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Abstract

The aim of the present research is to explore the use of journal writing as a research tool
documenting teachers’ reflective attitudes within a Physical Education (PE) professional
development program. Three female PE teachers participated in the research and were
trained to use the constructivist oriented “Teaching Games for Understanding” (TGfU)
instructional model. During a period of two months, each teacher implemented in her
class 24 TGfU units and completed her own daily reflective journal. Journal entries were
analyzed according to van Manen’s theoretical framework, to determine the extent of
reflection achieved by the three teachers. Journal entries moved from a technical to a
more critical focus and this trend was accordant with each teacher’s professional profile
and beliefs. Since the adoption of the TGfU framework can be a demanding commitment,
professional program designers should consider the inclusion of teacher reflective writing
as a supportive means to this direction.

Key Words: Reflection, journal writing, Teaching Games for Understanding (TGfU),
professional development, physical education

Oz

Bu aragtirmanin amaci, Beden Egitimi (BE) 6gretmenleri i¢in hazirlanmis bir mesleki
gelisim programinda 6gretmenlerin yansitict tutumlarini raporlayan bir aragtirma aract
olarak giinlilk yazmanin kullanimini incelemektir. Arastirmaya iic kadin BE 6gretmeni
katilmigtir ve 6gretmenlere yapilandirmacilik temelli “Anlamak i¢in Ogretim Oyunlar
(AiOO)” 6gretimsel modelini nasil kullanacaklar1 konusunda egitim verilmistir. Tki aylik
bir siirecte, her dgretmen kendi smifinda toplamda 24 AiQO iinitesi uygulamistir ve her
tinitenin tamamlanmasinin ardindan birer yansitici giinliik yazmustir. Giinliik yazilari, her
ogretmenin yansitma diizeyinin sinirlarini belirlemek igin van Manen’in kuramsal gerce-
vesi kapsaminda analiz edilmistir. Giinliik yazilar1 teknik bir odaktan elestirel bir odaga
dogru gegis gostermistir. Bu egilim her bir 6gretmenin mesleki profili ve inanclar ile
uyum gdstermistir. AiOO’ nun yapisin1 benimsemev k zorlu bir baglilik olabilecegi icin
mesleki program gelistiren kisiler, bu gelistirme siirecine 6gretmenler i¢in yansitici yazma
etkinliklerini de dahil etmeyi g6z oniinde bulundurmalidir.

Anahtar Sozciikler: Yansitma, giinliik yazma, Anlamak igin Ogretim Oyunlar1 (AiOO),
mesleki gelisim, beden egitimi
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Introduction

Teaching is a non-linear process of decision making and implementation - before,
after and during instruction - which is carried out in a way so as to increase the proba-
bility of learning. Guided by principles of effectiveness and notions of affection, teach-
ing demands great stamina from the part of the teacher in order to remain focused,
open-minded and pedagogically thoughtful to the demanding situations of the every-
day classroom reality. According to van Manen (1995), the extent to which teaching
has a positive impact on every individual student’s progress depends on the teacher’s
ability to “diagnose” what is most appropriate in each different situation. Schon (1987)
suggests that such a deep understanding of the nature of every pedagogical interaction
is informed by the teacher’s ability to think and act reflectively.

In the last decades, reflection has been described and anticipated as the big idea
of teacher education reform programs (Zeichner & Liston, 2013), and thus has been
informed by diverse theoretical frameworks, incorporating a variety of meanings and
understandings. According to Dewey’s (1933) original definition, reflection is the ...
active, persistent and careful consideration of any belief or supposed form of knowl-
edge in the light of the grounds that support it and the further conclusions to which it
tends...” (p. 9). Relative literature supports that reflective thinking and practice both
help teachers make more informed decisions, while enhancing their ability to stay
contemplative, supportive and case effective (Standal & Moe, 2013).

Being more than an on-the-spot impulsion and undertaken by teachers in order
to develop knowledge and expertise, reflective thinking is undoubtedly an intelligent
action (Calderhead, 1989), which requires immediacy and relation to the context.
However, the contingent and ever-changing classroom life restricts thoughtfulness,
understanding and feeling and postpones teachers’ step-back thinking moments. In
an attempt to understand the notion of teachers’ reflectivity, many researchers have
proposed different levels or types of reflection, introducing discrete theoretical ideas
and issues about the reflective process itself (Gore & Zeichner, 1991; Schon, 1983; van
Manen, 1977; Zeichner & Liston, 2013).

Among them, van Manen’s (1977) hierarchical theoretical model proposes a tax-
onomy of three levels of reflection that can be demonstrated by teachers during the
process of reflective thinking and practice. The first level, technical reflection, focuses
on thinking about the means and not on the ends, with the teacher being considerable
about the effectiveness of teaching, as well its efficiency to achieve predetermined
goals. Competences are subjected to reflective thought, while the teacher’s predeter-
mined goals are not being criticized. At a second level, teacher’s practical reflection
subjects to analysis and experimentation the underlying rationale of processes, goals
and outcomes, while trying to clarify their underpinning norms and values. The third
level, critical reflection, is concerned with the ends of teaching in light of wider social,
political, moral and ethical considerations. The purpose of this high level of reflectivity
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is to support student equity and care without bias or norms of authority (Van Manen,
1977, pp. 226-227).

One of the methods suggested to promote teacher reflective practice is journal
writing. According to Walker (2006), journal writing refers to any writing that can
challenge one to reflect on past situations and consider how they might have performed
differently. As a means to verbalize feelings and make connections with other areas
of the teacher’s life, journal writing has gained attention as a method for reflection.
Evidence provided (Walker, 2006; Williams & Wessel, 2004), indicates that journals
facilitate critical thought, while helping individuals relate to past experiences and turn
them into new learning opportunities.

Reflective practice has gained attention as an irreplaceable form of teacher experi-
ential learning also in the field of Physical education (PE). Embedded within programs
of PE teacher professional development, reflection has been utilized as a means of
critical thinking on experience (Deglau et al, 2006), as a strategy to go against the
routines of everyday habit (Attard, 2007), and as an ally in PE teachers’ meaningful
professional learning (Keay, 2006; Tsangaridou & O’ Sullivan, 1997).

According to Standal and Moe (2013), most of the studies investigating reflective
practice in PE deal with the influence of different teaching methods on PE teachers’
reflective capabilities and almost all use journal-writing as a strategy for documenting
reflection. However, up to date research findings continue to support both pre-service
PE teachers’ unreflective patterns of education and in-service PE teachers’ need for
more opportunities to participate in reflective communities (Standal & Moe, 2013). PE
researchers agree that longitudinal and practically relevant interventions are needed;
ones that help PE teachers widen their knowledge and skill base while critically re-
viewing their praxis (Kirk & Tinning, 1992).

Based on the above, the aim of the present research project was to explore the use
of journal writing both as a vehicle for teacher reflection and as a research tool docu-
menting teachers’ progress within a PE professional development program.

Three female in-service PE teachers participated in the program and were trained
to use the “Teaching Games for Understanding” (TGfU) instructional model. TGfU
is a game-centered instructional model which employs developmentally appropriate,
modified games to promote students’ tactical awareness and intelligent game perfor-
mance. Based on the premises of constructivism, TGfU encourages teachers to think
more “on their feet” while teaching, and adapt their lesson accordingly to their stu-
dents’ developmental needs (O’ Leary, 2012).

In the present project, all PE teachers were responsible for designing and imple-
menting 24 TGfU units, during a period of two months. Following every unit’s imple-
mentation, each had to complete her own reflective journal according to previously
given guidelines. Journal entries were analyzed according to van Manen’s three levels
of reflection (1977) (technical, practical, critical), to determine the extent of reflection
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achieved by the three PE teachers.

Recognizing the variation in PE teachers’ reflectivity as a positive sign of profes-
sional change and empowerment, the ultimate purpose of this project was to provide a
greater understanding of the relationship between purposeful and deliberate PE teach-
ing practice and teachers’ content of reflection. In order to achieve this, we sought to
answer two key questions: a) what factors influence PE teachers’ reflective attitudes
during the implementation of new practices? and b) how are PE teachers’ reflective
skills changed during their participation in professional development programs?

Reflective writing within physical education

The use of writing as a means to encourage reflection has a long tradition in the
fields of teacher professional education. Either as journal or portfolio or assessment
writing, this externalization of ideas, thoughts and experiences on paper, enables the
writer to re-engage upon their missing or neglected parts, facilitating thus transforma-
tive learning (Mezirow, 1990).

