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ABSTRACT

Research on teacher educators in physical education has been
the exception, father thah the rule, despite their importance in
teacher preparation progranms. Fifteen . feacher educators
possessing a doctoral degree and experience in public schools
were selected as subjects from four universities in an effort to
launch systematic inquiry in this area of scholarly need.
Structured interviews were used to gain information about their
recruitment into their professorial roles and their current role
orientations. 'Among the findings was a lack of consensus among
them regarding the ideal teacher, physical education program,
teacher educator, and teacher education program, a dominaﬁt
socialization pattern in which biography emerged as more
important than formal education, and personal work priorities
that often conflict with institutional reward “systems. Five
conclusions and their attendant implications emerged from the

related findings and signal future research directionms.
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Those who can, do.

Those who can't, teach.

Those who can't teach, teach teachers.
Anonymous.

This guotation is used to introduce the ensuing
investigation because it points to the professor of teacher
education. The professor occupies a significant position in
teacher education programs, i.e., in what students of the
profession would call the induction process for new teachers.
The position of professor allows some control over entry and exit
requirements; course content, and the evaluation of prospective
teachers. In other words, fhe.professor may be particularly
significant for the degree and kind of training received by
prospective teachers. Yet, our understanding of the potential
and actual impact of teacher educators remains 1limited. Locke
and Dodds (1981) observe that "Teacher educators have been
remarkably nonintrospective as a professional group” (p- 15),
and their lament is also an indication of need.

Clearly, all physical education professors involved with
teacher education have some impact upon prospective teachers, and
more information about them is warranted. Some professors in
this area, howener, may be more important than others. of
specific interest in this study is the group Ewice—implicated in
the opening quote: namely, former-teachers-turned-professors.
Not only is this group portrayed as unable to perform generally,
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but more specifically, unable to teach.

While putting aside the issue of this witticism's accuracy,
it does raise important gquestions about these professors. Were
they effective teaéhers? Are they effective teacher educators?
What were their motives when they opted for such a vocation?
These "are just a few of the questions which may be raised about
this group of professors in physical education.

More questions follow when thé focus is on recruitment into
the role of teacher educator. After all, these professors
receive at least three waves of socjialization. Beginning with
initial socialization into the role of teacher, these individuals
next move to the schools to be organizationally socialized, and
finally go through socialization into the role of professor as
part of their graduate education. Questions abound regarding the
separate and related effects of these three waves of
socialization on recruitment into, and subsequent performance in,
the role of professor. These questioﬁs become clearer as each of
these waves is previewed under +two main headings: teacher

education and graduate education.
TEACHER EDUCATION

A Three Stage Model

The process of teacher education has been conceptualized in
terms of three related stages. Such a framework is generaily
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based on analyses of the more classic professions of medicine and
law. Specifically applied to physical educatioﬁ, Pooley (1972,
1975), and Lawson (1983) have referredv to: recruitment or
anticipatory socialization, university training and professional
education, and finally, entry into thé work force (Lawson, 1983,
p.5). A suggestion underlying this framework is that
professional education is the stage at which individuals come to
understand, accept and\ embrace the norms and values of the
profession. Aspiring professionals are then prepared to make
what is presumed to be a more congruous step from this
professional education into the realities of practice.

When this three stage model is applied to teacher education,
however, more questions surface. A presumed incongruity between
recruitment and professional education does.not appear in samples
of education subjects (Lortie, 1975, p. 81). In other words,
teacher education programs may not act as expected to change the
orientations of recruits. That this may occur can be attributed
not only to different perceptions of teacﬁer eduction programs,
but also, to differences among these programs.

' These observations are important to the present
investigation for three reasons. First, teachers—turned. -
professors, unless from the same institution, have doubtless
received different types of training. Second, even the same
program may have differential  impacts - because of equally
different commitments and perceptions among would-be teachers.
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The third point of interest resides in the relationship between
teacher educafion and entry into the school, and ‘this point
merits more discussion.

There are in fact three kinds of interpretafions regarding
the specific role of teacher education proérams in relation to
school entry. Each of these kinds of interpretations of teacher
education contributes to the study of teachers who become teacher
educators. Although important on their own, these éoints become
crucial when considered in terms of their contribution to final
role performance as teachers and teécher educators. Of specific
interest in this inveétigation is the extent +to which the
subjective warrants for teaching remain intact after teacher

education programs and graduate education.

Biography Over Education

This first interpretation of teacher education programs
suggests that a student's understanding of the role of teacher is
shaped largely by experiences as a student in the schools
(Lortie, 19975). The approximately twelve years spent prior to
university, it is suggested, are more influential than the five
vyears of specific education and training. Lortie (1975) suggests
that this schooling period contributes to the formation of a
"subjective warrant” {(p. 39), an individual's perceptions about
a given role.

Accepting the existence of such perceptions leads to two

crucial points raised by Lawson (1983). First is the point that,
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whether held by a single person or a group, the subjective
warrant "is often riddled with error" {(p. ©6): the second
important point is that such a percéptual base, whether accurate
or mistaken, '"nonetheless provides the basis for career choice"”
(p. 6). The crucial questions are then: To what extent do the
subjective warrants for teaching remain intact after teacher

education programs? After graduate education?

Education Or Training

The second interpretation of the role of teacher education
prbgrams relates to the relationship between the university and
actual teaching. Perceptions of this relationship may be viewed
on a continuum. At one end of the continuum, the role of the
university is seen aé leading and informing teaching in the
schools through theory and research. In this perspective, would-
be teachers are made aware of, and indeed forced to ask questions
of what and why in regard to teaching and program development.
Such an orientation has been identified by Lawson (1983a) as a
probiem—setting perspective. At the other end of the continuum,
the role of the university is seen as reflecting and reinforcing
actual teaching practices currentiy employed in the schools.
Students from this background are more commonly aware of, and ask
guestions of how and how best, in regard to program Qevelopment.
Such an orientation has been identified by Lawson (1983a) as a
préblem—solving perspective.

These perceptions are presented as a continuum for ease of
pages



analysis, but need not be mutually exclusive as program
components. Nevertheiess, training in only the "how-to's" has
been singled out for criticism. An exclusive orientation to
problem-solving is apparently what Morford (1972) sees as a major
step toward training for a craft, rather than the education for a
profession. Moreover, Dewey (1904) described such an orientation
as - apprentices learning what their masters did such that
technique becomes an end in itself. The suggestion from both of
these authors is that teaching involves more than mere technique
of presentation, and thus, requires an understanding of why's in‘
addition to how's. Teachers with this background are potentially
more aware of repercussions of what they do and why they do it.
Relying upon more than blind faith these teachers are grounded in
the theoretical underpinnings of both the demands and potenfial
outcomes of their programs.

So, the question is: Are teachers educated, trained, or
both? Tabachnick, Popkewitz and Zeichner (1980) cite
observations contrasting official university statements with
actual expectation;. Prospective teachers initially promptedvto
develop individual teaching styles and to experiment with
teaching methodologies are subsequently pressed to fit in
smoothly with ongoing procedures. Such a scenario appears to be
one of introducing students to the existence of problem-setting
at the theoretical level, with a decided emphasis on problem-
sqlving at the applied level. Therefore, it is possible to offer
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a competing explanation for the effectiveness of teacher
education programs. Rather than being ineffective, the
university experience may be quite effective in reinforcing
existing attitudes and behaviors in schools, even though this
outcome is contrary to teacher educators' espoused theories of
purpose in the culture of the university (Zeichner & Tabachnick,
1981).

Here, too, then are clues to the importancé of teacher
~educators, their own socialization, and their orientations toward
teacher education and school practice. Immediately, questions of
interest crystallize. What were the perceptions of teachers-
turned-professors during their teacher education? What effect,
if any, did these perceptions have on their subjective warrants
for the role of teacher educator? How did these subjective
warrants change as roles changed from student to teacher and to
graduate student? What types of things in teacher education were
deemedl important; which were unimportant? Questions such as
these may be central to the understanding of the professor of
teacher education.

For example, assuming that their own teacher education
program was of 1little wvalue, some professors may hold a
ﬁissionary vision of the importance of their role, one in which
teaching experience is more important than theory and research.
The central questions for individuals with a missionary
orientation will differ from those of individuals who choose the
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role of professor merely to escape from teaching. Different also
will be the central gquestions for the individuals seeking upward
social mobility, freedom for personal research, or perhaps other
motivations. In any case, an understanding of perceptions of a
role must inform the study of, and indeed, the actual performance

in, the role of professor of teacher education.

Wash Out

The third interpretation of the effects of teacher education
programs 1is that the university experience has no lasting effect
on students because the experience is "washed out" by the
realities of the work world of schools (Zeichner & Tabachnick,
1981). Importance is attached here to the wave of organizational
socialization which éccompanies teaching experience. A common
finding of studies is that "students become increasingly
progressive in their attitudes during the course of their college
education but move 1in the opposite direction toward more
traditional beliefs when they experience the impact of full-time
teaching“ (Zeichner & Tabachnick, 1981, p. 7). Hence, "wash out"
refers to the elimination of progressive attitudes in the
workplace, and highlights guestions regarding the effects of‘this
orgénizatiOnal socialization on a teacher's subjective warrant
for the role of teacher educator.

Lortie's (1975) research lead him to an interesting
suggestion, which relates to the "wésh out" effect and to student

perceptions of professors:
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The outcome'ié evidently frustfating; unable to reach the

horizons pointed out to them, students must choose between

seeing themselves as incompetent and seeing their prophets

as false. They~apparently lean toward the latter. (p. 69).
Whether or not Lortiefs suggestion is éccurate, it does highlight
specific areas of inquiry. For example, the perceptions which
teachers-turned-professors held of their professors, and hold of
themselves as professors now, may be important factors in the
decision to become a professor. This is especially the case in
light of the potentially low impact of such a role from their own
education.

To this point, interpretations regarding the role of
teacher educafion programs have been examined because teacher
educators, themselves, experienced these programs and entry into
schools. These interpretations have been focussed upon three
themes which address facets of teacher education: Biography over
education; education or training; and, wash out. This discussion
has been aimed at uncovering pertinent gquestions about two waves
of socialization and emphasizing the'importance of the professor
for this.investigaéion. The first two waves of socialization,
teacher education and organiiationalAsocialization upon entry
into schools,vhave been presented, albeit briefly.

The next section includes a look at the third wave of
socialization which affects the professor of teacher education:
graduate education. Once again the purpose is to provide a
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foundation by identifying pertinent questions.
GRADUATE EDUCATION

Graduate education is posed, in this investigation, as the
third wave of socialization for prospective professors. Once
again, the university is the agency of interest, but now, in a
different 1light. The culture of the university, its graduate
education for prospective professors, the primary functions of
the university, and the relationship of these factors to
recruitment into the professorship, are of interest.

