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 ABSTRACT

THE EFFECTS OF NONJUDGEMENTAL FEEDBBCK ON GENDER EQUITY
- IN TEACHER-STUDENT INTERACTION IN PRIMRRY SCHOOL PHYSICAL_

FEDUCATION.

This study examined whether gender role dependent
and independent teacher behaviours could be influenced by
the provision of peer observation and nonjudgemental

feedback.

Sixteen Year 4/5 classroom teachers, eight males and
eight females were selected and divided into two groups
of eight, a control group and an intervention group. The
teachers were provided with standardized physical
education programmes. A total of 64 physical education

lessons were observed.

For each group of teachers two lessons were recorded
as baseline data to show established behaviour patterns.
For the rest of the study, the control group continued to

be recorded with no feedback being provided.

The intervention group was provided with the results
of analysis of their intervention, and nonjudgemental
feedback following their first and second lessons (with a

~collapsed set of data). An adaption of

L ix




ﬁhé@élini&éi supetviSion -ystem was utilized to éﬂable

teachers to ‘analyse their own interaction patterns and
ideﬁtiff;aréés éf behaviour that required.adjqumént. 'iﬁ:
the third lesson, they were again analysed and
conferencing provided feedback. The fourth lesson

provided a measurement of a reinforced feedback system.

Gender stereotypic patterns of teacher behaviour
were analysed and the extent to which equity of
participation and verbal interactions in primary school
physical education classes were examined. The findings
showed that sex integration in physical education lessons
does not elimirate gender inequity. The teacher-student
interaction patterns disproportionately favoured boys and
disadvantaged girls, possibly contibuting to their lower
skill levels and a'negative attitude towards physical
education. The study also found that teachers were able
to effect change in their verbal interaction patterns
after they had received intervention by means of
nonjudgemental feedback and consequently became more

eguitable in their interactions.

Significant differences in observed teacher
interactions with individual students and groups
established the continuance of sex inequitable patterns
of:teadﬁer—student behaviour. The interaction categories

in which these occurred were in control/discipline, the



‘use of student names and the giving of instructions to

students. . Other categories relating'to:méhégéhéntyaﬁd* 
the criticism of unsuccessful students were also shown to

be inequitable, but to a lesser extent.

The results of intervention, however, suggested that
with feedback gender biased interaction patterns could be
suspended or reduced. Some teachers in the intervention
group, after their second conference, were able to
balance their patterns of behaviour to such an extent
that there was no evidence of biased interactions.

Others significantly lowered their biased interactions.
All teachers however, expressed a positive view towards
conferencing and felt it was a beneficial process. They
generally felt that it was important as educators to give

all students an equitable share of their attention.



cﬂgﬁiﬁk 1
INTRODUCTION

This study examines how intervention by means of
nonjudgemental feedback to teachers affects their
interaction patterns with students in coeducational primary

school physical education lessons.

The first chapter provides a statement of the problem
and the purpose of the study. The research questions are
stated and the instrumentation and procedures utilised in
the research outlined. The significance of the study is
then described and finally an overview of the thesis is

provided.

Statement of the problem

In physical education and school in general, many
achievement differences are a reflection of society’s
expectations. They are learned differences not necessarily
inherent biological differences. On the basis of gender,

students are frequently treated differently by teachers and



society aiiké (Boutilier & San Giovanni, 1983; King, 1988)}
The gender role dependent behaviour of teachers can
therefore affect the equity of classroom life, and as a
result differential perceptions and treatment of male and

female students need to be addressed.

Teachers endeavour to provide a positive interactive
environment for all students. From the moment the teacher
initiates a lesson, a variety of decisions are made in areas
such as discipline, interaction, teaching style and content.
Some of these decisions are likely to influence the
teacher’s productivity. Certain teacher behaviours may need
to change in order to produce a more equitable environment
for the students. Encouraging teachers to examine the
choices they make while teaching allows them the opportunity
to evaluate those decisions and either decide to maintain
their behaviour or change it. Intervention by means of
nonjudgemental feedback is one strategy which allows
teachers the opportunity to take control of their decision-

making.

Gender role stereotyping and bias have received
increasing attention over the past decade from educators
within the school environment. Research has shown that in
almost all areas of programming within schools, a consistent

pattern of gender bias and stereotyping has occurred. These



aréés-inCIuﬁé*EﬁfriCdlum COntent;;inStrucfidﬁél-méﬁéfiﬁlé;
programming for boys and girls, educators’ atfifﬁﬁeé;
étaffing patterns, and vocational and peérsonal counselling
(Hargreaves, 1985; Hoferek, 1982; Riordan, 1985). 1In
addition, several studies have also made a critical
analysis of sport in society and found that equal
opportunity for all participants is lacking (Boutilier &
San Giovanni, 1983; Duquin, 1981; Theberge, 1985). The
downgrading of women’s skill levels and the perpetuation of
the myth that women are inferior has been shown in these
studies as contributing to the dominance of males in sport,
and the claim that despite increased participation levels
and equal opportunity for women, it cannot be assumed that
equal participation will mean future equality of status for

females in sport.

Safrit (1984) suggested that perceptions of women are
"unconsciously biased". 8She questioned whether judgements
are made on the basis of actual performance or perceptions
of that performance. "If the judgements are made on
perceptions of performance, what is the basis for these
perceptions?" (p. 110). Such perceptions, if unconscious,
can have a profound effect on teaching styles and
interaction patterns without the teacher being aware of the
behaviour. When this is considered along with the dearth of

female role models in physical education, such behaviours



e a- detrlmental effect on the perceptlons of fem_ e”

students towards the performance and achlevement

requirements of physical education.

Similarly, Vertinsky (1984) stated "teachers need to
become more aware of how their stereotypic¢c assumptions
influence their selection of teaching strategies". She
continued, "Girls may have been socialized outside the
school to be less interested in participating and competing
in sports and physical activities" and may face "female
teachers who are more inclined to address the social, fun
aspects of sport than competitive, performance issues" (p.
429). This contrasts with the treatment of boys who are
socialised to pursue increasing levels of performance and
may be encouraged by male teachers to be competitive and

forceful.

Theberge (1985) discussed gender differences in rates

of participation and claimed that:

A full analysis of the forms and implications
of sport as a male preserve must show the
connections between these differences and
patterns of power and domination...These
differences indicate women’s relative exclusion
from activity that is culturally valued and

to a considerable extent publicly supported
Public support of sport takes place in a
variety of ways including the location of
programmes in educational institutions, direct
government support through tax-incentives



for corporate donatlons and sponsorshlp of -
en rogrammes. Thus, women’ g
undex representatlon in sport ‘is ‘an 1nstance
of their unequal access to the valued goods
and resources of our society. (p. 194)

Theberge concluded that sport, as a male preserve, was
an important cultural practice that contributed to the

definition and re-creation of gender inequity.

While educators recognize a need for change in the area
of gender equity, instituting that change constitutes
another problem. What is required is a means of behavioural
analysis. A similar need was recognized by teacher
educators at Harvard University in the 1950s. Smyth (1984,
p. 3) elaborated: "There was a feeling that if experienced,
as well as inexperienced, teachers were to be helped to
analyse their own teaching, and to make improvements in
classroom practices as a consequence, there had to be an
adequate support structure". The teacher educators of the
time were searching for a way to assist teachers to gain a
measure of control over their own professional development
while enlightening them about their classroom practices.

The structure developed to answer these dual demands was
clinical supervision. Clinical supervision has as its
underlying assumption a belief in the importance, worth and
dignity of the individual teacher, demonstrating a

willingness to develop new skills and understandings.




teachmng...One of the espoused 1ntents*
supervision is the development of teach“
respon51ble to their profession. and comm
improving their own practice through reflectlon, w1th
assistance and support from others. (Smyth, 1984, p. 3)

Clinical supervision is a system which allows planned
intervention of a teacher’s behaviour. Its objective is to
bring about improvements in classroom organization and
teacher behaviour. Its most distinctive feature is the way
in which it invests in teachers a capacity to note those
aspects of their teaching over which they can begin to
exercise greater personal control. By means of intervention
and nonjudgemental feedback, the teacher is provided with
timely and relevant feedback on aspects of his or her
teaching that are of interest and concern to that teacher,
the goal being to assist the teacher to modify existing
patterns of behaviour in ways that the teacher has selected.
This collaborative efifort is conducted in a non-threatening
environment, allowing maximum benefit from the exercise

(Smyth, 1984).

Purpose of the study

The purpose of this study was to examine how

intet#énﬁion:by means of nonjudgemental feedback affects




£y in relation to teacher-student intera

terms of génder role dependent and independént tescher
behaviour in coeducatiohdlsprimary 5¢h661~pﬁ§§fédi.'
education. Gender role dependent Beﬁaﬁidﬁr'62556£s}
reinforces or accepts traditional stereotypic béhavidﬁr in
males and females. In addition, it discourages male and
female behaviour that is inconsistent with traditional
stereotypes. Gender role independent behaviour encourages,
expects or reinforces female and male behaviour that is

independent of traditional stereotypes.

The study was undertaken to ascertain whether
identified stereotypic interaction patterns between teachers
and students in coeducational physical education classes in
Western Australian primary schools, could be altered by
means of intervention through nonjudgemental feedback in a
collaborative non-threatening environment. The research
used a modified version of the Sex Role
Dependent/Independent Teacher Behaviour Observation System

(Griffin, 1980) to identify gender role dependent and

independent behaviour.




This descriptive analytic study investigated the: . -

effects of nonjudgemental faédback on teacher-student
interactions with regard to gender equity in-primary,écﬁadi

physical education.

The question which gquided the study was: Does
intervention by means of objective nonjudgemental feedback
affect gender role dependent and independent teacher
behaviour in coeducational primary school physical education

lessons?

Subsidiary questions assisted in answering the above
question. These guestions were:

i) Do male students receive a higher proportion of
verbal interactions than female students during physical
education lessons?

ii) Does the gender of the teacher influence the
proportion of verbal interactions given to male and female
students? |

iii) How does the gender of the students affect the
pattern of verbal interaction?

iv) Does the provision of nonjudgemental féédbéqk'ﬁb“

. teachers:.enable them to make changes to their verbal

T 6h}§§££é§ns in order ﬁo-m?ké.fhémimore:éq@iﬁ&ﬁfﬁé?;f




The main focus for research intd_géﬁdér stereotyping

amongst teachers has been on teacher attitudes fétﬁetfﬁﬁﬁﬁf' -
identifying teacher behaviour in the claésrbOm (Eiﬁers;
1977; Macaulay, 1979). These studies assumed that the
teacher’s attitude towards gender stereotyping was related
to how a teacher behaved towards male and female students.
However, in Good, Sikes and Brophy (1973) it was shown that
differential treatment of male and female students was due
to the teacher’s reactions to a student’s behaviour rather
than the sex of the student. Good (1983) reported that the
research findings in classroom interactions are not always
transferable to the particular characteristics of individual
classrooms, therefore teachers find them difficult to
implement. Teachers’ self-reports and observations of
classroom behaviour are often different from those of the
researcher. This could be attributed to the heavy demands
of teaching which do not allow sufficient time for self-

evaluation and analysis.

Monitoring gender dependent behaviour and attitudes is
difficult for teachers especially with the use of self-
reports. They may be useful as initial consciousness-

raising instruments, but their accurécy is highly.

qgesﬁiqﬁaﬁlé. The use of a systematic behaviour observation: -




instrunent is a far more accurate measure of recording
EéééhérAétﬁ&énﬁ'behaviOurs. The-interaéti¢ﬁsfﬁ?;ffééﬁgdédf?-
by an observer who enters the natural enVirpnﬁént off@hé'}
school in order to identify specific behaviQurSIBQEWééthhé
teacher and students. The goal of systematic teacher
behaviour observations is to provide an accurate record of

those teacher behaviours specified for observation.

The direct observation of gender dependent or
independent teacher behaviour places the focus on the
critical point of communication of teacher expectations to
students and provides an accurate assessment of what
actually happens in the class environment (Rate, 1987).
This is in contrast to a teacher’s self-report of behaviour
or attitudes, which provides only a profile of what the
teacher thinks happened in the classroom. Griffin’s (1980)
instrument was designed specifically to identify gender
dependent and independent behaviour of physical education
teachers, and therefore it was deemed to be effective as a
systematic observation instrument for this study. The three
sections developed by Griffin were : class organization,
interaction, and language. The data collected showed that
although the teachers did not make many gender dependent or
indepenident comments, discriminatory patterns of teacher-
stude:n.t interactions did occur (Griffin, 1980, 1981, 1983,

_ 1984,_19853, 1985b, 1985c; Rate, 1987; Owen, 1989). 1In




”ifgeneral boys partlclpated and 1nteracted more w1th

;iteachers,'and girls part1C1pated and 1nteracted 1ese;.ﬁw
desplte a lower ratio of boys to glrls w1th1n the classes.-
This study will investigate if intervention by-meansmof~
nonjudgemental feedback could influence sudh-iﬁbeiendee'in

teacher-student interaction patterns.

Significance of the study

The majority of primary school physical education
classes have been coeducational for some years, but this
does not necessarily ensure gender equity. The issue has
not been sufficiently investigated. The expectations of
teachers of physical education for boys and girls in
coeducational classes may favour and reinforce the
participation and achievement of boys over that of girls.
In Western Australia, one study has been conducted in
coeducational physical education classes in secondary
schools (Rate, 1987), and similar research has been
undertaken in primary school coeducational physical
education classes (Owen, 1989). This study provides
information about the levels of gender dependent and -
1ndependent behaviour within physical educatlon classes.
Such data allow the analysis of gender stereotyplc patternsv'

'_of teacher behav1our, thus determlnlng the extent to whlch;t




a2

.egﬁaiiﬁ§‘bfjégf%iCipétion and-intéraction in tﬁ§§é él5é§éé”E E
is being achieved. The results will bevsigpifiéaﬁffiff"” H
"gender fair programmes" in physical education are achiévéﬁs'
as a result of teachers being made aware of ihéﬁﬁitable
classroom patterﬁs and making a commitment to change

inequitable practices.

Awareness will be achieved by adapting the clinical
supervision system, and using it as a model to employ
intervention by means of nonjudgemental feedback to assist
teachers to analyse their own interaction patterns and
identify areas of teacher behaviour that require adjustment.
Such a programme would assist both preservice and inservice
teachers to see the benefits of utilizing an observation
instrument to analyze their own behaviours. The subsequent
collaborative use of the clinical supervision system would
empower them to identify and control the behaviours they
perceive to require change or adjustment, while endeavouring
to minimize their weaknesses and building on their

strengths,




Thesis overview

The purpcse of this study was to examine how
intervention by means of nonjudgemental feedback affects
gender equity in relation to teacher-student interaction in
terms of gender role dependent and independent teacher
behaviour in coeducational primary school physical

education.

In the second chapter a review of the literature
relevant to teaching styles which encourage gender role
stereotyping, systematic observation instruments and
clinical supervision is presented. The third chapter
describes the methodology of the study and includes details
of the modified systematic teacher behaviour instrument used
in the analysis. Chapter four consists of data analysis and
results. The final chapter includes a summary of the
problem and the results, discusses the implications of the

study and provides suggestions for further research.




CHAPTER 2
REVIEW OF RELATED LITERATURE

The participation levels and interest in sport of girls
and women has received increasing attentioﬁ in the
literature in recent years. Comparisons have been made
between the participation and interest levels of males and
females in sport, both in the school system and society in
general. This has led to a push from female sports
educators for increased attention by both society and the
education system to encourage the participation of girls in

sport (Hall, 1984; Marburger, 1987; O’Brien, 1987).

Gender stereotyping is an issue which has received
attention as a possible cause for the negative attitude and
lack of participation of girls in physical education. This
issue has been of greater interest since the inception of
coeducational classes in secondary school physical
education. There has been limited reported research in the
area of teacher behaviour in this connection in education,
though there is considerable evidence to suggest that gender

stereotyping does exist.

14
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Thisfliferatﬁre review examines the reseatch.oﬁa_
teaching styles and attitudes which encourage or'diséourége
gender stereotyping, describes attempts to address gender
stereotyping by teachers, discusses systematic teacher-
student behaviour observation, and examines clinical
supervision as an intervention method in order to elicit

changes in teacher behaviour.

Gender stereotyping: Attitudes and teaching styles

Behaviour is continually constrained by gender
stereotyping, which coerces an individual to conform to and
avoid behaviours that violate cultural norms of femininity
and masculinity. This is the basis of gender schema theory,
and a number of studies have been undertaken to support the
theory and demonstrate the limitations that are placed on an
individual’s decision-making by sex stereotyping (Bem, 1975,
1981; Bem & Lenny, 1976; Bem, Martyna, & Watson, 1976;
LaFrance, 1981; LaFrance & Carmen, 1980; Lippa, 1978;
Matteo, 1986, 1988). "Some feminists have argued that since
societal values and structures have been defined in male-~
relevant terms and experiences, women are forced to function
in a world that celebrates and rewards male values" (Blinde
1989, p. 37). This alienates some women, as they perceive a

contradiction between what they are taught and what they see
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reflected in institutions and their own experience.

Feelings such as value discrepancies, conflict, and self-
estrangement are characteristic of this alienated state.
Blinde suggested that as sports programmes are defined and
shaped by men‘’s values, their understanding of the world,
and their experiences, women are alienated from the sporting
experience. Thus the "male sport model represents an
alienating ideology for women, an ideology lacking authentic
meaning in women‘’s lives"™. Birrell and Richter, (cited in
Blinde, 1989) advocated a redefining of sport by women so
that it focuses "upon the values and lived experiences of

females" (p. 37).

A variety of social problems are being encountered with
the increase in female participation in sport. Lackey
{1990) stated "practices viewed as negative by many are now
occurring in female sports as well as male" (p. 26). He
advocated an examination of the ethics in sport commenting:
"Society has tended to place sports on a pedestal and has
been inclined to overlook practices of a negative nature"
(p- 26). While improper relationships between coaches and
female athletes are not widespread they do occur. As a
social issue Lackey suggested the tolerance of unethical
behaviour "should be identified and addressed" (p. 26).
Thus a redefining of sport to include the contribution of

sportswomen would require the examination of ethics in sport



and a possible adjustment to the behaviour of male sports

coaches and instructors.

Any redefining of sport involves the educatiocnal
system. Therefore the studies of teacher attitudes toward
gender stereotyping are relevant to this study because it is
evident from available research that gender stereotyping and
bias exists in schools in general, and in physical education

in particular (Bain, 1985; Duguin, 1981; Soutar, 1979).