Within the field of Physical Education (PE), several researchers have depended
on the use of journals to document or analyze teachers’ reflection patterns (Ballard &
McBride, 2010; Blair & Capel, 2011; O’Connel & Dyment, 2011; Tsangaridou, 2008;
Tsangaridou & O’ Sullivan, 1997). The main finding of these studies was that reflec-
tion is always situation specific and thus it is bound by contextual constraints. Specifi-
cally, in-service PE teachers’ reflective practice was documented to develop either in
relation to years of experience (Tsangaridou & O’Sullivan, 1997), or within profes-
sional development programs that foster teacher’ participation and decision making
(Blair & Capel, 2011). Regarding pre-service PE teachers’ reflectivity, research has
shown that even though prospective PE teachers are critical of the way PE is delivered
(Tsangaridou, 2008), they fail to move beyond the technical aspects of their teaching.
The analysis of their reflective written material proved that this was due either to the
negative influence of their unreflective colleagues or to their lack of appropriate writ-
ing skills (McCormack, 2001).

Trying to justify such findings, researchers argue that the technical focus of their
training prevents preservice PE teachers from starting to reflect critically. The one-
dimensional emphasis of PE teacher preparation programs on reflection about teaching
content and methods, orientates their thinking to the means and not the ends of teach-
ing, without any further inspection of what good PE means (Standal & Moe, 2013).
This focus on technicality is similarly communicated to students as teachers enter
the profession. Most in-service PE teachers seem to adopt direct instructional mod-
els and strategies which create highly organized learning environments, focusing on
the outcomes of students’ technical performance (Kirk, 2009). This one-dimensional
emphasis creates no space for the social and cognitive dimensions of learning to be
awakened, and thus is detrimental to students’ meaningful learning and teachers’ tact-
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ful pedagogical practice.

According to van Manen (1995), the term “pedagogical tact” refers to teachers’
situated practical knowledge and shares social and moral features and concerns as “...a
kind of practical normative intelligence that is governed by insight while relying on
feeling...” (van Manen, 1995, p. 10). As a spontaneous link between theory and prac-
tice, tactful pedagogical practice involves interpretations of students’ developmental
needs and feelings, understanding of classroom interactions and a moral intuitiveness
to sense what is significant. The oversimplified nature of traditional technique-orient-
ed PE lesson environments cannot promote knowledge forms and reflective practices
needed to address such tact of teaching.

In order to provide valuable learning experiences, teachers need to make peda-
gogical adjustments to their practice, ones that will help them move beyond explana-
tion to a more conscious thought of their internalized behaviors (van Manen, 1995).
However, this cannot be accomplished easily, since, for many teachers, practice and
experience have become powerful traditions (Cushion, 2009). Ha, Wong, Sum and
Chan (2008) state that PE practitioners will not be persuaded to change until they ex-
perience their own change and growth within professional development programs that
introduce them to practically relevant and pedagogically tactful instructional models.

Teaching games for understanding: tactful pedagogical practice

Speaking about pedagogically tactful instructional models, we think that Teaching
Games for Understanding (TGfU) (Bunker & Thorpe, 1982) is a model of this kind. In
comparison with skills-first methodologies, the TGfU model offers a shift in pedagogy
by introducing specially modified games as a means of promoting tactical knowledge
and enhancing participant motivation and game performance (Rovegno et al, 2001).

The learning opportunities afforded by the TGfU model assume a constructivist
oriented environment, one where the teacher acts off-stage as a facilitator, placing the
student at the center of the learning experience. The structure of a TGfU unit assumes
that the teacher introduces students to a game, which is built on a fundamental tacti-
cal problem. During the game and with the use of teacher questioning, players are
encouraged to analyze their individual or team actions in order to appreciate the form
of the game (i.e. importance of main game rules). Within modified game structures
(i.e. reduced areas of play, fewer players, adapted rules, use of lighter and smaller
equipment), students are involved in problem solving scenarios and decision making
instances that encourage them to experientially conceptualize ‘when’ to apply ‘which’
techniques. The ultimate purpose of the model is to prepare wise game players, who
respond to the physical-perceptual and social-interactive dimensions of the learning
environment with an equal effectiveness (MacPhail, Kirk & Griffin, 2008).

Butler (2005) states that this different way of thinking about pedagogy requires
pedagogical expertise and content knowledge from the part of the teacher and a shift
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of focus from “what is wrong with my students’ performance” to “how can I solve
problems that interfere with my students’ performance”. Furthermore, it places a de-
mand on the teacher to be able to “read the play”, so well so that he/she can structure
developmentally appropriate games shaped by certain pedagogical principles.

According to Light (2008), there is definitely an evident ‘epistemological gap’
between the underpinnings of the constructivist framework of TGfU and PE teaching
practice. This gap represents the distance between teachers’ declarative and procedural
knowledge. Light suggests that the adoption of pedagogically tactful approaches to
PE teaching and learning cannot rely on processes of content explanation and method
justification. It requires getting teachers to re-structure their lived experience and think
more consciously about the content and consequences of their actions. Such a process
will allow them to generate their own questions about lesson design and effectiveness,
explore personal hunches and hypotheses and begin to perceive the multiplicity of
views inherent in their day-to-day interaction with students. In this process of profes-
sional change, journal writing can be used both as a means and as an end.

Methodology

In order to capture the complex and abstract processes of reflection used by the PE
teachers in our study, a qualitative case study design was adopted (Yin, 2003). This al-
lowed the authors to collect descriptions of the phenomenon under study and discover
new meanings during data collection and analysis.

Participants

Three female PE primary school teachers participated in the research (pseudo-
nyms assigned as Maria, Joan, Kristin) and were trained to use the “Teaching Games
for Understanding” (TGfU) model. At the time of the research, the three PE teachers
were the only PE teachers working at an experimental pedagogy school in Pireaus,
Greece, that showed an eagerness to participate in a research project sponsored by the
Sport Pedagogy Laboratory of the University of Athens, in Greece. All teachers gave
oral consent for their participation in the research, which was also approved by the
university ethics board. Maria, Joan and Kristin were experienced PE teachers with
athletic training backgrounds and years of experience ranging from eight to twenty. At
the beginning of the research, they all admitted that they usually applied direct teach-
ing methods in their practice and none of them had previous experience with the TGfU
framework.

The TGfU professional development program

The TGfU professional development program was carried out during three con-
secutive stages. At first stage, theoretical workshops and practice meetings were de-
signed to introduce the participating teachers to the philosophy of the model and famil-
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iarize them with its pedagogical principles.

At the second stage and during a period of two months, each teacher was respon-
sible for designing and implementing in one of her classes 24 PE units, according to
the three discrete TGfU categories: Target, Net/Wall and Invasion Games (eight units
per category) (Griffin & Butler, 2005). Maria and Kristin were responsible for grade D
students (N=25 for each class), while Joan for grade B students (N=25).

The lessons were designed to meet the learning outcomes proposed by the Greek
PE curriculum for primary schools and the developmental needs of each teacher’s
primary class. Before the implementation of every unit, electronic copies of lesson
plans were daily forwarded to the first author, who acted as the research facilitator.
The facilitator’s guidance and feedback concerned the relevance and suitability of the
units to the model’s principles, the form and structure of games, the presentation of the
selected activities, the type and phrasing of questions, the selection of equipment and
play areas, all these before lessons were applied in practice. Selected lesson observa-
tions, video-recordings and group discussions were carried out within the school PE
timetable, with the purpose of promoting PE teachers’ knowledge and competence
regarding the use of the model.

Following the implementation of every unit, each teacher had to complete within
24 hours her own structured reflective journal, which, at the end of the program, was
going to be thematically analyzed according to van Manen’s three levels of reflectivity.
All journals were based on Pultorak’s (1993) reflective questions, and were designed
so as to aid teachers’ critical self-analysis. Particularly, the following reflective ques-
tions were used:

What were your goals for the lesson?

What did you teach (content)?

How did you teach your lesson (methods, model)?

What influenced what and how you taught?

What if anything was satisfactory or not about the lesson?

How successful were the pupils in playing the game?

If you could re-teach the lesson which aspects would you change?

Describe anything that happened during the lesson, which you found
significant.