Universities may be viewed as performing three main

functions: teaching, research, and service. Although these may
be viewed as equally important and compatible, their relative
importance varies from one university to another. Their
importance varies because universities, themselves, vary as

functions of size, locale, sponsorship, clientele, and frequently
composition. Thus, some major universities, complete with
elaborate graduate programs, accord more emphasis to research,
whereas smaller institutions may cater primarily to
‘undergfaduates and emphasize teaching. It follows that
recruitment into the role of professor wili be affected
significantly by the kind of direct experiences which people have
had in universities and their breadth of understanding of
universities and their culture.
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Glazer . (1974) is among the analysts who have observed some

of the dilemmas facing education faculties in university
cultures. Predominant for such faculties is the dilemma of
allegiance. Bonds to parent disciplines such as biology,

sociology or psychology conflict with the more practically
applied sub-disciplines in the field of education,

Consequently, professors of teacher education must choose a
balance between the roles of strict disciplinarian researcher and
practically applied teacher. The balance chosen is a mixture of
individﬁal backgrounds of professor and the demands of
university cultures. Put differently, some individuals ﬁay train
first as psychologists and subsequently, develop an interest in
education. In an education faculty, such an individual would
likely identify himself as a researcher, analyst, or psychologisf
with secondary responsibilities to educate others to his calling.
Another individual, - trained first as a teacher, who Ilater

develops interest and expertise in the psychology of education

may identify different priorities. This individual is foremost a
teacher, such that principleé of, and research into, pshchology
merely supplement the primary task of teaching. Further,

universities may figure prominently in the structure of the
balance between researchers and teachers. The influence of the
university 1is manifest initially in faculty designations wvia job
descriptions and qualification requirements, and subsequently, in
reward structures related to job performance.
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Necessarily, as university faculties vary in composition of
researchers and teachers, so must their programs of graduate
education vary. In other words, there are different kinds of
programs of graduate education in equally different universities.
These programs éffect recruitment into +the professorship and
perfprmance in the role. |

Important questions surface regarding the induction process
of former-teachers-turned-professors. To what extent does
graduate education prepare individﬁals to deal with the three
functions of a university: teaching, research, and service? To
what extent do individuals choose a university in regard to these
roles? The answers to questions such as these are yet another
step toward understanding initially, the process of recruitment
into the role of professor ofiteacher education, and perhaps

subsequent insight into role performance.
STATEMENT OF THE PROBLEM

The purpose of this investigation is to explore recrultment

into the role of professor of teacher education in physical

education. Specifically, why do individuals choose to become a
professor? What are perceptions of what a professor does? What
kinds of things should a professor do(?); not do? The suggestion

to this point, is that perceptions of this role do exist prior to
role occupancy, and that these perceptions include two kinds of

pagei?



characteristics. As Van Maanen and Schein (1979) have observed:

All roles which are created, sustained and transmitted

by people include both content characteristics (i.e.,

what it is people should do) and process characteristics

(i.e., how it is they should do it). (p. 226).

Further, these perceptions may be important in understanding
actual performance in the role.

It 1is the goal of this investigation to gain insight into
these perceptions of content and process characteristics of the
role of professor of teacher education. That these perceptions
may be similar in some ways, vyet different in others, may emerge
from the identification and classification of recruitment

patterns into the role.

Definitions of Terms

Professor of teacher education. For this investigation,

this title will include only ' former-teachers-turned-professors.
In other words, this will exclude subjects who have attained the
doctoral 1level with no time spent as a teacher 1in any pre-
university institution. Further, this title will include holders
of either the PhD or EdD degrees.

Recruitment. In this investigation, the term represents the

stage in which an individual formulates a subjective warrant to
aid in the selection of the role of professor of teacher
education.
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Organizational socialization. Although related to

professional socialization, this concept is also different. Not
merely associated with professions, organizational socialization
occurs Qhenever an individual enters and indeed, operates in a
work setting, i.e., in an organization. Formal and informal
mechanisms operate to shape attitudes and behaviors of
individuals toward both intended and unintended ends, and these

ends may be at odds with norms of professionalism.

Significance of the Problem

A number of authors have identified the need for research on
teacher educators (Hall & Hérd, 1981; Locke & Dodds, 1981 ;
Lawson, 1981). The fact that there has been littlé work done ih
the area has already been noted. Moreover, although all authors
cited call attention to the need for work in this area, only one
speculates as to the significance of such inquiry. This |is
perhaps further testimony to both the lack of understanding and
lack of information on teacher educators. Acceptance of such a
scenario also speaks to the extent to which tacit assumptions
guide the guestions we ask. Put differently, Eisner (i979)
refers tov the "Null Curriculum"' (p. 83). In essence the
suggestion 1is that we come to understand our world not only
through the questions we ask, but also through the questions we
do not ask. Since no premium has been put on knowledge about

teacher educators, we might assume either or each of two things.
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First, teacher educators serve no crucial role in 'the teacher
education process; hence, little need be known of them. Second,
the role of teacher educator is of such common sense nature that
we do not need further information. Both assumptions are open to
suspicion, for in fact, we need to know more of the motivations,
beliefs and understandings of the professor of teacher education
if we are to understand better the process of teacher education
generally, and the role of the professor more specifically.
Lawson (1981) frames the inquiry into teacher educators,
specifically into former-teachers-turned-professors, on a
backdrop of "a difficult boundary position between higher
education and the field" (p. 22). He describes their competing
allegiances between practical application and scholarly research,
betweén scientific reductionism and the wholes of practice, and
between educator and role model. Lawson describes such a list of
role dilemmas as breeding "role stress, role strain, and role
conflict" (p. 23). An understanding of what might attract
individuals to such a role, as well as whether they perceive such
conflicts, and, if so, how they deal with such, must be
informative in understanding them. Furthermore, an understanding
of what people bring to the role stands to shed light on how'they
perform it. Thus there is a link between this study and
guestions which surround the effectiveness of teacher education
programs. Prior to settiné, much less solving such questions
about effectiveness, however, we need to know more about the
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professor of teacher education. For it is difficult 1if not
impossible to comment on the effectiveness of an individual
without knowing precisely what it 1is that the individual

\

perceives as relevant tasks.
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CHAPTER 2
REVIEW OF LITERATURE

Entering university work as a life career is very much like
entering matrimony: everybody agrees that it is an important
event but so many inféngibles are involved that nobody knows
exactly how it happens. (Wilson, 1942, p. 15}.

The above quotation is the sentiment of a pioneef, Wiléon,

embarking upon a new field of inquiry, and his book, The Academic

Man, (Wilson, 1942) stands as perhaps the most influential work
on university professors. Our understanding of who university
professors are, what they do and why they do 1it, has not
proceeded much beyond this treatise of over forty years ago.

Work in the area remains scarce. The gquality of work
specifically related to physical education is noted by Locke
(1982):

As a body of knowledge and a domain for inquiry in physical

education, teacher education remains uneven, unpopuiar and

largely unread. (p- 1i). |
In an earlier paper, Locke and Dodds (1981) reviewed research
published between 1960 and 1980 related to teacher education in
physical education. Locke (1982) later continued this work,
reviewing forty additional reports spanning the period from 1980
to 1982. In total, four dissertations were listed related to

leadership characteristics. Beyond these the authors raise
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gquestions similar to those raised throughout this study,
concluding that any definiti&e answer "remains mostly unknown"
(Locke & Dodds, 1981, p. 15)..

Consequently, ‘this review must draw upon a variety of
divergent disciplines.: There are strehgths to this approach.
Work done in other areas on related topics provides a beginning
framework for investigation, providing questions to ask and areas
to investigate. Further, findings from previous work promise to
lend meaning to results of the present investigation. The
pioneering nature of this topic must not be lost from view,
however, lest there result an unmediated application of findings
from areas other than physical education to this unique field.

This review is focussed around three headings. Beginning

with Occupational Choice, literature is examined for insight into

the career selection process. The next section, Career Change,

builds on this base for more accurate information on the subjects
of this investigation, former-teachers-turned-professors. The
third section is the most specific, containing the literature on

Universit§ Professors.

OCCUPATIONAL CHOICE

Occupational choice, as a subject of inguiry, has existed
since approximately the beginning of the twentieth century.
Initial investigations sought l1inks between trait theory and
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subsequent occupational choice (Cattell, 1890; Yerkes, 1919). As
the knowledge base Jgrew in regard to factors contributing .to
occupational choice, however, so grew the inadequacy of trait
theory for a complete explanation.

‘The search for understanding prompted an examination of
occupational choice from other vantage points. This research can
be grouped under two major headings: That of a psychological

perspective and that of a sociological perspective.

Psychological Perspective

Through this lens, occupational choice is viewed as the

developmental process of individuals. Personal volition  and
factors influencing individual choice are focal; Prominent in
work from this perspective is that of Ginzberg (1951}, who
identifies three developmental stages. Initially, children

function in the fantasy period in which occupational choice or
preference is based largely on stereo-typical role perceptions.
In the second stage, 1labelled the tentative period, individuals
become increasingly aware of the actual requirements of jJobs.
Finally, the realistic period is presented as the terminal stage
in occupational choice development, occurring in ‘late
adolescence. At this point, individuals are assumed to have
reached some consistency in terms of personal choice and the
reality of occupational demands.

Ginzberg's work 1is influential in terms of occupational

choice research. The contribution to this study may be minimized
vageid



somewhat by the occupational choice characteristics of university
professors} As that section of this review will suggest, this
occupational choice is generally made well beyond the adolescent
years. Consequently, Ginzberg's work may have more to say about
the initial choice of subjects in this study to teach than their
subsequent selection of the university professorship.

Havinghurst (1953) and Super (1953) present theories
involving six stages of vocational development. These theories
are more consistent with findings in the career change

literature, which suggest that occupational choice extends beyond

the adolescent years. In essence, as individuals age, they
change. This change-with-age process is granted time beyond
adolescence by these theorists. Within this additional time

frame, individuals may gain more realistic evidence to support or
to undermine earlier perceptions of occupations. This period

beyond adolescence is named by Super (1957) as a floundering or

trial process in which a number of occupations are tried. This
stage may extend as long as to the age range of 25 to 35. At
this stage, Super suggests, an individual locates a career and

works at advancement.

Holland's (1959)/ work céntres more on this final choice
stage. At this time, an individual seeks consistency or balance
between their occupational identity and the occupational
environment.'— Put differently, the interaction between the
environment and individual identity continues and has a
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significant influence on occupational choice, even after the
choice |has been made. The influence of Holland's work will be
further examined when motivations for career change are
discussed.