Pewtress (1987) suggested that girls are not encouraged
to be involved in sport because it is seen primarily as a
male pursuit. Therefore females cease playing sport because
they do not see it as an appropriate endeavour. Physical
activities are classified by children as sex-appropriate,
each sex bringing different expectations to the physical
education lessons. Boys at a very early age dominate active
play and space in the playground, while girls fall behind in
ball skills through lack of practice (Williams, 1989). "In
game situations boys tend to dominate the setting and
determine the pace and direction of the game being
played...though they seem no more knowledgeable or able than
the girls" (Evans, 1989, p. 84). Gender stereotyping is
seen as having negative effects on students and teachers and
may be an underlying cause for girls’ lack of interest and

participation in physical education. Some studies have
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investigated the effect of gender stereotyping and support

this assumption.

Hoferek (1978) found that teachers have stereotypical
attitudes towards activities they favour in coeducational
classes. Evans (1989, p. 84) stated "teachers may be
inadvertently or unthinkingly creating the conditions which
still leave some of the children, either psycholeogically or
physically swinging with indifference from the goalmouth
crossbar'. Browne examined physical education textbooks for
gender bias and discovered "subtle inferences pervading
teaching practices and resources". She concluded that the
resources consistently ignored or minimised "the existence
or importance of females in sport", and urged teachers and
lecturers producing resource materials to "eritically
examine their materials with regard to gender equity" (1990,
p. 6). Similarly, Williams (1989, p. 178) suggested that
stereotypical attitudes extend to classroom organization
stating:

It should be remembered that many aspects of classroom

practice, over and above the actual lesson content may

affect the perceptions which girls and boys have of
different curriculum activities. Requests for help
with apparatus in PE from ‘a couple of strong boys’
have little logic in a class of prepubescent children

where the strongest children in the class are quite
likely to be female.



Hoferek (1962) exarined the attitude of teachers. t-_aﬁé‘_r‘a_
the place of women in sociéty and how it related to_théir: |
attitude toward the participation of girls. and boys in
coeducational classes. If they were more liberal-minded
regarding the role of women in society, they had a more
favourable attitude towards the participation of students of
both sexes in coeducational classes. Another study by
Vertinsky (1984) found that teachers firstly need to become
more aware of how their stereotypical assumptions influence
their selection of teaching strategies. Her findings
suggested that male physical educators focused on discipline
and well-specified goals, while female teachers avoided the

’
use of forceful discipline and endorsed broader, more
diffused goals. Vertinsky opined "These differences in
strategic preferences are hardly conducive to bridging the
gender performance gap in physical education" (p. 429). The
study showed that girls may face teachers who are more
inclined to address the social-fun aspects of sport rather
than competitive performance issues, whereas boys were
encouraged to pursue higher levels of performance in sports
and were oriented towards being more competitive and
forceful. Vertinsky concluded that matching teachers and
students on the basis of sex may not be in the best
interests of either boys or girls and suggested that
coeducational classes should be persevered with as a remedy

for the sex gap.



‘Traditionally, sport and physical edication’ has been

associated with the male gender Stéfédtype; As.a fééﬁif;
gehaér bias in sport and physical edUCation;ié“perhapsIﬁéfe_
blatant and resistant to change than in other school
programmes. Jobling and Macdonald (1987) supported this
idea by saying that being good at sports seemed to be an
attribute ranked highly for males by both males and females,
but was ranked very low for females by both males and
females. As a result women and girls lack confidence in
physical activity and often attribute their success to luck
rather than their own ability. This assumption is supported
by Dyer (1982), whose findings showed a positive
relationship between feelings of physical competency or

well-being and physiological well-being in sportswomen.

In 1972, legislation was introduced in the United
States of America requiring all classes to be sex integrated
{Title IX of the Education Amendments Act). However, there
is evidence that despite legislation and community attitude
changes, the outlook for female participation in sport is
deteriorating. Felder and Wishnietsky (1990, p. 8)
highlighted a reduction in the number of female physical
education teachers and coaches in the United States and
examined the incidence of "burnout and role conflict" they

experienced. This decline in female physical education



teachers has implications for the parﬁidipatibhfdf_girlsfiﬁ'_

sport because of the lack of female role models.

In Western Australia, the Equal Opportunity Act (1984)
was instituted by the Government making it unlawful for an
educational authority to discriminate against a student on
the grounds of the student’s sex. This has meant that some
. physical education teachers in Western Australia have now
developed coeducational physical education programmes. The
legislation is such that it has not enforced this change,
but there is a general awareness of the need for equal
opportunity in all areas of education. Therefore physical
education teachers have been encouraged to offer similar
curricula to girls’ and boys’ classes, and have increasingly
scheduled coeducational classes. The rationale behind this
change to coeducational classes is that it will assist the

elimination of gender bilas in physical education.

There has been considerable debate as to the
interpretation and intent of this legislation in physical
education in Australia. Browne (1986) first alerted
teachers to the legislation and discussed its implications.
Further, Browne (1988) discussed the issue with regard to
equality in assessment in coeducational classes leading to
replies from Burden (1988}, Dyer (1988), Paddick (1988),

Evans (1989) and Macdonald (1989). The issue showed that



“coedﬁcatlonal phy51cal educatlon is of concern to phy51cal}a”'
.Zeducators, classroom teachers, and’ to 5001ety in general..
In addltlon, 1nvestlgatlons into skill acqu151t10n and
attitudes of males and fémales in integrated and segregated
physical education classes had reported insignificant or

conflicting results (Iso—-Ahola, 1979; Lopez, 1987).

Critics of coeducation point to the larger issues
suggesting "sex segregation [or integration] is not in
itself a substitute for the fundamental reforms in the
curriculum and the environment for schooling" and that
"policies fall to address the central issue in educational
discrimination, that of the education system reflecting the
sexist ideologies deeply imbedded in the wider social
context" (Macdonald 1989, p. 129). Brown, Frankel and
Fennell (1989) found that girls who received increasing
support for their participation in sport primarily from
family and friends had stronger patterns of continuity than
their peers who lacked this support. They did however
suggest that additional studies were required to establish
and define the role that teachers and coaches play in the
participation of girls in sports. Evans (1989) proffered
ﬁgtentially more disturbing concerns with coeducational
classes stating that it may "not be the best or only way of
bringing-boys and girls together; indeed it may be highly

insensitive to the cultural values and interests of some




“categories of children (for example Asian girls)" an issue

'Maddaﬁﬁld (iQSQ)'touéHEd on when shE'aSKQd'“Howgd6 we'.
compensate for Muslim girls who find it distressing to
perform alongside boys in many physical activities?"

(p. 12).

A study by Lopez (1987) also raised questions about the
accuracy of the assumption that mixed sex physical education
classes eliminate gender bias. She observed mixed sex
physical education classes in junior high school. These
children were first year pupils in their first term. She
found in activities such as swimming, the pupils mixed well
as they were used to engaging in mixed swimming in their
leisure time. It was a neutral activity, which was not
considered either masculine or feminine. However, in
activities such as hockey or gymnastics the abilities of the
children were quite pronounced. Boys with greater skill
levels did not want girls in their team because they were
not sufficiently skilled. oOn the other hand, if the girls
did not fit the feminine stereotype and were better than the
boys, in activities such as gymnastics, the boys became
self-conscious and would not try a new skill. 8cott and
West (1990) reported similar findings with both sexes
enjoying activities such as swimming, but more girls than

boys enjoying gymnastics and dance and boys preferring the
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‘oﬁtdodr~éétiﬁiﬁiés. They-also found 10% moré'boys'thén_'”

girls listed physical education as their favourite subject.

Macdonald (1989) stated that student attitude towards
coeducational classes was ambivalent. She found 56% of both
girls and boys agreed "that physical education was not as
much fun when it was in single sex classes" (p. 6). While
boys preferred not to be with the girls for the majority of
sports listed on a questionnaire, girls were happy to
perform with boys except in stereotypically female and male
activities such as gymnastics and football. It appeared
that while the students believed coeducational groups were
more fun, they felt the gender stereotypic activities were

more effectively taught in single sex groups.

In primary school, physical education coeducational
groups have always existed but Ignico (1989) noted that
"numerous studies and reports have consistently demonstrated
that teachers have gender-differentiated behaviour patterns,
that is, they teach boys and girls differently or have
varied expectations for them" (p. 23). As a result the
literature has shown the desirability of coeducational
physical education, but has identified many of the problems

associated with its implementation.
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.fn;aﬁofhéf”sﬁhdy conducted by Sblﬁmbﬁs-(iQ??)} Qiﬁhi':;}T 
primary school children in their fifth Yéar,“it-ﬁaéiféﬁﬁ& |
that sex was a salient factor of differentiation émong
students in physical education classes. She found the girls
were left out of games’ interactions by the boys. ' This
occurred even when the girls displayed greater skill levels
than the boys. In fact, both boys and girls regarded boys
as more highly skilled even when girls were identified as
more skilled in objective tests. When girls were included
in skilled game play, they tended to give scoring
opportunities away to the boys. Another important
observation noted by Solomons was that teachers of physical
education had different expectations for boys
and girls. Boys were praised for their performance, where

as girls were praised for their effort.

De Voe (1991) found that differential treatment of male
and female students occur with boys being the targets for
more non-nurturant behaviour from their teachers. They were
more noticeable than the girls and they had generally
stronger modifying effects upon teacher behaviour. The male
students received more behaviours associated with giving
directions and criticizing or justifying authority than the
female students. Therefore the investigation concluded that

‘there may be differences in teacher behaviour patterns in




primary-SChool7phySical education classes bé#éd qpoﬁf$£ﬁHéﬁ£

sex.

The above findings support many assertions about
coeducational classes. They have found that teacher
behaviour can reinforce differential expectations of boys
and girls in physical education. Also, these observed
differences are consistent with traditional views of male
and female stereotypes in socilety. Merely integrating
children into coeducational physical education classes is
not enough to eliminate gender bias. Evans (1989, pp. 9)
stated:

One can only applaud the arrival of Equal Opportunity

legislation which may help ensure that boys and girls

receive at least the right to a common PE
curriculum...simply opening up access for boys and
girls to a common range of physical activities does
little to alter the traditional, stereotyped

conceptions which they hold towards themselves and each
other.

Finally, teacher behaviour may be the crucial element
in either perpetuating or eliminating gender stereotyping
and bias in physical education. The development of teacher
strategies to address these problems of gender bias in
coeducational classes is recommended. "Teachers, therefore,
need to constantly reappraise their own teaching to make
sure that mixed sex grouping becomes mixed sex teaching as

well" (Turvey & Laws, 1988, p. 255).



Unlike their American counterparts, AﬁStralian.teachers
have received little practical assistance in the years since
the promulgation of the Sex Discrimination Act (1984) in
Australia. While there has been considerable debate over
the implications of the legislation, there has been little
attempt to interpret the legislation meaningfully for the
Australian teacher. Unlike the American system, the
education administrators across Australia have lagged behind
in producing manuals and guides to assist the teacher
struggling to interpret and implement the legislation. One
of the few resources made available to teachers is the paper
of practical suggestions presented by Dr Rob Sands to the

Geelong Grammar Staff Conference The "Science" of Self-

Esteem in the Phyve-Ed/Sport Settings: Some Practical

Strategies (1988). The paper outlined practical suggestions
for teachers to assist them to design programmes which
monitor all students in the class and attempt to eliminate
gender stereotyping. These programmes also attempt to
maximize skill practice, individual practice time, and
enable self-perceived or actual improvement to be identified
by the teacher. 1t further discussed practical
teacher/coaching strategies in the categories of class
organization; teacher/coach-student interaction and

cognitive techniques. The main emphasis of the programmes
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wdé‘to-imprdverchildrenfs self-esteem, prombﬁg afpgﬁififé_'
aﬁtitude by highlighting improvement related to past
performances and linking this with effort and a need to
promote non-stereotypic attitudes in all areas of physical
education teaching. A video was produced entitled When
Girls Play and explanatory and discussion notes were
prepared by Sands (1989). This video features positive
views of activity, girls and school programmes. It provides
insight into the gender stereotyping issue and acts as an
instructional discussion model in areas such as developing
equitable conditions for girls in primary and secondary
schools; assessing the value of coeducational versus single
sex activity sessions; arranging extra school activity
programmes; and quality of instruction in order to produce

beneficial social outcomes for girls.

By contrast, there has been a proliferation of
programmes and materials designed to address gender role
stereotyping among teachers in the United States of America
since 1972, following the implementation of Title IX of the

Education Amendments Act.

The Women’s Education Equity Act Program (WEEAP)
developed a planning manual, The Equity in Physical
Education Planning Manual (1980}, for administrators and

physical educators to help them design physical education
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programmes which assure equal opportunity for females in

physical education. Other manuals such as Complying with

Title IX of the Education Amendments Act of 1972 in Physical
Education Amendments Act of 1972 in Physical Education and
High School Sports Programs (1976), Title IX and Physical
Education: A Compliance Overview (1976) and Implementing
Title IX in Physical Education and Athletics: Application
Book for Physical Activity Specialists (1978), designed to

interpret Title IX guidelines, were also developed by The
American Alliance of Health, Physical Education, Recreation
and Dance, to help administrators, teachers and coaches in

physical education and athletics.

In addition to the planning manuval that WEEAP has
produced, there has also been a teacher handbook and seven
modules developed which helps teachers address sex
discrimination in physical education. Introduction to
Stereotyping and Discrimination (1981), Sex Role

Stereotyping and its Effects (1981), Biological Sex
Differences (1981), Introduction to Title IX (1981),

Curriculum Development (1981), Teacher Behaviour (1981), and

Student Performance Evaluation (1981), are examples of these

projects. All focus on one or more of the following areas:
increasing teacher understanding and awareness of gender
stereotyping and its effects; defining gender stereotyping

in society; providing teachers with an understanding of the
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biologicél myths relating to gender bias; jidentifying
curriculum materials designed for student use; procedures
and attitudes which perpetuate gender stereotyping; and
eliminating teacher behaviour which promotes gender
stereotyping. However, no actual teacher behaviour
observation techniques were used to evaluate teacher

behaviour change in the classroom.

Project Missing Link was another WEEAP development and
Arrighi, Chrietzberg and McKnight (1981) were extensively
involved in field testing these materials. The field
testing phase involved 172 preservice education teachers.
The instructional materials focused primarily on the
application of teaching approcaches and behaviour that were
gender fair as well as educationally sound. To enable
teachers to respond to the problems that limit gender
equity, three components were built into each instructional
unit; knowledge of gender biased behaviour; awareness of
gender stereotypic behaviour in the classroom; and
application of the appropriate actions to promote gender
fair behaviour. BAs a consequence of this project,
instructional materials were re-evaluated to include more
emphasis on instructional approaches and teaching behaviours
and less attention to background information on equity
issues. It was recommended that the content of the

instructional material needed to assimilate new knowledge



about gender equitable teaching practices in order to better
prepare future physical education féﬁdﬁetég Tﬁé_liﬂﬁ. |
between knowledge, attitudes and the actual imPléﬁéhfafioﬁ
process in school physical education classes is a topic that

warrants further investigation.

Bunker (1987) described many strategies that coaches
can use to encourage girls and boys to participate in sports
together. She offefed suggestions on how sports teachers
can provide quality coeducational experiences and adjust
activities to allow for a wide range of skill and
motivational levels in sex integrated classes. However, the
handbook does not specifically address gender stereotyping

among physical education teachers.

The teacher education programmes and materials that
have been examined here are representative of attempts made
by educators, interested in gender stereotyping and bias, to
address the problem. The programmes and materials rely
heavily on self-evaluation and reports of teachers, attitude
inventories, or checklists to describe teacher behaviour and
attitudes towards gender stereotyping and bias. They depend
to a large extent on self-appraisal and evaluation in an
area that requires a change in behaviours and attitudes to

comply with the current sex discrimination laws.
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Gender stereotyping : Systematic téacher-behaviour
observation and teacher behaviour changes

"A teacher’s primary objective is to facilitate student
learning. Teachers must choose what they do in the
teaching~learning process based on their knowledge of that
process" (Rink, 1985, p. xixi). Teachers are thus obliged
as responsible professionals to choose to utilize teaching
skills that assist all their students to learn effectively
and equally. Throughout their professional lives teachers
need to decide whether to assimilate or reject new concepts,
techniques and developments. Decisions need to be made by
teachers, with a clear understanding of their own teaching
style, strengths, weaknesses and biases. Such knowledge and
understanding is only gained by a careful examination of
their teaching, preferably with the assistance of a
colleaque. A variety of observation instruments have been
designed to assist this exercise. They can be used by the

individual teacher or collaboratively with a colleague.

For example, systematic teacher behaviour observation
systems have been utilized by researchers to identify the
differences in behaviour between male and female teachers
and male and female students (Good, Sikes, & Brophy, 1973).
These researchers identified the frequency patterns and type

of teacher interactions with female and male students.




Difféféﬁ%idtéd’iéééhér interaction with female &ﬁdkﬁﬁié_’

students was identified as an important part of-déécriﬁiﬁj
teacher gender stereotypical behaviour. The ﬁatterhs
revealed in these studies showed consistent differential
teacher interaction between boys and girls. Good, Sikes and
Brophy demonstrated in their research that boys received
more attention in lessons than girls. The observations
revealed that teacher disapproval occurs more often with
boys than girls. The boys were much more active and
aggressive and therefore received more frequent teacher
interactions. The girls however, were more passive than the
boys, behaviour encouraged by the teacher, thereby receiving

less frequent attention.

Gender-related differences have been identified in a
variety of curriculum areas through the use of observation
instruments. Several examples are found in Wilkinson and
Marrett (1985) including the use of a system to evaluate
autonomous learning behaviour in mathematics and a student-
teacher interaction observation system in science,
curriculum areas that are normally considered male-
dominated. Eccles and Blumenfeld (cited in Wilkinson and
Marrett, 1985) asked "What role do teachers play in
perpetuating sex differences in math attitudes?"™ and
continued "Our data (obtained through the use of observation

systems) suggest that general classroom climate may play an




) e'ln relnfor01ng sex dlfferenc s 1niac

fattltudes, bellefs, and performance" (1985, p 111) -
'concluded that certaln classroom env1ronments may fac111tate};
learning for boys and inhibit'learning for girls. | |
Similarly, Young and Wyman (1982) utilized a.séientific
observation system to examine teacher-student interactions.
They found that "teachers made more academic contact with
girls in reading and boys in math, teachers spent more
cognitive time with girls in reading and boys in math, and
teachers consistently made more managerial contacts with

boys than girls". Initially, academic differences were not

significant, however by the end of the academic year, "sex

differences were found...in reading achievement" (p. 3}.