9. Add any additional comments that you deem important.

The third stage of the program included final semi-structured interviews with each
teacher separately, with the purpose of illustrating multiple opinions and impressions
regarding the use of the model. The analysis of these interviews was planned to be a
part of future larger scale research project.

PN R DD =

Data analysis
From the total of 24 PE lesson reflective journals, only sixteen were subjected to
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thematic analysis, per teacher (Net/Wall and Invasion units). The first eight Target-unit
journals were used for the training of the two judges that would be involved in the
process of journal coding. According to Mandigo (2003), the target TGFU category is
simple enough so as to help improve a) students’ game performance and b) PE teach-
ers’ TGFU understanding. On this premise, these eight journals were used to introduce
the two judges to the aim of the research and the functional value of the coding pro-
cess and train them on several issues regarding the ways of observation and recording
(Reid, 1982).

Prior to data analysis, the first author met with one specifically trained judge (not
involved in the study) to establish the journal coding criteria. The two of them read all
PE teachers’ written statements to the Target journal reflective questions and assigned
each statement to one of van Manen’s (1977) three levels of reflectivity. By the end
of the training period a consensus of 85% agreement was reached between the two
judges.

From the remaining sixteen journals, each question-statement was subjected to its
own thematic analysis according to van Manen’s levels of reflection, in order to under-
stand the underlying structure of PE teachers’ experiences that were evident in the raw
data (Thomas, 2006). During the process of journal coding, each reflective statement
was read and reread by each judge separately, and its content was related to one of the
three reflective categories. Afterwards, each judge assigned a summary score to each
question per TGfU category.

For example, for the sum of the eight consecutive Net/Wall units, each judge
assigned to each journal question separately an overall van Manen score (technical,
practical or critical reflection), which was based on the most repeated type of reflection
in the teacher’s statement. The same was done for the eight Invasion units. In certain
cases, that a sentence within a teacher’s response revealed a different level of reflection
than the overall value, it was noted so as to be separately discussed and analyzed. The
judges’ summary scores were then combined to estimate reliability of coding by the
following formula (van der Mars, 1989):

Reliability =number of agreements/ (total number of agreements + disagreements)

In total, an agreement of 80% was reached between the two judges, but after dis-
cussion of the data analysis it was deemed possible that almost full agreement could
also be achieved.

Results

In the following section, the results of the reflective journal analyses are presented
per journal question, across each category of the TGfU model. Results are presented
for each PE teacher separately.
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Maria — Net/Wall category reflective journal analysis

At the beginning of the Net/Wall category, Maria’s responses to the first three
journal questions focused mainly on the technical aspects of the model’s implemen-
tation and particularly on lesson management issues. This was somewhat expected
since the content of these questions prompted responses of this kind. For guestion
four, Maria seemed to be mainly concerned with the processes that she used to address
the lesson objectives. Within her journals, she often referred to the practical actions
undertaken to meet the lesson outcomes (i.e. changes in game equipment, ways of
handling student absenteeism, etc.). Her willingness to address each lesson’s outcomes
was evident in her reported desire to maintain discipline within her class. There were
few incidences in question four of her analyzing the underlying assumptions of her
designed content activities ““...I did not teach exactly as I had planned since there were
instances when some students wanted more instructions and guidance...I had to give
them more time...”

For questions five, six and seven, Maria provided mainly technical responses. In
question five, she noted students’ response to her question as a satisfactory lesson
component, their ability to play the game effectively as a rewarding element, while in
question six she referred to time and space factors as elements that often constrained
the lesson’s effectiveness. In guestion seven, she noted that changes in game rules and
equipment would have facilitated her lessons’ future implementation.

Questions eight and nine provided more evidence regarding Maria’s practical re-
flectivity on lesson issues. The open-ended format of these questions facilitated in-
stances of her writing about students’ chances to have fun during game play or about
the importance of giving PE teachers opportunities to assess lesson content, outcomes
and means. The summary findings of Maria’s reflective journal analysis are presented
in Table 1.
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Table 1. Maria’s results of reflective journal analysis

PE Teacher: Maria

Question NET/WALL CATEGORY INVASION CATEGORY

1 T

2 T T
3 T T
4 P T
5 T T
6 T T
7 T T
8 P T
9 P T

Note: T= Technical Reflection, P= Practical Reflection, C= Critical Reflection

Maria — Invasion category reflective journal analysis

As with the previous category, Maria gave technical reflection responses to the
first three questions of the Invasion games category (Table 1). Her descriptions con-
cerned how the lesson started and ended, what were the expected outcomes and what
was the content of the activities that she used.

Her recordings for question four were similar, where she seemed to worry mainly
with time constraints as factors affecting lesson and student effectiveness.

For questions five to nine, Maria seemed to note mostly factors associated with
the effectiveness of lesson content and students’ responses to her guidelines. In these
questions, her brief descriptions of what happened and her personal positive estima-
tion of students’ effectiveness were often noticed. A commonly used statement was
“...I believe that students were in their majority effective...”. By focusing on meeting
lesson goals, few were the instances when Maria gave level two or three statements
(practical and critical reflection).

She demonstrated practical reflection when she realized that all students could
give answers to her questions, although at a technical level not all of them could
achieve the lesson’s goals (a statement revealing the model’s capacity to engage all
students’ cognitive effort). In one of her journals, she further clarified that this model
could foster each student’s metacognitive abilities.

At the end of the program Maria managed to show instances of critical level re-
sponses when she noted that “...today I felt very proud of my children...” or “...I give
each of them personally what they need to progress within the lessons...”. These state-
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ments were tightly related with her idea of disciplined class management, which ac-
cording to her beliefs is the big idea of efficient PE practice.

Joan — Net/Wall category reflective journal analysis

For the first three questions of the Net/Wall category reflective journals, Joan gave
technical responses, which focused mainly on the description of lesson objectives,
content and media. Among her commonly referred lesson outcomes were cooperation
and creative thinking, which were presented as ingredients of effective game perfor-
mance. From journal six to journal nine, she used plural tense to describe the lessons’
outcomes i.e. “...together with my students we reviewed on what we had learned so far
and (rules, offense, defense)...” or “...we added the beginning of offense from the team
that scored a point...”, something which revealed her being with her mind and body at
the heart of practice.

In question four, Joan provided mainly level two responses (practical reflection)
when she wrote that “...students’ enthusiasm and their need for movement urged me to
give the best I could in feedback...” or “...I employed all my powers to meet my les-
son goals...”. She stressed that this was needed to overcome time or context specific
constraints (e.g. noise in the school court, students’ frustration, etc.).

In question five, Joan remained focused on the underlying assumptions that under-
pinned her practical actions. She noted that factors like “...students were willing to par-
ticipate...” or “...they are starting to cooperate efficiently...” determine lesson success
and effectiveness. In cases when “...I wish all had answered my feedback questions...”
or “...some students are very immature...I have to stand beside them all the time...” she
noted that maybe she had overestimated her students’ abilities or had pressed them to
perform, something which was not accordant to her beliefs.

For question six, Joan gave mainly technical reflection responses when she de-
scribed percentages of students’ on-task or cooperative behaviors. In some instances,
however, she gave reasons why some students were more anxious than the others “...
student A and student B, who handled the ball more easily, did not make good choices
and made the game difficult for the others...” or “...by focusing on tactics they learned
to make good decisions and play with better techniques...”.

For question seven, Joan pointed out factors that in the future could make her les-
son more effective, mainly stressing that too much content is not suitable for grade B
students, since at this age children need fewer and less complicated games.

In questions eight and nine, Joan gave mainly critical level responses, often stat-
ing that “...my students and I have come very close....the game makes strong connec-
tions between them as a team...it is very important for all of them to move in their lives
and have fun with it...one of my most sensitive students did not have a good time and
I had to put him in another team...they are all more motivated than before...”. Joan ad-
mitted that she had learned a lot from her students’ responses to the new lesson model
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“...we all learn from all...simply we need time”.
The summary findings of Joan’s reflective journal analysis are presented in Table
2.
Table 2. Joan’s results of reflective journal analysis
PE Teacher: Maria

Question NET/WALL CATEGORY INVASION CATEGORY
1 T T
2 T T
3 T T
4 P T
5 T T
6 T T
7 T T
8 P T
9 P T

Note: T= Technical Reflection, P= Practical Reflection, C= Critical Reflection

Joan — Invasion category reflective journal analysis

Within the invasion game category, Joan started her journal writing mainly with
technical reflection responses (Table 2). For the first three questions, she gave descrip-
tive answers which focused on the application of knowledge and goals. For question
four, Joan focused mainly on her immediate responses to her students’ need for play
and movement, since she expressed a fear that unless she was ready to act, her students
would lose their interest. Such a feeling revealed a level two response, since Joan
seemed to scrutinize teacher readiness as an underlying rationale for lesson effective-
ness and outcome achievement. “I have to be absolutely ready...otherwise students will
lose their interest...” she writes.