In summary, the psychological perspective illuminates a
number of factors contributing to occupational choice. Timing of
choice may begin as early as childhood or as late as the age
range from 25 to 35 years of age. Further, clues as to the
motivations behind occupational choice may be found in the
perceptions individuals hold both of themselves and of the roles

they seek to perform.

Sociological Perspective

Through this perspective, factors beyond the immediate
control of the individual, which impinge upon occupational
choice, are examined. Sﬁch factors as social class, gender,
education level, culture, family and peer influences may be
integral in the eventual occupational selection. While the role
of the individual as an active agent in the process of
occupational selection is not ignored, it is not focal. Rather,
the factors surrounding the choice are selected for explanation
and predictidn.

Particularly significant to this investigation, from the
sociological perspective, 1s work on professional socialization.
As noted earliier, work on this conceptbin education (both teacher

education and physical education) is minimai. Existing research
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and models are based largely upon the medical and legal
professions. Consequently, these works mark a beginning point
for investigation. Their significance lies not so much in their
findings about lawyers and doctors, but rather in the structure

of their investigations.

For example, Rogoff (1957), Theilens (1957) and Helfrich
(1975) all identify differences among individuals, within given
professions, in terms of occupational choice patterns.
Differences in timing of choice associated with related

differences in significant factors influencing the eventual
choice. 1In another light, these findings point to the concliusion
that more than one avenue exists leading to any occupation. Put
differently, individuals may have different reasons for, and
goals in, choosing to become professors of teacher education in
physical education.

Lortie (1975) refers to two factors of importance in the
occupational selection process, attractors and facilitators;

Attractors are defined as "the comparative benefits proferred

would-be entrants” (Lortie, 1975, p. 26). Specifieally for
teaching, Lortie identifies both material benefits, such as
money, employment, security, social mobility, and psychic or
symbolic attractors, such as prestige, power, and satisfaction.

Within this framework, a number of themes aimed at explaining the
occupational choice of teaching are presented.
Facilitators, on the other hand, represent the "social
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mechanisms which heip move people into a given occupation®
(Lortie, 1975, p. 26) . For teaching, important facilitators
identified are such things as the influence of others, an absence
of occupational alternatives, and a subjective warrant. These
factors are presented as facilitators which may act individually
or in combination to shape»an individual's eventual occupational
choice.

To summarize the sociological perspective, then, is to
outline factors extraneous to the individual that relate to
occupational choice. Specifically, two major contributions are
made by the research from this perspective. First 1is the
realization of the existence of multiple pathways leading to any
given occupational role. Second 1is the employment of the
constructs of attractors and facilitators as a means for
describing and comparing these pathways.

The decision to become a professor of teacher education in
physical education after serving as a teacher is not just a
career choice; it is also an occupational change. Consequently,
research on this topic has been reviewed, albeit briefly, for

possible insights for the present investigation.
CAREER CHANGE
Research on career change is incomplete, often inadequate,

and occasionélly contradictory, but it must be reviewed for
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its potential contribution in furthering the theoretical
framework for understanding the recruitment of former-teachers-
turned professors.

Research on white-collar career change suggests that the
choice is typically a voluntary decision (Thomas, 1980, p. 173).
Investigation into more precisely why the decision is made,
however, 1is less conclusive, In fact, Thomas suggests that the
number of motives for change are aimost as varied as the number
of subjects one is willing to study (1980, p. 177). Figure 1
illustrates an interesting typology of career changers, developed
by Thomas.

This classification scheme draws attention to a pair of
significant considerations in the study of career change. First
is the realization that motivations or pressures to change may
arise internally, externally and/or in combination. Second, as
an extension of this realization, is the insight that to describe
career change as one category may mask significant underlying
factors. Tentatively then, this typology stands as an attempt at
such differentiation.

As indicated in Figure 1, Thomas has identified four
categories of white-collar mid-life career changers. Beginning
with the "drift-out" category, very little is known about these
individuals. Beyond the lack of any apparent pressure to change,
motivations of individuals in this category exist as more
enigmatic than explained.
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Pressure From
Environment

To Change

FIGURE 1

TYPOLOGY OF CAREER CHANGERS

Pressure From Self To Change

Low HIGH
Low "' DRIFT-OUT" "OPT-OUT"
HIGH "FORCE-OUT" "BOW-OUT""

Source: Thomas, 1980, p. 178.
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The ‘"opt-out" category. marks a group with high internal
pressure to change. Prominent in this pressure is a drive for
harmony between personal values and work. The pursuit of this
harmony is most likely to utilize formal education--more 1likely
than 1in any of the other quadrants. In addition, individuals
classified here are highly likely to be in the same position five
years hence and are the most satisfied with their change when
compared to individuals in other clusters.

High initial education and a high motivation to achieve are
the distinguishing characteristics of individuals in the "bow-
out" group. Perhaps related to these factors is the 1likelihood
that as a group these changers select the least radically
different career from their initial position.

Lastly in the "force-out" designation, subjects most closely
resemble patterns identified in studies on blue-collar workers.
As a group, these individuals begin with the least education for
their initial career, are least likely to resort to formal
education in preparation for their change, are least motivated by
desires for greater achievement and make the most radical changes
of environment when they change. In contrast to "opt-outs", this
final group are Jleast concerned with the harmony of their
personal values and the work setting.

The factor of harmony or person-environment congruence may
have different explanatory value for different individuais. The
basic concepts of congruence theory were developed originally
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by Holland (1959) in an attempt to explain occupational choice.
The application of this theory extended beyond mere occupational
choice to include career change.

As 1is the 1lot for most theory applied to unintended
phenomena without modification, Holland's work was shown to have
shortcomings (Robbins, Thomas, Harvey and Kandefer, 1978). 1In an
apparent effort to combat such criticizm, Holland expanded his
concepts beyond his initial personality type and occupational
type conflict, stating:

People change jobs because other workers wish them to

leave, and for other personal and environmentai reasons:

better climate, physical disability, dissatisfied re-

latives, more money and other influences. (Holland &

Godfredson, 1976, p. 21).

This restatement differs substantiélly from initial propositions.
The specificity of the occupational type variable has virtually
been abandoned. There is no longer any attempt at precise
identification of elements involved in the decision to change
careers. More accurately, the indication is that people change
careers because of a variety of personal and individual reasons.

Further analysis of the career change literature may be

aided by a subdivision into two subheadings--specifically, the
concepts identified by Lortie (1975) as attractors and
facilitators.



Attractors To Change

Attractors may be seen as potential benefits. These may
take the form of either or both of material benefits and/or
psychic or symbolic benefits. In specific reference to reasons
for change, a number of attractors have been identified. A few
of these are: seeking better salary (Hiestand, 1971; Thomas,
1980); seeking perSonal intellectual growth, self-improvement,
mere pursﬁit of interest in a subject field, and/or power
(Hiestand, 19?1); probability of another job leading to valued
outcomes fSnyder, et al., 1978); greater job security, being laid
off, health reasons, for more time with the family, more
recreation time, and/or for a better locale to live in {(Thomas,
1980); general intrinsic rewards (Hiestand, 1971; Neapolitan,
1980); and, the pursuit of person-environment congruency (Holland
& Godfredson, 1976; Neapolitan, 1980; Thomas, 1980; Vaitenas &

Wiener, 1977).

Facilitators Of Change

Facilitators have been identified as social mechanisms which
help move people to a certain end. A number of facilitators have
been identified in relation to occupational change. These
inciude: the availability of opportunities which were not
present at a younger age, instability at work, forced reliocation,
disruption of family life, availability of funds, and eligibility
for leave from the present job leading to a return to education

(Hiestand, 1971). In a related velin is a belief in further
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education for its life enhancing power (Hiestand, 1971; Sarason,
1977; Vandermeulen, 1974)--at least in part through the
credentials to be acquired (Hiestand, 1971). Further
facilitators to change have been identified in the form of
perceived ease of leaving one occupation and the perceived
probability of suécess elsewhere (March & Simon, 1958); é fear of
failure and general life-style doubts (Vaitenas & Wiener, 1977),
and a desire to seek a redefinition of present status, develop
new skills and attain new job assignments or experiences (Snyder
et al., 1978). In specific reference to teachers, facilitators
for change have been identified as a dissatisfaction with what
they were doing (Kahnweilier, 1980; Sarason, 1977), and the result
of frustration, boredom or a psychologically regressive
orientation (Beam, 1981).

To summa:ize, there are attractors and facilitators that
help to explain career change. The use of these concepts
provides insight into the reasons why teachers become professors,
and more insight can be derived from the literature on university

professors.

UNIVERSITY PROFESSORS

Since there is little relevant work on physical education
professors, the more general literature must be reviewed. In
this way, tentative penetration may be gained into particular

facets of the role.
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Perceptions Of The Role

Light (1974) identifies three classic models of the academic
man. The first is the Oxbridge Model in which mental discipline
is emphasized. Here, the professor is viewed as an intellectual
and moral teacher with subject matter a secondary and less
important factor. The second is the Scottish Model, in which the
professor is viewed as a subject teacher first and foremost. The
ascribed role here is one of imparting knowledge to any who
desire 1it. . Finally, the German Model views the professor as a
scientist who also teaches, emphasizing the establishment of new
knowledge through research. Each of these models may be useful
as a means for classifying perceptions of the role of professor

as will be shown in a summary of relevant findings.

Studies of how professors view themselves and assign
priorities to the roles they perform are revealing. Most
pfominent is the teaching function, but with some gualification.
For example, teaching may merely occupy the greatest amount of
time in a professor's work 1life (Gustad, 1959; Stecklein &
Eckert, 1958); or the university system is viewed as primarily
oriented to teaching (Bess, 1977; Fulton & Trow, 1974). Yet

professors cite teaching as the most important function, followed
by character development and then research (Eckert, Stecklein,
Sagen, 1959; Gilliland, 1974; Kelly & Hart, 1977; Ladd & Lipsett,
1975b). In a study in physical education, professors rate
teaching over research, publication or coachin (Rog, 1979).
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Another work showed that the older the respondent, the greater
the attraction to teaching over research (Baldwin, 1979).
Lastly, greater freedom in the planning of work and less constant
appraisal from above was found by Wilson (1942) to be an
important priority.

Interestingly, each of the studies cited above may fit gquite
_ accurately under either the Scottish Model or the Oxbridge Model.
In both modelé the orientation is towards teaching, but from

slightly different perspectives.