Generally, teaching research in education has
outstripped research in physical education by as much as 10
years. Nevertheless much is being done in the area of
physical education and the imbalances are being addressed.
In the past decade, research has been accomplished with the
development and utilization of systematic cbservation
instrumentation systems to assist the collection of data on
teacher and pupil behaviours in physical education classes.
Although such systems necessarily focus on only small parts
of the complex and interrelated system of teaching they do
enable the isolation of particular components for detailed

examination. The Academic Learning Time-Physical Education,




.Observatlon System, Interactlon Analy515 systems, and '

'observatlonal tools have been used by researchers to a351st

thiS-advancemént in research (Luke, 1989).

Studies in secondary physical education classes have
been conducted by Bain in Chicago (Bain, 1975; 1976) and
Houston (Bain, 1978) using systematic observation to
describe regularities of teacher behaviour and class
organization which communicate values and norms to students.
Bain (1985) asserted that research on teacher expectations
in physical education indicated that the teacher’s
perceptions of students are influenced by sex, appearance
and perceived effort and that these expectations influence
the interactions between teacher and student in a way that
is consistent with the teacher’s expectations. The research
indicated that there are patterns of behaviour which emerge
in physical education lessons which can be interpreted as
emphasising achievement, autonomy, privacy, orderliness,
universalism and specificity. Differences were also shown
to exist in the experiences of male and female students,
suburban and urban students, athletes and physical education

students.

In South Australia, research was carried out with
primary school children and a systematic observation

instrument developed to help teachers of physical education




| iﬁ“fﬁéif_CidsééS; The research found ﬁhét'bb?éféﬁﬁéistgyﬁi§ .
received preferential treatment, with few éxdépfioﬁs, o
especially during the warm-up phase of the lesson when
motivation for what is to come is a key factor. This
altered the teachers’ perceptions of their effectiveness to
the point where they were conscious of giving more quality
attention to the girls, apparently eliminating gender bias

in their teaching.

In response to the need for observation instruments, a
considerable number of systems have been developed. Each
system assists the collection of data on teacher and pupil
behaviours. Although such systems necessarily focus on only
small parts of the overall complex and interrelated system
of teaching, they do enable the isolation of particular
components for detailed examination. Each is characterized
by its own focus, for example the Flanders Interaction
Analysis System (FIAS) is designed for observing, recording
and analyzing verbal behaviour only. The Cheffers
Adaptation of the Flanders Interaction System (CAFIAS)
includes nonverbal human behaviour, descriptions of class
structures, variety of teaching agencies and elaboration of
pupil response behaviour. To study the interaction between
the teacher/coach and a particular student/athlete a further

adaptation of CAFIAS was developed, The Dyadic Adaptation of




;Affurther modlflcatlon, Batchel

:fieeture System:(BAKE) was de31gned to descrlbe teacher _el;i-f?_
lecture behav10ur which is strongly predomlnant ln the
classroom, by expanding CAFIAS. Another epproach.was
designed to quantify and categorize verbal and nOnﬁeibel
behaviours directed to individuval students. This:approach
developed by Lewis (1978) is known as Individualized Teacher
Behaviour Analysis System (ITBAS). These teacher behaviour
obgervation systems can be either specifically applied to
one student or the whole class (Darst, Mancini, & Zakrajsek,

1983; Darst, Zakrajsek, & Mancini, 1989).

In order to identify gender stereotypic teacher
behaviour more effectively in physical education lessons, an
ingtrument was developed by Griffin (1980) specifically for
this purpose. This systematic observation instrument
provides a more complete and accurate picture of teacher
gender related behaviour than is presented by either the
studies of differential teacher interactions with females
and males, or teacher self examinations. These types of
instruments have been demonstrated to be most effective in
facilitating change in teacher behaviour and providing

accurate descriptions of classroom events.

The use of systematic teacher behaviour observation

ihetrumeqts can provide physical education teachers and
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teacher educators w1th an lncreased awareness of teachern'
-behav1our related to sex equity in phy51cal educatlon
claases. Strategies which identify and change teacher
behaviour within gender equitable physical educathn
programmes, and identify and reinforce teacher behaviour
that encourages gender equitable student participation, need

to be implemented (Griffin, 1981).

A further study in primary schools utilizing the Sex
Role Dependent/Independent Teacher Behaviour Observation
Instrument was conducted by Griffin (1983) with sixth and
seventh grade gymnastics classes and she found that
students’ behaviour revealed patterns of differentiation
based on sex. Serious participation in specific gymnastic
events was governed by perceived gender appropriateness of
the event. Generally, boys only interacted with girls to
"hassle" them. Girls generally only interacted with boys
when responding to being hassled. BAmong boys, interactions
tended to be physical, combative, public, clown-like, and
hassling girls. In contrast to those of the boys, the
girls‘’ interactions were verbal, cooperative, private,
serious, and in response to the harassment of the boys.
This affected the participation levels in the lesson,
resulting in boys’ participation in "girl-appropriate"
events being either frivelous or reluctant and girls-’

participation in "boy-appropriate" events being either
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_ek§i¢ratory of reluctant. Students segregated-themselvés
according to sex which helped to reinforce sex

differentiation in both participation and interactions.

Griffin (1984) used the Sex Role Dependent/Independent
Teacher Behaviour Observation Instrument along with formal
interviews and informal discussions with physical education
teachers to conduct a study which identified girls”
participation patterns in a middle school team sport unit.
Coeducational classes were observed resulting in six styles
of participation levels being identified including
"athlete', "Junior Varsity player", "cheerleader", "femme
fatale", "lost soul", and "system beater". Observations
revealed that the majority of the girls were classified in
varying degrees as "Junior Varsity players", "cheerleaders"
and "lost souls". As these categories were classified as
nonassertive behaviours, it is accurate to say that
nonassertive sport behaviour was typical for most girls in
the team sport activities observed. Teachers, who were made
aware of these participation patterns in their female
students, could help them become more assertive, thereby
increasing their confidence levels in order to increase

their enjoyment of physical education.

Griffin (1985) conducted a similar study utilizing the

Sex Role Dependent/Independent Teacher Behaviour Observation



SYstém; in-girls' and bdys' participation stylés,:éoncludingf _
that to “depend only on student gendér to.deScribe
generalized participation patterns or to prédict interest
and ability in team sports can ignore the diversity of
participation among students in physical education classes,
placing artificial expectations on some students, and

artificial limitations on others" (p. 8).

In a study investigating teachers’ perceptions of, and
responses to, gender equity problems in a middle elementary
school physical education programme, Griffin (1985) again
used teacher behaviour observation as well as teacher
interviews and informal discussion. The study raised
questions about the process of implementing coeducational
physical educational classes. She noted teachers’
expressions of frustration regarding the lack of inservicing
on the changes, and inadequacy of teacher input into the
legislative decisions being made in the area of curriculum

change.

Rate (1987) used the Sex Role Dependent/Independent
Teacher Behaviour Observation Instrument developed by
Griffin (1980) to observe physical education lessons in
secondary schools in Western Australia. She found that
teachers do exhibit gender dependent and independent

behaviours in coeducational physical education classes, a
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finding consistent with that of GrlffJ.nBoyspart.‘Lc:Lpated L
ﬁore thah-waé expected and teachers iﬂtefadﬁéd Qith £Heﬁ 
more often. Also, boys were favoured'on-fhé variables of
“control®" and "participation", while teachers more
frequently interacted with girls on the variable "encourages
unsuccessful performance”. Therefore, offering
encouragement to girls more than boys for unsuccessful
performance is likely to reinforce lower levels of skill
performance and perpetuate gender stereotyping of girls in

physical education lessons.

A similar study was conducted by Owen (1989) in Western
Australian primary schools utilizing the Sex Role
Dependent/Independent Teacher Behaviour Observation
Instrument in the modified form recommended by both Griffin
(1980) and Rate (1987). In this study the participation
patterns of boys and girls were similar, but boys interacted
with the teachers more than was expected. In contrast
teachers interacted with girls less than was expected. 1In
some categories such as control/discipline, criticizing
unsuccessful students, and the use of student demonstrators,
interaction varied from the expected by as much as 30%.

Boys received the bulk of interactions in the
control/discipline category and student demonstrator.
Interactiens favouring girls were few and the diféerencas

were minor. The results demonstrated that teacher or
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student gender étereotypic behaviour does not necessarily
change as a consequence of integrating boys and girls in

physical education classes.

Using the modified Sex Role Dependent/Independent
Teacher Behaviour Observation Instrument, the findings of
McBride (1990) concurred with other similar studies. While
he found no evidence of boys receiving more attention than
girls, he found that boys did record more incidents of
discipline than did girls, and that female teachers provided
their students with more management interaction. 1In the
language category, male students typically received more
attention and response from teachers than female students.
This finding is in accord with other similar research

findings.

While McBride was encouraged by the results of his
study, stating "the results represent an encouraging
indicator for gender equity in the psychomotor setting.
Perhaps sex role stereotyping is not quite as rampant in the
gymnasium as is generally assumed", he also cautioned
against over-confidence. He stated:

This is not to suggest, though, that nothing else need

be done...If a truly equitable learning environment is

to be obtained, more strategies are needed...more
studies are warranted on sex typing and potential

long-term effects on students. Only when the accrued
effects of gender typing are understood can effective
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teaching practices be implemented to eliminate all sex
typing in physical education. (p. 260)

In any teacher education programme which is related to
the issue of gender equity, the assumption is that teachers
believe in fairness and want to be as fair and effective as
possible in the classroom. Therefore physical educators
need to be informed of whether there are gender stereotypic
patterns in their classes, thereby affording them the
opportunity to be personally committed to changing these
patterns if they exist. Also specific suggestions on how to
change these patterns need to be provided. At both the
preservice and inservice levels, teacher behaviour can be
observed with the systematic observation instrument and
teachers can be guided in their attempts to address the
problem of gender equity. The identification of gender
related behaviour of teachers of physical education within
coeducation classes in this study is a starting point for
those who must contend with the problems of equity in

physical education.

Clinical supervision and intervention

The identification of gender role stereotypic teacher
behaviour can be accomplished using an observation system.

The adaptation or correction of such behaviour is more
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easily accomplished through collaboration, which identifies
biases not perceived by the subject-teacher. The assistance
of a colleague through intervention techniques allows the
behaviours to be isclated and suggestions for adjustments to
be brainstormed. The utilization of nonjudgemental feedback
allows the development of strategies to assist the teacher
to exercise greater personal control over his or her
teaching behaviours.
The implicit rationale of clinical supervision is that
teaching processes can be improved when the teacher is
provided with timely and relevant feedback on aspects
of teaching that are of interest and concern to that
teacher...The goal is to assist a teacher to modify

existing patterns of instruction in ways the teacher
has selected. (Smyth, 1984, p. 5}

Smyth elaborated stating that clinical supervision is a
one-to-one, face-to-face process, resulting from a "close
and intimate professional relationship". It is an
"interactive encounter between two colleagues who are
collaborating in the analysis of data about their own
teaching in order to extract meaning and understanding"

{p. 5).

Acheson and Gall (1987, p. 3) stated "clinical
supervision is a process, a distinctive style of relating to
teachers...the clinical supervisor’s mind, emotions, and

actions must work together to achieve the primary goal of
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clinical supervision: the professional development of the
preservice or inservice teacher". A major emphasis in the
conferencing aspect of clinical supervision is the
nonjudgemental focus. There must be no attempt to
revaluate’ the lesson, or the teacher’s effectiveness or
style. The purpose is to exchange interpretations. Due to
differing values and beliefs, opinions may vary as to what
constitutes teacher behaviour requiring adjustment. Each
person has the right and cpportunity to challenge the

other’s interpretation of observed teacher behaviours.

The supervision of teachers, and criticism of teacher
effectiveness has been an inherent feature of education.
However, most of the early criticism was managerial in
style, rather than the humanist, democratic approach that
characterises clinical supervision (Anderson, cited in
Smyth, 1986b). Teaching is a complex profession with
differing demands and requirements, so ongoing teacher-
learning needs to take place. Acheson and Gall (1987)
provided examples of teachers who benefited greatly from the
utilization of clinical supervision with experienced and
sympathetic supervisors. These teachers were assisted to
overcome feelings of insecurity, inappropriate role
behaviours, low ratings on teacher effectiveness,
inappropriate lesson plans and verbal behaviours. 1In each

case the supervisor’s intervention was critical to the
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claSSificatiOn of problem behaviours, and the eradicaiiéﬁidr
modification of those behaviours. Clinical éupérviéidﬁ'is
also used for the reinforcement of positive behaviours and
teaching strengths, and is a powerful tool for the viewing
and analysis of broader educational and social issues such-

as equity, gender, class and race.

The Smyth (1984) model of clinical supervision is
cyclical, in four stages, which are quite distinct and
purposeful, with conferencing as the centrepiece.
Conferencing occurs both before and after the teaching of a
lesson. Figure 1 demonstrates the relationship of each stage

to the next.

Stage 1
Precbservation
‘ conference |
Stage 4 Stage 2
Postobservation Observation

conference '
L————e&— Stage 3
Analysis

Figure 1: The Clinical Supervision Cycle (adapted from

Smyth, 1984, p. 7)



The four stages of clinical supervision as ‘outlined

above are:

1. Preobservation conference.
The precbservation conference allows an
opportunity for the discussion and establishment
of specific goals and objectives for the lesson.
The teacher and colleague discuss why a particular
lesson is to be taught and how the objectives will
be achieved. The precbservation conference
allows for not only the establishment of a
meaningful dialogue and a rapport between the
supervisor and teacher, but also the defining of
the target observable behaviours. This conference
will also establish the method which will be used
by the observer. This may be observation schedules
or checklists, diagrams or interaction patterns,
verbatim notes of conversations, or mechanical

means such as recording or videotaping.

2. Observation
During the observation stage, the decisions made
in the previous stage are acted upon. The teacher
aims to deliver the lesson according to the plan
and_objectives decided upon, and the supervisor

uncbtrusively observes the lesson, collecting the




réquired data utilizing the observation:method

as agreed.

3. Analysis
In this stage, the results of the previous stage
are analysed, and made meaningful. If an
observation instrument has been used, the data
will be coded and analysed. Videotapes
may be viewed and points noted. Then both the
teacher and supervisor try to uncover patterns,
or attach significance to the flow of behaviour
found in the raw data. The supervisor-observer is
able to contribute a different perspective to that
of the teacher’s, allowing an appreciation to be
gained by the teacher in a situation where it
might be difficult to maintain distance in

perspective.

4. Postobservation conference
Having made sense of the raw data by establishing
patterns or tabulating data, the teacher and
supervisor meet to discuss the results, which
allows the drawing of conclusions, the
establishment of inferences, and a plan of future
action to be determined. This involves an

assessment of the original objectives of the
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siﬁﬁéﬁidn; and the evaluation of whether th@éeJ
objébtivés have been met. However, an éffbft
should be made to avoid being judgemental about
the observed teaching. Rather, questioning

to encourage consideration and decision-making
about alternate possibilities of behaviour in future
lessons is more appropriate. It is important that the
cooperating individuals suggest behavioural adaptations
that they feel comfortable about and can anticipate
initiating with success, considering their own
environmental factors. Once questions are asked about
what might happen in a future lesson, clinical
supervision has been full-cycle. Essentially, a
preobservation conference has been reached and
objectives for the next stage may be established from
the inferences drawn in the postobservation

conference. The cycle is thus in actuality a spiral,
with the process being an ongoing rather than a

terminating one.

Some problems with c¢linical supervision have been

identified:

First, clinical supervision has often been imposed on
teachers as a process that is "good" for them. This form of

interaction is a waste of everyone’s time when conducted




- with'a reluctant teacher. No real behaviour changes a
4iiﬁéi§*£b:ﬁééﬁlf if the subject is déféﬁéive*éﬁdgdéesxnoﬁhf

want to change.

Secondly, clear objectives for the process need to be
established for the system to be of benefit. The "why" is as

important as the "how" (Acheson & Gall, 1987; Smyth, 1986a}).

Thirdly, with the current time constraints for
teachers, the recruitment of a suitable colleague to act as
a supervisor is likely to be difficult. The conferencing
required makes the process a lengthy and time-consuming

exercise (Acheson & Gall, 1980; Smyth, 1986b).

Fourthly, collaboration means working together
effectively and any breakdown of the rapport, including a
feeling of subservience (a natural reaction to being the

learner instead of the teacher) impedes the teamwork.

Finally, the formal meetings required for conferencing
may develop a negative atmosphere, and are sometimes viewed

as time-wasting events where nothing productive is achieved.

Each of these problems is surmountable. With good
planning and a cooperative attitude, and utilizing effective

communication skills between the participating individuals,
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it is prSiblé to overcome any of the;diffitultiééwéiﬁéa:
Mutually agreed upon and clearly définedjohjééfiVéégéllbw
for a productive process to occur. Additioﬁdlly, Suppbﬁt
material is available, for example training manuals and a
video kit have been prepared to assist those interested in
the process to achieve the best results (Mireau 1985a,
1985k, 1986). As the emphasis of the manual is on
continuous professional development for teachers,
suggestions and procedures for this development are
presented to guide teachers. The kit has a strong emphasis
on conferencing (the area that is potentially the most
troublesome), including techniques, suggestions and
benefits. As conferencing is a major technique of clinical
supervision this manual is invaluable for those teachers

involved in the c¢linical supervision process.

The productivity of intervention on teacher behaviour
can only be measured if a baseline measurement is first
taken. Logically, it is difficult to evaluate the outcomes
of intervention objectives if one is unsure that
intervention is the only variable. Hence, a baseline
measurement prior to intervention is necessary for the
evaluation of the intervention process. The researcher can
assume, that if there is a change in behaviour after
intervention, when compared to baseline (preintervention)

.measurgs, it is probable that'interVention was responsible




. for the change (Tawney & Gast, 1984). A number of studies
in physical educdtion have been documented that eStéBiish"'.
the eéffectiveness of intervention in bringing about

measurable change in teacher behaviour (Luke, 1989).

The success of intervention, as a method capable of
producing statistically significant change in teacher
behaviour, is well documented. There have been a number of
studies conducted at the preservice level of teacher
training which have successfully utilized intervention and
systematic observation as a basic training model. These
studies were conducted, using control and intervention
groups, to determine the impact of using systematic
supervisory feedback on teacher behaviours and interaction
patterns of preservice physical education teachers. The
results also provided data on the effects of such feedback
on the trainees’ attitudes towards teaching, the degree to
which they exhibited behaviours indicative of effective
teaching, and their awareness of their own teaching
behaviours (DeVoe, 1990; Getty, 1977; Grecic, Mancini, &
Wuest, 1984; Hendrickson, Mancini, Morris & Fisher, 1976;
Inturrisi, Mancini & Frye, 1979; Mancini, Frye & Quinn,
1982; Mancini, Morris & Getty, 1979; Mancini, Wuest & van
der Mars, 1985; Randall & Imwold, 1989; Rochester, Mancini &
Morris, 1977; van der Mars, Mancini & Frye 1981; Vogel,

1976).