For question five (lesson satisfactory or not), Joan noted factors like “...students’
willingness to participate...students’ motivation...students’ creativity...” as important
mediating factors for lesson effectiveness. By assessing the impact of the new model
on her students’ progress, she stated that the more immature students were consciously
altered in terms of behavior and tactical understanding. However, she did not fail to
notice that sometimes the lesson content, although modified to students’ grade level,
seemed to complicate them. “...The lesson’s outcomes were met but I struggled to
succeed it...” The most often reported educational consequence was her pressure on
students, which she thought was not ethically right.

For questions six to nine, Joan often reported ethical and moral issues as factors
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determining the educational worth of the new model. “... am moved by student’s C
efforts...my students are fighting about who will be the one to help me with lesson
organization...I give an hour of pleasure to them...I trusted student D and she trusted
me...what a bond between a teacher and her student...”. Furthermore, there were many
cases when Joan tried to justify her students’ mistakes or her disability to perform
equally well in all lessons. Questions six to nine were filled with instances of practical
and critical reflection which were mentioned interchangeably. “...Children need to be
trusted and supported. In this way, they operate, they gain confidence in themselves
and become mature. We shall not overdo it, of course. We must observe them carefully
and give them so much as their shoulders can bear...”.

Kristin — Net/Wall category reflective journal analysis

Starting from the first three journal questions of the net/wall category, Kristin also
displayed technical reflection responses, and described lesson content, activities and
methods. For guestion four, she often used statements as “...I thought...I believed...I
wondered...the rationale that...” which indicated her way of thought in the design of
lesson activities and declared her willingness to better understand the values put on her
practical actions.

Practical reflection responses were also noted for question five, where Kristin con-
tinued to subject lesson outcomes to analysis, focusing mainly on students’ responses
to her guidelines and feedback. ““...Many students with concentration problems seemed
to participate more actively...I intuitively changed some game rules and I was justified
since it suited more to their needs...some students’ answers to my feedback questions
are more convergent as if they cannot enact a more abstract way of thinking...”. The
latter was judged by her as a vital component for the new model’s application and she
often noticed that her students were not ready to think and act in this way.

In questions six to eight Kristin provided evidence of practical reflection thought,
when she described the way(s) that she handled (or would handle) ineffective instances
or difficult moments within her lessons. In these questions, Kristin clearly illustrated
her ways of handling lesson goals according to students’ needs, and demonstrated a
better understanding about the new model’s principles.

In question nine, there were few instances of recording her inability to implement
her lessons as they were planned, and she attributed these unlucky moments either to
students’ cognitive and motor immaturity or on time and space constraints. However,
trying to be fair with all her students, she also recognized moments of progress within
these lessons, taking in mind how difficult it was for her students to escape from the
traditional PE lesson stereotypes.

Her closing remarks revealed level three of reflective thinking (critical reflection),
especially when she wrote that “...I got a testament of how students’ answers can be
determinant when one listens to them carefully and tries to apply them in practice...for
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all children there is a special way to approach them and help them improve (unfortu-
nately, due to various circumstances, this is not always possible)...”

The summary findings of Kristin’s reflective journal analysis are presented in
Table 3.

Table 3. Kristin’s results of reflective journal analysis

PE TEACHER: KRISTIN

NET/WALL
Question INVASION CATEGORY
CATEGORY
1 T T
2 T T
3 T T
4 P P
5 P P
6 P P
7 P P
8 P P
9 C C

Note: T= Technical Reflection, P= Practical Reflection, C= Critical Reflection

Kristin — Invasion category reflective journal analysis

Like her colleagues, Kristin also replied to the first three journal questions of the
invasion category with an emphasis on the lessons’ technical elements. For guestions
four and five, she gave level two answers, explaining the ways she handled lesson goals
and analyzing the reasons why certain educational goals were not met. The number of
students within games, time constraints, problems with students’ understanding of her
questions, absences and the need for her immediate response to these factors, seemed
to frustrate her occasionally. For all these issues, Kristin clarified the norms and values
of the means and processes that she used “...I had to put student E in a different team
because he kept complaining about his teammates (he is the one that always complains
and distracts other students’ attention)...due to him the game could not start on time
and the other students complained...”.

For questions six to eight, Kristin often expressed her concerns about how the
presence of highly skilled students positively affected the development of less skilled
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ones, who within the mew model showed an “...unexpected progress...”. Furthermore,
she described the ways she experimented with changes in her lessons’ rules and equip-
ment and assessed how these changes affected the flow and impact of her lessons.
Evident was also her respect to the opinion of more mature students, whom she usually
observed or “consulted” before deciding what was suitable and appropriate.

Finally, Kristin’s guestion nine responses had elements of critical reflection. She
felt that it was her obligation to deal immediately with factors that hindered the mod-
el’s effectiveness, something that she did as she planned. “...today I met with the stu-
dent, who continually created frustration within the lesson, and we talked about it...I
will meet with his classroom teacher to see how we can handle him better...”. This
high sense of duty that she had throughout the program made her feel tired during the
final lessons. The end of the program left her with mixed feelings “...relief for the end
of the program ... joy because | saw my students progressing and enjoying their game
play ...and worry for the vacuum that will come in my everyday classroom reality...”.
Kristin related all these issues with every PE teacher’s professional practice.

Discussion

The aim of this study was to explore journal writing as a means of promoting
teacher reflection within the context of a professional development program. The pro-
gram was designed so as to train three primary PE teachers in the philosophy and use
of the TGfU curriculum model. Teachers’ changes in modes of reflective practice were
assessed according to van Manen’s (1977) taxonomical model of three levels of reflec-
tive practice: technical, practical and critical reflection.

During the two-month period of the model’s implementation, there were instances
of all three levels of reflection in the three teachers’ writings, all being in a positive di-
rection. PE teachers’ answers to the journal questions moved from a “fix it” mentality
to a more student centered focus, being a dialogue of thinking and doing (Schon,1987).

Williams, Wessel, Gemus and Foster-Sargeant (2002) have agreed on the above,
while studying physical therapy pre-service teachers’ reflective thinking. Pultorak’s
studies (1993, 1996) on novice teachers’ developmental processes of reflection, found
that reflectivity can progress from level one to level three of van Manen’s (1977)
model, while teachers gain experience as educators in the field. A similar finding was
also noted in the present study. Despite having different foci, Maria, Joan and Kristin
started reflecting on technical aspects of the program and sometime during the course
they managed to reach patterns of critical reflection.

In their attempt to incorporate the TGfU model in their practice, all had to adopt a
novice-teacher profile since they had to employ a tactics-to-skill approach to teaching
games, while appreciating their students’ needs and interest. This “student-eye” lens of
lesson design and implementation together with the questioning protocol of the TGfU
model, required from teachers to think more in-experience and sense what is appro-
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priate. Within their writings, certain aspects of situations they encountered appear to
have undergone periods of doubt, as each teacher was working on her perceived best
problem solutions. Contextual constraints together with their former inexperience with
the use of the model were often reported as inhibitory factors in their attempt to apply
the new model in practice.

However, as they gained experience and confidence with the use of the model,
they started making new connections between their teaching and their students’ learn-
ing, and saw the benefits on all students’ performance. While these instances were
increasing in frequency and complexity, so were teachers’ responses changing in con-
tent and level of reflection. Tsangaridou and O’Sullivan’s (1997) reported similar find-
ings when studying the role of reflection in PE teachers’ professional development.
Through the process of problematizing on their work, teachers became aware of their
habitual practices and managed to consider alternatives to their educational aims and
methods. In the present case, this was necessary since the TGfU model required from
them not only a pedagogical adjustment to games teaching but rather a paradigmatic
change to their underlying philosophy (Sweeney, Everitt & Carifio, 2003). Despite
the difficulties they encountered during its implementation, all teacher participants
admitted that TGfU was a highly effective pedagogy. However, each one welcomed
the content and philosophy of the new practice at her own different pace according to
her personal attributes.