Attractors To The Role 0f Professor

Surveys of attractors to the role of professor have
identified a number of perceived benefits. The most often cited
factor is the opportunity to work with college age students
- (Brown, 1965; Gustad, 1959; Ness, 1958; Stecklein & Eckert, 1958;
U.S. DOHEW, 1958; Vandermeulen, 1974; Yager, 1964). Next, is the
opportunity to perform research (Gustad, 1959; Ness, 1958;
Stecklein & Eckert, 1958), but with the added suggestion that
this attraction decreases over time (Baldwin, 1979). After these
attractors is an extensive list of less frequently cited factors.
These 1include the opportunity for intellectualrstimulation and
challenge (Ness, 1958; Stecklein & Eckert, 1958; U.S. DOHEW,
1958); the opportunity for association with colleagues (Gustad,
1958; Stecklein & Eckert, 1958); the opportunity to observe young
people's growth and success (Brown, 1965; Stecklein & Eckert,

1958) ; freedom and independence {(Gustad, 1959; Riesman, 1959;
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Stecklein & Eckert, 1958; Wilson, 1942); work with speciai types
of students--especially graduate students (Baidwin, 1979;
Stecklein & Eckert, 1958); the opportunity to pursue a deep
interest in a specific subject (Ness, 1958; U.S. DOHEW, 1958);
the availability of a job offer (Eckert et al., 1959; Ness, 1958;
U.S. DOHEW, 1958); the opportunity to continue study, to help
young people, social usefulness, to influence, mould and inspire
youth (Stecklein & Eckert, 1958); the salary (Blau, 1974; Gustad,
1959) ; collegé counsellor's_‘encouragement (Ness, 1958); the
contribution to society (Eekert et al., 1959; Ness, 1958); the
vopportunity‘to share knowledge (Brown, 1965); the chance to work
in specialized fields (Blau, 1974); Jjob conditions such as secure
tenure, avoidance motivations, pleasant work and surroundings
(Wilson, 1942); and finally, public esteem (Wilson, 1942), also
referred to as fame (Brown, 1965). This 1list may not be
exhaustive, but it does provide some initial insights into the

reasons why individuals might choose to become a professor.

On a related theme, a number of studies have attempted to
identify specific detractors to the role of professor. Among
these are the following: poor salary; class load that is too
heavy; too many routine duties, i.e., duties which could be
performed by a sécretary (Eckert et al., i959; Stecklein &
AEckert, 1958; U.S. DOHEW, 1958); too many demands outside
teaching (Stecklein & Eckert, 1958) ; indifference or negative

attitudes of students (U.S. DOHEW, 1958); fear of an intellectuai
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rut (Ness, 1958); and fear of ivory tower detachment (Ness,
1958) .

Interestingly, there are differences among the attractors to
the role and perceptions of the role of professor. Some of these
differences are mentioned in the list of detractors. Perceptions
of the job largely favor the teaching aspect while attractors
appear split between this function and research. It is possible
for each of these components to coexist within the role of
professor. At the same tinme, a conflict of theoretical
orientations may be at issue. Whether or not this conflict is
even perceived by teacher educators in physical education,

however, remains to be explored.

Facilitators To The Role QOf Professor

There are fewer studies of facilitators than of attractors.
The available findings point to the following facilitators: high
intelligence (Gustad, 1959; Wilson, 1979); middle class
" background and the implied value system associated therewith; a
developed preference for intellectuaily stimulating and
essentially solitary activifies {Gustad, 1959); and classroom
teaching experience (Shultz, 1975).  Some of these facilitators
have been previously identified as attractors because in sonme

instances attributes of a particular occupation may £it Dboth

categories. For instance, dilatory inclinations, avoidance
motivations (Wilson, 1942); the  mere offer of a job, deep
interest in a specific subjeCt area (Eckert et al., 19539; Ness,
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1858; U.S. DOHEW, 1958); and assorted other factors which might
initially make an individual aware of the existence of the role
of professor and subsequently facilitate the motivation to pursue

the lengthy trail .leading to the professorship.

Additional Characteristics

Presented 1in this section are factors which have not vyet

been covered with specific reference to professors. In many
.cases, it is unclear as to whether the factors are facilitators
to the role or merely descriptors. This is the kind of guestion

which this and other investigations must explore.
The first additional characteristic relates to work
surrounding the attractors to, detractors from, and perceptions
of, the role of professor. Studies suggest that differences
exist in actual job performance in relation to the type of
institution studied (Fulton & Trow, 1974; Gilliland, 1974; Ladd &
Lipsett 1975Db). Put differently, awareness of the individuality
of background experience in the form of differin role models
witnessed, and subsequent role perception differences must Be
acknowledged. This factor gains importance in light of the
finding that a majority of faculty come from an institution
different from the one at which they have completed their
doctoral work (Wilson, 1979). The ramifications of this finding
© may be realized by stepping beyond the scope of this
investigation, briefly, to examine a pérformance characteristic:

The prestige of the educator is primarily dependent
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upon his students, that of the scholar is independent

of his students. (Wilson, 1942, p. 194).

Where a professor finds and perhaps more importantly where a
professor looks for reinforcement must figure prominently in role
selection, role performance and occupational satisfaction. A
logical assumption, therefore, might be that individuals would be
well informed about the position to which they aspire. This
apparently is not the case (Brown, 1965; Wilson, 1942,1979). 1In
fact, beyond ,salary, rank and teaching load, new recruits are
"relatively péorly informed on the more subtle aspects" of the
job (Brown, 1965, p. 255).

The majority of professors are males (Creager, 1971;
Huffman, 1968; Ladd & Lipsett, 1976; Willie & Stecklein, 1982).
Even though many females pursue graduate study, the majority
apparently do so on nondegree oriented programs (Sharp, 1966} .
Another factor which might contribute to the underrepresentation
of female faculty members, is the finding that older male
academics (in positions of power) hold negative attitudes toward
women academics (Jones & Lovejoy, 1980). The proposition that,
for women who enter the ranks of academia, it is a process of
acculturation rather than merely socialization (Jensen, 1982), is
yet another possible explanationAof male domination,. Clearly,
the male—-female issue merits further investigation.

Data on the timing of’ the decision to become a professor
points to a later decision than thét of people 1in other
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professions--beginning service five to ten years later (Eckert et

al., 1959; Stecklein & Eckert, 1958). Moreovér, this decision
often is not made before graduate school (Eckert et al., 1959;
Ness, 1958; Stecklein & Eckert, - 1958; U.S. DOHEW, 1953;
Vandermeulen, 1974; Yager, 1964), and the decision is often
characterized in a number of wéys. These include: "dilatory
inclinations” (Wilson, 1942); "more by accident than by

deliberate design" (Stecklein & Eckert, 1958); and a process
described as "drift" (Gustad, 1959). In other words, "the
majority of faculty had not consciously selected the academic
career nor formally prepared themselves for its teaching
function" (Wilkerson, 1977), nor had they received preparation
to teach at the college level (Yager, 1964).

Overalil satisfaction with the decision to become a
university professor is high--as measured by the resbonse to an
"if you could start again" type of question (Ladd & Lipsett,
1975a; Willie & Stecklein, 1982; Yager, 1964). Related to this
career decision satisfaction is the feeling of success found by
Ladd & Lipsett (1975a) in 93 per cent of their national sample of
university professors.

The last characteristic of the background of professors
noted in this review is in regard to the parents. Most commonly,
people who become professors have parents with comparatively less

schooling (Stecklein & Eckert, 1958).
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IMPLICATIONS

The answers to questions surrounding the issue of why
people, particularly former teachers, choose to become professors
of teacher education in physical education are not readily
available. Theories about how and why people choose occupations,
qhange careers and select a university professorship form a
relevant framewofk for +the pursuit of +these answers. From
investigations forming the basis for these theories, variables
pertinent to this study emerge in the form of a portrait of
attractors, facilitators and other related characteristics.

This portrait, coloured by factors from divergent origins,
presents a new and uniqgue imége. Although incomplete, here is
the most comprehensive picture yet available of the subjects for
this investigation.

Table 1 illustrates a compilation of attractors. In
recognition of the existence of different perceptions of the role
of professor, the classic models of this role, described earlier
aé the Oxbridge Model, Scottish Model and German Model, are
employed forvclassification purposes. These models are Joined by
a fourth category of attractors which are not already accounted
for.

Table 2 1is a presentation of facilitators which have been
identified. Presented simply aé a list, these factors are the
extent of what is currently known of the possible facilitators to

the role of professor of teacher education in physical education.
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OXBRIDGE MODEL

Observe young peoplea’
growth and success

Social usefulness

Help young people

aﬁéd

& Influence, mould, and
inspire youth

‘Make a contribution
to soclety :

TABLE 1

POSSIBLE ATTRACTORS TO THE ROLE OF PROFESSOR
OF TEACHER EDUCATION IN PHYSICAL EDUCATYON

SCOTTISH MODEL

Share knowledge

GERMAN_MODEL
Regearch

* Intellectual stimulation
and challenge

Association with
colleagues

Freedom and independence
to continue study

Work in gpecialized
flelds
Esteem
Or
Fame

OTHER

Associate with college age
students

Job offer
Salary

College counselor's
encouragement

Secure tenure; being laid off
Pleasan® surroundings

Health reasons‘

Power

Probability of attalning value
outcomes

Increased personal time
Intrinsic rewards
Better locale to live in

Pursuit of person-environment
congruency



TABLE 2

POSSIBLE FACILITATORS TO THE ROLE OF PROFESSOR
OF TEACHER EDUCATION IN PHYSICAL EDUCATION

High intelligence
Middle class background
Middle class values
Opportunities not present in youth
Instability at work '

- Dissatisféction with present position
Frustration with present position
Boredom
Forced relocation
Job offer
Perceived ease of leavihg present position
Perceived probability of success elsewhere
Fear of failure
General life-style doubts
Desire to seek a redefinition of status
Desire to develop new skills and attain new job assignments
Desire for new experiedces ‘
Preference for essentially solitary work
Classroom teaching experience
Dilatory inclinatioms
Avéidance motivations
Deep interest in a specific field

Psychologically regressive orientation
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Table 3 represents additional characteristics of the role of
professor which do not fit, as yet, into the previous categories.
Investigations such as the present one may éerve to further
illuminate the piace of these elements.

These tables of attractors, facilitators  and additional

characteristics form a base for the framework of this
investigation. Now, meaningful gquestions can be posed that have
a foundation in the reality of previous research findings. In

this way, the present investigation stands as an important step
towards better understanding of former-teachers-turned-professors

of teacher education in physical education.



TABLE 3

ADDITIONAL CHARACTERISTICS OF THE ROLE OF PROFESSOR
OF TEACHER EDUCATION IN PHYSICAL EDUCATION

Majority are male
Decision to become a professor made late
Decision characterized as:

Due to dilatory inclinations
Accidental

Drift

Unconscious selection

Personally and formally unprepared to teach

More educated than parents

Not emploved at the institution granting the doctorate
Knows littie about the role at the time of employment
Satisfaction with this‘careet selection '

Feelings of success
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CHAPTER 3

METHODOLOGY

The subjects selected for study were former teachers holding
a doctorate degree and involved with university courses in
curriculum, instruction and other courses related to pedagogy and
school programs in physical education.