CHAPTER 3

METHODOLOGY

This descriptive analytical study investigates the
identification of gender ineguitable teacher-student
interactions and the effect of nonjudgemental feedback on
those interactions. The identification and feedback process
utilizes an observation instrument and a clinical

supervision model, in addition to the experimental method.

This chapter is divided into 10 subsections, which
describe subjects and settings, clinical supervision and
conferencing techniques, the observation instrument used in
the study, modifications to the instrument, instrument
reliability and wvalidity, data collection methods, and use
of the video camera. Field and anecdotal notes are also
discussed, ethical issues considered, and problems

encountered during recording and coding observations noted.

The research used a sample of 16 teachers, eight males
and eight females, who were divided into intervention and
control groups. The lessons of the control group were coded

utilizing the Sex Role Dependent/Independent Teacher

53
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Beha&idﬂf.bﬁﬁéfvétiOn System to p;ovidé-déta-fdr co@ﬁéfiSqﬁf-'
with the intervention group, but conferencing did nét take
place. Conferencing with the intervention group followed
the Smyth (1984) four stage model of clinical supervision
qsihg the data collected from the observation instrument to
guide discussion in teacher consultations. The differences
between the results of these two groups were analysed for
statistical significance to ascertain the effects of
intervention by means of nonjudgemental feedback on teacher

behaviours.

Subjects and settings

Utilizing a list of schools obtained from the Joondalup
and Scarborough District Education Offices of the Education
Department of Western Australia, state primary schools in
the northern suburbs of the Perth metropolitan area were
contacted to recruit sufficient numbers of Years 4 and 5§
teachers. Schools were selected on the basis that there was
no physical education specialist placed at the school, and
the physical education programmes within the school were the
responsibility of the classroom teachers. Each selected
school had a coeducational physical education programme.

The selected schools drew students from a wide range of
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eédh@ﬁiﬁgﬁa¢ﬁgr9ﬁﬁds-thus.héving andivérsifi¢qiéﬁﬁdéﬁﬁh,f

‘population.

Initial contact was m de by the researcher through the

Principal. Subsequent official approval to CDnduct-researCE

in the school was requested through the Education

Department of Western Australia. Following official

approval and the Principal’s agreement to participate in the

study, the teachers were contacted and their willingness to

participate established. Class timetables and types of

lessons, class sizes, and teaching areas for physical

education were ascertained. A total of 16 teachers were

contacted,

obtained for their participation in the study.

eight males and eight females, and agreement

Four females

and four males were used as the intervention group, the

other four males and four females made up the control group.

Each teacher was observed on four occasions, a total of 64

lesscons.
comprised

c¢lassroom

Each
education

nongender

Only Years 4 and 5 were included in the study and
the normal coeducational classes taught by the

teacher.

teacher was provided with standardized physical
programmes, incorporating sports that were

specific, that is, basketball, sofcrosse, hockey

and tennis. These sports were taken from the South

Australian Daily Physical Education and Aussie Sports
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Pfog:émhes,_Whigh.are used in the majority of sdhqplsxiﬁ:
Western Australia. This was arranged in order to
standardize lesson plans, and eliminate activities
unsuitable for observation, for example cross—country
running. The chosen activities were also suitable for
analysis with an observation instrument and would ensure
sufficient data while avoiding gender specific activities,
for example football and netball. Such activities may
artificially affect teacher interactions by increasing

interactions with a specific sex.

Each teacher conducted the physical education lesson
with the class to which she or he was normally assigned. If
any of the participating teachers fell ill on an assigned
day, no recording tock place; the recording of a temporary

teacher was not considered to be appropriate.

Classes were conducted in the typical school
environment using equipment available at the school.
Observations were conducted on the school oval, basketball
courts, netball courts, and the undercover area. These were

all areas normally used for physical education lessons.

Observations were conducted during the fourth term of
the school year. The teachers had established set routines

and rules for physical education with the students and had
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Well'éStabliShed programmes. Observations were unable to be.
scheduled in third term due to the preparations for

athletics carnivals by all schools in the area.

Clinical supervision and conferencing techniques

In the Smyth (1984) four stage model of clinical
supervision the preobservation conference allows the
researcher and the teacher to discuss what is to occur in
the lesson to be observed. The aim is to uncover the
teacher’s intentions for the lesson and see how these are
expected to be translated into practice. In this
application of clinical supervision, it is the teacher who

defines the behaviour for which adaptation is desired.

However, as this study was specific to the area of
equitable interactions in physical education, this was not
possible. Instead, the area of observation was determined
by providing the teacher with data obtained from the
observation instrument, which was specific to gender related
behaviours. The teacher then made behaviour modifications
based on the data obtained. Feedback was confined to
nonjudgemental collaboration at the postobservation
conference. An effort was made to refrain from judgemental

comments or from offering advice, rather an effort was made
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to ‘work over’ the data for what it revealed, questioning
whether similar or different teacher behaviours might be

used in future lessons.

Each teacher was observed on four occasions with the
same class which engaged in the same type of activity in
each lesson. This procedure was adopted to obtain
observations which were representative of that class. Two
lessons of the intervention group were observed initially to
obtain baseline data. Conferencing was commenced after the
second lesson. Subsequent observation sessions were
followed by the conferencing technique required in the
clinical supervision system. The control group was observed
on four occasions, but received no conferencing and

intervention.

Description of the observation instrument

The Sex Role Dependent/Independent Teacher Behaviour
Observation System designed by Griffin (1980) was used as
the basis for this study. At the time of its use it was the
only published insvrument which gauged gender related
teacher behaviour in physical education. The instrument is
divided into three main observation sections: class

organization; interaction; and language. Each section and
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the categories within were carefully operationalised by the
researcher so that the observations were specific and
mutually exclusive. The coding manual provides full details

with examples and is included as Appendix A.

The first section on class organization provides a
context for observing teacher sex role dependent/independent
behaviours. The five successive categories within this
section are student participation patterns, class groupings,
class leaders, curriculum material used, and rule changes.
Each of these categories structures the data to provide
information about class organization by the teacher and the
effects of this organization on equitable male and female

student participation in class.

The data collected in the class corganization section

were as follows:

i) the number of active participation units by males
and females during each participation
observation period;

ii)} the number and composition (by gender) of student
participation groups within the class and whether
these groups were structured by the teacher or by

the students;
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iii) the number of females and males pictured or cited
in curriculum materials used in the class;

iv) the number of males or females identified as
leaders in the class, and whether they were chosen
by the teacher or by the students; and

V) the number of rule changes in games initiated by
the teacher to alter female and male participation

patterns.

The interaction section provides information on the
frequency and kind of teacher interactions with male and
female students. Seven of the categories are inherently
gender related, while nine of the interaction categories are
gender neutral. The number of teacher behaviours within
each category directed to male and female students was
recorded in this section. The specific categories are
listed as follows: instructs; praises successful student;
encourages unsuccessful student; criticises unsuccessful
student; points out student model/demonstrator;
control/discipline interaction; physical contact with a
student; informal interaction; management interaction; sex
role dependent comment; discourages poaching; sex role
independent comment; encourages poaching; discourages
student sex role dependent behaviour; encourages student sex

role dependent behaviour; discourages student sex role
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independent behaviour; and encourages student sex role

independent behaviour.

The language section is the final section of the
observational instrument. It provides information on how a
teacher uses language that is either sex role dependent or
sex role independent. The five categories in this section
consist of: use of pronouns; use of activity terms; calls
Individual students; refers to males/females; and use of sex
role dependent names. The number of times a teacher uses

this type of language was recorded within each category.

Modifications to the observation instrument

Within the instrument there are 22 teacher gender
related behaviour categories in the language and interaction
sections; 15 categories of teacher behaviour that are gender
neutral, and 7 categories of teacher behaviour that are
gender related. Griffin (1980) found that these gender
related behaviours were very low frequency categories within
her observations, but as they were directly related to the
purpose of the instrument, she felt it was important that

they be recorded.



Rate (1987) also found these categories infrequently

tabulated. However, she recognized their significance as
they were associated with gender related behaviour, and
without them potentially significant data could be
oﬁerlooked. She therefore suggested that a combining of the
gender dependent categories would be an advantage, as there
would be no subsequent loss of vital data, whilst the
instrument would be more manageable with the subsequent

reduction of categories.

The combining of categories could also occur within the
gender independent categories. Rate (1987) recommended that
the following categories be omitted from the interaction
category: encourages student sex role dependent behaviour;

and discourages student sex role independent behaviour.

From the language category the deletions were: uses sex
role dependent name; and uses sex role dependent activity
terms. 1In place of these categories would be the one
category within the interaction category: sex role dependent

comment .

In addition, the deletion of further categories within
the interaction category would be: discourages sex role
dependent behaviour; and encourages student sex role

independent behaviour. Furthermore within the language



categories the deletion would be: uses sex role independent
activity terms. This would be replaced with the one
category in the interaction section: sex role indépendent

comment.

The modifications to the observation instrument
recommended by Griffin (1980) and Rate (1987) included the
removal of certain low-frequency categories. The
exploratory study for this research (Owen, 1989) utilized
the modified instrument, with the category changes as
recommended by both of the earlier researchers. The
categories eliminated from the instrument were in the
interaction category: encourages student sex role dependent
behaviour; discourages sex role independent behaviour;
discourages poaching; encourages poaching; discourages sex
role independent behaviour; encourages sex role independent
behaviour. In the language section, uses sex role dependent
name and uses sex role dependent/independent activity terms

were also removed.

These revisions of the Sex Role Dependent/Independent
Teacher Behaviour Observation System designed by Griffin
{1980) resulted in a reduction in the total number of
categories. However, an increase in the frequency of
observations within these categories occurred with no loss

of data. These changes also simplified the researcher’s
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task of locating categories, and allowed the coding sheet to

be more easily discussed with the teacher observed.

McBride (1990) utilized the Sex Role
Dependent/Independent Teacher Behaviour Observation System
(Griffin 1980) in the modified form in his study Sex Role

Stereotyping Behaviours Among Elementary, Junior, and Senior
High School Physical Education Specialists. Despite the

combining of categories, he reported no loss of essential

data.

Instrument reliability and validity

The validity of an instrument is the degree to which it
actually measures what it purports to measure. Three means
of determining validity were possible for this instrument.
These were face, criterion and content validity. Face
validity is accepting an instrument at face value. It
entails deciding that the behaviour categories are logical
and accurate based on common sense knowledge. Criterion
validity is determined by comparing the data collected by
another previously validated instrument designed to measure
the same phenomena with the data collected by the instrument
under construction. Content validity can be established by

having a panel of expert judges rate the instrument’s
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under investigation.

Griffin (1980) chose content validity as the
appropriate means of determining the validity of this
instrument. Face validity was rejected because it was the
weakest indicator of the three. Criterion validity was
rejected because this was an initial attempt to design an
instrument of this nature. Conseguently there were no
instruments available with which to check criterion
validity. A panel of three experts in the area of sex
equity and physical education, Michael V. Hannigan, Carole
Johnson, and Dorothy McKnight, were identified. They
reviewed the instrument in order to attest to the content

validity of the observation system.

In reviewing the instrument, each expert responded to
the following questions:

1. Do the behaviours and content which the system
purports to describe really exist?

2. Does the instrument detect and describe specific
behaviours?

3. Are behaviour and content meaningfully described in
the instrument?

4. Is the content of the instrument representative of

behaviours associated with sex role stereotyping
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ﬁhd sex bias in physical education classes?

5. Was a sensible method of test COnstrﬁCtiqn'uSed?

6. Is the rational or theoretical support underlying
the instrument clear?

7. Is the behaviour the instrument purports to measure
consistent with the behaviour described in the
literature on sex role stereotyping and sex bias in

education?

All three experts attested to the content validity of

the instrument.

The instrument was used by the researcher in 1989 in a
trial exercise and was most successful in the measurement of
teacher-student interactions. It identified all behaviours
necessary, and despite the collection of additional
anecdotal notes, no interactions were recorded which could

not be coded using the instrument.

The reliability of the instrument was determined using

an intercoder agreement formula:

Agreement

X 100

Agreement + Disagreenent
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This formula is accepted and frequently used with
behaviour observation instruments. Griffin (1980) initially
trained three coders. Intercoder agreement between each
coder trainee and the expert coder was obtained for the
total instrument, each section, and each category within
each section of the instrument. Intercoder agreement was
above the 90% criterion for the total instrument, class
organisation section and interaction section, but not for
the language section. Intercoder agreement for the
individual categories of the instrument were variable. The
class organisation and interaction sections generally had a
90% agreement rate for each of their categories. The
categories within the language section were less acceptable
because of the lack of consistency in achieving 90%

agreement.

For the exploratory study (1989), the modified
instrument was retested for reliability by the Griffin
(1980) method. Three coders were trained in the use of the
instrument by practising techniques in videotape analysis.
Intercoder agreement was calculated using the same formula
as that used by Griffin (1980). Intercoder agreement was
established at 90% and above in all categories of the
instrument. Additionally a reliability check was taken
during data collection in the 1989 study and was found to be

constant, above the 90% level. A similar check using this



method of reliability testing was made to ensure intracoder
agreement for each of the three coders. Each coder was
tested as tn his or her personal reliability using
videotaped lessons. Reliability was established above the

90% level in all categories for all coders.

McBride (1990) reported a similar degree of instrument
and coder reliability in his use of the modified instrument.
He reported interobserver scores ranging from 90% to 94%

prior to and during the investigation.

Video recording during lessons also enhanced validity
and reliability of observations as it enabled each lesson to
be watched as many times as necessary to code all sections
of the instrument with accuracy. This eliminated
misinterpretation in coding interactions into the wrong

category of the observation instrument.

Data collection

The Sex Role Dependent/Independent Teacher Behaviour
Observation System utilises the interval recording
technique. This technique requires the researcher to record
the frequency of occurrence of each behaviour being observed

over a set period of time (interval). As suggested by
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Griffin (1980), three minute intervals were used to record
teacher-student interactions, teacher language and all
categories in the class organisation section, with the main

focus being on teacher behaviour.

In each three minute interval, all teacher behaviour
occurrences were recorded. A 30 second period during which
student participation was observed, was alternated with the
three minute intervals. During the 30 second interval, the
focus was on the students, either group or whole class. If
the 30 second observation interval fell during group
activity a single group was selected for observation. This
selection was rotated, starting with the group closest to
the observer, with each 30 second interval. This procedure

was followed for the entire class cbservation.

Each teacher was observed on four occasions. The
intervention group of eight teachers was involved in one-to-
one conferencing interviews prior to observations, after the

second and third lessons.

A preobservation conference was held with each teacher
before observations commenced to discuss organization,
programming and lesson content. Lessons 1 and 2 provided
baseline data. These were analysed, and results were used

in a postobservation conference. Nonjudgemental feedback
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was provided by the researcher, discussing the data obtained
from the observation instrument. The discussion was
continued into a preobservation conference as interaction

pattern objectives were established for Lesson 3.

Lesson 3 was recorded and analysed and the results of
the data analysis made available to the teacher in the
postobservational conference. Discussion and nonjudgemental
feedback ensued, allowing the preparation of interaction

pattern objectives for Lesson 4.

Lesson 4 was then observed, and the results obtained
from instrument coding. The results were analysed in order
to ascertain the effectiveness of the intervention process.
The results were made available to the teacher in the
concluding postobservation conference. The intervention
included discussion of results obtained by instrument
coding, and the implications, understandings and meanings it
might contain. The control group of teachers was not
involved in conferencing, but was observed on four occasions
only. These teachers were provided with the results of the
analysis after the study observations were completed. The
comparison of data between the control and intervention
groups allowed the effectiveness of the intervention

provided to be measured and evaluated.
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All data were collected by the researcher and his field
assistant, one of the trained coders. Each lesson was
recorded onto video tape using a VHS colour video camera,
mounted on a tripod. The teacher’s voice was recorded
directly onto the videotape by means of a small cordless
microphone. The microphone was attached to the teacher’s
shirt and the battery pack clipped to the teacher’s belt or
placed in the teacher’s pocket. The researcher wore
headphones to ensure that the sound equipment was functional
and to assist the operator to direct the video camera in the
direction of the teacher’s attention. The field assistant
used a clipboard and notepad to record field observations,
student numbers, class organisation, and the division
between boys and girls. She also collected anecdotal
records during the lesson, which provided back-up data to

supplement the video and audio-taping.

The researcher and his assistant arrived 30 minutes
before the commencement of the lesson to be observed, in
order to set up the equipment and make last minute checks
with the teacher about the location of the teaching station.
Prior to the lesson, the teacher to be observed was given
the small cordless microphone and battery pack in order to
attach these to his/her clothing. The researcher and
assistant were positioned so they could observe the entire

teaching station without interfering with student
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participation. The timing during lessons was crucial, with
student partiéipation observations being conducted every
three minutes, for a 30 second interval. Both the
researcher and the assistant utilised stop watches to

synchronise anecdotal records with the videotaped records.

During a 30 second interval the group nearust the
camera was taped specifically, for student participation
levels. At the completion of each 30 second interval, the
camera was directed back to the teacher to continue

interaction and language observations.

Use of video camera

Griffin (1980) used video taped lessons in her study,
but felt their use was not as effective as live
observations. The problems she encountered were of a
technical nature: poor quality of vision due to inclement
weather; limited experience of researcher using this type of
equipment; and restrictions of field of view due to the
nature of the equipment. These problems were not
encountered by the researcher in this study, as the weather
in the area of research was not as extreme as that
experienced by Griffin, and the knowledge and use of video

equipment by the researcher was extensive, therefore the
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quality and effectiveness of the video recording was at a
level commensurate with live observational recording.
Additionally, the exploratory study (Owen, 1989)
demonstrated the effectiveness of this method of data

collection.

An additional reason for using video recording during
lessons was to enhance validity and reliability of
observations. Each lesson could be watched as many times as

necessary to code all sections of the instrument accurately.

Use of field and anecdotal records

Extensive field and anecdotal notes were recorded
during each lesson by the research assistant to complement
the quantitative data collected by the observational

instrument.

Rate (1987) acknowledged, that field and anecdotal
notes recorded during observations should be incorporated in
further studies using this observational instrument as a
supplement to the data, in order to provide a more complete

picture of interaction patterns.
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Therefore, these notes were recorded and used to
provide additional information which the observational
instrument or the video recording did not indicate. These
notes provided supplementary information to assist with

identification of behaviours not easily categorised.

