamately 400 hours to complete
the required exercises over one to three yearorflor to the National Research
Council, NBPTS certification is a means of identity highly skilled teachers (Hakel,
Koenig, & Elliott, 2008). It is not surprising, trefore, that the six NBCPETS in this
study reported a range of changes in their teagbriactices as a result of the certification
process. Some patrticipants, for example, reportadreer sense of teaching efficacy and
a significant change in reflective practice, whutbers noted little or no change in certain
teaching practices. Because of the individual matdithe certification process, it is
essential to learn about the range of changes ssguieby each teacher, while also

recognizing trends among the teachers as a groupelfollowing sections each research
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guestion will be addressed to shed light on the RBT instructional practices and
NBCPET task presentation.
NBCPET Task Presentation

A research question addressed in this study wasv‘#b National Board
Certified Physical Education Teachers present mevertasks in their lessons with
regard to demonstrations, clarity, number of leagrdues, accuracy of cues, and quality
of cues?” The Qualitative Measures of TeachingdPerance Scale (QMTPS) which
examines the characteristics of teacher claritytaskl presentations was in conjunction
with interview data, document analysis, and obdemal journal entries, used to answer
this research question.

In several studies investigators were able to QWTPS total scores with student
learning (Gusthart & Kelly, 1993; Gusthart & Spigs 1989). Gusthart, Kelly, and
Graham (1995) identified a QMTPS baseline scorgbads indicative of a quality task
presentation. A teacher who scores above thisihassdore is likely to have higher
amounts of student learning than a teacher whasaeell below. With this in mind the
baseline score found by Gusthart, Kelly, and Grafie®85) can be regarded as an
indirect measure of student achievement. The [aati¢ with the lowest average
QMTPS score was Richard at 63.6. However, Richsedge is 8.6 points above what
would be considered a baseline score for the QMTPS.

Preexisting or increased teaching effectivenes&ccording to QMTPS
guantitative data, each of the NBCPETSs providedityuask presentations. These
findings are supported by interview data, lessamg| unit plans, and online documents

gathered for each of the cases. Therefore a logigadtion would be, “Why are the
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NBCPETs good at presenting tasks?” Did completiregdertification process serve as an
indication of preexisting teaching effectivenessliorthe process of becoming board
certified increase the teacher’s effectiveness @jakoenig, & Elliott, 2008)? A litany of
reports and papers suggest that NBCTs impact stlekmming and demonstrate greater
teaching effectiveness than their non-certifiednterparts (Cantrell, Fullerton, Kane, &
Staiger, 2007; Cavalluzzo, 2004; Goldhaber & Anth@005; Harris & Sass, 2007), so
high quality task presentations would be expectatieteachers.

Some NBCPETSs suggested that the NBC process seddheir teaching
effectiveness, and that their ability to presenvement tasks to their students had
improved. In that case the certification proceaddbdave had a positive effect on their
instruction, as well as on their students’ achiesetmOther participants, however,
believed that they had preexisting teaching effectess. According to the CoPT some of
these teachers incorporated a regimen of competbhatthey developed during the
process of certification (Wenger, 1998; Lave & Wend.991). Some of their practices
were maintained, while others changed as a resoiutual engagement and the
incorporation of context specific communal tools.

Task presentation and the five core propositionsl’he concepts embodied
within movement task presentation are directly tmthe NBPTS'’s five core
propositions. This binding of the propositionsdsk presentation is evident in the second
proposition that states, “Teachers know the subjiey teach and how to teach them to
students.” This proposition directly relates to tem knowledge and the ability of a
teacher to impart that content knowledge to stugléltte constructs of content

knowledge and pedagogical content knowledge aresepted in NBPTS’s proposition
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two (NBPTS, 2008d). Pedagogical content knowledgie ability of a teacher to place
the content knowledge he or she has into the legrmvironment in a meaningful
manner (Shulman, 1987). Proposition two directlsites to the concept of task
presentation and can be measured through use @MNFE°S instrument. Conceptually a
teacher who meets the constructs of propositionvieaald be able to perform well on a
task presentation analysis. Specifically, the QMBER&8lyzeselevant and precise
learning cueshat the teacher provides, demonstrations of theement tasks, feedback
provided to students, and student responses taskeresentations. The heart of
proposition two is surrounded by the concepts nreasoy the QMTPS. Each of the
NBPTS propositions are illustrated more fully by kenets, these tenets are illustrated in
Appendix A. Two of the tenets of proposition twatst “NBCTs have mastery over the
subject(s) they teach” and “They have skill andezignce in teaching ftClearly these
tenets address concepts that are assessed threeighthe QMTPS instrument. Overall,
the QMTPS results gathered during this study sugbasthese NBCPETSs provide high
guality task presentations. This should not bersing considering these teachers passed
a certification process that assessed their altdigchieve the NBPTS standards. This
could indicate that their ability to reach studeatsd the overall effectiveness of their
instruction was effected by the NBC process.

Richard’s performance on the QMTPS.Richard’s QMTPS results were outliers
within this participant population. His average QRH score was 63.6 which is 13.7
points below the next lowest score. Richard was @bperform better than the baseline
score of 55 (Gusthart, Kelly & Graham, 1995) howetés scores were lower when

compared to the other participants. Overall, higdloscores might be explained by
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individual differences among teachers. It is alssgible that based on data gathered that
Richard is simply distracted, and this influenciessgractice. During observations he
seemed to be preoccupied with tasks unrelatedsttehching. These tasks varied from
preparing for a faculty meeting, to recruiting pleoj help him move to a new house.
Further the differences among school districts lmeaye contributed to differences in his
instruction.

NBCPET Use of Class Time.

The second research question asked was “How domatBoard Certified
Physical Education Teachers create learning enwieorts with relationship to time
indices, i.e. motor appropriate practice, motopprapriate practice, and off-task
behavior?” The Academic Learn Time - Physical Ediony (ALT-PE) instrument was
used to investigate the way that teachers useititteeir lessons. This instrument is
separated into two constructs. The first is theexrevel that assesses the activities that
take place during the course of a lesson. For elagrtipese activities could be
management, skill practice, or breaks that studemtgiiven. The second construct is
learner level of assessment. This level of assegsdescribes how the pupils are
spending their time during the lesson. One of tstmmportant learner level
assessments within this instrument is the condepiotor appropriate time. Motor
appropriate time refers to the amount of time gtatlents are engaged in an activity at
the appropriate level of difficulty, and are aleappropriately perform the tasks that are
being taught. Motor appropriate practice is posliivelated to student achievement
(Silverman, 1985; 1990; Ashy, Lee, & Landin & 19&3lverman, Divillier, & Ramirez,

1991; Cousineau & Luke, 1990). It is for this readlmat the amount of motor appropriate
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time during any lesson could be a significant iathe of teaching quality. In public
school physical education classes the time thaesits spend in motor appropriate
practice ranges between 2% to 30% (Placek & Ranti®6; Shute, Dodds, Placek, Rife,
& Silverman, 1982). Additionally, Parker (1989) otuded that the amount of motor
appropriate activity in the public school systemgas between 15% to 25%. While this
percentage may seem low, it should be noted tiaisthwithout the categories of motor
inappropriate or motor supporting time. Motor ineggiate time refers to the amount of
time students are engaged but do not correctlpparthe taught skills. Motor

supporting activities are learning activities thatudent is not practicing the skill being
taught, but rather are used to assist anothermtudeompleting motor skills.

When examining the NBCPETS, Nathan had the lowasuat of motor
appropriate time, with his students only achie\8i§o. In contrast, Eugene had the
highest amount of motor appropriate activity asstiglents were engaged in motor
appropriate activity 47% of his lessons.

It is apparent through these results that the NBZRwere able to achieve a high
degree of motor appropriate practice time for tkaidents. This implies that these
teachers’ students should have a higher levelashlag. With Parkers (1989) indication
that the majority of public school physical educatclasses motor appropriate time fall
between 15% and 25%, and other studies reportirtgrmappropriate time between 2%
and 30 % (Placek & Randall, 1986; Shute, Dodds;dRaRife, & Silverman, 1982) these
data could indicate that the NBCPETS are able hiege a higher degree of student
achievement than the average physical educatichéean the public education system.