In total, 18 subjects meeting the above criteria were
located and contacted. 0f these potential subjects, two refused
to participate and one was preparing to leave the country and
hence was unable to be involved. This left 15 subjects, four
females and 11 males, who consented to be interviewed.

These subjects were identified through their association
with specified courses identified in the most recently available
university ‘calendars .at four local institutions. These
institutions. were selected on the basis of proximity and their
reputations as different‘types of schools: one American school,
one of international repute, one known as a .teacher training
centre and lastly an experimental institution.

Where appropriate, the department chairperson was contacted
with a letter of introduction and a list of qualifying faculty
members. Subsequently, permission for appointments and data
collection was obtained.

Data for this investigation was collected by means of a
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structurgd interview format. After reviewing relevént
literature, specific attractors, facilitators and other important
factors surrounding the decision to become a teacher educator in
physical education have been identified. Organized into an
interview format, these questions were then field tested and

reviéed prior to actual data collection.



CHAPTER 4

FINDINGS

.Findings in this chapter are presented under three main
event labels: Public School Teaching, Career Change, and The
Role of Professor.  These events represent three distinct phases
in the career evolution of the subjects selected for this
investigation -and facilitate a coherent presentation of the

wealth of information gathered on these individuals.

Public School Teaching

Background Biographies

\

The literature suggests that the majority of wuniversity
pfofessors are males (Creager, 1971; Huffman, 1968; Ladd &
Lipsett, 1976; Willie & Stecklein, 1982). Somewhat surprisingly,
this gender dominance is evident in each institutjon except the
American school at. which'females are dominant--as mentioned
earlier, the sample for this study is composed of 11 males and
four females. This gender dominanée difference 1s surely tied to
separate, unigque histories of American and Canadién higher
education. All of the 15 subjects interviewed came from middle
class backgrounds, a finding that is consistent with Gustad's
work (1959).
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Consistent with. Stecklein and Eckert's (i959) findings,
parents of subjecfs in this study had comparatively less formal
education--the majority neither graduating £fron, nbr even
attending, university.

The decision to become a physical education teacher in
public schools was ﬁade for a variety of reasons and only one
subject could not recall when or where this decision was made.
Two subjects decided when they were still in‘elementary school,
six subjects became convinced while high school students and the
remaining six subjects did not decide until enrolled in their
undergraduate program. Subjects generally cited more than one
reason for this career decision and the following factors were
naméd by more than one subject: An enjoyment of physical

activity generally, by three subjects; involvement at the "Y', by

three subjects; and the enjoyment of high school physical
education classes, again by three subjects. The following
factors were mentioned, each by two subjects: liked sports, peer

infiuence, and a desire to emulate a teacher role model.

Subjects iﬁ this study did all or most of their public
school teaching at the secondary level. Six subjects taught
there because they were unaware of any opportunities for
university graduates to work as specialists at the elementary
level. Four subjects believed secondary level students to be
more skillful than younger students, vyet still teachablé. Two
subjects took Jjobs at this level for the opportunity to coach
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this age group. One subject admitted to a lack of money at that
time, seeking any job opening. Of the two remaining subjects,
one taught equally at the elementary and secondary levels to
acquire experience at both levels, expecting t; move on, and the

final subject perceived the secondary level to be better than the

elementary level at that point in time.

Role Orientation

In response~'to a probe of the perceived goals individuals
held for themselves as physical education teachers, subjects had
a variety of answers. Only two subjects had no recollection
whatsoever. Six subjects were aiming at skill development in
their students, and two admitted to merely wanting to work at a
job they liked. Individual responses included a desire to have
some impact upon the profession, to enhance the respect of the
professioﬁ, to maximize participation, to create "astonishment”
and thereby facilitate the need to learn more as an individual's
responsibility. Lastiy, only one subject mentioned any major
name in, the field as an influence: J.F. Williams and the concept

of education through the physicali

Role Preparation

No obvious consensus appeared in regard to either strengths
or weaknesses of the undergraduate education 1in terms of
preparation for the job of physical education teacher. Only
five subjects cited their methods preparation as a program
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strength, another three subjects defined the self-confidence they
acquired aé a strength and a good balance between Atheory' and
practice was named by two subjects. Four subjects recalled no
weaknesses in their preparation while three others felt the
theory component was weak. The theory was not adequately linked
to practice for two subjects and two others did not get an
adequate science background. Other strengths and weaknesses
aépeared to be idiosyncratic to only one program or was at least
identified by only one subject.

When describing what was missing from the undergraduate
program, in addition to rectifying weaknesses already mentiohed,
four subjeété could think of nothing that would have better
prepared them for their role as a teacher. Three subjects felt
more practicum time would have helped them and others describéd
individual courses in areas of personal interest.

Subjects were asked when they felt that they had acquired
their skills as a physical education teacher. Generally more
than one time and place was credited with this skill acquisition
and out of the 15 subjects only six cited their teacher training
and student teaching experience. Experiences in the community,

particularly at the "Y" was cited by five subjects; from high

school teachers (as a student), was offered by three subjects;
and on the job, actually performing as a teacher was also named
by three subjects. Two subjects acquired their teaching skill

through their coaching experiences, one subject was self-taught
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through reading books and periodicals and lastly one subject

stated, "You're born with it. You teach with your personality”.

Perceived Ideals

Subjects were asked to express their views of the
characteristics of an outstanding physical education teacher.
From the responses given, no clear picture emerges. As
descriptors of an outstanding physical education teacher, the
ability to help all students to improve was mentioned by four
subjects and the following factors were mentioned, each by three
subjects: shows teaching ability, instills a desire to
participate, shows empathy and concern for'students, and has a
good breadth of knowledée. Enthusiasm was mentioned by two
subjects and one subject felt the concept was too complicated to
give an adegquate, brief summary.

These characteristics can be dividgd into two categories:

traits of individuals and goal perceptions. The +traits can

further be divided into innate characteristics including
enthusiasm, empathy and concern, and the learned characteristics
of breadth of knowledge and teaching ability. The remaining

responses are more accurately goal perceptions in helping all
students to improve and to instill a desire to participate.
Subjects 1in this study expressed differences in their
perceptions of outstanding school physical education teachers.
Differences in both degree and kind. Similarly, characteristics

of an outstanding physical education program were not seen
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uniformly. The most popular comment was the provision of a good
variety of e#periences, mentioned by five subjects. Facilitating
the skill development for all students was mentioned directly by
three subjects’and the following components were named, each by
two subjects: teaches an actiﬁe lifestyle, allows for
individuality, motivates students to participate, includes
fitness and health components and lastly, two subjects merely
cited the British Columbia Curriculum Guide.

The differences expressed above in regard to an outstanding
physical education program are differences in degree more than
kind. Underlying the majority. of these suggestions 1is the
concept of skill development. For example, variety refers to a
variety of skills, the active lifestyle is achieved through a
stfong base of skills to draw upon, individuality of skill

presentation, and so on.

Personal Performance Perceptions

Subjects generally found what they expected in the public
school system and they were all happy at that time of their 1life
in the role as a public school physical education teagher.
Consistent with Lortie”s (1975) suggestion of personal hiétory
being more influential than professional preparation, one subject
suggested that the school system held "pretty much what I'd grown
up with", and another subject stated that, "I was never out of
school, so really, I always knew what went on".

In assessing their performance as public school teachers,
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two subjects could not answer because they felt they had no
accurate way to measure themselves. Of the remaining subjects,
two felt that they were not outstanding at all, while six others
believed that they were not comfortable to describe themselves as
outstanding but could agree to ha&ing been good to well above
average. Lastly, five subjects felt quite comfortable with the.
adjective outstanding in description of their public school
teaching experience. These successful teachers generally looked
to more than one place for signs of their success--most common,
however, (cited by seven subjects), was the respect of peers.
Also mentioned was feedback from and respect of students,
comnunity and parents. Promotions on the job, student success

and maximun student participation were also cited.

Summary

Details about tﬁe Public School Teaching phase for subjects
in this study have been outlined. Their background, role
orientation, preparation for teaching, views of the ideal and
recollections of their performance in this role  have been
examined. When appropriate, findings from this investigation are
linked to works reviéwed earljer. 1In general, findings reflect a
broad range of individuality, quite consistent with previous
works. |

Now the focus moves to the phase identified for subjects:

Career Change.
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Career Change

The decision to change careers, for subjects in this
investigation, can be identified by two separate but related
decisions. First is the decision to leave teaching in the public

school system and next is the decision to pursue a position as a

university professor. The ordering of these two decisions for
presentation here is organizational and not necessarily
chronological.

Leaving Public School Teaching

| The decision to leave teaching at the public school Ilevel
was made by four éubjects while still in their undergraduate
program. The remaining 11 subjects made this decision either
during or shortly after their master's degree education. The
subjects were split in terms of length of teaching experience,
nine with five years or less and six subjects with more than five
years of experience in the public school system.

The most common-résponse to why the decision was made to
leave teaching at the public school level, given by eight
subjects, was the.result of the offer of é job--an offer which
was unsolicited by'seven of these eight subjects. This pattern
is most <closely represented in Thomas' (1980) typoiogy as the
"drift-out” category in which there is low pressure to change

both from within and from the environment. The remaining

explanations for this decision were <cited 1less frequently.
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Three subjects sought increased mental challenge in another job,
two subjects simply could not find any appropriate positions in
the public school system and one'subject was after a position
with greater soéial impact and greater impact upon the
profession. Hiestand (1971) found similar attractors to change
in the stud§ of career changers. Lastly, the encouragement of a

university advisor was cited as an explanation for Ileaving

teaching at this level by one subject. Such influential advice
was reported earlier by Ness (1958) in work on university
professors.

For the §ubjects in this investigation, the reasons cited

for 1leaving public school teaching are contrary to facilitators
for change cited earlier, in studies on teachers. As mentioned,
these subjects were happy and generally satisfied rather than
dissatisfied (Kahnweiler, 1980; Sarason, 1977). Further, they
were generally successful and found what they had expected in the
school system rather. than being frustrated and bored (Beamn,

1981).

Pursuit of The Professorate

The decision to become a professor was made, in the majority

of cases, either during or shortly after completing the master's
degree. Four subjects did not make the decision until they were
involved in their doctoral program, and two subjects made the

decision to become a professor after holding temporary

appointments at the university level--originally expecting to
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return to the public school system. Lastly, one
subject had the role of professor targeted while still an
undergraduate--the only subject to fit Ginzberg's (1951) theory
of timing of occupational choice. Otherwise, the timing of this
decision for subjects in this study was consistent with other
work on university professors (Eckert et al., 1959; Ness, 1958;
Stecklein & Eckert, 1958; U.S. DOHEW, 1958; Vandermeulen, 1974;
Yager, 1964).