Even though all teachers showed instances of reflective thought at some time dur-
ing the research, only Joan and Kristin displayed critical reflection at the end of the
program. Pinkstaff (1985) states that reflective journals should foremost be safe places
that encourage free expression. This was absolutely the case with the present journals,
since their content was highly confidential to encourage thoughtfulness and the ques-
tions were written in an open-ended format so as to allow the emergence of expressive
writing. However, as McCormack (2001) noted in a similar dance research project,
journal writing is not so appropriate for those who lack writing skills. That was the
case with Maria who admitted that she would rather prefer talking that writing her
thoughts on paper. Apart from Maria, it seemed that for all participants more time
was needed to build trust in this new way of thinking about practice. Deglau, Ward,
O’Sullivan and Bush, (2006) and Crawford, O’ Reilly and Luttrell (2012) confirm this
statement adding that longitudinal interventions are needed to sensitize PE teachers to
processes of critical reflection.

Ballard’s (2006) research on the development of pre-service PE teachers’ reflec-
tive abilities confirms the above statements. Ballard (2006) also adds time constraints
as factors negatively influencing the emergence of critical reflection. The activity-
rich school timetable, together with the time-consuming processes of learning to use
the constructivist protocol of the TGfU, created a heavy-duty practice for the three
teachers. In the relevant literature, teacher struggles with time management issues are
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reported as factors negatively influencing reflection (Gore & Zeichner, 1991; Kise,
20006). In the present case, this time-burden was evident in all teachers’ writings. With
the adoption of the TGfU model, the three teachers had to organize constructivist class-
rooms that encouraged and accepted student autonomy and allowed student responses
to shift game strategies and alter activity content.

According to Brooks and Brooks (1999), this shift in teaching is not an easy un-
dertaking. Howarth (2005) further states that the requirement to ask purposeful ques-
tions relates to practitioners’ experience with the use of the TGfU model and their abil-
ity to read the game accurately from the students’ perspective. Such a re-positioning of
the teacher’s authority can be problematic for some teachers, who are accustomed only
to the use of direct teaching styles. Pedagogical content knowledge and an increased
perceptiveness of students’ attitudes are traits of teacher’s professional profile that
can support such a change. TGfU relative literature supports this statement (Roberts,
2011), noting the need for more strategies and resources to support PE teachers in their
process of constructivist empowerment.

Finally, commenting on the relationship between critical reflection and tactful
pedagogical practice, we believe that the two are interviewed with the phenomenol-
ogy of each teacher’s world. In our case, each PE teacher interpreted from a different
perspective their students’ responses, feelings and desires, shading a different light on
their gestures and expressions. Each adopted a different frame of “how much to expect
from students” which was tied to her personal interpretations of what was appropri-
ate for each circumstance. For Maria, it was discipline that guided her frame of mind,
while Kristin employed intelligence and rationale to link experience with practice.
Joan adopted a more affective attitude to approach students’ frustration, shyness and
interest, so as to determine her actions and options. Coming to know all of them, it
becomes clear that every one’s stance was tied to the qualities of her character, which
are more than respected.

As van Manen (1995) states, due to their social complexity, classroom incidents
cannot be approached with a predetermined set of principles or theories. For this rea-
son, the use of an absolute hierarchy in categorizing teachers’ aspects of reflection is
not the ultimate idea. The different levels of reflection reached by PE teachers in the
present study do not denote a qualitative categorization of their thinking and acting.
The categorization presented above provides a picture of their different aspects of
thinking, which was foremost used to know each teacher personally. With teachers’
reflective patterns in mind, the research facilitator understood better the influence of
certain ideological constraints on their taken for granted practices and personalized
her guidance and feedback accordingly. Ultimately, this was absolutely needed since
the facilitator’s role was to help PE teacher maintain continued engagement with the
program and develop an objective understanding of the model.

Nisbett (2005) states that objectivity is first understood through the individual’s
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subjective experiences. Therefore, teachers should be given continuous opportunities
to explore and envisage their origins before they are persuaded to change and develop
professionally. We believe that our teachers took this opportunity and processed it dif-
ferently with their own philosophy and pace.

Conclusions

This study illustrated that the use of daily journal writing within PE teaching prac-
tice can encourage teachers’ reflective thinking and pedagogical content knowledge.
The use of van Manen’s (1977) taxonomy for the categorization of PE teachers’ re-
flective writings was deemed as an appropriate medium for analyzing teachers’ cus-
tomization with pedagogically tactful practices. Having the role of a professional and
emotional feedback “partner”, reflective journals gave teachers the chance to critically
appraise their practical knowledge, and understand how their personal philosophies
interact with their classroom dynamics. Although a case study project, this research
gives further evidence regarding the use of reflective writing as an effective medium of
PE teachers’ professional stance development. However, before such claims are sup-
ported with greater certainty, more research in the field is needed.

Ozet

Giris

Son yillarda, 6gretmen egitiminde reform programlarinda yansitma biiyiik bir fi-
kir olarak goriilmekte ve agiklanmaktadir (Zeichner & Liston, 2013) ve bu ylizden
farkli anlam ve anlayislari birlestiren ¢esitli kuramsal ¢ergevelerle tanimlanmaktadir.
Van Manen (1995) birey olarak her bir 6grencinin gelisiminde olumlu etkiye sahip
olacak O0gretimin smirlarinin, 6gretmenin yansitict diislinme ve davranma becerileri-
ne dayandigini belirtmektedir. Dewey’nin (1933) 6zgiin tanimina gore yansitma “...
herhangi bir diisiinceyi veya Onerilen bir bilgi bicimini onu destekleyen temeller ve
buna dayali olarak gelecekte olusabilecek sonuglar 1s181nda, etkin, tutarli ve dikkatli
bir sekilde ele almaktir...” (s. 9).

Ogretmenlerde yansitma kavramini bir zeka davramsi olarak (Calderhead, 1989)
aciklayabilmek i¢in birgok arastirmaci, yansitmayi farkli diizey ve tiirde incelemistir.
Bu siirede yansitict siire¢ hakkinda farkli fikir ve konular ortaya ¢ikmistir (Gore &
Zeichner, 1991; Schon, 1983; van Manen, 1977; Zeichner & Liston, 2013).

Bunlar arasindan, van Manen’in (1977) hiyerarsik kuramsal modeli, 6gretmen-
lerin yansitict diisiinme ve uygulama siirecinde gosterebilecekleri {i¢ farkli yansitma
diizeyine iliskin bir sniflandirma (taxonomy) ortaya koymaktadr. 1k diizey olan tek-
nik yansitma, sonuglar yerine araglarin diisiiniilmesine odaklanmaktadir. Burada 6gret-
men, 0gretimin etkililigine ve dnceden belirlenmis hedefleri gerceklestirmede ne kadar
etkili olduguna dikkat etmektedir. Ogretmenin dnceden belirlenmis hedefleri elestiril-
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memekte, yeterlikleri yansitic1 diisiinceye tabi tutulmaktadir. Ikinci diizey, 6gretmenin
pratik yansitmasidur ve slirecin, amacin ve ¢iktilarin temelinde yatan mantigin analizi
yapilir ve deneye tabi tutulur. Bu siirecte, amag ve ¢iktilarin askiya alinmis normlart
ve degerleri de netlestirilmeye ¢alisiimaktadir. Ugiincii diizey olan elestirel yansitma,
Ogretimin sonuglarini daha genis sosyal, politik, ahlaki ve etik bakis agilariyla ele al-
maktir. Bu yiiksek diizeyde yansitmanin amaci, otoritenin normlar1 veya onyargilari
olmadan &grencilerle ilgilenmesini ve dgrencilere adaletli davranmasii desteklemek-
tir (van Manen, 1977, ss. 226-227).

Gegmis durumlara yansitma yapmak, duygular dile getirmek ve 6gretmen yasa-
minin diger alanlari ile baglanti kurmak i¢in (Walker, 2006) giinliik yazma, dontistiirii-
cli 6grenmeyi (Mezirow, 1990) destekleyecek potansiyele sahip bir yansitma yontemi
olarak, beden egitimi (BE) (Ballard & McBride, 2010; Blair & Capel, 2011; O’Connel
ve dig., 2008) alaninda da 6nem kazanmistir. Giinliik yazma, BE 6gretmeni mesleki
gelisim programlarina yerlestirilerek yansitict yazma deneyimi iizerine elestirel dii-
siinme araci1 (Deglau vd., 20006), giindelik yasamin rutinlerine kars1 bir strateji (Attard,
2007) ve BE 6gretmenlerinin anlamli mesleki 6grenmeleri i¢in bir araci olarak (Keay,
2006; Tsangaridou, & O’ Sullivan, 1997) kullanilmistir.