Additionally, notes were kept from the conferencing
interviews, to allow the recording of interaction pattern
objectives. Anecdotal notes were also kept from the
interviews, as teacher reaction and opinion were valuable in

the evaluation of intervention.

Ethii.al issues and considerations

The Principal, schools and teachers observed during
this study have not been identified by name. The analysis
of data did not compare or contrast individual teacher’s
attitudes towards gender stereotyping and bias in her or his
teaching methods. The differences between male and female
teachers’ gender stereotyping were examined, as a group and

on an individual basis.

The content, skill level of teacher or students,
teaching standards, or lesson preparation were not evaluated

or reported on within this study. The teachers were
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required to prepare the lessons provided by the researcher.
Special equipment was not required nor were they required to
teach in an area not normally used for typical physical
education lessons. The students were not required to wear
special clothing or identification tags. Adjustments were
required to the classroom teacher’s programme, as a

programme provided by the researcher was substituted.

The school administrators decided if there was a need
for special notes to parents or changes to the usual running
of the class being observed. All interviews utilizing the
conferencing technique were confidential, and conducted in a

place where privacy was guaranteed.

Problems encountered during recording and coding

observations.

Some problems were encountered by the researcher during
observations, and related to the context, recording of
observations, equipment and observer effects. Similar

problems were experienced by Rate (1987) and Owen (1989).

Problems in coding resulted from recording out of

doors. The speed and complexity of interactions in a



pﬁ?sidal education lesson affected data collection-éven

though all lessons were recorded on video tape. On SOﬁe
occasions the teacher positioned an activity too close to
the camera, which made it difficult to frame the whole class
within the field of view of the camera, making coding
difficult for those interactions not recorded by the video
camera. However, this situation occurred only a few times
over the recording period. The problem was overcome by

recording more extensive anecdotal notes.

Sometimes, teachers had several brief, but separate
interactions with many students in a variety of categories
within a time span of 20 to 30 seconds. If the camera was
not directed toward the teacher and students concerned,
coding became more difficult. Though each teacher had
his/her own individual style, the pattern of teacher
interaction with individual students was generally a matter
of a series of brief comments. In a few seconds a teacher
may have quickly disciplined one student, instructed
another, praised a third, joked with a fourth, and made an
extraneous comment to a fifth. This style provided on-going
challenges to the researcher in terms of constantly
rewinding the tape, stopping the timing, recording the
position at which coding stopped by number, and then
commencing timing and coding again at the correct point in

order to record all interactions accurately.
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The coding process was further complicated by the
physical movement of the teacher and the students in the
class. In a physical education class everyone is moving,
and the size of the teaching area may be as large as a 100
metre X 60 metre oval or two basketball courts. This
necessitated the continual panning of the camera toward the
teacher and the students and the necessity to zoom the

camera in or out.

Although the researcher had a complete schedule of
activities and teachers for each day during the observation
perlod, there were occasional schedule changes due to other
classes waiting to use the same facilities, special events
such as unexpected excursions, weather, or illness on behalf
of the staff member. These changes of schedule created some

problems, but appropriate changes were able to be made.

Because physical education lessons are generally
outdoor activities, adverse weather affected the scheduling
of lessons with little notice. Some lessons had to be
postponed, but others were simply delayed or shifted to a
new location in an undercover area of the school with little

effect on the collection of data.

Additionally, wind caused some problems. With a strong

wind blowing, the guality of the audio-recording was
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inevitably affected. This was alleviated by adjusting

recording levels on the sound equipment or playback
equipment, or taking more extensive anecdotal records. The
researcher also wore headphones to ensure the quality of the
audio recording and was therefore able to make adjustments

as necessary.

Boys were, for the most part, more conscious of the
camera than the girls, and performed by pulling faces,
jumping in the air or clowning with their friends. The
girls on the other hand were either too shy or not overly
concerned by the camera or the observers. As a result there
were few occasions when a girl behaved purely for the
benefit of the camera. This sort of behaviour generally
only happened at the beginning of a lesson, but once the
lesson was underway the distraction of being recorded was
forgotten and full concentration on the activities of the
lesson was resumed. Therefore the presence of the
researchers and equipment had minimal effect on the

behaviour of the children during lessons.

Both male and female teachers showed some nervousness
while teaching their lessons but this was in the most part,
during their first lesson. Generally, the teachers were
well prepared and confident in their lessons and appeared

relatively unhindered by the microphone.



' ébﬁe teéchérs'in their first lesson pointed out the

réecording equipment to the children and told them that it
was not there to record student behaviour, rather it was the
teacher’s behaviour that was significant. They were told
not to let the observation process distract them and to
concentrate on the task at hand. This generally had the

degired effect.

For the first two lessons, teachers in the control and
intervention groups were not briefed as to the objective of
the project in order to avoid a change from their normal
teaching styles and interaction patterns with students.

They were told that the researcher was interested in
observing all interactions. No mention of gender equity was
made, thereby reducing the possibility of lesson
interactions being modified during the baseline
observations. This caused some curiosity by teachers as to
the purpose of the study, but this was dispelled for control
group teachers at the conclusion of the observations with a

brief explanation as to the nature of the research.

The interaction group, on the other hand, was informed
as to the reason for the study before the third and fourth
lessons. The teachers acknowledged that this information

had affected their responses. One teacher said after
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conferencing that he was very aware of his interactions-énd
thought after choosing four boys for a student demdnstraﬁion
"O0h dear! That will affect the data". He also indicated
that because his interactions were to be analyzed he
probably said less than he normally might in order to stay
in the "comfort zone" (as he expressed it). Clearly he found

the process a little inhibitory.



CHAPTER 4

DATA ANALYSIS AND DISCUSSION OF RESULTS

This chapter provides the analysis of data and a
summary and discussion of results. In the third section the
results of teacher conferencing and their effectiveness are
discussed. Finally, an analysis of field notes is described

and teachers’ reactions at conferences explained.

Initially, all raw data for Lessons 1 and 2 were
grouped for male and female teachers in the control and
intervention groups to provide baseline data. Lessons 3 and
4 were grouped separately. Data totals for each category
and chi-squares were calculated to identify statistically

significant gender biased behaviours.

Examining the combined data of each group in each
lesson demonstrated that a number of categories contained

gender bias in terms of the measured interaction patterns.
The data were analyzed in all four lessons comparing
the control and intervention groups to determine if

intervention had produced behavioural change.

81
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For each group of teachers and each category a chi-
square value was computed, based on observed and expected
frequencies. A chi-square test was used because of its
versatility, and because it was considered to be the best
statistical test to determine the extent of any difference
between the observed and expected data in a category. The
use of chi-square as a test of significance permits the
testing of several differences at the same time and makes no

assumption that the population distribution is normal.

Chi-square investigates if a relationship exists among
selected categories and determines if membership of one
category affects membership of another category. If such a
relationship exists the categories are said to be contingent
on one another. If the relationship does not exist the
categories are said to be independent of one another. For
chi-square distributions which have more than one degree of
freedom, no more than 20% of the cells should have an

expected frequency less than five (Jongeling 1988).

All categories which were at the 0.05 level of
significance (p < .05) and below, were considered to he
statistically significant. In this study, those categories
which did not fit this criterion were not considered to bhe
significant. Similarly, all categories were determined to

be independent of one another.
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Data Analysis

Seven tables were prepared by collapsing the data
obtained across preselected categories. The data were
combined on the basis of teacher, lesson number and control

and intervention group.

Certain categories can be considered problem areas from
the viewpoint of gender equitable interaction. It is in
these categories that change may be expected if intervention

is effective.

Table 1 represents the combined data for the four
contrel group males for Lessons 1 to 4 and identifies the

statistically significant behaviours.

In considering Table 1, it is apparent that
statistically measurable biased interaction occurred six
times in the base-line lessons, that is Lessons 1 and 2, and
again six times in Lessons 3 and 4, suggesting that

consistency was obtained over the four lessons.

As a measure of the gender biased behaviour, the
statistics indicate that in some of the categories

interactions with boys were high.



Table 1

84

Analysis of Interaction Behaviours of Teachers 1-4 for

Lessons 1-4 (Control Group Male Teachers)

Categories

Lessons

1/2

Total Participation

Group Participation

Leaders

Curriculum Materials
Instruction

Management

Control/Discipline

Praises Successful Student
Physical Contact

Encourages Unsuccessful Student
Informal Talk

Criticizes Unsuccessful Student
Points Out Student Model

Sex Role Dependent Comment

Sex Role Independent Comment
Use of Pronouns

Use of Student Names

Refers to Males/Females

I % &t 1

*

I #* |

»

* Boys' score significantly higher than girls’ score

# Girls’ score significantly higher than boys’ score

{p<.05)
(p<.05)
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That is, in Lessons 1 and 2 of the control group male
teachers, the categories of gqroup participation,
instruction, management, control/disc voline, criticizes
unsuccessful student and use of student names, demonstrate

large discrepancies in the gender biased interactions.

In the area of group participation, a category which
data are recorded by concentrating on the students, the boys

dominated the activity.

In the categories of instruction, management and
control discipline the interactions were more frequently
directed to the male students. The category of criticizes
unsuccessful student demonstrated a similarly biased pattern
with the boys receiving a significantly higher proportion of
total teacher interactions. These results are reflected in
the number of interactions directed at boys observed in the

category use of student names.

In Lesson 3, the control group males continued a strong
gender bias in three of the six categories identified in
Lessons 1 and 2. Similarly the categories of instruction,
control/discipline, and use of student names again showed

strong male biases.
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The pattern was identical in Lesson 4 of the male
control group teachers with the same three categories
measured as statistically significant and all male
dominated. They were instruction, control/discipline, and

use of student names,

Table 2 represents the combined data for the four
control group female teachers for Lessons 1 to 4 and

identifies the statistically significant categories.

This table shows that in Lessons 1 and 2 the same
categories were significantly different when analysing
gender equitable behaviours in the control group female
teachers as for the male teachers. Statistically measurable
biased interactions occurred six times in the base-line
Lessons 1 and 2 and 12 times in Lessons 3 and 4, suggesting
that less consistency was obtained over the four lessons
with the female teachers than was observed in the male

teachers.

However, the female teachers of the control group
displayed a stronger positive hias towards boys in their
interactions over the four lessons, than did their male
counterparts. Only two of the 18 measured biased categories

waere positively biased towards females.



“Analysis of Interaction Be avioUré-dffTeaChérSvSﬁa*fcr

% essdns 1-4.  (Control Group Female Teachers

B
B

Categories

Lessons

1/2

#Total Participation

- fGroup Participation

Leaders

Curriculum Materials
Instruction

Management

Control/Discipline

Praises Successful Student
Physical Contact

Encourages Unsuccessful Student
Informal Talk

Criticizes Unsuccessful Student
Points Out Student Model

Sex Role Dependent Comment

Sex Role Independent Comment
Use of Pronouns

Use of Student Names

Refers to Males/Females

*

* ¥ % |

t

1 % % | * | |

| % % 1 |

£

* % |

* Boys’ score significantly higher than girls’ score

# Girls'’ score significantly higher than boys’ score

(p<.05)

(p<.05)
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'Aéié;ﬁEEQﬁfé*bf the gender biased behaviour; the
statistics :i_rréii‘cate that once again, in specific categories,
interactions with boys were high. 1In Lessons 1 and 2 of the
control group female teachers, the categories of group
participation, iInstruction, management, control/discipline,
criticizes unsuccessful students, and use of student names

were all measured as being biased towards the boys.

In Lesson 3, the categories of instruction,
control/discipline, praises successful student, criticizes
unsuccessful student, points out student model and use of

student npames are all strongly biased towards the boys.

In Lesson 4, two categories were measured as biased
towards the girls, that of group participation and refers to
male/females. The other statistically significant
categories were biased towards the boys: instruction,

management, control/discipline and use of student names.

Table 3 represents the combined data for the four
intervention group male teachers for Lessons 1 to 4 and

identifies the statistically significant categories.

A significant difference between the contreol group
teachers and the intervention group male teachers was

evident. Statistically measurable biased interactions
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Apalysis of Interaction thdviburs=of.Teaéﬁg;5~§¥12mfo:

Lessons 1-4 (Intervention Group Male Teachers)

Categories

Lessons

1/2

Total Participation

Group Participation

Leaders

Curriculum Materials
Instruction

Management :
Control/Discipline

Praises Successful Student
Physical Contact

Encourages Unsuccessful Student
Informal Talk

Criticizes Unsuccessful Student
Points Out Student Model

Sex Role Dependent Comment

Sex Role Independent Comment
Use of Pronouns

Use of Student Names

Refers to Males/Females

* Boys’ score significantly higher than girls’

SCore

# Girls’ score significantly higher than boys’ score

(p<.05)

(p<.05)




'occurr:d three tlmes ln the base~11ne lessons that

Lessons 1Lan“_2 and again three times in- Lesson;B_and _one
at all in Lesson 4, a total of gix categorles measured as

biased in all, well below theéir control group countérparps;

In Lessons 1 and 2 only three categories were
statistically significant, and one of the tﬁree, group
participation was gender biased towards girls. However,
again control/discipline and use of student names were

biased towards the male students.

In the third lesson, three categories were
statistically significant. Table 3 shows that these
categories were different from the previous lessons. While
control/discipline and use of student names were heavily
weighted towards the boys, praises successful student was

significantly biased towards the girls.

Lesson 4 suggests that the male teachers (following the
second intervention interview) achieved a balance in their
interactions with the students. ILesson 4 shows no
significant gender bias across any category. They appear to

- have identified their biased interaction patterns and

corrected them without overreacting.




Table 4 represents the comblned data for the four
'1ntervent10n ‘group females for Lessons 1 to 4 and 1dent1f1es

the statistically significant categorles.

Many of the same categoriés as previously identified
are problem areas in the analysis of gender equitable
behaviours in the intervention group of female teachers as
they were in the control group. Statistically significant
biased interactions occurred five times in the base-line
lessons, that is, Lessons 1 and 2 and six times in Lessons 3

and 4.

Again, the female teachers of the intervention group
displayed a strong positive bias towards male students in

their interactions over the four lessons.

As a measure of the gender biased behaviour, the
statistics indicate that once again, in specific categories,
interactions with boys were high. 1In Lessons 1 and 2 of the
intervention group female teachers, instruction, management,
control/discipline, criticizes unsuccessful student and use

of student name all favour the boys.

In Lesson 3, far fewer categories were noted as being

significant. However, Control/discipline, criticizes




Anal”51s of Interactlon Behaviour

Lessons 1-4 -rIntervéntiOn~Grou_-Female ié

Categories

Lessons

1/2

Total Participation

Group Participation

Leaders

Curriculum Materials
Instruction

Management

Control/Discipline

Praises Successful Student
Physmcal Contact '

Encourages. Unsuccessful Student
Informal Talk

Crltlclzes Unsuccessful Student
Pomnts out Student Model

Sex Role Dependent Comment

Sex Role Independent Comment
Use of Pronouns

Use of Student Names

Refers to Males/Females

fﬁ;ngyS’ score significantly higher than girls’ score

':#ﬂéii;gfnecore significantly higher than boys’ score

(p<;05)

(p<.05)
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student names were male oriented in terms of bias.

Table 5 provides a comparison of the interdétion
patterns of the intervention and control groups for the
baseline data, Lessons 1 and 2. If we initially ignore the
two group participation categories, as they measure student
interaction rather than teacher interaction, a similar
pattern of behaviour emerges. The control group males and
females and the intervention group females demonstrate
statistically significant gender biased behaviour in five of
the categories. Table 5 demonstrates that the categories
affected by positively biased interactions towards boys are
identical, that is, instruction, management,
control/discipline, criticizes unsuccessful student, and use

of student names.

Table 5 also shows that the intervention group males
demonstrate only two categories in which the behaviour is
gender biased toward boys. They are control/discipline and
use of student names. The only female biaSEd behaviour.

~occurred in the group participation caiegory.




' Tablée 5

. Cﬁmggrison of Control and Intervention Group Intérdctidns_
for Lessons 1 and 2

Categories Teacher Groupings

Control Intervention
Male Female Male Female

Total Participation - - - -

Group Participation * * # -
Leaders - - - -
Curriculum Materials - - - -
Instruction * * - *
Management * * - *
Control/Discipline * * * *

|
|
t
t

Praises Successful Student
Physical Contact - - - -
Encourages Unsuccessful Student - - - -
Informal Talk - - - -
Criticizes Unsuccessful Student * * - *
Points Out Student Model - - - -
Sex Role Dependent Comment - - - -
Sex Role Independent Comment - - - -
Use of Pronouns - - - -
Use of Student Names * * * *
Refers to Males/Females - - - -

* Boys’ score significantly higher than girls’ score (p<.05)

# Girls’ score significantly higher than boys’ score (p<.05)




‘Both control groups are biased in favour of the boys in

the categories of group participation, instruction,
management, control discipline, criticizes unsuccessful

student and use of student names for Lessons 1 and 2.

By comparison, Table 5 shows that for the intervention
group females in Lessons 1 and 2, the categories of
instruction, management, control/discipline, criticizes
unsuccessful student, and use of student names were all
biased towards male students, as they were for the control
group. The male teachers, however, were biased towards boys
in two categories: control/discipline and use of student
names and biased towards girls in the category of group

participation.

Table 6 provides a similar comparison of the control

and intervention groups interactions for Lesson 3.

Following the first intervention interview at which
nonjudgemental feedback was provided, some differences in
the interaction patterns of the intervention group can be
seen when compared with the control group. The total of
categories indicate some difference, in that nine categories
are measured as statistically significant for the control

group, compared to six categories for the intervention

group.




Comparison of Control and Intervention Group Interactions =

for Lesson 3

Categories

Teacher Groupings

Male

Control
Female

Intervention
Male

Total Participation

Group Participation

Leaders

Curriculum Materials
Instruction

Management

Control/Discipline

Praises Successful Student
Physical Contact

Encourages Unsuccessful Student
Informal Talk

Criticizes Unsuccessful Student
Points Out Student Model

Sex Role Dependent Cowmment

Sex Role Independent Comment
Use of Pronouns

Use of Student Names

Refers to Males/Females

I % |

L

I * % | =i 1

I % % ] |1

* Boys’ score significantly higher than girls’ score (p<.05)

# Girls’ score significantly higher than boys’ score (p<.05)




In tﬁé coﬁ£ro1 group, these categories are
signifiCantly biased towards male students. Theykafé
instruction, control/discipline, p:aiseé successful student,
criticizes unsuccessful student, points out student modél,'

and use of student names.

For the intervention group, control/discipline,
criticizes unsuccessful student and use of student names
(for the female teachers) are all male biased interaction
categories. 1In this lesson the male teachers in the
intervention group displayed some female-biased behaviour in
the category of praises successful student, which suggests a
positive behaviour bias and only two categories of bias
towards male students, that is control/discipline and use of

student names.