For the subjects in this study, reasons cited for leaving

teaching were very closely related to their motives for choosing

to become a professor. A number of reasons were cited for the
selection of this role. The most prominent explanation was the
mere offer of a job, the story of seven subjects in this study.

This finding is consistent with the work of Ness (1958) and also
the U.S. DOHEW (1958). Less frequently mentioned was the advice
of a professor--also found by Ness (1958)--given by two sﬁbjects
and the perceived impact on students from having something to
offer them--consistent with the findings of Stecklein & Eckert
(1958)-—also given by two subjects. The remaining explanations
were cited ‘individually. One subject admitted to blocked
aspiration to another career alternative. Also cited was the
need for money, job security and stability associated with a
professorship, as well as upward mobility--findings mentioned by
Wilson (1942). An interest in the profession and the
inteilectual challenge of work at the university level were also
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mentioned, reasons supported by Ness (1958), Steckiein & Eckeft
(1958) and the U.S. DOHEW (1958). Lastly, the prestige of the

role of the professor &as mentioned as a contributing factor to
the decision to become a professor--a finding described by Brown

(1965) and by Wilson_(1942).

Pursuit of The Doctorate

Interestingly, with the subjects in this investigation,
decisions surrounding the doctorate appeared to have little
influence over the decision to pursue a position at the
university level. In fact, seven subjects decided to pursue the
doctorate after having held a position in a wuniversity for a
number of years. Another seven decided during or shortly after
their master's degree and one subject made the decision prior to
attending university, as a high school student.

Four responses appeared most frequently as to why subjects
did pursue the doctoral degree. Four subjects held the
perception that the doctorate was necessary to advance and
maintain job security ét the university level. Egqually important
was a thirst for knowledge, expressed by four subjecfs. These
explanations were followed closely by the expectation of a wider
range of job options, given by three subjects, and the advice and
encouragement of a spouse, peers and/or a university advisor,
again mentioned by three subjects. Also mentioned, by individual
subjects, were comments +to the effect that the doctorate was

necessary to perfofm the job adequately, a love for university
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life, to become a change aggnt.in society and to participafe in
research.

The most common reason for choosing the institution at which
the doctorate was completed was the reputation of the program;
offered by nine subjects. Other reasons cited were the desire to
work with specific professors (three subjects), the availability
of money and the mere proximity of the school. Eleven of the
subjects applied to one school only. In addition to the
selection of the school, subjects showed a trend in terms of the
type of a doctorate acquired. Eleven subjects hold PhD's while
three hold the EdD and one subject holds a DEAd.

All subjects report generally high grades in both their
master's and doctoral degree work-—a finding consistent with the
suggested facilitator of high intelligence, mentioned by both
Gustad (1959) and Wilson (1979).

Consistent with Wilson's (1979) findings, the majority of
faculty members obtained their doctorate at institutions other
than their place of current employment. Only one subject in this
study works at the same institution as where éhe doctorate was

obtained.

Feelings ASout The Decision To Change

All of the subjecté in this investigation suggested that
they are generally pleased with their decision to leave the
public school system and satisfied in their position now at the

university level. This satisfaction with the decision to become
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a university professor was supported by a number of studies cited
eérlier ({Ladd & Lipsett, 1975a; Willie & Stecklein, 1982; Yager,
1964) . Beyond this overall satisfaction, a number of
gualifications were added. One subject suggested dissatisfaction
with the comparatively low pay associated with the role--noted
earlier by Eckert et al., (1959), Stecklein & Eékert, {(1958), and
the U.S. DOHEW (1958). Another subject commented on personal
shortcomings in the performance of the job, as well as a lack of
congruence between personal perceptions and the opinions of

decision-makers with respect to a job description.

Summary

Factors surrounding the decision to change careers have been
presented around the separate but relafed decisions to leave the
public schools, to pursue the professorate, and to obtain a
doctoral degree. These decisions are then joined by views on the
overall decision to change careers.

In this section a nﬁmber of findings worthy of note arise.
The first such finding is that, contrary to what might be
inferred from the literature, subjects were happy and geﬁerally
satisfied with their public school position rather than being
bored and frustrated. A second finding to be commented on is in
regard to the timing of the decision_to beéome a professor.
While contrary to a classic theory of occupational choice,
subjects choosing this career later than their age cohort is

gquite predictable from previous work on university professors.
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The last finding worthy of expansion here is in regard to

the pursuit of a doctoral degree. This degree was of 1little
influence over the decision to pursue a position at the
university level for many of the subjects in this study. This

finding is doubtless an‘age—related phenomenon particularly with
the current emphasis on the need for a doctoral degree to teach
and/or be employed at the university level.

Focus now shifts to the target phase for subjects in this

study; namely: the role of professor.

The Role 0Of Professor

Pre-Doctoral Role Perceptions

Prior to any involvement with a doctoral program, subjects
expressed a number of opinions as to what the role of the
professor entailed. . The most prominent perception was that the
professor was first a teacher who also carried on some research.
Cited by seven subjects, this pérception'might fit either the
Oxbridge or Scottish models. Three subjects felt that the
professor was a researcher with some teaching responsibilities
(the German Model) and another three subjects viewed the roie as
one exclusively as a teacher. Lastly, two subjects held no
perceptions at all as to what a professor did.

Of the subjects holding opinions as to what should be
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involved in the role, ten subjects felt that things were as they
should be and two subjects believed that, in fact, teaching
should come before research. Lastly, one subject identified
different schools with different priorities, suggesting that some
institutions are student centred and the student comes first
while others emphasize knowledge creatién and research is the

first priority for faculty members.

Posthoctoral Role Perceptions

The doctoral 'pfograms apparently had little if any impact
upon percéptions of the role of professor. For 10 of the
subjects, there was no change in perceptions of either what the
role was or should be. Of the remaining five subjecfs whose
perceptions did change, three attached greater importance to the
research component of‘the role, one highlighted the significance
of the profgssor as a role model in human relations and the last
subject identifiéd the burden of committee work fo be shared

unevenly among faculty members.

Role Performance Impact on Role Perceptions

Subjects were ‘split in their estimation of the impact of the‘
actual job experience on their role perceptions. With no
institutional or gender trends apparent, eight subjects felt that
their perceptions had not changed with exXperience and seven

subjects had changed. 0f those changed, three subjects reported
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greater emphasis on teaching and related responsibilities to Dbe
present in the performance of their job. Two subjects commented
that they did more feaching than they wanted to do and lastly,
two subjects complained of increased wuniversity pressure to
research and to write papers. 0f these seven subjects with
changed perceptions, six attributed their change to the
institution at which they were employed and one subject suggested
the knowledge explosion in the field to be responsible for
perceptual changes. i

In response to a question about the responsibilities of the
job as an educator of physical education teachers, three subjects
felt that their responsibilities had not changed since they had
become professors. Of tﬁe remaining 11, eight subjects perceived
changed responsibilities only through holding different positions
beyond their role as.a teacher educator, such as chairing
departments and committees. Three other subjects felit they had
been transformed from generalists to specialists and the one
remaining subject felt the institution had redefined itself from

a research institution to a teaching institution.

Retrospective Evaluation of Preparation

When asked for the main strength of their graduate training

in respect to the current position held, seven subjects



identified the acgquisition of skills to perform research. Beyond
research skills, individuals' identified the administrative
orientation of their program, their association with professors,
the diverse background of their program and the skills to become
better thinkers. While only four subjects completed doctorates
in Education and the remaining 11 subjects hold PhD degrees, only
one éubject suggested that the doctorate training held no
strengths for the position of teacher eduéator“ having been done
in another area.

In identifying weaknesses in their graduate programs,
subjects were generally very forgiving. Five subjects suggested
there were no weaknesses in their doctoral education. Three
subjects stated that their doctoral training was not related to
their current position--suggesting this to be a point of
clarification rather than a weakness of the program. Of the
remaining subjeéts, two could identify only specific courses in
an otherwise good program,' not enough depth in the course work
was identified by two other subjects while yet two more subjects
complained of inadequate preparations for research and publishin
duties.

More courses and emphasis 1in pedagogy and methods in

e

physical education were identified by nine subjects as ti
missing components in their doctoral education that would have
made them better teacher educators in physical education. The
remaining six subjects heid different perceptions. One subject
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felt that more than one advisor should be involved in the
graduate education fop a less biased influence over attitudes
formed. Three subjects agreed that there should be more
opportunities t§ write and publish papers. Lastly, two subjects
stated that nothing was missing from their graduate education
which might have better prepared them to perform in théir rolé
now--in fact, one subject stated that "the doctorate does not

train for roles--it trains one to think".

Specific Role Component Perceptions

Student teacher supervision. With regard to the supervision

of student teachers, 10 subjects felt that all faculty members
involved with physical education teacher education should
supervise student feachers. 0f these subjects, eight felt that
this wés one of the best methods available for professors to keep
in touch with the ever changing picture of reality in the school
system. The two remaining subjects felt that student teaching
was Jjust another learning setting in which it was valuable for
faculty ‘members to see their students perform. The five
remaining subjects, who felt that all faculty members should not
necessarily supervise student teachers, all feit this way
believing not all faculty members to be qualified for such
specialized duties. Faculty members were generally evenly
dispersed amoﬁg the institutions, except for those at the school
designated with a teacher training focus. At this institution,
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five of the six professors interviewed, believed that all faculty

members should supervise student teachers.

Teaching experience. In response to a question about hiring
a physical education teacher education faculty member, without
prior teaching experieﬁce at either the elementary or secondary
levels, five subjects said that they would not. The reason given

was that such a person would lack credibility and be out of touch

with the demands of the role of the teacher. Threé subjects
hedged somewhat, suggesting that they would 1look for some
previous experience with children--though not necessarily
teaching. The four remaining subjects stated that a lack of

teaching experience would not block a potential faculty member
due to the variety of roles available for teacher education
-faculty members. There was, however, dJeneral consensus that
those faculty members involved directly in methods courses should

have previous teaching experience.

Role description. Faced with the foilowing role

descriptors: teaching, coaching, research, and service, alil
subjects ranked teaching to be the most important from their own
personal perspective--a finding consistent with Rog (1979).‘ In
this study, nine subjects perceived teaching alone as prime; four
subjects saw research as equally importanf; one subject viewed
teaching as tied with the role of coach and one subject viewed
teaching and service as premier role descriptors.