Glincel arastirma bulgulari, gérev yapmakta olan BE &gretmenlerinin yansitici
topluluklarda yer almasima iliskin ihtiyact vurgulamaya devam etmektedir (Standal
& Moe, 2013). BE aragtirmacilar1 boylamsal ve uygulama baglantili miidahalelerin
gerekli oldugu konusunda hemfikirdir. Bu miidahaleler, BE 6gretmenlerinin bilgi ve
becerilerini gelistirmelerine ve uygulama alanlarim elestirel bir sekilde degerlendir-
melerine yardimcei olmaktadir (Kirk & Tinning, 1992).

Yukarida belirtilenleri temel alan bu arastirmanin amaci, giinliik yazmanin hem
Ogretmenlerde yansitma igin bir ara¢ olarak, hem de BE mesleki gelisim programi
icinde 0gretmenlerin gelisim siirecini kaydetmeye yarayan bir arastirma araci olarak
kullanimin1 incelemektir.

Programa ii¢ kadin BE 6gretmeni katilmig ve bu dgretmenler “Anlamak i¢in Og-
retim Oyunlar1 (AiQO)” &gretimsel modelini nasil kullanacaklar1 konusunda egitim
almistir (Bunker & Thorpe, 1982). AiOO, dgrencilerin taktiksel farkindaliklarini ve
zeka odakli oyun performanslarini gelistirmek i¢in, gelisimsel olarak uygun ve diizen-
lenmis oyunlar1 uygulayan oyun merkezli 6gretimsel bir modeldir (MacPhail, Kirk &
Griffin, 2008; Rovegno ve dig., 2001). AiOO, yapilandirmaciligin onciillerini temel
alarak, 6gretimi gerceklestirirken dgretmenleri daha ¢ok “ayaklar tizerinde durmayi1”
diisiinme ve derslerini 6grencilerin gelisimsel ihtiyaglarina gére diizenleme konularin-
da cesaretlendirmektedir (Butler, 2005; Light, 2008; O’Leary, 2012).

Bu ¢aligmada, tiim BE 6gretmenleri iki aylik bir siiregte toplam 24 adet AiOO
tasarlamak ve uygulamaktan sorumlu olmustur. Her oyunun uygulanmasinin ardindan,
tiim 6gretmenler onceden verilen rehber dogrultusunda kendi yansitici giinliiklerini
tamamlamistir. Giinliik yazilari, iic BE 6gretmeninin yansitma diizeylerini belirlemek
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amaciyla, van Manen’in (1977) li¢ yansitma diizeyine (teknik, pratik, elestirel) gore
analiz edilmistir.

Yontem

Arastirmada BE 6gretmenlerinin kullandigi soyut ve karmasik yansitma siirec-
lerini yakalayabilmek icin nitel durum c¢alismast deseni benimsenmistir (Yin, 2003).
Bu desen, yazarlarin ¢alisma devam ederken olgularin tanimlarini toplamasina ve veri
toplama ile verilerin analizi siirecinde yeni anlamlar kesfetmesine olanak saglamistir.

Katilimcilar

Aragtirmanin yapildig1 donemde, aragtirmaya katilan BE 6gretmenleri (Takma
isimleri Maria, Joan ve Kristin olarak belirlenmistir.), Pircaus’ta (Yunanistan) Atina
Universitesi Spor Egitimbilimi Laboratuvari tarafindan desteklenen bir arastirma pro-
jesine katilma istegi gosteren tek deneysel egitimbilim okulunda ¢alismaktadir. Tiim
ogretmenler sozlii olarak arastirmaya katilma isteklerini belirtmistir. Bu istekler iini-
versite etik kurulu tarafindan da onaylanmistir. Aragtirmaya baglamadan 6nce tiim 6g-
retmenler, daha 6nce AiOQ’ya iliskin bir deneyimlerinin olmadigini ve uygulamala-
rinda genellikle dogrudan 6gretim yontemlerini kullandiklarimi belirtmiglerdir.

AiOO mesleki gelisim programi

AiOO mesleki gelisim programu birbirini izleyen ii¢ asama ile uygulanmustir. i1k
asamada, dgretmenlerin modelin felsefesini tanimalari ve modelin pedagojik ilkele-
rine asina olmalar1 i¢in, kuramsal calistaylar ve uygulama toplantilari tasarlanmistir.

Iki aylik bir siireci kapsayan ikinci asamada, her bir 6gretmen bir sinifinda 24 BE
{initesi tasarlamak ve uygulamaktan sorumlu tutulmustur. Bu iiniteler AiOO’nun iig
farkli boyutuna dayandirilarak hazirlanmistir: Hedef, Ag/Duvar (Net/Wall) ve Istila
Oyunlart (her bir boyutta sekiz oyun olmak {izere) (Griffin & Butler, 2005). Maria ve
Kiristin D diizeyinde 6grencilerden (her bir smif i¢in n=25) sorumlu iken Joan B diize-
yinde 6grencilerden (n=25) sorumlu olmustur.

Dersler, her bir 6gretmenin sinifinin gelisimsel ihtiyaglarini ve Yunan BE 6gretim
programi tarafindan belirlenmis ilkokullar i¢in 6grenme ¢iktilarini karsilayacak sekilde
tasarlanmstir. Her bir {inite uygulanmadan dnce, ders planlarinin elektronik kopyalari,
bu arastirmanin ilk yazarina génderilmistir. ilk yazar burada arastirma kolaylastiricist
(facilitator) olarak bir gorev Ustlenmistir. Kolaylastirici, linitelerin modelin ilkelerine
uygunlugu ve baglantisi, oyunlarin bigimi ve yapisi, secilmis etkinliklerin sunumu,
sorularin tiirii ve ifade edilig bigimleri, oyun alanlar1 ve araglarimin se¢imi gibi konu-
larda rehberlik etmis ve doniit vermistir. Tiim bunlar derslerden 6nce uygulanmaistir.
BE 6gretmenlerinin modeli kullanmadaki bilgi ve yeterliklerini artirmak amaciyla, se-
cili ders gozlemleri, derslerin goriintiilii kayitlar ve grup tartismalari okulun BE ders
programi gercevesinde yapilmustir.
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Her bir 6gretmen, bir tiniteyi uyguladiktan sonra 24 saat i¢inde yapilandiriimig
yansitict giinliigiinii doldurmustur. Bu giinliikler programin sonunda van Manen’in
(1977) ii¢ yansitma diizeyine gdre tematik olarak analiz edilmistir. Tiim giinliikler,
Pultorak’in (1993) yansitici sorularina gore yapilandirilmis ve 6gretmenlerin elestirel
bir sekilde 6z-degerlendirmelerini yapmasina yardimci olacak bigimde tasarlanmustir.

Uciincii asamada ise modelin kullanimmna iliskin farkli diisiince ve izlenimleri
resmetmek amaciyla her bir 6gretmenle ayr ayri, yar1 yapilandirigsmis goriismeler ger-
¢eklestirilmistir. Bu goriismelerin analizlerinin gelecekte daha biiytlik ¢apli bir arastir-
ma projesinin par¢asi olmasi planlanmistir.

Verilerin analizi

24 adet BE dersine iliskin yansitici giinliikten, yalnizca on altisi (her 6gretmen igin
Ag/Duvar ve Istila iiniteleri) tematik analize tabi tutulmustur. ilk sekizde olan Hedef
iinitesi giinliikleri, giinliiklerin kodlanmas siirecinde yer alabilecek iki uzmanin egiti-
mi i¢in kullanilmistir. Mandigo’ya (2003) gére AiOO’nun hedef boyutu, (a) 6grenci-
lerin oyun performansini ve (b) BE dgretmenlerinin AiOO’yu anlamasim gelistirmek
i¢in basit diizeyde ve yeterlidir. Bu diisiince ile sekiz giinliik, iki uzmana aragtirmanin
amacini ve kodlama siirecinin islevsel degerini gdstermek i¢in ve uzmanlari, gézlem
ile kayit altina almanin farkli yollarina iligkin egitmek i¢in kullanilmigtir (Reid, 1982).