In Table 7, the results of the second intervention
interview are manifest in a contrast of data of the control
and intervention groups in Lesson 4. A total of nine
categories are statistically significant for the control

group compared to three for the intervention group.

The male intervention group teachers failed to register
a single significant category, showing a lack of gender bias
in this lesson. The female intervention group teachers

régiéﬁgrgﬁ“biased behaviour towards the bbys in the




Table 7

Comparison of Control and Intervention Group-Interactions

for Lesson 4

Categories

Teacher Groupings

C
Male

ontrol Intervention
Female Male Female

Total Participation

Group Participation

Leaders

Curriculum Materials
Instruction

Management

Control/Discipline

Praises Successful Student
Physical Contact

Encourages Unsuccessful Student
Informal Talk

Criticizes Unsuccessful Student
Points Out Student Mcdel

Sex Role Dependent Comment

Sex Role Independent Comment
Use of Pronouns

Use of Student Names

Refers to Males/Females

I % 1

¥

* ¥ % |
| I
* % | !

* Boys’ score significantly hig

her

than girls’ score (p<.05)

# Girls’ score significantly higher than boys’ score (p<.05)
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sﬁudéntfnames;

In t::t:'mtrast,r all the control group teachers displayed
gender biased interaction patterns in the categories of
instruction, control/discipline, and usSe of student names.
The female control group teachers were also biased towards
male students in the additional category of management and
biased towards females, in the categories of group

participation and refers to males/females.

Summary and digcussion of results,

When examining the control group for the four lessons,
the data suggest there were many categories which were
gender biased towards the boys. Interactions such as
Instruction, control/discipline, and use of student names
were common to all teachers. Other categories were
significantly biased for some of the teachers. These were
group participation; management; criticizes unsuccessrful
student and others, which were lower in frequency, but still
of concern, such as points out student model and refers to

males/females.
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Most interactions were biased, with only two categories
in the female teachers’ data biased towards the girls.
These were group participation and refers to males/females

both occurring in Lesson 4.

In the intervention group, less categories overall were
significantly biased towards the boys. The categories of
control discipline, and use of student names were common to
all lessons. Other categories indicated significant bias
towards the boys such as instructicn, management and
criticizes unsuccessful student. There were only two
categories which were significantly biased towards the
girls. These were praises successful student and group
participation, both evidenced in interactions with male

teachers.

The male intervention group was significant for the
change they made in interaction patterns in their fourth
lesson. The data showed no significantly gender biased
categories at all. This indicated they were able to adjust
biased interaction patterns in Lesson 3, in that their
interactions had swung to be biased towards the girls in the
category of praises successful student. As they suggested,
this may have been an over-reaction from examining their
biased data at the first conference session. They stated

that there was a level of shock finding their patterns to be



. 1nequ1tab1e and the tendency to compensate was’ 1rre51et1b1e.
'-After thelr second conference, they were able to balance
thelr patterns of behaviour, so that there was no ev1dence

of biased interactions.

The female teachers of the intervention group were not
as successful. Despite the same personally expressed
reactions to their data, they were unable to completely
eliminate biased interactions. They were able to lower
their blased interactions from five categories in Lessons 1
and 2, to three categories in Lesson 3 and similarly in
Lesson 4. However, the categories in which bias was still
evident were the categories that are in some way controlled
by student behaviour, that is, control/discipline and use of

student names.

Results of teacher conferencing

The second purpose of the study was to provide teachers
with data about their verbal interaction patterns by means
of nonjudgemental feedback following the adapted form of the
clinical supervision model. Teachers were able to examine
their interactions recorded by the coding instrument during

conferenc1ng This was achieved in a nonthreatenlng manner

'"}W1th,n pressure belng applled by the researcher £o affect a




chdnge in the teacher’s interdction patterns. The teacher -
decided if any changes needed to occur, and the wdy in which

such changes would be made.

The results of conferencing were beneficial, with
teachers expressing a positive view towards the process.
The teachers commented that they had not been previously
aware of inequity in their own interaction patterns, but
found the provision of tabulated data extremely useful.
Most felt it was important as educators to give their female

students a greater share of their attention.

However, not all teachers felt this way. Some felt
that content was more important when teaching than who
received the teacher’s attention. This reaction suggests
that conferencing was in fact nonjudgemental and did not
seek to persuade teachers to alter their patterns of
behaviour if they did not wish to do so. The conferencing
method did however, benefit the male teachers of the study,
all commenting that they now enjoyed an increased awareness
of the problem and had been able to make immediate changes
in behaviour. By the second conference they were managing

to eliminate biased interactions from their teaching.

-}Simiiariyggtﬁe female teachers expressed the_ﬁiéwfﬁﬁﬁt




:fen]oyed a helghtened awareness of gender - 1ssues

fbf comparlson'to thelr hale peers, they were appalled’andiT'
alarmed to discover their own gender bias. They found“the
provision of objective statistical data invaluable in
identifying areas of need. They were keen to effect change,
but had some difficulty in eliminating their biases. This
was not from a lack of application, but rather because the
students are part of the interaction equation and the boys
demanded the attention if it was limited. This produced
biases in the control/discipline category and the use of
student names, as names are often used as a discipline

technique.

This appears to indicate that with sufficient effective
feedback and relevant supporting data, teachers were able to
change their interaction patterns in a positive way, which
lends support to the conferencing process and demonstrates
that it is beneficial to teachers and as a result to
students. Therefore, the conferencing process appears to be
useful in the professional development of teachers. It is
important to emphasize that the real benefit came about
because the feedback was unconditional and objective. 2all
the teachers found the use of an cbservation instrument
removed any feeling of being "criticized" unfairly. When
presented with the statistics of the interaction patterns

ﬁhéy.all reacted positively, some expressing chagrin, some




acconplishment. Others felt ro néed to ‘change. '

Anzlysis df-fiélﬁ“ﬁﬁtéél

The statistical data were supplemented by written
comments which could not be coded into a particular category
by the observation instrument. Examples of gender
dependent/independent teacher or student behaviour were
noted by the researcher and field assistant and recorded as

anecdotal comments and field notes.

During team sport, boys in mixed sex groups were more
aggressive and dominated the game. Generally the boys
appeared more confident, demanding more of the activity and

achieving more individual turns.

In one lesson of bhasketball the boys engaged in much
hand-slapping, "high fives", when placed together in a team.
No such reaction was observed from the girls. Tﬁe_girlS-in
this lesson were no less skilled than the boys but---th_éy
tend9d~toihang béck. The bdys on the other hand wefe mdfe_

. aggressive in the game, failed to pass to others, or only to -

~tended to.monopolize the ball. The girls wh

ively.participate in the game; were gene



“ighored: by the boys who would not pass to-them even ii
| wereinabetter -.__ﬁoSi-tio'n on the court. The girls:
other hand, when they did manhage to recéive the ball, passed

to either bdys or girls.

Boys tended to be patronizing in their comments to
girls, one saying "Nice try Kathy!" to a girl on his teanm.
In another lesson with the same group and the same activity,
the boys made derogatory comments about girls when they were
picked in their team, responding that "Girls are hopeless;
girls have no strength; they can‘t play basketball; they
can’t help it, because they are girls". Additionally, the
male teacher tended to promote the male macho image which
may have fuelled the boys’ comments. He heard the comments
from the boys and ignored them and in his body language
appeared to approve, smiling slightly at the boys who had

made them.

During these basketball lessons, a boy who had his arm
in a sling still wanted to join in the lessons and had to be
told to sit out by the teacher. In contrast, girls were
consistently the nonparticipants. It was noted by the
observers that the male teacher of these basketball lessons
consistently gave more attention to the boys’ groups or

mixed sex groups and less attention to girls’ g:bﬁpé; This




htributed to the dppreliensiveness of the girls .

J_-Péi_ié_ﬁéfiﬁd in ‘games.

In most lessons it was also-qoted'fhat when.
instructions were given, and the children weré seated around
the teacher, that the girls positioned themselves closest to
the teacher and listened to instructions. The boys,
however, sat towards the back, often not paying attention
and playing around with their mates, or performing for the

camera.

In a gymnastics lesson the girls were notably reluctant
and less adventurous when attempting activities. The boys
often engaged in activities which were more daring with
blind disregard for their own safety, trying to do
somersaults and round-offs to show off to their mates. The
only thing which restricted their level of activity was a
dispute as to whose turn it was. The boys also tended to
misbehave more in these lessons when the teacher was not in
the immediate vicinity, resulting in less on-task behaviour

during the set activity.

When teachers chose children as demonstrators, the boys
were always keen to be chosen. This was evidenced in a

?gﬁeﬁﬁisaléSSbﬂ,3espécially by one boy who had been

rofessiofially coached and was a participant at state level
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ition, The teacker chosé this boy, using-his'
rtise to demonstrate skills, and expounding to the clags
that they c¢ould achieve this level of 8kill with fuch

practice and proper coaching.

In a sofcrosse lesson, a boy was chosen as a
demonstrator but a girl complained to the male teacher that
he always used boys, =o he then used her instead. The bo?s
in another lesson involving basketball, were heard to say to
the teacher "Why a girl? Oh no, not a girl!" when she was
selected to demonstrate a skill. This tended to set a
negative tone for the girls when participating iﬁ the
activities and could have contributed to them having less
confidence when participating in games where boys and girls

were in the same team.

In the selection of groups it was noticed that if the
students were asked to select their own groups they
invariably chose single sex groups. MixXed groups were rare
unless specifidally requested by the teacher, or if the
teacher selected the groups. During a lesson of sofcrosse,
a comment was made by both the boys and the girls in one
group that they were disadvantaged because not as many boys

.~ were in their group. They were heard to say "If we had more

boys in our group we could have won" thus perpétﬁatinglfhe




"T7not10n that-boys are better at sports than glrls and were S

needed 1n;afgroup in order to win:

A teacher in a minkey lesson was recordéd-SaYing'to the
class "The girls won!", with surprise in his voice,
suggesting that it is unusual for girls to do so well when
competing against boys. This same teacher was also observed
saying to a boy in a partner activity involving a boy and a
girl, "Take her on" suggesting the boy should try harder in
order to beat the girl. In fact at the end of the activity

the girl beat the boy with no comment from the teacher.

Generic, male oriented terms were often used by
teachers, such as "quys" to the whole class and even to
groups of girls. Teachers used elite male community teams
such as the Wildecats for basketball or the Eagles football
team as examples. These groups were mentioned as ideals to
emulate even though there are many female teams in this

state which could be used as examples.

Teachers also used terms such as "batsman", "man—to-man
defence" and "guard your man" instead of using more neutral

terms or rejecting gender role stereotypes.

When maklng encouraging comments to glrls, teachers

fended to be more patron121ng, using such terms as




usweetheart"or "darling". When talking toboyslfthey .
were not putting in enough effort or were--bei‘rig'bééﬁénfﬁbj_a
girl thef were referrad to in feminine terms. qu'exaﬁplé;
in a minkey lesson a boy considered to be not thing-hard
enough received the comment, "That’s cute Ross" about the
effort he was putting in. 1In a netball lesson, a female
teacher was heard to say to a boy "Goodness me, Ross.

Pushed out of the way by a woman! Just as well she is
pretty, isn’t it?" thereby discouraging the girl from trying
harder, implying to the boy he is not very good at the skill
if a girl can beat him, and emphasizing the value of looks

over substance for a female.

Another teacher in a netball lesson said to a girl in a
group of six boys "You‘re the only little flower in the
patch", a somewhat depressing analogy if one is attempting
to be competitive. A female teaclher in a tennis lesson said
to a boy "Simon, I am going to get a dress for you
tomorrow". The other children took up the call saying
"You’d look good in a dress" because he had chosen to work

with a group of girls.

By contrast, other teachers encouraged girls to make a
greater effort in activities. After one girl had told the
class that rugby was her favourite sport the teacher said

"Wé'shoﬁld'have;rugby in school for sport". Anbthér'teééhér;




ii_;a-gameoof rouoders mado.the comment to the.ﬁhole.closs
;that “It lS good to see that both boys and glrls were ”
-hlttlng well today" thus giving all chlldren p051t1ve
feedback regardless of gender. In fact in this. class it was:
noted that during the lessons the girls with good sklll
levels were very enthusiastic in their participation levels
and called ocut encouragement to both boys and girls to do

well and try their hest.

Some teachers were obviously very conscious of using
nongender biased curriculum materials in the examples they
presented to the children. On one occasion a teacher gave
the example of netball as a game in which to excel and

participate.

While lesson content was not evaluated as part of the
research it was noted that the warm-up activities used
seemed to set the standard for the lesson. Many warm-ups
consisted of a run around the oval. On such occasions, the
girls expressed displeasure with this activity, taking an
extended period of time to return to the teaching area.
This disinterest in the warm-up activity tended to continue
throughout the lesson. However, in lessons where teachers
utilized inventive warm-up activities using simple
bompetitive games such as tag games, the children were more

motivated and enthusiastic. This enthusiasm and pogitive




" .behaviour tended to encourage the girls to participate

‘throughout the lesson.

Some teachers’ choice of activity during the skill
acquisition phase of the lesson dampened the less keen
students’ enjoyment of the activities. For example, in a
sofcrosse lesson, an activity was chosen in which very few
children were able to practise the skill repeatedly,
resulting in a general sense of boredom and restlessness.
Similarly, when umpiring a hockey game, another teacher was
overly strict when applying the rules before they were
totally understocod by the children, resulting in the game
becoming very slow and stilted. The girls in these lessons
lost interest very quickly or found ways to avoid taking

their turn in the activity.

Other teachers by contrast, chose to join in the
activity. This engendered much enthusiasm by all children,
to "beat the teacher". Some allowed extended periods of
time for skill practice to allow for maximum participation
and skill acquisition by all children and gave positive

feedback to all class groups.

In most informal interactions, teachers did not
indicate gender bias. The exception was a male teacher, who

at the'bonclusi0n of his lesson, sent the girls off to have
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a drink and while they were away spoke to the boys. He gave
them a "pep® talk stating that boys were better at this
skill than girls and they should help the girls to improve
their skills. On examination of the videotaped skill
practice and careful observation, this comment was found to
be totally unwarranted, as the skill levels of both genders
were on a par. This sort of comment reinforceg the
stereotypic attitude that boys are better at sport than
girls and goes a long way to encouraging boys to belittle

girls’ participation in sporting activities.

Teacher reaction at conferences

Teachers were very positive when receiving feedback on
their interaction patterns. The conferences were conducted
in a nonthreatening environment with no attempt being made
by the researcher to criticize the teachers’ interactions or
persuade them to change their interaction patterns. The
teachers were shown their data and differences in the
various categories were discussed. They decided if their
interactions were inequitable or not and the decision to

change or not was left to their disecretion.

At their conference some suggested they had difficulty

changing their interaction patterns, and think of the lesson
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confeﬁt“at the same time. This was especially so if.they
were not familiar with the lesson content. They felt they
were more conscious of giving girls more attention after
conferencing and said they should strive to be more
equitable, especially because boys receive s0 many more

interactions in the control/discipline category.

Some found it difficult remembering the various
categories which needed to be adjusted in the course of a
lesson, when there were so many other demands on their
attention. Others felt it was difficult to change their
interactions even if they saw the need, because the boys
demanded so much of their attention as a result of
disruptive behaviour or attitude problems. One teacher
stated that he had made a conscious effort tc change his
interactions and give more constructive criticism to the
girls in order to improve their performance and skill
levels. He had no trouble with the content of the lesson,
and therefore found it easy to concentrate on making the

personal behavioural changes he desired.

After conferencing following Lesson 3, interactions of
the intervention group of male teachers were heavily
weighted towards the girls. This would tend to suggest that
the style of the lesson shifted a little, the teacher

perhaps being more conscious of the quality of the lesson,
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encouraging the girls and physically assisting their skill

development.

The intervention group of female teachers could «lso be
considered outstanding and extremely dedicated teachers, and
individuals in the group expressed strong personal
commitments toward: gender-fair teaching practices. All of
them were strong personalities, with excellent control
skills. Despite this, they were unable to adjust their
interaction patterns to eliminate the bias, much to their

frustration.

The teachers reported that the conferences were very
beneficial in helping them to be more equitable in their
interaction patterns and were surprised to see the results
of their data, most feeling that they were not biased in
their interactions. They were concerned that an inequity
did exist and felt the need to make an effort to rectify the

situation.

One male teacher, by contrast, felt that there was no
need to change his interaction patterns and give equal
attention to boys and girls. He indicated that it was more
important to teach at the point of error regardless of
gender and if boys received more attention it was of no

consequence. After conferencing, he was not conscious of
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' giviﬁg.the_gifls more praise to any degree ir his 1655655;'
aﬁd EipfeSSed'that equity was not an objéctive in his iésSdh
but may have become a subconscious outcome. He found the
feedback given at conferencing beneficial, as it
none-the-less made him more aware of his interactions, but
found it difficult to alter behaviour patterns. The content
of the lesson was a priority and not who received attention

in the activities.

The anecdotal and field notes recorded during
observations have provided useful supplementary information,
complementing and supporting the quantitative data. Similar
participation patterns were observable for boys and girls.
Girls participated in a more responsible manner, and those
with high skill levels demonstrated assertive behaviour.
Boys participated well, though there were many examples of

off-task behaviour and a lack of responsibility.

Skill levels varied in boys, though their reactions to
players who demonstrated a lower skill level was somewhat
different to the girls. Girls tended to maintain peripheral
positions in games and activities, especially when their
skill level was inferior. 1In addition, their hand-eye
coordination was generally similar to the boys in games

involving ball skills.



- . Girls’ conduct during group activities was less

'&iéfﬁbtiﬁéﬁtﬁéﬁ:ﬁoﬁs;-prdviding-léSS_édhtrOI and discipline

problémé fdr the teacher.

It is possible that the similarity of participation
patterns observed could be attributable to the type of
activities, the semicompetitive nature of the activities and
the emphasis on maximum group participation which promotes

whole class involvement rather than highly competitive game

play.
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SUMMARY, DISCUSSION AND IMPLICATIONS OF THE STUDY

The principal intention of this study was to examine if
gender role dependent and independent teacher behaviocurs
could be influenced by the provision of peer observation and

nonjudgemental feedback.

Gender stereotyplc patterns of teacher behaviour were
analysed to indicate the extent to which equity of
participation and verbal interactions in primary school

physical education classes does occur.

Tite second outcome was to provide teachers with
nonjudgemental feedback about their interaction patterns.
An adaptation of the clinical supervision system was
utilized to enable teachers to analyze their own interaction
patterns and identify areas of teacher behaviour that

required adjustment.