From the perspective of the wuniversity, eight subjects
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believe that research receives the highest degree of impoftance.
Five subjects see their university's emphasis going to teaching
first and research second, while two other subjects see both
research and teaching emphasized equally. In all but one
case, service ranked third behind the variations of teaching and
reseafch, with coaching a distant fourth if it even made it on to
the scale.

Three subjects ranked these role descriptors with the same
values that they perceived their institution to rank then. Each
of these subjects was from a different institution. The
lremaining 12 subjects held personal perceptions at odds with the

perceptions of their institution of employment.

Role satisfaction. In reéponse to the opportunity to change

anything ~about the role of teacher educator in physicai
education, eight subjects would change absoliutely nothing. Oof
the remaining seven subjects, two would prefer to do more
research than they do presently, three seek more dépth and less
_breadth, preferring to bé involved in fewer things, one subject
would rather teach fewer classes and finally, one subject woulid
prefer more opportunities to help public school teachers--perhaps

through the offering of more in-service opportunities.

Evaluation of Role Performance

When asked to identify institutionai measures of success,

faculty members from the same institution were in generail
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agreement. The American institution rewards teachin first, -

research second and service third. The teacher training
institution weighs teaching and research first and equally,
and service is third. Lastly, the éxperimental institution
operates with an interdisciplinary faculty, rewarding teachiﬁg

and service in the Education department and looking for research

and publishing from the Science faculty.’

In identifying personal measures of success, however,
results were somewhat different. Only one of the 15 subjects
tested felt unsuccessful. This perception was based upon the

measuring of the performance of former students as teachers five
years into their career--the suggestion being that these former
students did no better than their predecessors and generally did
not employ skills or knowledge 'learned' at the university. The
remaining 14 subjects perceived themselves as successful--a
finding supported by the work of Ladd & Lipsett (1975a).
Differences exist as to how this success 1is measured. Nine
subjects identified course evaluations and student feedback as
the main sources of their feelings of success--Wilson (1942)
might identify these subjects as educators. Two subjects cited
feedback from peers in the form of recognition of work done in
the field and requests to present papers at conferences as signs
of their success--Wilson (1942) might classify these subjects as

scholars. Lastly, three subjects cited both student and peer

b

feedback as signs of their success in the performance of thei
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job--these subjects, as described earlier by Lahson (1981) fill a
difficult boundary positioﬁ between the scholar and the educator.
None of the subjects for this investigation identified these
responsibilities as breeding any undue stress, strain or

conflict.

Perceived Ideals

When asked for the qualifications of a successful teacher
educator in physical education, public school teaching experience
was mentioned by 12 subjects. A doctorai degree was less
obvious, mentioned by nine subjects and two other subjects
expected at least a master's degree--one looking for a degree
beyond the master's (perhaps a second master's), and the other
subject was not fully convinced of the need for a doctoral
degree.

When asked to list the qualities of an outstanding physical
education teacher educator; a number of factors were named. The
lack of consensus noted in attempts to identify an outstanding
physicél educatioﬁ teacher is also characteristic of attempts to
identify the ideal teacher educator. Differences exist in both
degree and kind of factors identified. Subject knowledge was
mentioned by nine subjects; teaching ability by eight subjects;
research skills and publishing ability by five subjects; the
phrase "practice what you preach", by four subjects; empathy by

three subjects and the following were mentioned , each by two

)
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subjects: leadership, rapport with students, being demanding of
students, general enthusiasm, patience, having ideals, and the
desire. to help all students to improve. A number of other
factors were -~ also mentioned, but by only one subject in each
case,

The first factors identified, subject knowledge, teaching
ability, research skills and publishing ability are the only
specialized talents named. In each case, these qualities are so
general as to still allow a great deal of diversity. The
remaining gqualities named are general traits which describe a
very well rounded personality.

Descriptions of an outstanding teacher education program in
physical"education'also showed a low degree of agreement in what
components belonged. Methods course work was mentioned by five
subjects; the offering of theory and practice cy three subjects;
a strong science base, also by three subjects; and the following
components were mentioned, each by two subjects: disciplinary
foundations, sequential, linked ordering of tasks, teach the
ability to be department head in the firsts year——fhrough the
skills to organize and manage.

' This diversity of views is not unexpected. Ailey (1982)
cites results of a study of 230 departments of physicéi education
from which the only course required in all departments was
practice teaching (p. 185). Consequently, the diversity of
programs in existence appears to be reflective of the egualily
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diverse faculty opinions.

Summary

This chapter highlights the existence of a number of
dominant trends in the characteristics of former-teachers-turned-
professors. Within these common trends, however, lie the roots
of different motives and backgrounds.

Beginning with biographies, each of the subjects in this
investigation was raised by parents with comparatively 1less
education thaﬁ themselves, in an essentially middle <class
background. |

The- decision to be a physical education.teacher was made
either in high school or at the university--just prior to or
during the early twenties (years of age). The decision was based

on a variety of reasons surrounding success and enjoyment in

sport and physical activiey. The goal was to teach: the more
skillful sécondary level students, generally aiming at skill
development.

Teaching was largely what was expected and a happv time.
The undergraduate program had few notable strengths or
weaknesses. Some methods and some theory was useful but the
links Dbetween this education and actual teaching were . sometimes
hazy. Skills as a teacher were acquired in a variety of places,

ranging from experiences ds a high school student to coaching and

S|
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community instructor Jjobs aé well as the actual teacher training
program.

While generally a good teacher at this level, according to
peer feedback, the characteristics of an outstanding physical
education teacher are not unanimously agreed upon. There
does appear to be consensus in the belief that skill
development in students is the major component in an outstanding
school physical education program.

These individuals have approximately five years of teaching
experience at the secondary level. Either during or shortly
after .acquirihg a master's degree, notice was taken of these
individuals by university teacher education faculties and shortly
thereaftér a job was offered for a position at the wuniversity
level. As a result of this offer, the majority 6f subjects left

the public school system and took up positions in a university.

Here, many realized the need for a doctoral degree--at least to
keep the job and at best to be promoted. Others pursued the

doctorate to satisfy their thirst for knowledge. The institution
selected for docto;al work was selected in most cases becaus; of
the reputation of its program. Individuals are generally pleased
with their decision to leave the public school system and are

relatively satisfied now as university professors.

Prior to enrolling in the doctoral program, the role of
professor was perceived to be actually and ideally, one of a
teacher who also researched. The doctoral education did
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virtually nothing to alter these perceptions. Some variations of
perceptions_might exist.due to the reward structure of individual
institutions of employment.

It is informative to note that these professors recognize a
strength of their graduate education in the acquisition bf skills
for researching. This skill is useful in the achievemént of a
work goal i.e., the attainment of refereed = journal
‘publiications. These publications are integral in the evaluation
by the university of job performance. The potential utility of
these research skills in informing their own practice, however,
was not méntioned. The precise'role of research and research
skills, as viewed by subjects, was not elicited in this
investigétion. Here lies an interesting gquestion worthy of
further study. Lastly, greater emphasis in pedagogy and *teaching
methods might have been beneficial, but these were not part of
the type of doctorate taken--in most cases. Criteria for
success in the role of professor of teacher education in physical
education are generally clearly outlined by the university and
understood by the faculty. There are variations among
universities 1in regard to the emphasis upon research or teachin
but by and large feelings of succésé in the performance of this
role are measured by responses on course evaluations and general
student feedback. Peer feedback also contributes to self-
perceptions. This peer feedback takeé the form of invitations to
lecture and comments on publications, generally.

-
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Only one subject in this investigation identified _the
performance of former-students-as~teachers to be a measure of the
success of a professor of teacher education. This guage for
teacher educators is the mark of a professor operating under the
Scottish Model, as identified by Light (1974). Subject mastery
is clearly the key concept here. For others, concefned more with
immediate feedback oﬁ presentation, preparedness, clarity and
fairness in . course work, the emphasis on subject matter is
secondary and falls mofe accurately under the Oxbridge Model.
Less prevalént in this sample are those with a primary
orientation toward research--the German Model. Perhaps most
accurately, the subjects of this study fit under the "QOther
Model". ' Primary motivations, or attractors, stem from a job

offer and a number of other attractors previously outlined unde

a

this model.

Supervising student teaching is viewed as a skiil. Subjects
state that it should be undertaken by those qualified to £fill the
role of professof of teacher education, such that they might stay
in touch with what truly happens in the school system. More
specifically, those who aspire to teach "how to" courses had
better have done it themselves. '

The gualities of an outstanding teacher educator are seen as
subject knowlédge, teaching ability and research and publishing
ability. Qualifications are seen as previous teaching experience

and an advanced degree--probably a doctorate. Opinions vary as
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to the traits of an outsténding teacher education program. These
differences in opinions of ideals, notwithstanding, subjects feel‘
that the role of the physical educafion teacher educator is fine
as it currently exists.

At this point, selected attractdrs, facilitators and
additional characteristics previously identified as possible may
not be presented as acutal attractors, facilitators and
additional characteristics in relation to the recruitment of
former-teachers—-turned-professors of teacher education in

physical education. These lists appear in table 4.
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ATTRACTORS

Job offer

" Advice of a professor

Potential iwmpact on students}

"I had something to offer”
Néed for money '
Job security and stabilicy
Upward mobility
Pocential impact on the profession
Intellectual challenge

Preatige

" FACILITATORS

Good grades

Middle class background
Job offer

Classroom teaching experience

‘Deep interest in a specific field

Blocked aspirations elsewhere .

TABLE &

ADDITIONAL CHARACTERISTICS

Majority are male
Decision made late
Decision:
~-nccidental
-drift
-unconscious selection
Formally unprepared to teach at this level

More educated than parents

Not employed at the institutidn granting the. doctorate
Little agreement in definition of an outstanﬂing:
~school physical education teacher
~-teacher educator
~teacher education program

Outstanding school physical education progrems are esaehtially
skill based

Satistacﬁion with this career selection

Feelings of success



CHAPTER 5

CONCLUSIONS

A number of important concluding observations can be made
based on the findings of this investigation. First is the fact
that many--11 of the 15 subjects in this study--having course
responsibilities in curriculum, instruction, pedagogy and school
programs, have no‘formal training in these areas.

The second conclusion worthy of note is in regard to the

three waves of socialization originally hypothesized in this

study. - The undergraduate education, or teacher education
program, organizational socialization in the school system and
thirdly the graduate education may now be reconceptualized. It

would appear that there exists a socialization process even
earlier than the undergraduate. preparation in the form of
exposure to and experiences in sport and phyvsical activity.
Consistent with the findings cited earlier by Lortie (1975), it
would appear that this earliier stage is indeed influential.
Influential at not only the undergraduate, teacher preparation
jevel but also reaching the graduate level. This Dbackground
biography or subjective warrant is apparently more powerful than
both waves of professional education. It appears to be a

subjective warrant with a sport orientation to skills teaching in

the schools. That is, skill teaching at the expense of other
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potentially important goals 3in the cognitive and affective
domains.