Verilerin analizinden 6nce arastirmanin ilk yazari, giinliikk kodlama 6lgiitlerini
olusturmak i¢in 6zel olarak egitilmis uzman (arastirmada yer almamaktadir) ile go-
rligmistiir. Yazar ve uzman, BE 6gretmenlerinin Hedef giinliigii yansitict sorularina
verdikleri tiim cevaplart okumus ve bu cevaplarin her birini van Manen’in (1977) {i¢
yansitma diizeyinden birine tanimlamistir. Bu egitim siirecinin sonunda iki uzman ara-
sinda %85 oraninda bir fikir birligi oldugu goriilmiistiir.

Kalan on alt1 giinliikteki her bir soru-cevap, ham veride agik bir sekilde gorii-
len BE Ogretmenlerinin deneyimlerinin altinda yatan yapiy1 anlamak amaciyla, van
Manen’in (1977) yansitma diizeylerine gore kendi tematik analizine tabi tutulmustur
(Thomas, 2006). Giinliik kodlama siirecinde, her yansitict ciimle tiim uzmanlar tara-
findan ayr1 ayr1 okunmustur ve igerigi ii¢ yansitici boyuttan biri ile iliskilendirilmistir.
Sonrasinda ise her uzman tiim AiOO boyutlarinin sorularma 6zet puan atamistir.

Ornek olarak, ardisik Ag/Duvar iinitelerinin toplamu igin, her bir uzman giinliik
sorularina ayr1 ayri toplam bir van Manen puani (teknik, pratik ve elestirel yansitma)
atamistir. Bu puan, 6gretmenin ifadesinde en ¢ok tekrar eden yansitma tiiriine goére
belirlenmistir. Ayn1 islemler Istila iiniteleri icin de yapilmistir. Ogretmenin verdigi ce-
vabin toplam degerden farkli bir yansitma diizeyine karsilik geldigi durumlarda, 6zel
olarak tartismak ve tekrar analiz etmek i¢in bu durum not edilmistir. Uzmanlarin 6zet
puanlar1 kodlamanin giivenirligini su formiile gore kestirmek i¢in bir araya getirilmis-
tir (van der Mars, 1989): Giivenirlik=uzlasmalarin sayisi / (toplam uzlagsmalarin sayist
+ anlagmazliklar).
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Analizin sonunda, iki uzman arasinda %80 oraninda bir uzlasmaya varildig1 go-
riilmiistiir. Ancak verilerin analizi lizerine tartismalarin ardindan neredeyse tam bir
uzlagsmanin saglanabilecegi konusunda fikir birligine varilmistir.

Bulgular — Tartisma

Modelin uygulandigi iki ay boyunca, li¢ 6gretmenin de giinliiklerinde yansitma-
nin li¢ diizeyine iliskin 6rnekler belirlenmistir. BE 6gretmenlerinin giinliik sorularina
verdikleri cevaplar, “hatalar diizeltme (fix iz)” mantigindan diisiincede ve davranislar-
da daha 6grenci merkezli bir odaga kaymistir (Schon, 1987).

William vd. (2002) fizyoterapi 6gretmen adaylariin yansitici diisiinmelerini ince-
ledikleri arastirmalarinda buna benzer bulgular ortaya koymuslardir. Pultorak’in aday
Ogretmenlerin yansitici diistinme siireglerinin gelisimi {izerine yaptigi calismalar (1993,
1996), 6gretmenlerin alanda egitimci olarak deneyim kazanmasiyla yansitmanin van
Manen’in modelindeki gibi birden iige kadar gelisim gosterdigini ortaya koymustur.
Bu aragtirmada da buna benzer bir bulgu elde edilmistir. Farkli odak noktalar1 olmasi-
na ragmen, Maria, Joan ve Kristin programin teknik boyutunda yansitma gdstermeye
baglamustir. Dersin bazi anlarinda elestirel yansitmaya ulagsmay1 bagarmiglardir.

AiOO modelini uygulama ile birlestirmeye cabalarken tiim 6gretmenler, temel
inanglarin1 degistirme yolunda paradigmatik bir degisim gegirerek aday bir 6gretmen
gibi davranmak zorunda kalmistir. Ciinkii 6grencilerin ilgi ve ihtiyaglarini kargilama-
ya ¢aligirken 6gretim oyunlarina yonelik taktikten beceriye dogru (tactics-to-skill) bir
yaklasim benimsemek zorunda kalmislardir (Sweeney, Everitt, & Carifio, 2003). Bu-
nunla birlikte, 6gretmenler modelin kullanimina iliskin deneyim ve giiven kazandikg¢a
kendi 6gretim bigimleri ve tiim grencilerin performanslari arasinda yeni baglantilar
kurmaya ve 6grencilerin performansina olan katkilarini gérmeye baslamiglardir. Aras-
tirmaya katilan tiim 6gretmenler, modelin uygulanmasi siirecinde karsilastiklar: zor-
luklara ragmen AiOO’nun oldukga etkili bir egitim uygulamas1 oldugunu belirtmistir.
Bu bulgu aragtirmacilar tarafindan hos karsilanmistir ¢linkii Kirk’e (2009) gore gorev
yapmakta olan BE 6gretmenlerinin dogrudan 6gretimsel model ve stratejileri benimse-
digi goriilmektedir. Bu durum, 6grencilerin teknik performanslarinin ¢iktilarina dayalt
ve fazla diizenlenmis 6grenme ortamlar1 yaratmaktadir.

Bu arastirmada her 6gretmenin bu yeni uygulamanin felsefesini ve igerigini 6g-
renmesi kendi 6zellikleri ve deneyimlerine gore farkli bigimlerde olmustur (Nisbett,
2005). Brooks ve Brooks (1999) ile Howarth’a (2005) gore bu beklenen bir durumdur
¢linkii 6gretimde yapilandirmaci degisimleri gergeklestirmek kolay girisimler degildir.
Ha vd. (2008) ve Cushion (2009) 6gretmenlerin mesleki gelisim programlar1 araci-
ligryla kendi degisim ve gelisimlerini deneyimleyene kadar degisime ikna edileme-
yeceklerini belirterek bu bulgulari desteklemektedir. AiOO ile iliskili alan yazin da,
BE 6gretmenlerine yapilandirmaci giiclendirme siirecinde katki saglayacak daha ¢ok
kaynak ve stratejiye ihtiya¢ oldugunu belirterek bu ifadeyi desteklemektedir (Roberts,
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Arastirma siiresince tim 6gretmenlerin yansitici diislince drnekleri sergilemesine
ragmen yalnizca Joan ve Kristin programin sonunda elestirel yansitmadan drnekler
sunmustur. Williams ve Wessel (2004) giinliikk yazmanin elestirel diisiinceyi destekle-
yebilecegini ifade etmektedir ancak giinliikk yazma, yazma becerileri gelismemis birey-
lerde elestirel diistincenin artirtlmasi i¢in pek de uygun goriilmemektedir (McCormack,
2001). Maria’da gozlenen durum bu olmustur. Maria giinliikklerin kendini ifade etmek
icin giivenli yerler oldugunu ifade etmesine ragmen (Pinkstaff, 1985) diisiincelerini
kagida yazmak yerine konusmayi tercih ettigini belirtmistir. Bununla birlikte, Maria
disinda diger 6gretmenlerin uygulamada yeni diisiince bi¢imine giiven olusturmalari
icin daha ¢ok zamana ihtiyaclarinin oldugu goriilmiistiir. Ballard (2006), Deglau vd.
(2006) ile Crawford, O’Reilly, ve Luttrell (2012), 6zellikle bol etkinlige dayali calis-
ma takvimi olan BE 6gretmenleri i¢in boylamsal miidahalelerin yapilmasina ihtiyag
oldugunu belirtmektedir. Boylece 6gretmenlerin elestirel yansitma siirecine alismalari
saglanabilir.

Sonug

Mesleki ve duygusal olarak doniit saglayan bir “ortak (partner)” roliine sahip olan
yansitic1 glinliikler, 6gretmenlere uygulamaya iliskin bilgilerini elestirel bir bigimde
degerlendirme firsat1 sunabilir. Boylece 6gretmenler siif i¢i dinamikler ile kisisel fel-
sefelerinin nasil etkilesime gectigini anlayabilir. Ancak bu iddialar kesin bir sekilde or-
taya atilmadan Once alanda daha ¢ok arastirmanin yapilmasina ihtiya¢ bulunmaktadir.