Further these results are supported by Philli@982 findings whereby she compared
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mean differences between NBCPET’s and non-NBCPEd0ses on the South Carolina
Physical Education Assessment Program as meaduwstglent competency. Four
distinct performance indicators included motorlgb@rformance, cognitive fitness
knowledge, outside-of-class participation, and tieedlated fitness levels. NBCPETs
were stronger on all four-performance indicators an the overall measure of student
competency. Phillips concluded that the NBPTS wasassful in the identification of
effective physical education teachers. The findingse current study support the notion
that NBCPETSs are able to achieve a higher tharegedevel of student achievement.

Use of class time and the five core propositionBroposition three directly
addresses the concept of classroom learning emaents. The third core proposition
states, “Teachers are responsible for managingremmitoring student learning.” Key
tenets of this proposition are that the teach&y = “fluent in a range of instructional
techniques that keep the student motivated, engaggdocused.” Another tenant of this
proposition is that NBCT are teachers who assespritgress of individual, students as
well as the class, as a whole, and are able t@exfiiese methods of assessment to
parents, and students. The ability to assess twrgss of individual students as well as
the whole class is related to student motor appatactivity. Through informal
observations and feedback, a teacher guides histingents in a manner that produces
motor appropriate activity (Alderman, Beighle, &Msazi, 2006). In comparison with
the findings of other studies that used the ALT#RErument, the participants in this
study exhibited a large amount of student motor@mpate activity. This finding is in
line with portions of the third proposition. Furth&lBCPETSs exhibited an ability to

organize the environment in which they taught. Teghes employed to organize the

247



learning environments ranged from the use of migsgignal students to begin and end
movement to the construction of color-coded gristesyns which marked specific areas of
the class. Overall, participants in this studyifigldl proposition three through their ability
to organize their learning environment well.

Proposition three also relates to the conceptagfstbom management. The
ability of a physical education teacher to keeplstus motivated and interested can
influence the emergence of off-task behavior (Amlzn, Beighle, & Pangrazi, 2006).
Student off-task time is a concept that is asselsge¢kde ALT-PE observational
instrument. Derri et al. (2007) found a negativatienship between student off-task time
and skill gains in overhand throwing among firsdg students. This negative
relationship indicates that off-task time spenplysical education will have a negative
effect on student achievement. Place and Hodgeljaf$iermined the average amount
of off-task time for students without disabilitiess 5% of the class period. In the current
study off-task time varied from 1% of Jessica’'sslperiod to 13% of Richard’s class
time. The off-task class time for the NBCPETSs, gtder Richard, are below that
reported by Place & Hodges (2001)

Perceived planning and management changes as a riesaf the NBC process.
Several participants indicated changes in themmmteg and management as a result of
the NBC process. These are noteworthy changesahét impact the teacher’s use of
class time. To verify changes for these teachamstipossible at this point. However,
changes in practice may mediate successful denatiostiof competence in the five core
propositions. The literature indicates that mofmprapriate activity impacts student

achievement (Silverman, 1985; 1990; Ashy, Lee, &dia, 1988; Silverman, Divillier,
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& Ramirez, 1991; Cousineau & Luke, 1990). Furtihesearch indicates that off-task
behavior is negatively related to student achiever(i@erri et al., 2007). If these
teachers’ practice changed for the better as dt r@fsiine NBC process than their students
could be achieving more.

A link between motor competence and the percemifonotor competency and
incidence of obesity has been reported (Crockdyriek & Kowalski 2000; Fisher et al.,
2005; Solmon & Lee, 1996; Stodden & Goodway, 200@pds et al., 2007; Telama,
Nupponen, & Perion 2005). Physical education thatrtes skill acquisition, motor
competency, and the perception of motor competémwoygh high levels of motor
appropriate activity could help students betteabeé their energy intake and
expenditure (Crocker et al., 2000; Fisher et @052 Solmon & Lee, 1996; Stoden &
Goodway, 2007; Telama et al., 2005; Woods et @D;/2.

Personal and General Teacher Efficacy

Another research question addressed in this stady “What are NBCPET's
senses of personal and general teacher efficady®tlirrent study employed the
Teacher Efficacy Scale (TES) to assess the geaedgpersonal teaching efficacy of
participants (Gibson & Dembo, 1984). The TES scasswvell as interview data, support
the assertion that participants in this study hetggh sense of both PTE and GTE.
These results are consistent with other reseadibating that overall NBCTs hold a
higher sense of personal and general teachingeiis than those who attempt but do
not achieve certification (Freund, Russell, & Kgil2005). Woods and Rhoades (2010)
reported high senses of teaching efficacy amoniNB@PET they studied. The TES

results indicated that participants in the curstatly, however, exhibited slightly lower
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agreement with GTE statements than with PTE statemEurther, several NBCPETSs
made statements that were consistent with a loeresesof GTE.

A major theme that emerged was the NBCPET's pemepthat they were
highly effective teachers. This theme was direatlgted to the concept of PTE. Perhaps
as a result of the NBC process and through theloewvent of a joint enterprise, shared
repertoire, and mutual engagement, these teacheetoghed better tools to address key
issues within their own practice. This ability cduhcrease their sense of PTE. Further,
the shared repertoire they may have developedglthisaNBC process may support the
understanding that children can be reached thraugiriety of instructional methods.
Also, these instructional methods could help overe@bstacles that factors outside of
the school environment may present. However, bectesparticipants have only an
understanding of the versatility of the communallbox, not a practical knowledge of
the entire communal toolbox, their GTE may be gliglower, because they lack
personal experience with the entirety of the commhtoplbox. Without the personal
experience they may not have the confidence irethbdities that a more intimate
familiarity would facilitate. Further perhaps thésachers have a realistic view on
instruction and this is the basis of their beligist home environment can have a
negative effect on instruction. It should be ndteat this is somewhat speculative on the
part of the researcher and would require furtheestigation.

An example of this would be if Eugene and Nath&neato have ongoing
collaboration. Through this mutual engagement, bygtacally, Nathan indicates to
Eugene that the Hellision Model for Developing Bes and Social Responsibility in

physical education works really well with his statse Eugene through this
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communication may become aware of the Hellison Madean appropriate instructional
model for inner city students. However, Eugene du#deach in an inner city
environment. He has no practical application of thbdel. He may understand that it is
useful, however he has no practical knowledgesofisefulness. Without this practical
knowledge, Eugene may not be as confident in tak &s he would be with one that he
has a more practical knowledge.

The obvious question at this point is, “Does theQ¥HB'S promote a high sense of
efficacy among its certified teachers, or is itghyra byproduct of the NBC process?”
This question cannot be answered through the fggdin the current study. However
there is some preliminary evidence that changedficacy have occurred during this
advanced certification process.

Personal and general teacher efficacy and the fivere propositions.
Proposition one states, “Teachers are committestiitents and their learning.” A key
tenant of this proposition is, “NBCTs are dedicaieahaking knowledge accessible to all
students. They believe all students can learn.p&stion one is linked to the concept of
teacher efficacy. The belief that all studentsleann is consistent with a high sense of
teaching efficacy (Ashton & Webb, 1986). The NBCRBE&peatedly indicated that they
met the core criteria of proposition one and peextihemselves as committed to their
students’ learning, which could indicate that thejieved they can reach students.

Interestingly, nearly every NBCPETSs spoke of bairgtter teacher as a result of
the NBC process. Sarah indicated that she did eleve her effectiveness had changed,
but she did state that she felt validated as dtrekthe certification process. This is

similar to Emma’s feeling better about her practisea result of the NBC process. This
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concept of validation through advanced certificatould indirectly impact the teacher’s
feelings of marginalization as physical educat®le ability of a teacher to feel good
about their practice, to understand that they bBlke @ reach students, and the ability to
justify their practices to both students as welt@wsorkers, could allow teachers to feel
less marginalized.

The notion of the perception of becoming a bettacher as a result of the NBC
process directly relates to the concept of perswaahing efficacy. However, the
acquisition of new tools for better instructioneditly relates to the concept of self-
efficacy because with new tools the teacher holgieater sense of his/her ability to
reach students. Through the establishment of t@nsieand third proposition, that are
targeted at improving a teachers instruction, aadagement, a road has been paved for
the attainment of proposition one. Therefore, imdsing that NBCTs have competency
in instruction and management, the NBPTS is pramgatandidates’ positive perceptions
of their own instructional abilities. Through NB@radlidates’ accomplishment of
propositions two and three, they are able to reaate students - which should positively
effect on their efficacy. As a result of this bowsefficacy these teachers are able to
achieve proposition one that relates to the conckfgacher efficacy.