Sixteen Year 4/5 classroom teachers, eight males and

eight females were selected and divided evenly into two

117



_groups of elght, a control group and an 1ntervent10n group:'
The teachers were provxded with standardlzed phy51cal

education programmes.

For each group of teachers two lessons were recorded as
baseline data to show established behaviour pattérns. For
the rest of the study, the control group continued to be

recorded with no feedback being provided.

The intervention group was provided with the results of
analysis of their intervention, and nonjudgemental feedback
following their first and second lessons. In the third
lesson, data were again analyzed and conferencing provided
feedback. The fourth lesson provided a measurement of a

reinforced feedback system.

Significant differences in observed teacher
interactions with students established the continuance of
sex inequitable patterns of teacher-student behaviour. The
results of intervention, however, suggested that with
feedback gender biased interaction patterns could be

reduced.




. Discussion

‘The findings of this study support thé'fiﬁdingsfdf" o
Griffin (1980), Rate (1987) and Owen (1989), indicéé{hggghat'
the integration of physical education lessons does 55% 
eliminate gender inequity. The teacher-student interaction
patterns of boys and girls, which occur within physical
education lessons, may disadvantage girls contributing to
lower skill levels and a negative attitude towards physical

education.

The results of this study of 16 teachers suggests that
boys were significantly favoured by the control group in thé
interaction section categories of instruction, and
control/discipline. The intervention group favoured the
boys in this section in the category of contrel/discipline.
There were other categories which were biased and which
occurred in both groups such as group participation,
management, and criticizes unsuccessful student. Only two
categories showed bias towards the girls by female teachers
in the control group. These were group participation and
refers to males/females. In the intervention group,; only
two categories were biased towards girls. They were group
participation and praises successful student(in male

teachers).




In the language sectlon a 51mllar tendency was recorded'_”:
"1n the category, use of student names, by both the control

and 1ntervent10n groups.

The control groups’ behaviours were similar to the
behaviours identified in four previous studies (Solomon,

1977; Rate, 1987; Griffin, 1988; Owen, 1989).

The intervention group teachers showed similar patterns
of behaviour to the control group, and while there was
limited success in eliminating bias (males completely,
females partially) further research needs to be undertaken
to examine if these changes are maintained in the long term.
Additional data are also needed to determine the effect this
type of teacher interaction has on the levels of girls’
confidence in skill performance and how this is related to

girls’ participation patterns.

Observations and anecdotal evidence suggested that the
skill levels of girls were not discernibly inferior to that
of the boys. However, the participation of girls was
undoubtedly affected in coeducational classes. Girls were
reluctant to place themselves in positions of risk, either
personal or emotional. Often the boys behaved aggressively
in the.geme situation, which the girls found most

intimidating. Additionally, the boy’s team building




ékéf&isésffhighéfives and hand ana béék'Sléﬁéiﬁé); §g¢iﬁaiﬁ§T:'
girié, intiﬁidated'the better female;perfbfméfs. ﬁéﬁf?bf
the students sitting out of lessons were girls, and while
the majority of boys showed enthusiasm for the physical
tasks, the same could not be said of the girls. A real
commitment to the task was frequently lacking. The
researcher observed that female groups were more easily

distracted by outside influences.

Additionally, the peripheral female groups often wasted
time by standing chatting to their friends. While working
however, the enthusiastic female groups stayed on-task to a
much greater degree than did the enthusiastic boys’ groups.
The boys evidenced similar time-wasting behaﬁiours but these
were more "clowning" and task related than were the girls’
groups. What was interesting to observe was the teacher’s
reaction to such time-wasting. The anecdotal and field
notes suggested that the teacher often noted the female
group’s inactivity and ignored it, whereas the male groups

were disciplined when off-task.

The male intervention group did, however, show
observable changes to their ipnteraction patterns after
conferencing. While all the teachers who volunteered for
the programme were dedicated and interested teachers with a

_real concern -to provide as equitable a learning environment




aé p6§éibl§; a§iiﬁﬁibiduals thejmale-intervéhﬁidﬁﬁgféﬁbtﬁéfé'_
uhﬁsﬁéiiy sensitive to and aware of student needs. hil_weté 
gentle men, softly spoken, yet very controlled and aﬁare of
their educational environment and their responsibilities
within that atmosphere. Each could be considered an
outstanding teacher. This was reflected in the measurement
of their interaction behaviours. It was interesting to note
that the bias in the group participation that was evident
towards the girls could indicate the girls’ awareness of,

and response to, an unusually gender equitable educational

environment.

Following the conferencing, Lesson 3 interactions for
this group were heavily weighted towards the girls. This
would tend to suggest that the style of the lesson shifted a
little, the teacher perhaps being more conscious of the
quality of the lesson, encouraging the girls and physically
assisting their skill development. ILesson 4, levelled out
the overreaction, responding to the second conferencing
session, and the final data demonstrated interaction
patterns that were not significantly biased towards boys or
girls in any of the categories. It was extremely
interesting to note the high degree of on-task behaviour
observed in the fourth lessons. All groups remained on

taSk,_achieving a considerable amount of skill development




in one lesson. Discipline interaction was minimal, all -~

students working efficiently.

This study has shown that change by means of
intervention can occur. The comparison of the control and
intervention groups showed that observable changes did occur
as a result of the conferencing process. The control group
showed significantly differential interaction towards the
boys in group participation, instruction, management,
control/discipline, praises successful student, criticizes
unsuccessful student, points out student model and use of
student names, that is, eight of the 18 categories of the

observation instrument (Tables 5,6,7).

The intervention group also displayed similar
interaction biases in five categories, instruction,
management, control/discipline, criticizes unsuccessful
student and use of student names. These occurred in the
first two lessons before intervention (Table 5). After the
first conference intervention, this group reduced the number
of categories which significantly favoured the boys to
three, control/discipline, criticizes unsuccessful student
and use of student pnames (Table 6). One category in the
male teachers’ data was biased towards the girls, praises
successful student (Table 6). After the second conference,

3the.£¢ﬁrth:1es$on showed there were still three categories




" biased towards the boys, management, control/discipline, and

' use of student names (Table 7). However, this'bécufréd only
in the female teachers, the male teachers showing no

significantly differentiated categories.

This indicates that the teachers were able to effect
change in their verbal interaction behaviours after they had
received intervention by means of nonjudgemental feedback.
The female teachers were able to reduce the number of biased
categories from five to three, and the male teachers were
able to eliminate bias in all categories by the final

lesson.

The observation instrument used in this study provided
a sound basis for the observation of gender role related
teacher behaviour. The addition of field notes added
richness and depth to the accuracy and frequency of data
recorded. Student behaviours in coeducational physical
education lessons are complex and sometimes could not be
accurately recorded in the frequency data categories.
Additionally, teacher body language, while extensive and
highly communicative, was rarely coded and therefore, was
noted in the anecdotal records. The use of a field
assistant, who recorded extensive anecdotal comments made by
_ both teadhers_and students, proved eXtremely effective.

This data supplemented the information collected by the
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 ‘6bsérvd£i¢n§iﬁéﬁrﬁment and the videotaped .recordings, and
assisted with identification of behaviours.not easily

categorized when coding.

Implications of the study

This study has established that gender inequitable
behaviours in coeducational primary school physical
education lessons do exist. Teachers still display gender
stereotypical behaviours. The results confirm previous
research, which has shown that teachers interact with boys
significantly more often and more productively than they do
with girls. The systematic teacher behaviour observation
instrument was able to identify these behaviours and provide
teachers with an effective means of monitoring teacher-
student interaction. The behaviours were identified in both

the control and intervention groups.

As Acheson and Gall (1987, p. 3) stated "clinical
supervision is a process, a distinctive style of relating to
teachers. The clinical supervisor’s mind, emotions and
actions must work together to achieve the primary goal of
clinical supervision: the professional development of the

- preservice and inservice teacher". A major emphasis in the.

conferencing aspect of clinical supervision is the .
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.ncnjﬁdéﬁénfél £Q¢u$. There must.be'no_attémpt’t67€9v$ih§£é;f.
" the léééon, or the teacher’s effectiveness or siyle. 'Tﬁe.
purpose is td exchange interpretations. Due to diffé:ing
values and beliefs, opinions may vary as to what constitutes
teacher behaviour requiring adjustment. Each person has the
right and opportunity to challenge the other’s

interpretation of observed teacher behaviours.

The supervision of teachers and criticism of teacher
effectiveness has been an inherent feature of education.
However, much of the continuing supervision is managerial in
style rather than the humanist, democratic approach that
characterizes clinical supervision (Anderson, cited in
Smyth, 1986b). Teaching is a complex profession with
differing demands and requirements, so on—going teacher-
learning needs to take place. Acheson and Gall (1987)
provided examples of teachers who have benefited greatly
from the utilization of clinical supervision with
experienced and sympathetic supervisors. These teachers
have overcome feelings of insecurity, inappropriate role
behaviours, low ratings on teacher effectiveness,
inappropriate lesson plans and verbal behaviours. In each
case the supervisor’s intervention was critical to the
classification of problem behaviours and the eradication of
those behaviours. Clinical supervision is also used for the

reinforcement of positive behaviours and teaching strengths,
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and is a powerful tool for the viewing and analysis of
broader educational and social issues such as equity;

gender, class and race.

The current evaluation of teachers, as accomplished by
the Education Department of Western Australia, occurs only
with temporary staff, thus permanent staff are infrequently
provided with peer feedback as to their interactions.
Temporary staff are provided with feedback on both their
sufficiencies and deficiencies. However of the panel of
assessors, only one is a peer evaluator, the others are
drawn from the management strata and it must be stressed
that their roles are evaluatory. The situation is highly
stressful, both for the teacher and for the evaluators.
Re--employment will often depend on the assessment, and as a
result this is not the appropriate forum for the provision
of advice such as that utilized by the clinical supervision
model that has been so effective in producing behavioural
change. Teachers when being evaluated tend to be defensive
and feel threatened and this is not the state of mind in

which behavioural adjustment is a real possibility.

Rather, any provision of peer assistance needs to occur
in an atmosphere which lacks the evaluatory tone and that
allows the provision of unconditional, objective feedback in

a supportive and nonjudgemental environment.
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one of the most interesting features of thé
conferencing situation was the initial discovery of a lack
of awareness of gender inequality of the volunteer teachers.
In the large part, all felt confident in the equity of their
interactions and were surprised that a need still existed to
examine this issue. It would appear that the topic of
gender bias has been discussed so regularly and possibly at
such length that the assumption is that it has been

eliminated as an issue.

When the objective behaviour instrument showed
statistically significant gender biased behaviours did
exist, the individuals concerned were somewhat taken aback.
This would indicate that continuing education is required.
The emphasis on this aspect of social justice cannot be
allowed to become "that old acorn”. The very real
commitment to social justice evidenced through the Education
Department’s insistence on this being addressed continually,
may not be enough to eradicate inequitable behaviours.
Education in the form of professional development of
preservice and inservice teachers is clearly still required
if the gender equity aspect of social justice is to be a

reality rather than an issue requiring lip-service.

Additionally the study identified the crucial effect of

behavioural change in male teachers. When the male teachers
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were able to achieve equitable behavioural interaction
patterns, equity was achieved. However, the fémale Eé&éﬁéfs
were unable to achieve a similar outcome. The reason that
the situation perpetuated gender inequitable behaviour,
despite the best of intentions of the teacher, is that the
students control one side of the interaction equation. When
the students actually wish equity to occur, the teacher is
more able to provide an equitable learning environment. 1In
this study, the male teachers having set a standard,
encouraged imitation in the male students. This allowed
true equity to occur. The female teachers on the other
hand, were unable to provide a gender role model for the
boys, and as a result were unable to achieve the same
equality in the interaction equation. This indicates that a
real commitment to gender equity as a social justice issue
is crucial for the male members of staff. Their examples as

role models cannot be overestimated.

One of the reasons that the female intervention group
teachers were unable to achieve the gender equitable
environment they desired was that control and discipline of
the boys tended to take considerable amounts of teacher
time. Sarah, Scott and Spender (1988) suggested that, in
the school environment, boys demand the continuance of the
"male superiority" that is *"normal™ in the social

environment. They stated that "when boys and girls are



brought together there is not a merger of two equally
-balanced groups but a submersion of one, whlle the: other can-

reémain virtually unchanged“ {p. 59).

Similarly Sarah (1988, p. 158) pointed out that boys
will enforce a control of the classroom environment through
disruptive behaviour, thus effectively highjacking the
lesson. This occurred in the lessons chserved. It would
appear that the only way to resolve this issue is to sex
segregate the physical education class. While this is a
controversial resolution it appears to be the only practical
solution to the problems of equal opportunity and equity.
The argument is always raised that the social impact of sex
segregation is negative but this raises the question of
negative for whon? As Sarah suggested "co-education is
working well-for boys"(p. 159). One needs to question if it
is working for the whole class and as a social justice issue
this needs to be considered in the light of the findings of

this study.

Finally, while the results of this research are
heartening, in that behavioural change was clearly achieved
through the use of intervention by means of nonjudgemental
feedback, the study was unable to measure a long-term
outcome. This raises the question of whether the

behavioural change would be maintained, or if in the stress



of theeVeryday ‘teaching situation, behavicural ‘modificat mn .
was short téfn. More research is néedéed to -é’:‘éa_iﬁine the |
long-term effects of such assistance and how much assistance
is required. Change may have been possible in all eight

teachers had intervention continued over an extended period

of time.

Additionally, it would be beneficial to investigate the
implications of a gender equitable physical education
environment on the enthusiasm and commitment of female
students. When an equitable environment was achieved, the
anecdotal evidence suggested a strongly improved learning

environment. Further investigation of this phenomenon is

recommended.
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. This observdtion instrument is designed ‘to identif

role déﬁéﬁdéﬁt and séx role independent FéﬁéhéfﬁbéﬁéV$Orfin;:_ff
physical education classes, Sex role dépehdéht béﬁéﬁié#; %fej'f
actions or comments that expect, reinforée,'dr aCCeﬁt, 
traditional sex role stereotypic behavior in males and

females. Sex role independent behaviors are actions or

comments that reject or discourage sex role stereotypic

behavicr for males and females.

This observation instrument is intended to be used as a

teacher training tocol to :

1. Increase teacher awareness of sex role stereotyping in

the classrocm.

2. Provide objective information to teachers about their

sex role independent and sex role dependent behavior.

3. Provide specific guidelines for self directed change in

sex role dependent and sex role independent behavior.

4. Measure changes in teacher sex role dependent and sex

role independent behavior.




he instrument is divided into three-sections. '

are 'class organisation, interaction, and language:

Ci&ég)dféaﬁié@ti&n; This section provides a context for
observing teacher sex role dependent/independent behaviors.
Student participation patterns, class groupings, class
leaders, curriculum materials used, and rule changes all
provide information about class structuring by the teacher and
the effects of this organisation on equitable male and female

student participation in class.

Interaction. This section provides information on the

frequency and kind of teacher interactions with female and
male students. Nine of the interaction categories in this
section are sex role neutral. That is, they are only related
to sex role stereotyping if it becomes evident in observation
that the teacher interacts with differential frequency and in
differential ways with male and female students. Seven of the
categories are inherently sex role related. Whenever they
occur the teacher is either reinforcing or freeing students

from sex role sterectypic expectations.

Lanquage. This section provides information on how a teacher

uses. language in the classroom that is either sex role

dependent or sex role independent.




. Coding Définitions and Rules.
Class Organisdtien

Section 1

Participation. Begin with the first teacher organized

student participation. For 30 second intervals every
three minutes during a class, count the number of active
participation units by boys and by girls in the class or
in a sub-group of the class, During this 30 seconds,
only student participation is coded. If the last 30
second interval is interrupted by the end of class, that
interval is not counted in the participation data.

A. If the entire class is active in one game or
activity count the active participation units by
girls and boys in the game or activity during each
30 second interval.

B. When several games or groups are active
independent of each other within the class, begin
the first 30 second observation with the group
nearest to the observers. On each successive 30-
second observation, record a new group moving in a
counter-clockwise direction. Repeat observation
of the first group when all groups have been
observed once and continue the cycle moving to new
groups in a counter~clockwise direction. Indicate
the group observed for each 30 seconds by
recording the group number from the group
category.

C. If groups change during class, begin cobservations
again with the group nearest the observers and
proceed as before.
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A. For team games with a ball (basketball,
volleyball, soccer, softball,frisbee } count the
number of times boys and girls play the ball
within the context of the game or attempt to
execute a game skill in a drill. If a game uses
more than one ball, code contacts with the ball
closest to the observers when the 30 second
observation interval begins.

Do not code:

1. Accidental contacts with the ball.

2, Retrieving the ball from out of bounds.

3. Returning a ball to the server.

4. Tossing the ball to a partner who is

practising a skill.

5. Slaps or uncontrolled contacts with the ball.
B. For tennis or badminton doubles, count as in team

sports.

C. For tennis for badminton singles, swimming, dance,
calisthenics, or warm up exercises, count the
number of males and females actively participating
in the activity during the 30 second observation.

D. For gymnastics, circuit training, weight training,
fitness or other individual activities with
stations, ceount the number of females and males
actively participating at each station or piece of
equipment. Begin with the station nearest the
observers and move counter-clockwise for each
successive observation,

Groups. Note the number of participation groups organized
within the class. These may be games, practice, or drill
groups.

A, Indicate whether each of these groups is sex
integrated or sex segregated.

B. Indicate who structured or chose the groups. If it
was the teacher, write "T" in the "structured by"
column. If it was the students, write "S" in this

~space. If it is evident that the groups were



chosen before class, ask the teacher after the .
class ends who structured the:groups._

C. If groups change or are reorganized during class; -
record the new groupings as separate groups. Ex.
When substitutions are made in a game.

D. If possible, provide a brief description of how the
groups were formed in the space "structured by"
Ex. Captains pick teams
Teacher chooses teams

E. Indicate the group number being observed for each of
the 30 second participation observations in the
participation group column on the coding form.

3. Leaders

A. Count the number of males and females designated as
leaders in the class. Ex. Teacher assistants,
squad leaders, team captains, drill leaders, head
of a drill or practice line, calisthenic leaders,
recorders for grades, scores on tests.

B. Indicate whether the leaders were chosen by the
teacher (T) or students (S) in the space
"structured by" on the form.

C. If possible, provide a brief description of how the
leaders were chosen. Ex. Students elect, students
volunteer.

4, Rule changes. 1Indicate the number of times the teacher

changes rules or restructures groups, practice,
procedures, or positions in a game with the explicit
purpose of equalizing female and male participation. The

teacher must state this purpose to the students or to the
observer.