The third conclusion to be drawn from this study exists as a
paradox which can be stated in two separate but related
relationships. Tﬁe first relationship exists between subjects of
this study and their institutions of employment. Products of two
levels of formal professional education, these subjects knowingly
hold ' role orientations at odds with their institution. As an
extension of - this relationship, subjects would hope to impact
would-be teachers in accordance with their own views but they can
not agree upon a:definition of an outstanding teacher educator,
teacher education program or even an outstanding physical
education teacher. |

The fourth conclusion is a further extension of the finding
that subjects' role orientations are at odds with institutionally
defined role orientations. Not surprisingly, there exists some
bitterness over the policies related to promotion and tenure.
Consequently, gquestions must arise as to the Ilikelihood of
continued success in such a setting.

The fifth and final conclusion of +this investigation is
again .tied to the rolé orientation of these subjects as former-
teachers-turned-professors. This orientation, for themsel&es, as
teacher education faculty members and for their students, as
aspiring teachers, is of a custodial nature. They are guardians

of personal traditions, both in their own roles and in their

wi
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views of successful school programs and public school physical

education teachers.



CHAPTER 6

SUGGESTIONS FOR FURTHER RESEARCH

In the past, researchers have neglected teacher educators in

physical education. Consequently, any effort toward this end is
a valuable contribution. Based on the findings of this
investigation, there are a number of potentially rich areas

worthy of further work.

Conflicts have been detected Dbetween personal and
institutional defiﬁitions of the role of professor of teacher
education. Subjects have suggested that they do more research
and publishing than they wish to do and that they are successful
in their role as professors. They consider themselves, in many
cases, to be a product of institutional pressure‘ contrary to
personal  ideals. An area worthy of further study is the extent
to which teacher education faculty do, in fact, do what they say
they do in their work.

Another area worthy of further study is in the
identification of ideal teacher education program goals and
teacher educator gqualities. For certainly, if teacher education
programs are to be successful and effective, there must be sone
readily identifiable characteristics. - Only then can we
effectively compare programs and evaluate teacher educators. It

seems reasonable to expect, particularly in times of
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accountability and cost—effecéiveness management, that professors
of teacher education .in physical education be capable of
identifying what it is fhat they do and why they do it.
. Furthermore, one would expect a stroﬁg concensus éf opinion  and
unity of purpose.

Linked to identifying optimal teacher education programs and
teacher educator behaviors must be the. expansion of current
research underway in pedagogy to include behaviors for teacher
education faculty. When what 1is aspired to can be more
accurately described, then the means for achieving theée eﬁds can
be more adequately exp;ored.

Also of interest in the study of this population is
information surrounding the questions of gender differences. An
issue raised earlier, the only light to be shed on this question
from the present study is support of tﬁe preponderance of males
in the role. Why this is true and whether or not there are any
differences between women who aspire to the role of professor and

women who do not remains to be explored.

In addition, further research is needed to extend thé
present investigation to include more subjects from other
institutions. While the present stﬁdy has served to illuminate
initial trends, work with larger samples from different regions

and . from institutions with different reputations may uncover
alternate dominant trends or perhaps support those already

identified. In either event, such work stands to further enhance
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the understanding of perhaps the most important ingredient in any
teacher educétion program--the professor of teacher education in
physical education. Also of interest, subsequently, is thé
background and general description of other significant faculty
members, i.e., professors without former teaching experience
involved directly in the teacher education process and professors
without the doctoral degree. In this fashion, teacher education

faculty stand to become more introspective and effective.
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A number of prominent physical educators, such as Lawrence
Locke, have called attention to the need for work in this area.
I hope that you will agree that there is merit in this under-
taking. To that end, any assistance you might be able to offer
will be greatly appreciated.

Thank you in advance for your time and consideration in
this matter. I will contact you within the week. I hope to
begin shortly after receiving your approval.

Sincerely,
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QUESTIONNAIRE
Preamble

You have been selected as a subject for this investigation on the
basis of the following criteria:

1. You hold a doctorate degree.

2. You are a former teacher at either the elementary or secondary

level.

3. At least part of your responsibilities at this university in-
clude instruction in curriculum, instruction and/or other
courses related to pedagogy and school programs.

Do each of these points describe you? (If NO--Terminate the interview).

(If YES) The title of this investigation is "Recruitment into the role of
professor of teacher education in physical education'". Of specific interest
in this study, is information surrounding the general background, professional
work experience and education of former teachers-turned-professors.

All information gathered for this study will remain strictly con-
fidential. 'Not even my thesis chairperson will know the identity of in-
dividual respondents or their institutions. When the data has been gathered,
it will be presented in such a fashion as to further preserve your anonymity.
The results will be retained for analysis in the completion of this study.
After that time, the records will be destroyed to further guarantee anonymity.

If at any time I ask you a question you would prefer not to answer,
please indicate this and we will move on.“ Further, if for any reasonbyou
choose to terminate this interview, we will stop.”

I have structured specific questions to form the basis for this
interview. If at any time dufing this interview, our discussion sparks a
thought from you pertinent to this study which I have not specifically asked
you, please feel free to add the comment or observation.

I would like to take this opportunity to thank you for consenting

to participate in this investigation. We will now begin.
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Code for Inst. : Gender M F

The first few questions are aimed at your background:

1. Did your parents:

Mother Father
Yes No Yes No
a. Complete high school? _

b. Attend university?

¢. Graduate from university?

2. What were your parenté' occupations during your university educati&n?
Mother -

Father -

3. With the next question, I am interested in details surrounding each of the
degrees you hold. Beginning with your baccalaureate, can you tell me:

DEGREE INSTITUTION COMPLETION AGE GRADUATING
DATE ST FIN GPA

4, After completing your undergraduate degree, did you work full time at a job
other than teaching at either the elementary or secondary level? YES NO
1f Yes, what? )

when?

Did this influence in any way your later return to become a professor?

5. Did you teach at the elementary or secondary level? E S BOTH
6. For how long?  Elem. Sec. Total

The next few questions are directed to your teaching experience at the
(elementary/secondary) level.
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10.

When did you decide that you wanted to be a physical education teacher?

Why did you decide to do this?

What attracted you to teaching at the (elementary/secondary) level?

What did you hope to accomplish as a physical education teacher?

Did you find what you expected in the school system?

11.

Were you happy—that 1s, did you enjoy teaching at this level?

.

If No, can you comment on why not?

12,

In retrospect, what were the strengths of your undergraduate education in
relation to your responsibilities as a former (elementary/secondary) physical

education teacher?
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13,

14,

15.

16.

17.

18.

Why were these

strengths?

Again thinking

nesses of your

about your teaching responsibilities, what were the weak-

undergraduate education?

why were these

weainesses’

When and where

do you feel that you acquired your teaching skill?

What, if anything, was missing from your education that you feel might have

made you a better physical education teacher at the (elem/sec.) level?

Were you an outstanding physical education teacher? YES NO (1f Yes,

what indications did you have of this?)

L

What is the mark of an outstanding physical educationm teacher?

What are the goals of an outstanding school physical educatiém program?
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When did you decide to leave teaching physical education at the (elem./sec.)

19.
level? Why did you decide to leave?

The next section of questions is directed toward your decision to
pursue the doctorate.

20. When did you decide to pursue the doctorate, and why?

21. Why did you choose...(inst. named in quest. 3) for your doctorate?

227 Did you apply else where? YES  NO Quantity .

23. When did you decide to pursue a position as a professor?

24, Was your decision to become a professor based on reasons different from
your decision to pursue the doctorate? YES NO If yes, can you comment on .
these reasons?

The next few questions require you to differentiate between your
perceptions of the real and the ideal. '

25,

Before you began your doctoral program, how did you peréeive'the role of the

- professor of teacher education in physical education?
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26.

27.

28.

29.

Is this what you believed the role should be—at that point of your career?

YES NO If No, what did you believe the role should be?

Upon completion of your doctoral program, had your perceptions of the actual

role of the professor of teacher education in physical education changed?

YES NO If ves, in what ways?

Had your perceptions of what the role should be changed? YES NO

1f yes, in what way(s)?

Do your perceptions of your role differ now from your immediate post-doctoral

perceptions? YES NO If yes, in what way(s)?

I1f yes, can you comment on the main influence(s) of this change?

30.

Do your perceptions of what your role should be differ now from your post-

doctoral perceptions? ~ YES NO 1If yes, in what way(s)?

1t yes, can you comment on the main influence(s) of thié chaﬂge?
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31.

32.

33.
34.

35.

Have the responsibilities of your job changed since you began work at the

university level? YES NO If yes, in what way(s)?

Are you pleased with your decision to leave teaching at the (elem. /sec.)
level for work at the university level? YES NO

Are you satisified in your position now, as a university professor? YES

Have you always felt this way? YES NO If No, can you comment on the
main influence(s) of this change?

NO

Looking.at your present responsibilities in this university, what were the

strengths of your gréduate education and why?

36.

Again thinking about your current responsibilities, what were the weaknesses

of your graduate education (doctorate) and why?

37.

What, if anything, was missing from your graduate education (doctorate),
that you feel might have made you a better.professor of teacher education

in physical education?
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What are the University of (inst. of employment)'s criteria for success

38.
for teacher educators in physical education?
39. Are you a successful teaéher_edueator? YES NO What signs do you have
of this? '
40. What are the specific qualities of a successful teacher educator in physical
education? '
41, What are the specific qualifications of a successful teacher educator in
physical education?- ’
QUALITIES ' : QUALIFICATIONS
42, Do you think that all ﬁhysical education teacher education faculty members
should regularly supervise student teachers? YES NO Why? (or) Why not?
43, Would you recommend the hiring of a physical education teacher education

faculty membgr who did not have actual teaching experienée at‘éither the
elementary or secondary school levels? YES NO Why? (or) Why not?
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44,

45.
46.

47,

48,

49.

The following descriptors are commonly used when describing the job you hold:

(self) .
' TEACHING COACEING RESEARCH SERVICE

(univ)

Rank these in order of importance, beginning with the most important from
your own personal perspective. ‘Now, rank them from the perspective of the
University of (inst of employment).

Do you also coach at this umiversity? YES NO‘

Is the role of coach cqypatiblg with fhe responsibilities for teaching at

the elem/sec level?

At the university level?

What are the characteristics of an outstanding physical education teacher

education program?

If you could change the role you perforuw now, what, if anythihg, would you

change?

That concludes the questions that I have prepared for this study. Ls there
anything else that you can think of, that I have not asked, that you feel
was significant in your decision to become a university professor?

(Use a separate page if necessary)

Thank you again for your time and cooperation in this study.
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