Attitudes and Dispositions Towards the Five Core Rypositions

Another research question that was, “Do Natiored Certified Physical
Education Teachers’ motivations and dispositiofiecethe five core propositions of the
National Board?” The participants described th#itiales and dispositions towards the
NBPTS’ five core propositions. During formal inteews, each of the participants was

presented with a list of the five core propositicasd were asked to identify the nature of
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the statements. All of the participants were abladcurately acknowledge the five core
propositions. The participants were asked to daternvhether their practice fit into the
constructs described by these statements. Paritsipascribed the value of
underpinnings of these statements, and noted thiecaion of the propositions in their
daily practices. Through documents analysis, oladgems, and interviews, the researcher
concluded that these NBCPETSs held attitudes ambsiisons that were reflective of the
five core propositions, although not all particifsawere equally invested. For instance,
Richard, while indicating that he believed his pices were embodied by the five core
propositions, had high amounts of off-task behawwooposition three indicates that a
teacher should have a high degree of organizatenesponsible for the managing of
learning, and be in control of their learning eoniment. Richard’s instructional
behaviors were less consistent with this propasiti@n were other teachers’.

The attitudes and dispositions of these teach#hsrespect to the five core
propositions provides insight into the effect aé tiBC process. This study cannot infer
change in these participants’ attitudes or dismppsstas a result of the NBC process. In
fact, beliefs towards practice have been founcetdifficult to change (Doolittle, Dodds,
& Placek, 1993). However, these teachers’ belieteatime of their interviews were in
line with what the NBPTS promotes as essentighénestablishment of high and rigorous
instruction. Finally, these findings are not susprg. These teachers have endured a
process that functions to identify teachers whoroaet high and rigorous standards.
Discussion of Communities of Practice

Wenger (1998) describes the elements of a CoRaastanterprise, mutual

engagement, and a shared repertoire. The finatignahat this investigation attempted
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to asses was “Do NBCPETSs exhibit traits that wdaddconsistent with them being
members of a CoP?” Findings indicate that partitip&ave been involved in mutual
engagement, had participated in activities thaetimed a joint enterprise, and as a result
of their involvement in these activities have bparty to the establishment of a shared
repertoire.

One of the strongest elements of CoP found ird#ily activities of the
NBCPETs was the concept of mutual engagement. @obdion became a strong theme
that emerged as a result of deductive analysiseigor instance, discussed his “go to”
teachers, explaining that he worked collaborativély these colleagues to address
instructional issues. Eugene noted that this cotktiion was beneficial to his completion
of the NBC process. Additionally, he discussed Hion collaboration was advantageous
in his instruction after he had successfully cortgaecertification. He in fact explained
how the NBPTS, through the certification processl forced him into collaboration with
teachers with whom he had no such relationshig poidis certification attempt, and that
the relationships were maintained after the cestfon process. Eugene said, “We've got
a pretty strong community.” Emma also believed thatual engagement was beneficial
to her practice. Much like Eugene and Emma, diBCPETS repeatedly exhibited
diverse forms of mutual engagement. These formgd&rom online blogging, personal
meetings, phone calls, and convention presentathmiditionally, Jessica and Sarah
participated in informal mentoring after their sessful certification.

Eugene described a colleague who failed hisalratitempt at NBC, and
discussed how mutual engagement would have beddfiite colleague in his

certification attempt. Eugene believed that hiseague would have passed if he had
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taken Eugene’s advice to collaborate with othechess, advice that was echoed by
NBCTs throughout the school district. However, Engexplained that when presented
with assistance, his coworker refused and explainadhe could do it on his own. In this
illustration it becomes clear that Eugene belieweithe effectiveness of mutual
engagement and that collaboratively developed kedgé, specifically, knowledge
regarding NBC practices, can contribute to suctessrtification attempts.

Mutual engagement and the five core propositionsChe fifth proposition
addresses the potential influence the certificgtimtess has on candidates’
collaboration. The fifth proposition states thaedaChers should be members of learning
communities.” This proposition basically places anaiate on the NBC candidate to take
part in mutual engagement. Further, to successtollgplete the NBC process, a
candidate must fulfill all of the core propositiatsough both portfolio entries as well as
formal practical assessment activities. In ordesuccessfully complete the NBC process
a teacher must definitively demonstrate his/hermetence in all areas that the NBPTS
has identified as critical. Consistent with thigitg it can be asserted the NBPTS values
mutual engagement and promotes its value in theadidun of quality teachers.

Joint enterprise and the five core propositionsDomains for the participants
include physical education teachers, NBCPETs, aB@Ts However, a joint enterprise
is more than the umbrella domain. It is expandethbycommunity, or renegotiated
(Rogers, 2000). The joint enterprise is continualtgler scrutiny by its members.
Community members are constantly adding to the dgraad controlling its trajectory.
Physical education teachers may, through reflectdemelop new techniques for dealing

with a concern in physical education. Through teeatbpment of these techniques and
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the eventual dissemination of this knowledge, alteacan expand the domain of
physical education. In essence a joint enterprgimes its members, and the members
define their joint enterprise. This domain sen@prbject their collective competency in
a given discipline (Rogers, 2000; Wenger, 1998).

Several findings in this study point to the devehgmt of a joint enterprise. One
of these aspects was the emergence of the conicegilection. The reflective
practitioner was a major construct with the NBPTBis construct is evident in
proposition four, that gives explicit descriptiohhmw quality teachers or NBC teachers
systematically examine their practice. Reflectiothe NBC process seems to be
endemic, and is reinforced in many of the levelthefcertification process. The
NBCPETSs repeatedly explained how their reflectiad kither been deepened or changed
in some manner as a result of certification. Tladietd about how reflection was a major
aspect of the certification process and was engedréhroughout the entire portfolio
process. Wenger (1998) laid out a framework foritim@ementation of a CoP. He
illustrated that reflection can be used as a mefbothe fostering of a joint enterprise
(Rogers, 2000). Through reflection, community meral@xpand their practices
(Rodgers, 2000; Wenger, 1998). By developing irtiial responses to instructional
situations through reflection, individual membef&&oP are able to bring locally
developed tools to the community. These tools evi#ntually aid in the development of
a shared repertoire.

With the apparently mandated reflection that tgkese as a part of the NBC
process it seems that the development of a joierense is encouraged by the NBPTS.

This fostering is either inadvertent or purposefiaywever, this formation allows for the
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renegotiation of the communal domain. Through otite these teachers are able to
renegotiate their practice which promotes a graatderstanding of their overall
discipline. This acts to expand their domain beytirad of the original concept.

Shared repertoire and the five core propositionsFinally, a shared repertoire
was the most difficult element of a CoP to iden&ifgong these NBCPETSs. A shared
repertoire is described as communal historiestegji@s, or tools that the community
develops (Wenger, 1998; 2008). Tools within thecadional context refer to
instructional methods or organizational method® &tucational tools that have been
developed as part of a shared repertoire couldbsidered elements of a communal
toolbox. During the course of this investigatioagices emerged that could be parts of a
communal tool set. Several practices of these NBIGRiere shared. The first of these
similar practices was the use of a color-codingesysof the gymnasium for organization.
Four of the six participants used this system fganizing their gymnasia. This
organizational grid system assisted these teaamemntrolling their learning
environment. Additionally, music as a motivator andnagement tool was used by four
of the six participants. The use of music workedl,vemd the students in these classes
were mostly well behaved and on task. This orgaiozavas reflected in the ALT-PE
results. Further, participants often indicated thay engaged in practices that were
developed as a result of the mutual engagementothiér professionals. Specifically,
Eugene discussed his “go to” NBCTs. Eugene, Emn Nathan spoke of practices that
worked well in their teaching contexts that wergaleped through collaboration or
mutual engagement. Additionally, many of the pgrtiats described practices that they

incorporated in to their instruction as a resulcollaboration. The addition of practices
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to their own instruction as a result of mutual egegaent could be considered the
establishment of a shared repertoire.