Ex. Requiring alternating passes to males and females.
Having a penalty for poaching.
Switching students playing high and low
interaction positions (infield and outfield).
Temporary rule changes: boys must set up girls for
spikes.




 Intaraction

Section 2

General Rules: 1. Only code interaction when the teacher is

in sight of the coders. For example,
teacher goes into the equipment room or
locker room.

2. Do not code teacher interactions with
other teachers, student teachers or
student aides.

3. Do not code unintelligible or inaudible
interactions.

Instruction

A.

The teacher gives information to an individual
student about skill execution, strategy, rules, or
equipment use. The teacher asks an individual
student about skill execution, strategy, rules, or
equipment use.

B. When the teacher encourages a participating student.

c. The teacher calling out student times or performance
scores are not coded.

D. Do not code officiating calls made by the teacher.
If the teacher elaborates or explains the call to
an individual student, this should be coded.

Coding: One for the entire instructiocnal interaction.

If the teacher changes feocus to speak to
another student, this ends the instructional
interactiocn. If the teacher then instructs
the first student again, code another
instructional interaction for that student. If
the teacher uses another category with the
same student, code this. If the teacher then
instructs the same student again, code another
instruction. Code each instructional
interaction tc a male in the male column and
each instruction t¢ & female in the female
column. If a student initiates the
instructional interaction, mark an "8" in the
appropriate column.
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‘Examples: Step into the ball, Susan. :
T - John, you're guardlng her too closely

before she dribbles.
Aim for backhand, Linda.
Tina, where should you be trying to place
the ball?
If you re tagged off the base, John,
you're out.
Sprint, Steve.
Come on, Mary, go, go, dgo.

Management The teacher speaks to an individual
student about class organisation, egquipment set up,
directions for practice or playing a game, asks the score
of a game, asks about student performance or score, asks
about an injury that occurred in class, gives directions
to a student for safety.

Coding: One for each interaction teo an individual
student.
Record in the male or female column
accordingly.
Code "S" for student initiated interaction.

Examples: What's the score on court 3, Sue?
Has everyone played on your team, Mike?
You practise on court 5, Tom.
Steve, will you collect the balls please?
Eve, you belong in that drill line.
Go again, Kate, I didn't see you.
Here you go, Lisa. (Tosses ball to
student}).
What was your time, Elaine?
Mike, don't jump off the top of the
bleachers, you might get hurt.

Controls/discipline. The teacher verbally warns,
threatens or controls a disruptive or inattentive
student. Cautions for safety are not contreol/discipline
interactions.

Coding: One for each control interaction with an
individual student. Record in male or female
column according to student addressed.

Examples: Cool it, Carl.
Steve, sit down and be quiet.
Gwen, stop talking please.
Art, wait your turn.
Do you want to sit out, Janet?
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Roll the ball, Mike, don't throw it,
Watch where you throw that!

Praises successful student The teacher verbally
recognizes an individual student for successful execution
of a skill or for giving the correct answer to a question
or the teacher compares the student to an ideal model.
"OK" and "all right" are not coded unless it is clear
from the teacher's voice inflection that it is meant as
praise.

Coding: One for each praise to an individual student.
Record in male or female column acceording to
the student addressed.

Examples: Nice shot, Shawn. MNice shot. (Code one)
Much better swing, Sue, you've got it.
All right, Mark!
That's it, Michelle.
Very good, Bob.
Look out Jimmy Connors. You've got it,
Steve.

Physical contact with student. The teacher touches an
individual s.udent. It may be informal or as part of
skill instruction, control, or management,

Coding: One for each physical contact with an
individual student. Record in male or female
column according to the student touched. Code
"s" if the student initiates the physical
contact.

If a student touches the teacher and the
teacher returns the touch, code each.

Do not code if a teacher touches every student
(walks down a 1line of students and touches
each to indicate a team).

Examples: FPlacing a hand cover a student's hand to
direct the correct racket swing.
Placing a hand on a student's shoulder
when talking to her/him.
Physically restraining a student.
Directing a student to a position with a
hand on his/her back.
Fanny slaps, hair tousles, taps.
Checking an injury.
A student touches a teacher's arm to get
her/his attention,
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Encourages unsuccessful student The teacher makes a
positive verbal response to an unsuccessful individual
student attempt at performing a skill or answering a
question. M"OK" and "all right" are not coded.

Coding: One for each encouragement to an individual
student. Record in the male or female column
according to the student addressed. Code "S"
if the student asks for teacher feedback.

Examples. Nice try, Laurie.
You're getting closer, Steve.
You're beginning to get the hang of it,
Mike.
Almost, Sue, just a little higher.

Informal talk. The teacher talks to an individual

student about topics unrelated to skill instruction or
other class related content. Praises or instructs a
student about an activity unrelated to class. Greets a
student entering the teaching area. Do not code any
interactions about the microphone or observers.

Coding: One for each informal talk to an individual
student. Record in male or female column
according te the student addressed. Code "S"
if the student initiates the informal
interaction.

Examples: So, Fred, are the Sox going to take it
this year?
Have you been watching the Olympics?
New tennis shoes, Mary?
It is hot in the gym today, huh?
0K, Tom, we can get this point (teacher
playing)
You ranked in the top ten in your class
ranking Sue. Nice going.
Hi, Steve. How are you today?

Criticizes unsuccessful student. The teacher verbally
expresses a negative response to an individual student
unsuccessful skill attempt. There is no instructicn. It
may be teasing, joking, or sarcastic.

Ceding: One for each criticism to an individual
student. Record in the male or female column
according to the student addressed.
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Examples: No, no, Steve, that's all wrong.
No, Alice, not like that.
That's the worst play I've seen all day.
Got a hole in that racket, John.
Graceful as a cow, Pat.
Tom, your time was about a day and a
half.
Give up while you're ahead, Sue.

Points out student model {s} or demonstrator(s). The
teacher verbally singles out one or more individual
students as skill models or asks one or more students
to demonstrate or help demonstrate skills to the rest
of the class. This may be a positive or negative
model.

Coding: One for each student singled out. Record in
the male or female column according to the
student {s) addressed. If the students
volunteer to demonstrate, code "S". If the
model is singled out because it is
unsuccessful or incorrect, code "0U".

Examples: Watch Pam, her serve is terrific.
Mark, hit some half volleys with me so
the class can see some good ones.
Class, see how Joan swings. That's a
problem many of you have. (Code "U"}
Allen, will you come up and help me
demonstrate this?
Sue and Jean, will you show the class a
forward roll please? (Code 2)

Discourages poaching: The teacher discourages or
prohibits one student from jumping into another student’'s
territory and attempting to make a play that was clearly
the 2nd student's play. (Do not count opponents in a
game). The teacher stops students from excluding another
student from a rotation system (volleyball). The teacher
stops a student from butting in front of another student
when taking turns.

Coding: One for each discouragement to the poacher.
Record in the male or female column according
to the sex of the poacher. If the poachee
was a female, code "F". If the poachee was a
male, code “M". If a poach occurs and it is
clear that the teacher saw it, but did not
respond, code "0V,
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Examples: John, that was Susan's ball. (Codé "F%)
' May, Dave called that one. (Code "M")
Tom, it's Marie's turn to serve.
{Code "F")
Mike, Tanya hasn't been up yet.
(Code "F") o
pon't crowd her out, Dan. (Code "F")

Encourages poaching. In response to a peoach, the

teacher praises the poacher or criticizes the
poachee. This praise or criticism is not coded in
categories 4 or 8.

Coding: One for each encouragement to an individual
poacher. Record in the male ou female column
according to the sex of the poacher. Record
"M" or “F" according to the sex of the
poachee.

Examples: Nice play, Mike (Mike knocks female team-
mate down to play her ball. Code "F")
Susan, if you can't catch it, back off
and let Steve get it. (Code "F")
You have to be more aggressive, Martin.
{Code "M")

The following sex role related categories (Numbers 12-17)
may be directed to individual students or a group of
students. Both are coded.

Sex role dependent comment. A teacher comment that
expects, reinforces, or accepts sex role stereotypic
behavior in males and females. Teacher comment that
discourages or rejects male or female behavior that is
inconsistent with traditicnal sex role stereotypes.
Included in this category are the following:

1. Behavior or performance is linked to sex.

2. Teacher teases a student with a sexual or
romantic connotation.

3. Teacher jokes about student to student physical

contact in the class.

Coding: One for each comment. Code in the male or
female column according to what student the
comment was addressed to. If the comment was
made to the entire class or a group of
students, cocde "G".
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Examples: (After a boy and girl collide with each

' other going for a ball} Hey, none of
that stuff in my class.
Mary Ann throws like a boy. :
Mike, you lucky guy. All the beautifiul
girls on your team.
May I have some strong boys to carry the
mats?
Harry, how come you're taking dance with
all the girls this six weeks?
{(To the only boy in a game with girls)
Take it easy on these guys, Dan.

13. 8Sex role independent comment. A teacher comment that
rejects or discourages sex role stereotypic behavior
for males and females. A teacher comment that
enceurages, expects, or accepts male and female
behavior that is independent of sex role stereotypes.

Coding: One for each comment. Code in the male or
female column according to the student
addressed. If the comment was made to the
entire class or a group of students, code

IIGII .

Examples: (male teacher) Yes, I love folk dancing.
I'm team teaching it with Ms Smith next
unit.

I hope some of you boys and girls will be
taking it.

I'd like three girls or boys to carry the
mats in.

All girls and boys taking wrestling come
to the main gym.

I've changed the name of this game from
Spiderman tc Spiderperson because both
boys and girls are playing, (Code "G")

14. Discourages student sex role dependent behavior.
Teacher verbally expresses disapproval of or disagreement
with or directs a student to stop in response to a
student sex role dependent behavior. (Definition is the
same as described in category 12).

Coding: Cne for each discouragement. Record in male or
female column according to the student
addressed. If the comment is addressed to the
whole class or a group of students record "G".
If there is a student sex role dependent




behavior that the teacher clearly saw or heard,
but does not respond to, code "O",

Examgles: (male student to another male student who*.
is crying): John, if you! 're .going to act"
like a girl, get off the field.

Teacher: Tom, anyone, boy or girl, who
gets hit and knocked down that
hard might cry.

Student: Why do the girls have to play?

Teacher: John, the girls want to play as
much as you do.
Everyone will have a fair turn
to play.

Student: Mark throws like a girl.

Teacher: No, Jane, Mark throws like he
needs practice throwing. Lots
of girls throw well and lots of
boys don't.

Student: This is a sissy game.

Teacher: (no comment) Code "0".

{To another student) Student: You
faggot.

Teacher: (no comment) Code "0".

15. Encourages student sex role dependent behavior. The
teacher agrees with, laughs at, or responds to the
student making the comment without responding to the
sex role dependent content of the comment.

Coding: One for each encouragement. Record in the
male or female column according to the
student addressed. If the comment is
addressed to the entire class or a group of
students, Code "G".

Examples: Student: Why do the girls have to play?

Teacher: Don't worry Steve, we'll have
an all boys game next week.

Student: John throws like a girl,
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Teacher: Yes, he needs to sndp his wrist
more. S '

Student: This is a sissy game.

Teacher: Oh, come on Tom it's not that
bad. '

Student: The girls can't serve it over
so we're serving for them.

Teacher: OK, if they don't want to.

Discourages student sex role independent behavior.

The teacher teases, jokes about, or does not support a
student sex role independent behavior,

Coding: One for each discouragement. Record in the
male or female column according to the student
addressed. If the comment is made to the
entire class or a group of students,
code "G".

Examples: Student: Who is the third baseperson?
Teacher: Third baseperson? Come on Sue.

Student: Why are the guys always
captain?

Teacher: Uh oh, a women's libber in
class.

Encourages student sex role independent behavior, The
teacher verbally accepts, reinforces, or seriously
acknowledges a student sex role independent comment.

Coding: One for each encouragement. Record in the
male or female column according to the student
addressed. If the comment is addressed to the
entire class or a group of students, code "G".

Example: Student: I'm the third baseperson, not
the third base man.

Teacher: You're right, Sue. Thanks for
correcting me.




Language

_ Section 3
Use of pronouns
A.  Guys . Used to address or refer to :
1. male and female students in a group:;
2, female students in a group:
3. the entire class;
4. a theoretical player or person.
Coding: One for each time "guys" is used in this

manner.
Examples: If you guys will take down the nets
please.

{To male and female students).

If the guy you're guarding ...
{theoretical player).

Mary, Sue, and Ann, you guys are on
team 3 {all females}.

B. He/she. Used to refer to a theoretical player
rmember of the class.

Coding: One each time "he/she" or "him/her" is used.
Examples: Each class member may take as many shots

as he or she wishes.
When your opponent has a weak backhand,
hit it to his or her backhand.

C. He/his. Used to refer to a theoretical player or
class member.

Coding: One each time the generic "he" or “him" is
used in this manner.

Examples: Each class member can take as many shots
as he likes.
If your opponent has a weak backhand,
hit it to his backhand.

D. She/her. Used to refer to a theoretical player
or class member.

Coding: One each time "she" or "her" is used in this
manner,




"*eExéﬁéiés: '~ Each class member can take as: many shotsg?

..:1ﬂ3' :

as she likes:
When your opponent has a weak backhand
hlt it to her backhand

E. Person. Used when referring to a theoretical
player or class member.

Coding: One each time "people" or "person” is used
in this manner.

Examples: The person at the net ...
Hit the ball to the person on your right
You people be on team three.

Use of activity terms

A. Sex role dependent. The teacher uses activity or
sport terminology that includes the generic use of
"man" or assumes traditional sex role stereotypes.

Coding: One for each activity term that is sex role
dependent.

Examples : Man te man defense
Guard your man
Girls push ups
Boys push ups
Third baseman
Spiderman
Third man

B. Sex role independent. The teacher uses activity
or sport terminology that is sex neutral or
rejects sex role stereotypes.

Coding: One for each activity term used that is sexXx
role independent.

Examples Player to player defense
Guard your opponent
Knee push ups
Toe push ups
Third base or third baseperson
Third player
Spiderperson

Calls individual students. Since most teachers do call

students by first names, only exceptions to this are
coded.




f}addresses or refers to male student .Q

. Ex. Mr Jones or ‘Mr Smith. e .
addresses or’ refers £o- a female Student;gfj”
Ex . Miss Jones or Miss Smlth S

C. Ms. addresses or refers to a female student.
Ex. Ms Jones or Ms Smith. :

D, Last name. Uses female or male student's last name
only. Ex. Smith, get the nets down
please. Jones, you're on court 2.

Coding: Cne for each time an individual student is
addressed or referred to in one of the defined
categories. When the teacher is calling-off a
list of students {for attendance, or teams, or
groups) do not code. Instead, indicate in the
space under "“calls individual students" what
the list was and how students were called.

Ex. attendance--last names or teams--first
names.

4. Refers to females/males. The teacher addresses or
refers to cne or more students in the following ways:

Calls male students: boys, gentlemen, guys, ©r men
Calls female students: girls, ladies, gals, or women.

Coding: One each time one of the names is used.
Record under the appropriate coclumn.

5. Uses sex role dependent name. The teacher calls a
student or group of students a name that accepts,
reinforces, or expects sex role stereotypic behavior or
rejects sex role independent behavior.

Coding: One for each sex role dependent name used by
the teacher.
Write the name in the space after "uses sex
rcle dependent name"

Example: Jon, Sue, stop talking. Code: 2
control/discipline (interaction}
Mike, nice try. Follow through more.
Code: 1 encourages unsuccessful student.
{interaction); 1 instructs (interaction)
Look out Jimmy Connors. You've got it,
Steve. Code: 1 curriculum material
(male) (class organization); 1 praises
successful student {interaction):; touches
student and talks to her/him.



- Coding. Instructions

Arrlve before the' class beglns. Note the currlculum
.materlal ‘visible in the teaching statlon. Give the.

mlcrophone to the teacher. Set up observatlon in an
unobtrusive area to avoid 1nterfer1ng with class
instruction and to discourage teacher-observer or
student-observer interaction.

Fill in the teacher's code number, activity being taught,
date of cobservation, grade level of students, observer
name, and reliability observer name. Check to be sure
the receiver is picking up the teacher's voice. Get the
interval tape ready and put in the ear jacks.

BEGIN CODING interactions and language as soon as the
teacher and at least one student from the class to be
observed are present in the teaching station. NOTE TIME
the observation begins on the coding form.

Record the number of males and the number of females
dressed to participate in the class, Record the number
of non-participating females and males (NP) also.

When the class begins teacher organized participation,
begin coding participation observations. Start the
interval tape and record 30 seconds of participation
observation. Repeat this process every three minutes.
When coding participation during the 30 second interval,
do not code language or interactions. The process of
observing 30 seconds of participation and three minutes
of language and interaction will alternate throughout the
observation session.

Record the class groups {composition by sex) and who
chose these groups during language and interaction
observations. Record new groupings as they occur,

Rececrd class leaders during language and interaction
observations.

Record rule changes during language and interactiocon
observation,

END CODING when all students have left the teaching
station. NOTE TIME the observation ends on the coding
form,

Materials. tape recorder, ear jacks, interval tape, spare

batteries, vega microphone, receiver, coding
forms, clipboard, pencils.



APPENDIX B.

THE MODIFIED SEX ROLE DEPENDENT/INDEPENDENT TEACHER
BEHAVIOR OBSERVATION CODING FORM
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F NP TEACHER
M NP GRADE
TIME to
DATE
CODERS
I. CLASS ORGANISATION
PARTICIPATION
GROUP BOYS (ARLS GROUP BOYS RIS
-
ﬂ I
: ;
L [ | : j
| sTRUCTURED i | [STRUCTURED ] STRUCTURED |
GROUP| BOYS | GIRLS BY GROUP| BOYS | GIRLS ; BY BOYS | GIRLS BY
1 7 | | LEADERS
2 8!
3 9 CURRICULUM
4 10 MATERIAL. )
5 C11 _ |rure [
6 B 12 5 j CHANGES. i
IL _ INTERACTION 1 mae FEMALE l.
Instruction . _ o 1
Management o .
Control / Discipline e e !
Praises Successful Student _ o _
Physical Contact with Student i
Encourages Unsuccessful Student . ! .
Informal Talk — .
Criticizes Unsuccessful Student U B . !
Points Out Student Model / Demonstrator =~~~ ! . !
Sex Role Dependent Comment e o .
SexRole Independent Comment o o 5
Use of Pronouns ] Guys _; He/She | He/His | She/Her | Person :
. _ | A i ;
Use of Student Name Mr | Miss | Ms | Boys First | Girls First | Boys Last| Guls Last
. ! ;= |
: | ; i
Refers to Males/Females | Boys Girls | Ladies : Gentlemen | Guys Gals | Men Women _
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