Participants, and a Community of Practice.ln conclusion, participants in this
study exhibited traits that would be consistenhwuiiteir participation in a CoP. These
data indicate a participant population who partak@utual engagement, have a joint
enterprise that they are actively renegotiatingl, @ in the process of building a shared
repertoire. While these data are not conclusivg tliesuggest that a CoP is at work.
Further, through the mutual engagement they haserited, it is apparent that there are
many other members of this CoP. For example, Eudeseribed three to four other
NBCTs with whom he actively collaborates. Emma imagtiple teachers who she
engages with online. Other participants have alda@ated engagements with fellow
NBCTs. Wenger (1998) contends that a CoP represemtgjotiated regimen of
competence. This competence has the ability tatgfiectice. This might explain the
high scores these participants achieved on the RETand QMTPS assessments.
Discussion of Emergent Themes

The theoretical lens that was used in this study @oPT. The themes assisted in
support of the notion that a NBC CoP exists anddeas fostered by the NBPTS.
Reflection-in-actiorand reflection-on-actignnstructional collaboration with other
physical education professiongierceived changes in professional practices asudt re
of NBC, and gerception of own quality instructiomere themes that emerged. While
CoPT represented an overall framework for the éistahent of excellence through the
NBC process, several other theories and conceptadéls supported the themes. This

study used Schon's (1983) Reflective Practice Thewrd Kolb’s (1984) Experiential
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Learning Theory to explain reflection-in-action areflection-on-action. For instructional
collaboration with other physical educatarfamework for collaborative problem
solving (Casalini, Janowski, & Estevez, 2006) useexplain professional collaboration,
while perceived changes in professional practises @sult of the NB@rocess was
explored through the lens of key characteristias dispositions found to be essential for
successful and sustained change (Cothran, 200EdRov& Bandhauer, 1997). Finally,
the perception of own quality instruction was supgd by Bandura's (1977) Self-
Efficacy Theory.

Reflection-in-action and reflection-on-action Each participant described
reflection as a key component of the NBC proces®reby they repeatedly explained
the extent to which the process changed and redothoughts and ideas about
reflection. In some instances teachers describadtiey were reflective practitioners
prior to the process, however, the NBC proceduesnghd their concepts of reflection
and promoted more intense reflection. Schon (1983)yell as Kolb (1984), described
reflection as a key aspect of learning. Througlectibn a practitioner is able to decipher
her/his practice, establish instructional strategied determine if they are effective.
Through this process a teacher is able to rendgatibat s/he determines to be the aim of
her/his practice, and what steps need to be iadiat order to hone his/her discipline.
From the theories of Schon (1983) and Kolb (1984$, aspect alone should have the
effect of improving the NBCPETSs practice. Howewehnen reflective practice is
examined within the context of CoPT, it is cleaattthe process of reflection is essential
in the formation of a joint enterprise. Through taes of CoPT it is apparent that through

the emphasis on reflection, the NBPTS has inigalia communal learning experience
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that could have the effect of expanding their gilices and honing their enterprises. The
sharpening of their practice through the develogreénommunal relationships and the
creation of communal tools could be described @sgmtiated regimen of competence
(Wenger, 1998).

Instructional collaboration with other physical education professionalsThe
participants regularly took part in forms of colbeétion and mutual engagement that
enriched their practices. They indicated that thag direct collaboration with other
NBCTs. Jessica and Sarah spoke of informally merga candidate through the NBC
process. Participants indicated that interactiong place at district meetings, and state
conferences, with several participants servingrasgmters at state conferences. Casalini,
Janowski, and Estevez, (2006) developed a framethatkllustrates how collaborative
problem solving can assist in collaborative leagnifhe process of collaborative
problem resolution is not as simple as a solitaoyg meeting to solve a singular issue.
A group can solve arising problems through pastdilitions that have arisen as the
product of previous collaboration.

The collaborations mentioned by NBCPETSs genetalbk place, first during the
certification process, and then continuing aftetiteation. These collaborative efforts
appeared to have two purposes. First was the ssfatashievement of NBC, and second
was collaborative efforts used to improve practiogrovement was indicated by
Eugene as an ongoing process. He illustrated hleaiiBC process forced him into
collaborative association. He described how theflelmrative associations had
benefited his practice. When these two purposesxamiined, however, it is clear that

they are similar. Teachers need to demonstratetibatpractices fall within the
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guidelines the NBPTS has established for highlyified teachers. To achieve these
high standards they must be evidenced in theirtipeaclThrough established
collaborations, these teachers were able to dlesr practice to successfully certify. The
NBPTS only has a 45% success rate (NBPTS, 20088&.NBCPETs noted
collaboration as a major resource for successfupdetion of the NBC process.

Perceived changes in professional practices as asutt of NBC. Change
through certification was a major theme whereirhgzarticipant indicated some aspect
of his/her professional routine that had changed r@sult of the NBC process. Cothran
(2001) outlined three key characteristics for sastid change. Participants indicated two
of these key characteristics were prominent irr thiiiations. These two are reflected in
the previous two themes. First is the utilizatidmedlection as a major aspect of change,
and second is the utilization of external resoussea way to compound change. The
external resources used by the participants weie ¢bllaborative efforts with other
professionals.

Rovegno & Bandhauer (1997) described five key digmms essential to the
establishment of sustained change. Participartgsrstudy demonstrated several of
these key dispositions. Specifically, participantiicated that their ability to reflect has
changed as a result of the NBC process. A key digpn in sustained changes in
physical education is the disposition toward rditet (Rovegno & Bandhauer, 1997).
Also, participants exhibited a degree of collaboratThe ability to collaborate within
physical education is a disposition which allowstfe sustainability of change in

physical education. Finally, participants demoriettaan excellent grasp of content
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knowledge which also is a key disposition in thstaining of change in physical
education.

Results in this study indicate that the NBCPETHilgiied the capability and
sustainability of change in their practice. Moregtke changes in practice that these
teachers discussed can be explained by a CoPduaimgdias a regimen of competence.
By the means of this collective competence, CoRellipts that changes in practice
results from the establishment of a communal toglbowhich members of the
community tailor their practice based on the appabdgness of tools that are available.
The utilization of this toolbox should have theeetfof improving practice that could
help explain the high QMTPS and ALT-PE among pgodiots. Certainly CoPT makes
available the possibility that the development &faP could have an impact on
instruction.

Perception of own quality instruction. Each participant exhibited a strong belief
in his/her own ability to reach children, individiyarating his/her instruction as
excellent. Each said their instruction was a kayponent in student learning, and they
believed that they could reach even the most diffistudent. These elements came
together to describe a population of teachers vétd & high sense of personal teaching
efficacy (PTE).This was also exhibited in their T&®res. The TES measures the degree
to that a participant agreed with statements tleaewn line with GTE or PTE. The
participants exhibited high agreement with PTEdtah high degree of self-efficacy can
be a predictor of student achievement (Tournakiogflél, 2005; Ross, 1998; Henson,
2001; Tschannen-Morgan, Wookfolk, & Hoy, 1998; Ghdsrgg, & Sakelos, 2002).

Teachers with a high degree of both general ansbpat teacher efficacy may be able to
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reach children better, and by reaching them mdee®fely they may be able to impart
more learning (Tournaki & Podell, 2005; Ross, 19498nson, 2001; Tschannen-Morgan,
Wookfolk, & Hoy, 1998; Chase, Lirgg, & Sakelos, 200Research shows that NBCTs
have a higher sense of teacher efficacy, than tiogirNBCT counterparts. Little is
known about NBCPETS’ teaching efficacy. A studydected by Woods & Rhoades
(2010) found this population to have a high serigeld& as well as GTE. Their findings
appear consistent with the observation and interaiealysis conducted in the current
study. Positive changes in a teacher’s practicease their sense of efficacy, wherein a
teacher is able to make positive changes in higtaatice, and sees the effects of those
positive changes. This change in practice coulshgbdis/her beliefs about his/her
abilities to affect student learning which might/adhe effect of increasing their sense of
teaching efficacy (Ashton & Web, 1986).
Communities of Practice and the NBPTS

Previous studies indicate that teacher learnimpgssibly occurring as a product
of the NBC process (Park & Oliver, 2008). This ogpicof education as a part of the
certification is not what the initial charter oethNBPTS stated. The NBPTS was to
establish a certification process by which they Madentify teachers who met high and
rigorous standards. Nothing in their initial docuntagion stated that the NBPTS would
be an educational institution. However, it seemthaggh the NBC process is
performing more than simply identifying highly qifield teachers.

This researcher believes that evidence gathenedgdilne course of this study
indicates the NBPTS has fostered a CoP amongriificaion candidates. The fostering

of this CoP may have been intentional or a concmhibccurrence. The main piece of
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evidence for the fostering of a CoP among NBC a#atds is based upon the five core
propositions. These core principles of the NBPEAdtas a foundation for all of the
content standards for which candidates must demaiastompetence. In order for a
candidate to successfully complete the NBC pros#ss must not only meet these high
standards, but must also demonstrate an aptituithese standards. This demonstration is
established through the completion of four pordf@ntries, as well as practical
assessments that are conducted at assessmens eantess the United States. A full
illustration of this highly speculative interact®among the five core propositions and

the possible CoP established through them is predém Figure 5.01.

Five Core Propositions

Perception of own
effectiveness
Theme*

Prop 1: Teachers are
committed to students and their
learning.

Prop 2: Teachers know the
subjects they teach and how to
teach those subject to students.

Prop 3: Teachers are
responsible for managing and
monitoring students learning.

Negotiated Regimen Perceived
of competence

Reflection

Joint Enterprise

Prop 4: Teachers think
systematically about their
practice and learning from
experience.

Reflection
Theme*

Prop 5: Teachers are member.
oflearning communities.

Collaboration®
Theme*

Mutual Enga geme@

Community

Community of Practice

Figure 5.0Possible model for five core propositions and CoP.
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This section will describe the potential interantbetween the five core
propositions and the possibility of a CoP beingdoesd by them. When examining the
propositions with respect to the data gatherediitens sense to describe the propositions
in reverse order. The fifth proposition statest thi@achers should be members of
learning communities.” This proposition could besialered a directive for mutual
engagement that is a key component in the developai@ CoP. The NBPTS emphasis
on this collaborative effort indicates that a tesralvho has achieved NBC should be able
to work collaboratively and build relationships kit the learning community. Most of
the cases revealed teachers who had achieved sonoé swutual engagement. Eugene
even indicated that the NBC process had forcedimioncollaborations both within and
outside of his school. Proposition five is a dineefor NBCTs to participate in mutual
engagement.

The fourth proposition states “Teachers thinkeysttically about their practice
and learn from experience.” This proposition caissid tenets mandating that a
candidate read, question, and try new things. Hneyo critically assess their practices
through experimentation, in an effort to expandrthepertoires. This proposition is tied
to the concept of reflective practice. The conadpeflective practice and the reflective
practitioner became a major theme in this invettgaEvery participant indicated
changes in the area of reflection. The abilityribaally analyze ones practice and then
implement changes based on those reflections gredmaponents of proposition four.
Interestingly, the notion of a joint enterpriseca¢sicases the concept of reflection. A
joint enterprise allows a discipline to expand beyds origin. Wenger (1998)

emphasizes that a method of fostering a joint enite is the encouragement of
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reflection among the members of a community. ThéN8 through proposition four has
fostered the creation of a joint enterprise. Thistjenterprise creates a larger discipline

by way of incorporating tools that each membertethrough his/her reflective practice
and experimentation.

Wenger (1998) described a shared repertoire asdnatives, stories, practices,
and tools of a community. These communal toolsdhatavailable to the entire
community help establish what Wenger calls a natgdi regimen of competence. It is
the interaction of the joint enterprise and mutrajagement that produces a shared
repertoire. This shared repertoire is what realkes the community useful. The
NBPTS, through proposition four and five, have emeged the establishment of joint
enterprises, and further fostered the establishoiemutual engagements. These two
elements help to establish a shared repertoiretower

Participants described occasions when they excldadgas through mutual
engagement. These ideas and their exchange coskkebeas the development of a
shared repertoire. This shared understanding allbezgsommunity members to use
community knowledge within their own contexts. bwld stand to reason that this
shared repertoire allows a teacher to improve @eat a variety of ways. Wenger
(1998; 2008) describes that through mutual engagenwnt enterprise, and a shared
repertoire, a group establishes a CoP; this Cofesepts a regimen of competence.
Through negotiated learning, members of a CoPlaleeta hone their enterprises; they
are able to become more effective at their proéessihis improvement of their
discipline would have a direct effect on proposiidwo and three that are discussed

below.
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Proposition two mandates that an NBC know theestibjthey teach and how to
teach those subjects to students. This propodiii@ctly relates to the concepts assessed
in the QMTPS. This study found that the NBCPETs QMITPS scores that were above
what would be considered a baseline score for atuatthievement. This could be a
result of the competence that NBCTs achieve thrdhgin participation in a CoP.

Proposition three dictates that a teacher is respte for managing and
monitoring student learning. This proposition retato concepts assessed in the ALT-PE
instrument. Again participants in this study dentated competency in areas of the
ALT-PE that might be a result of competence gaiinech their communal tools.

Proposition one states that teachers are comntdtetidents and their learning.
One of the tenets of this proposition states tfatthers are to believe that all students
can learn.” This is a key aspect of teacher efficand as such can be influenced by the
perception of one’s’ practice. Indeed, if the NBRTES fostered a CoP as a result of the
fourth and fifth proposition, this community cowdffect practice by honing their
practice. This improvement in their practice woaftect their ability to achieve
propositions two and three. As a result of thejpriaved practice, they could then have a
positive effect on their sense of GTE and PTE. Triisease would assist in the
successful completion of proposition one. It becomaparent that these propositions
function as a unit in order to improve practiced amimproving their practice allow
teachers to successfully complete the NBC proddssresearcher believes that in
essence the NBPTS is attempting to identify higiglified teachers. However they

have provided a framework by which teachers caonmecnembers of learning
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communities. In exchange for their membership eséhlearning communities candidates
learn quality instructional practices.

It is clear, however, that some of the teachers agioeve NBC could have been
effective teachers prior to certification. Furthiiese teachers may have a high sense of
efficacy because they believe in their practicese$xhis belief drive them to attempt
NBC? This logic leads to two lines of thinking. $tifs learning through the NBC
process. A candidate learns new practices thrduglpriocess that impacts their belief in
their practice. This increased belief in practies ln effect on their efficacy. In the
second track, a highly qualified teacher attemptsifecation, moves through the process,
and is identified as a teacher who can meet the dmgl rigorous standards of the
NBPTS. The consequential portion of these two saskhe end result; highly qualified
physical education teachers.

Implications for Physical Education

This study raises several interesting questioasrtiay inspire future
investigations. The notion of CoP as method fomgeas powerful. The idea of
improving practice through the systematic fosteohtparning communities could
impact physical education teacher preparation arogr Alongside the educational
system as a whole, physical education has a seirdfes to overcome that might also be
assisted by the fostering of a CoP. This studyshasvn that these teachers who have
gone through the NBC process, have a strong sérieaahing efficacy, high indicators
of student success, and feel validated in thegrense.

Fostering of a CoP at the university level dutfiognal training could enhance

what Wenger (1998) described as a regimen of caenpet The principles of joint
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enterprise, mutual engagement, and shared reemgremented and encouraged by a
university teacher education program could in suipihe establishment of excellence
that is supported by the NBPTS.
Limitations

This study had four identifiable limitations, thdsging, the number of site visits,
the limited number of participants, and an inapild make comparisons, and the
unknown effectiveness of these participants poddBC. First, the number of site visits
is a limitation because of the possibility that theearcher observed the participants on
either a good or bad day of instruction. This ooence would limit the transferability of
any of the results produced. Second, there weresdxlparticipants in this study. The
small number of participants limits the generlizigpof these results. Further, all six
participants were from the state of South Carolviaich makes these results more
difficult to transfer to other contexts. Third, laeise these participants taught in different
school districts, and different instructional coti$e a comparison with other teachers is
not possible. These participants’ results could ¢&l compared with literature on
effective instruction. Finally, there is no waykieow how each of these teachers
instructed prior to their certification. It is imgsible to verify any changes that came
about as a result of the NBC process. Any datartep@n change is only relevant to the
perception of change by the participants.
Future Investigations

The NBPTS began with the goal of identifying aedifying teachers who met
high and rigorous standards. However, this studyides evidence that this organization

has through its certification process, initiatedrmpes in the NBCPET'’s teaching. This
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investigation has pointed in the direction of a @GeRhe method for changes in practice
that occur during the NBC process. Further thesaghs seem to persist after successful
completion of certification. Evidence developedidgrithe course of this study indicates
that perhaps the NBPTS has inadvertently or deltbér fostered a CoP through the
promotion of the five core propositions. These fteee propositions appear to promote
the key ideals embodied within a CoP. The developroka negotiated regimen of
competence among its certified teachers, allomn@mbers to tune their enterprises this
tuning or honing promotes the development of qualitictices that have a greater
impact on their students.

The concept of collaborative learning needs ttested at the university level.
The fostering of a CoP during formal physical ediocateacher education also should be
examined. These studies could be carried out ag@mwention and performed as a
longitudinal study. A study of the effects of a Ca#tld measure a baseline product of a
preparatory program. An initial study seeking ttabbsh a programmatic baseline could
employ the ALT-PE and QMTPS instruments. Once baseline was established, an
intervention could be conducted and phased in theecourse of three to five years.
During this intervention, the targeted PETE progrmould implement curricular
initiatives that would foster the development oftoah engagement, joint enterprise, and
shared repertoire. An emphasis on reflective prastiand the discussion of field
practices among cohort members, could be estallisineughout the program. Perhaps
online activities, taking place between studentheéprogram and teachers in the field,
could be implemented. After the phased completicthese program themes, product

measures (ALT-PE and QMTPS) would be repeatedh&yrit would be beneficial to
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track these teachers as they become in-servickeeacl his would promote an
understanding of the influences and practical corscthat physical education graduates
confront. In understanding these issues, PETEshmaaple to further examine their
programs in an effort to produce better preparedygtes.

Closing

Evidence presented in this dissertation pointedachers who are highly qualified.
These results could be used to infer that thedecipants are able to have a positive
effect on student achievement. Further, these &aahiscussed changes that they believe
came about as a result of the NBC process. Tipemthat positive changes had been
made in their practices and that the NBC proceskldikewise have a positive effect on
other physical educators. Through careful inspacitas apparent that the NBPTS has in
part helped foster a CoP.

It is our responsibility to establish high and rnges standards within our PETE
programs. This study has illustrated that thisytagon of NBCPETs may have been
influenced by a CoP which has been fostered bjNBIRTS. The establishment of
practices within PETE programs that foster the ghoot a CoP, the development of
communal tools, and the establishment of a regiofi@empetence, could also positively
influence program graduates. There are many reatheipursuit of quality physical
education, the decline of marginalization, anddaseblishment of accountability within

the profession.
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Appendix A: NBPTS Five Core Propositions and Tenets

Proposition 1: Teachers are Committed to StuderdsTaeir Learning

NBCTs are dedicated to making knowledge acceswiddl students. They believe all students camlear
They treat students equitably. They recognizenbdesidual differences that distinguish their studeinom
one another and they take account for these diffe®in their practice.

NBCTs understand how students develop and learn.

They respect the cultural and family differencesishts bring to their classroom.

They are concerned with their students’ self-cohdéeir motivation and the effects of learningprer
relationships.

NBCTs are also concerned with the development afadter and civic responsibility.

Proposition 2: Teachers Know the Subjects They Read How to Teach Those Subjects to Students.

NBCTs have mastery over the subject(s) they teHeby have a deep understanding of the historyctsire
and real-world applications of the subject.

They have skill and experience in teaching it, dray are very familiar with the skills gaps and
preconceptions students may bring to the subject.

They are able to use diverse instructional stratetp teach for understanding.

Proposition 3: Teachers are Responsible for Mamggimd Monitoring Student Learning.

NBCTs deliver effective instruction. They move fhily through a range of instructional techniqueseping
students motivated, engaged and focused.

They know how to engage students to ensure a tiismiplearning environment, and how to organize
instruction to meet instructional goals.

NBCTs know how to assess the progress of individialents as well as the class as a whole.

They use multiple methods for measuring studenvtirand understanding, and they can clearly explain
student performance to parents.

Proposition 4: Teachers Think Systematically alithdir Practice and Learn from Experience.

NBCTs model what it means to be an educated persbay read, they question, they create and they ar
willing to try new things.

They are familiar with learning theories and instional strategies and stay abreast of currenegssu
American education.

They critically examine their practice on a reglasis to deepen knowledge, expand their reperbire
skills, and incorporate new findings into their giiee.

Proposition 5: Teachers are Members of Learning iGonities.

NBCTs collaborate with others to improve studeatténg.

They are leaders and actively know how to seekbaild partnerships with community groups and
businesses.

They work with other professionals on instructiopalicy, curriculum development and staff developine
They can evaluate school progress and the alloteficesources in order to meet state and locataéhn
objectives.

They know how to work collaboratively with pareitsengage them productively in the work of the stho
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Appendix B: Teacher Informed Consent Form

You are invited to participate in the above-tittedearch project that is being conducted by Dr.
Amelia Woods, Responsible Project Investigator Assbciate Professor in the Department of Kinesiplog
and Community Health at the University of lllina@ Urbana-Champaign, and Jesse Rhoades, Doctoral
Candidate in the Department of Kinesiology and Camity Health at the University of lllinois @ Urbana
Champaign. The purpose of this project is to dpseely analyze your classroom practices and teagch
methods. Descriptive analysis will involve examinivideo recordings of your classes, interview date)
survey results, in an effort to accurately descyitner practices as a physical educator. This rebdaas no
specific benefit for you; however knowledge thall Wwé gained may be utilized by teacher educatothé
production of excellent physical education instoust

If you agree to participate, you will be asked(&): allow the investigators to observe and video
record approximately six of your classes, threawvember 2009 and three in January 2010 (b) ppétiei
in one informal interview lasting approximately dmaur that will be tape recorded and later trahsctj
(c) complete a brief survey instrument. Theseeassbns will be video recorded for the entiretyhef t
lesson, the interview will take approximately 45noties to complete, and finally the survey instrumen
should only take 15 minutes to finish.

There are minimal foreseeable risks from partiéifain this project. You may also discontinue
participation in the project at any time withouejudice. Participation is voluntary. Refusal totipate
will involve no penalty or loss of benefits to whigou would otherwise be entitled. You understtrad
you will receive no monetary compensation for yparticipation.

The results from this study will be used primafdy research presentations and publication in
professional journals. Any information that isahbed in connection with this study and that can be
identified, will remain confidential. As intervietapes are transcribed, your name will be tranedrilsing
a pseudonym. The only document with your namelveilthis signed consent form. Only the researchers
in the study will have access to the data.

If you have any questions about the research atianey please call or write Dr. Amelia Woods,
Department of Kinesiology and Community Health, iseuFreer Hall, University of lllinois, 906 S.
Goodwin Avenue, Urbana, IL 61801 (phone: 217-38820r e-mail: amywoods@illinois.edu). If you
desire additional information about your rightsagsarticipant, please feel free to contact the UIUC
Institutional Review Board Office at 217-333-26 #0rb@illinois.edu Collect calls will be accepted if
you identify yourself as a study participant. Yaill be given a copy of this form for your records

Primary Investigator’'s Signature Date

I have read and understand the above consent fatnh\aluntarily agree to participate in this
study.

Participant’s Signature Date
Please check one of the following:

| agree to be audiotaped nbtlagree to be audiotaped

| agree to be video recorded 0 nbtlagree to be video recorded
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Appendix C: Parent’s Informed Consent Form

Your child is invited to participate in a reseasthdy about National Board Certified Physical
Education Teachers. This research is being condit®r. Amelia Woods, Responsible Project Invesdtg
and Associate Professor in the Department of Kalegy and Community Health at the University ointlis @
Urbana-Champaign, and Jesse Rhoades, Doctoral d2d@din the Department of Kinesiology and Community
Health at the University of lllinois @ Urbana-Chaaign.

As you may be aware your child’s physical educateacher is a National Board Certified Teacher.
Because of his/her certification, a research team the University of Illinois is interested in dywng his/her
teaching in the classroom. As part of this stullg,researchers would like to videotape several gbild’s
physical education classes. The videotaping wibvakhe researchers to closely study your chiltigspral
education teacher. This research has no specifiefivéor your child; however knowledge that wikk lgained
may be utilized by teacher educators in the pradoaf excellent physical education instructorse Tasults
from this study will be used primarily for reseamtesentations and publication in professionaljalg. Any
information that is obtained in connection withststudy and that can be identified will remain éderfitial.

The videorecording would be for one class periodvomseparate occasions. The researchers would
like to come for one class period in the Novemlet another in January. Your child will not be sedjbut
during videotaping. These tapes will be used tdyaeehow your child’s physical education teacheyamizes
and teaches lessons. The videotaped classes wikted only by the researchers involved in thiglgt The
videotapes of the classes will kept for four yemrd then destroyed. Your child’s identity would esm
completely confidential.

Participation in this study is completely voluntafyere is no known risk to participation in thiady
beyond that of normal participation in your chilglsysical education class. There will be no penaltyour
child if you choose not to allow him/her to be \atlgped as part of these classes. Your child vgt &le given
the opportunity to refuse participation. If a chiéchot a participant in this study they will attedass as normal,
when video recording occurs, the camera will beseatake sure your child remains out of frame.

If you have any questions about the research atilarey please call or write Dr. Amelia Woods,
Department of Kinesiology and Community Health, iseuFreer Hall, University of lllinois, 906 S. Gomith
Avenue, Urbana, IL 61801 (phone: 217-333-9602-urad: amywoods@illinois.edu). If you desire adiutital
information about your rights as a participantagke feel free to contact the UIUC Institutional RevBoard
Office at 217-333-2670 arb@illinois.edu Collect calls will be accepted if you identifgyrself as a study
participant. You will be given a copy of this foifor your records.

Name of Student

Name of Parent/Guardian

| have read and understand the above consent fodrhsoluntarily agree to allow my child to
participate in this study.

Parent/Guardian signature ate D

Please check one of the following:

My child may be video recorded during piajeducation class

My child may NOT be video recorded duphgsical education class
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Appendix D: Child 8-17 Years of Age Informed Assent

You are invited to be a part of aresearch sthdyis being done by Dr. Amy
Woods, a teacher at the University of Illinois. Alms sent a student of hers to observe
your class, his name is Jesse Rhoades. Your tehaber very special type of teacher,
and Jesse would like to learn more about your &ach

If you would like to be a part of this study Jessk watch your physical
education class. He will need to video tape yoassko he and Amy can study your
teacher closer when he gets back to the Unvieo$iliyinois. No one but Jesse and Amy
will ever see the tape of your classes. After fgears the tapes will be destroyed.

No one will know who you are on the video and thi/gaper with your name
on it will be this signed assent form. Only the pleaesearching for this study will be
able to see anything about you.

If you sign below you are letting us know that ywave read this paper and are
agreeing to participate in the study. (We willgiyou a copy of this assent document.)

Participants Signature Date
Please check one of the following:
| agree to be video taped

| do not agree to be video taped
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Appendix E: Teacher Efficacy Scale (TES)

Please read each sentence carefully and deterh@rextent to which it describes your beliefs about
teaching. Using the following scale, indicate tl&eat of your agreement with each statement byiogc
the number that best represents your response.

1 2 3 4 5 6 7
Strongly Mildly Mildly Strongly
Agree Agree Disagree Disagree

1) A teacher is very limited in what he/she cani@sh because a student's home
environment is a large influence on his/her achisemt.

1 2 3 4 5 6 7
2) If students are not disciplined at home, thenadikely to accept any discipline.
1 2 3 4 5 6 7

3) The hours in my class have little influence tadents compared to the influence of
their home environment.

1 2 3 4 5 6 7
4) The amount that a student can learn is primagilgted to family background.
1 2 3 4 5 6 7
5) The influences of a student’'s home experienaede overcome by good teaching.
1 2 3 4 5 6 7
6) If parents would do more with their childrergduld do more.
1 2 3 4 5 6 7
7) Even a teacher with good teaching abilities matyreach many students.
1 2 3 4 5 6 7

8) If a student masters a new math concept quithly,might be because | knew the
necessary steps in teaching that concept.

1 2 3 4 5 6 7
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9) When the grades of my students improve it ialigbecause | found more effective
teaching approaches.

1 2 3 4 5 6 7
10) When | really try, | can get through to modfidult students.
1 2 3 4 5 6 7

11) If a student did not remember information | ga&v a previous lesson, | would know
how to increase his/her retention in the next lesso

1 2 3 4 5 6 7

12) When a student does better than usual, mamstinis because | exerted a little extra
effort.

1 2 3 4 5 6 7

13) If a student in my class becomes disruptiveransdy, | feel assured that | know some
techniques to redirect him quickly.

1 2 3 4 5 6 7

14) If one of my students could not do a classgassent, | would be able to accurately
assess whether the assignment was at the cowetofdifficulty.

1 2 3 4 5 6 7

15) When a student is having difficulty with anigasnent, | am usually able to adjust it
to his/her level.

1 2 3 4 5 6 7

16) When a student gets a better grade than hélygats, it is usually because | found
better ways of teaching that student.

1 2 3 4 5 6 7
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Appendix F: Academic Learn Time — Physical Education

1 2 3 4 35 6 T B 8 0 I 12 1 4 15 16 17 18 1% XM 21 22 13 M4 25 25
] c
1 2 3 4 35 6 T B 8 0 I 12 1 4 15 16 17 18 1% XM 21 22 13 M4 25 25
o] C
1 2 4 5 6 7T B % 1 12 13 14 15 18 17 18 192 2 21 22 23 24 25 16
] [=
1 2 4 5 6 7T B % 1 12 13 14 15 18 17 18 192 2 21 22 23 24 25 16
o] [=
1 2 4 5 6 7T B % 1 12 13 14 15 18 17 18 192 2 21 22 23 24 25 16
] [=
1 2 4 5 6 7T B % 1 12 13 14 15 18 17 18 192 2 21 22 23 24 25 16
o] [=
P = FPupil
C = Context of the interval
LI = Level of involvemsant of papil
Context Level (C) Learner involvement level (LI)
General connant Subect matrer Enowledee Subjecr matter motor Not maror Maror engaged
engaged
Transition (T) Technigue (TI} Skill practice (F) Interim (T} Miptor appropriate (MA)
MManagemeant (W) Smategy (5T) Scrimmage routine (5) Wattng (W) Mlotor inappropriate (M)
Erzak (B} Fules (B} Game (5] Off-tazk (0F) Supporming (M5)
Wann-up (W) Socizl behaviour (53B) Fimess (F) Cn-task (O8)

Background (BE)

299

Cogitive (C)




Appendix G: November Interview Guide
Dispositions
Why did you choose this profession?
What are your responsibilities to you students?
Describe your role in student learning?
Do you have a duty to reflect on your practice, lmawou achieve this?
Describe the collaboration among faculty in yourcsd,

- Other National Board Certified Physical Educatiggagdhers

- Other general National Board Certified Teachers?

How would you rate your teaching effectiveness?
Compare your feelings about teaching and studamileg, between when your
were first certified and now.

Task presentation
In your view what is the most effective way to mst physical education?
Take me though a typical class from start to finistnen do you present the
drills, when do you provide feedback etc.?
Describe the nature of the feedback that you petadyour students?
How sure are you about your content knowledgegiaespoints in the lesson are
you unsure of the content.
How do you know when your instruction has clarity?
Has your teaching changed from before you weredoartified, do you present

lessons differently?
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Opportunity to learn
Describe a well organized class?
Describe an effective learning environment?
Does the amount of practice time affect studentess?
What other factors contribute to student success?
Describe a physically educated person who is augitacbf your program (of's
grade?)?
Define success in physical education; do you beltbat your students are
successful?
How much time during each lesson do your studgrgadin motor activity?
For example, how much time are they actually pgiing as opposed to getting
instruction, waiting, or being managed?
Has your classroom environment changed sense ywauldeen certified?

Has your classroom management changed sense yelbean certified?
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Appendix H: January Interview Guide

General and Personal Teacher Efficacy
G: How do parents of your students affect theirewy?
G: How much does family background influence stu@dehievement?
P: How much does your teaching influence studeniesement?
G: Do you think a student's home environment infies their ability in your
classroom?
P: Can you reach even the most difficult students?
G: Respond to this statement "Some students amdysimreachable”
P: Do you believe that there is an effective teaglstrategy for all students?
-Is it simply a task of finding the appropriateaségy?
Do you think that your feelings towards your ai@ktto teach students have
changed from before you achieved national boarification?
Planning
How do you assess student achievement?
What does your curriculum look like?
Generally what do you try to cover in your lessomer the course of the entire
year?
Do you set goals for your classes as well as iddadi students...?
-Do you adjust your curricular and lesson planrangording to student progress
towards these goals?
How do you plan lessons from day to day?

Do you allow parents to have input on your lessmmsurriculum?
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Do you follow your schools curriculum guide?

Do you collaborate with your colleagues on lesswh @nit planning?

Has your planning changed sense you have beefiegbrti

Do you patrticipate in any online activities whictsest you in gathering new

ideas. Could you list them?

Have you presented at any professional organizatanual convention?

Are you a member of your state or national professi organization?

What do the five propositions mean to you?

1. Teachers are Committed to Students and Themlrea

2. Teachers Know the Subjects They Teach and Hove&ch Those Subjects to
Students.

3. Teachers are Responsible for Managing and Mamgd&Gtudent Learning.

4. Teachers Think Systematically about Their Pcaciind Learn from
Experience.

5. Teachers are Members of Learning Communities.

What does this picture mean to you?
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Appendix I: Qualitative Measure of Task PerformanceScale

Teacher Coder

Focus of lassen

Lesson mumber

Task Presentation of tazk Type of task
I - Informing
F. - Refming (qualiy)
; E — Extend (vanety)
" - P — Bepeat (repeat same
s | 8| 8| 8258 task)
= H R W e B T': 3’ A — Apply self-testmg
= B = é' = :. = ; 2 | __{- Clanty
= = o ] = o -y vh o= | v 7 _No
1 Demonstration
2 1 —Full
3 2 — Partial
4 3 —HNone
3 Mumber of cuas
& 1 — Appropriate
T 2 — Inappropriate
3 3 —None given
o Accuracy of cues
10 1 — Accurata
11 2 —Inaccurate
12 3 —None gziven
13 Cualitative cues
14 1-Yes
15 2-HMo
Stadent of responses
1-4al
2 —Partial
3 —None
1- 1- 1- 1- 1 1 Specific congment feadback
Tetal 2 2- 2- 2. 2- 2 2 1-TVas
3- 3- i 3 3 2 — Partial
Percemtfor |1- [1- [1- |1- [1- |1 1 3-Ha
each 2 2- 2- 2. 2- 2 2
category 3- 3- 3- 3 3
Parcent
most Totzl QRITPS:
desirable

304



Author’s Biography

Jesse Lee Rhoades was born in Champaign, lllinoMay 19", 1978. He
graduated from Monticello High School in May of O®#is collegiate career began that
summer at Parkland Community College where he @gttinintil May of 1999. While at
Parkland he earned All-American Honors three timeake shot-put and Discus. After
completing his Associates degree in Physical Educatt Parkland, he was offered and
accepted an athletic scholarship to Indiana Stateddsity (ISU). At ISU Jesse
completed his Bachelor’s degree in Physical Edongik-12) teaching. He then taught
seventh and eighth grade physical education foryers at Crete-Monee middle school
at University Park, lllinois. Jesse returned to li@Whe fall of 2004 and earned his
Master’s of Science degree in exercise scienceawtbncentration in biomechanics.
Finally, Jesse returned to Champaign in order toptete his Doctorate in Kinesiology at
the University of lllinois. He defended his dissgidn on June®12010, which was

subsequently accepted by his dissertation committee

305



Curriculum Vita

Jesse Lee Rhoades
Assistant Professor, University of North Dakota

EDUCATION

University of Illinois at Urbana-Champaign, Urbalia, August, 2010
Ph.D. — Pedagogical Kinesiology

Indiana State University, Terre Haute, IN DecemBén6
M.A. — Exercise Science

Indiana State University, Terre Haute, IN May, 2002
B.S. — Physical Education Teaching

Parkland Community College, Champaign, IL May, 1999
A.S. — Physical Education

UNIVERSITY TEACHING EXPERIENCE

University of Illinois, Urbana, IL 2007-Present

Instructor
+« Kinesiology 268: Children’s Movement
+ Kinesiology 460: Pedagogical Technology

Teaching Assistant

» Kinesiology 100: Conditioning and Weight Control
» Kinesiology 100: Weight Training

» Kinesiology 102: Bowling

» Kinesiology 268L: Children’s Movement Laboratory

-,

> o0

‘0

0’0

¢

*,

L)

Sports Fitness Program Coordinator

7

« Individual/Dual Activities Coordinator

Parkland Community College, Champaign, IL 2008-
Present

Part-time Faculty

Kinesiology 181: Health Education

Kinesiology 186: Introduction to Human Movement
Kinesiology 183: First Aid and CPR

Kinesiology 288: Exercise Physiology

e

S

e

S

X3

%

X3

%

Indiana State University, Terre Haute, IN 2002-2006

Teaching Assistant

306



0’0

» PE 101: Intro to Physical Fitness
PE 485: Analysis of Human Motion Laboratory
» PE 585: Advanced Exercise Physiology Laboratory

X3

%

0’0

Adjunct Faculty
» ATTR 210L: Human Anatomy for Allied Health Professal Laboratory
» PE 220L: Human Physiology for Allied Health Professl Laboratory

0’0

0’0

RESEARCH EXPERIENCE

University of Illinois, Urbana, IL 2006-present
Pedagogy Research Assistant

0’0

» National Board Certified Physical Education Teashwtional survey

» National Board Certified Physical Education Teashdrect observations and
interviews in South Carolina

» Physical Education Teacher Education (PETE) natisunaey

» SCPEAP data analysis

0’0

0’0

0’0

Indiana State University, Terre Haute, IN 2004-2006
Biomechanics Research Laboratory

+» Analysis of experimental starting blocks, utilizittgee dimensional digitization
and modeling
% Analysis of experimental auto digitizing reflectimearkers

K-12 TEACHING EXPERIENCE

Crete Monee School District, Crete, IL 2002-2004

Middle School Physical Education Teacher
+ Crete Monee Middle School University Park, IL
Coaching
+ Head Wrestling Coach, Crete Monee High School 22024
+» Head Track Coach, Crete Monee High School 2003-2004

AWARDS

lllinois Alliance for Health, Physical EducationeBeation and Dancgt. Charles, IL
Student-Mentor Award 2009

National Board Certified Physical Education Teadhdé®erceptions of Workplace
Environments

lllinois Alliance for Health, Physical Educatione&eation and Dance St. Charles, IL
Student-Mentor Award 2008

Characteristics of Illinois National Board CertifidPhysical Educators

lllinois Alliance for Health, Physical EducationeBeation and Dancgt. Charles, IL
Student-Mentor Award 2007

307



National Board Certified Physical Education Teadhek State by State Analysis

PROFESSIONAL MEMBERSHIPS

American Alliance for Health, Physical Educatiomdreation and Dance
lllinois Alliance for Health, Physical EducationeBeation and Dance

PRESENTATIONS

Rhoades, J.& Woods, A.M. (2009) National Board Certified PhysiEducation
Teachers: Perceptions of Workplace EnvironmentsteP@resented at the annlifhois
Alliance for Health, Physical Education, Recreatéma Danceonvention, St. Charles,
IL.

Woods, A., &Rhoades, J(2009).National Board Certified Physical Educators: Peason
and Professional Characteristics. at the annualrisare Alliance for Health, Physical
Education, Recreation and Dance convention, TaFipa,

Rhoades, J& Woods, A. (2009). National Board Certified Phydi&ducation Teachers:
Dispositions and Perceived Efficacy. Presentetl@attnualllinois Alliance for Health,
Physical Education, Recreation and Dahftid-state conference, Charleston, IL.

Graber, K., Erwin, H., Woods, ARhoades, J.& Zhu, W. (2008). Demographic
Characteristics of Physical Education Teacher Bdusdy Carnegie Classification.
Presented at the annugherican Alliance for Health, Physical EducatioredReation
and Danceonvention. Fort worth, TX.

Graber, K., Woods, A., Erwin, HRhoades, J.& Valley, J. (2008). Professional
Characteristics of Physical Education Teacher BdusaPresented at the annual
American Alliance for Health, Physical Educatiodreation and Danamnvention.
Fort worth, TX.

Hall, T., Woods, A., Doutis, P., Nilges, L., Rhoades, J(2007). South Carolina Policy
Change: People, Politics and Perseverance. Presairtige Historic Traditions and
Future Directions of Research on Teaching and Texeetiucation in Physical Education
conference. Pittsburg, PA.

Rhoades, J.& Woods, A.M. (2007) National Board Certified PhysiEducation
Teachers: A State by State Analysis. Paper pregentine annudllinois Alliance for
Health, Physical Education, Recreation and Darmcerention, St. Charles, IL.

Rhoades, J.Finch, A.E., & Ariel, G. (2006). Effects of Startj Block Width Spacing on
Sprint Sprinting Kinematics. Presented at the ahi8BS Symposium, Salzburg, Austria

PUBLICATIONS

308



Woods, A.M., &Rhoades. J.L.(2009) National board certified physical educators
background characteristics, subjective warrants,naotivations. Journal of Teaching in
Physical Education. (accepted, awaiting publicgtion

GRANTS

Woods, A.M., &Rhoades. J(2008).National Board Certified Physical Education

Teacherslllinois Alliance for Health, Physical Educationg&eation and Dance
$5224.00.

Woods, A.M., &Rhoades. J(2008).Characteristics of National Board Certified
Physical Education Teachemsmerican Alliance for Health, Physical Education,
Recreation and Danc#$4,838.00.

Rhoades. J. & Finch, A.(2005)Effects of Starting Block Width Spacing on Spring

Kinematics Gill athletics, equipment grant (Experimentalrsta blocks ~ $500)

309