References / Kaynaklar

Attard, K. (2007). Habitual practice vs. the struggle for change: can informal teacher
learning promote ongoing change to professional practice? International Studies
in Sociology of Education, 17(1-2), 147-162.

Ballard, K.K. (2006). Using van Manen s model to assess levels of reflectivity among
preservice physical education teachers. (Unpublished doctoral dissertation). Tex-
as A&M University, Texas.

Ballard, K. K., & McBride, R. (2010). Promoting preservice teacher reflectivity: Van
Manen may represent a viable model. Physical Educator, 67, 58-73.

Blair, R., & Capel, S. (2011). Primary physical education, coaches and continuing pro-
fessional development. Sport, Education and Society, 16(4), 485-505.

Brooks, J.G., & Brooks, M.G. (1999). In Search of Understanding: The Case for
Constructivist Classrooms. ASCD.

Bunker D. & Thorpe R. (1982). A model for the teaching of games in secondary
schools. Bulletin of Physical Education, 18(1), 5-8.

Butler, J.I. (2005). TGfU pet-agogy: old dogs, new tricks and puppy school. Physical



358 Dania Aspasia, Bakali Alexandra, Marathou Matina, and Mikeli Penelope

Education and Sport Pedagogy, 10(3), 225-240.

Calderhead, J. (1989). Reflective teaching and teacher education. Teachers and Teac-
her Education, 5(1), 43-51.

Crawford, S., O’Reilly, R., & Luttrell, S. (2012). Assessing the effects of integrating
the reflective framework for teaching in physical education (RFTPE) on the teach-
ing and learning of undergraduate sport studies and physical education students.
Reflective Practice, 13(1), 115-129.

Cushion, C.J. (2009). Modeling the complexity of the coaching process. Soccer Jour-
nal, 54(1), 8-12.

Deglau, D., Ward P., O’Sullivan, M., & Bush, K. (2006). Professional dialogue as pro-
fessional development. Journal of Teaching Physical Education, 25(4), 413-427.

Dewey, J. (1933). How we Think: A Restatement of Reflective Thinking to the Educa-
tive Process. Boston: D. C. Heath.

Gore, J.M., & Zeichner, K.M. (1991). Action research and reflective teaching in pre-
service teacher education: A case study from the United States. Teaching and
Teacher Education, 7(2), 119-136.

Griffin, L., & Butler, J. (2005). Teaching Games for Understanding. Theory, Research
and Practice. lllinois. Human Kinetics.

Ha, A.S., Wong, A.C., Sum, R.K., & Chan, D.W. (2008). Understanding teachers’ will
and capacity to accomplish physical education curriculum reform: The implica-
tions for teacher development. Sport, Education and Society, 13(1), 77-96.

Howarth, K. (2005). Introducing the TGfU model in teacher education programs. In L.
Griffin, & J. Butler (Ed.), Teaching Games for Understanding: Theory, Research
and Practice (pp. 91-105). Champaign, IL: Human Kinetics.

Keay, J. (2006). Collaborative learning in physical education teachers’ early-career
professional development. Physical Education and Sport Pedagogy, 11(3), 285-
305.

Kirk, D. (2009). Physical Education Futures. London: Routledge.

Kirk, D., & Tinning, R. (1992, April). Physical education pedagogical work as praxis.
Paper presented at the AERA Annual Meeting, Physical Education SIG, San Fran-
cisco, 20-24 April.

Kise, J.A. (2006). Differentiated Coaching: A Framework for Helping Teachers
Change. Corwin Press.

Light, R. (2008). Complex learning theory- Its epistemology and its assumptions about
learning: Implications for physical education. Journal of Teaching in Physical
Education, 27,21-37

MacPhail, A., Kirk, D., & Griffin, L. (2008). Throwing and catching as relational skills
in game play: situated learning in a modified game unit. Journal of Teaching in
Physical Education, 27(1), 100-115.

Mandigo, J.L. (2003). Using problem-based learning to enhance tactical awareness in



Journal of Teacher Education and Educators 359

target games. In J. Butler, L. Griffin, B. Lombardo & R. Natasi (Ed.), Teaching
Games for Understanding in Physical Education and Sport: An International Per-
spective (pp. 15-28). Oxon Hill, MD: National Association for Sport and Physical
Education.

McCormack, A. (2001). Using reflective practice in teaching dance to preservice phys-
ical education teachers. European Journal of Physical Education, 6(1), 5-15
Mezirow, J. (1990). How critical reflection triggers transformative learning. Fostering

Critical Reflection in Adulthood, 1-20.

Nisbet, J. (2005). What is educational research? Changing perspectives through the
20th century. Research Papers in Education, 20(1), 25-44.

O’Connell, T.S., & Dyment, J.E. (2011). Health and physical education pre-service
teacher perceptions of journals as a reflective tool in experience-based learning.
European Physical Education Review, 17(2), 135-151.

O’Leary, N., (2012). The Influence of occupational socialization on physical educa-
tion teachers’ interpretation and delivery of teaching games for understanding.
(Unpublished doctoral dissertation). University of Bath.

Pinkstaff, E. (1985). An experience in narrative writing to improve public health prac-
tice by students. Journal of Nursery Education, 24, 5-28.

Pultorak, E. (1993). Facilitating reflective thought in novice teachers. Journal of
Teacher Education, 44(4), 288-295.

Pultorak, E. (1996). Following the developmental process of reflection in novice teach-
ers: Three years of investigation. Journal of Teacher Education, 47(4), 283-291.

Reid, J.B. (1982). Observer training in naturalistic research. In: D.P Hartmann (Ed.),
Using Observers to Study Behavior. New Directions for Methodology of Social
and Behavioral Science (pp. 37-51). Jossey-Bass, San Francisco.

Roberts, S. J. (2011). Teaching games for understanding: The difficulties and challeng-
es experienced by participation cricket coaches. Physical Education and Sport
Pedagogy, 16(1), 33-48.

Rovegno, 1., Nevett, M., Brock, S., & Barbiaz, M. (2001). Teaching and learning of
basic invasion game tactics in fourth grade: A descriptive study from a situated
theoretical perspective. Journal of Teaching in Physical Education, 20, 370-388.

Standal, @. F., & Moe, V. F. (2013). Reflective practice in physical education and phys-
ical education teacher education: A Review of the literature since 1995. Quest,
65(2), 220-240.

Schon, D.A. (1983). The reflective practitioner: How professionals think in action.
New York: Basic Books.

Schon, D. (1987) Educating the Reflective Practitioner. San Francisco: Jossey-Bass.

Sweeney, M., Everitt, A., & Carifio, J. (2003). Teaching games for understanding: a
change in paradigm for undergraduate students. In J. Butler, L. Griffin, B. Lom-
bardo, & R. Nastasi (Ed.), Teaching Games for Understanding in Physical Edu-



360 Dania Aspasia, Bakali Alexandra, Marathou Matina, and Mikeli Penelope

cation and Sport: An International Perspective (pp. 113-121). Oxon Hill, MD:
National Association for Sport and Physical Education.

Thomas, D.R. (2006). A general inductive approach for analyzing qualitative evalua-
tion data. American Journal of Evaluation, 27(2), 237-246.

Tsangaridou, N. (2008). Trainee primary teachers’ beliefs and practices about physi-
cal education during student teaching. Physical Education and Sport Pedagogy,
13(2), 131-152.

Tsangaridou, N., & O’Sullivan, M. (1997). The role of reflection in shaping physi-
cal education teachers’ educational values and practices. Journal of Teaching in
Physical Education, 17, 2-25.

van der Mars, H. (1989). Observer reliability: Issues and procedures. In P.W. Darst,
D.B. Zakrajsek & V.H. Mancini (Ed.), Analyzing Physical Education and Sport
Instruction (pp. 53-81). Champaign, Illinois: Human Kinetics.

van Manen, M. (1977). Linking ways of knowing with ways of being practical. Cur-
riculum Inquiry, 6(3), 205-228.

van Manen M. (1995). On the epistemology of reflective practice. Teachers and Teach-
ing: Theory and Practice, 1(1), 33-50.

Walker, S.E. (2006). Journal writing as a teaching technique to promote reflection.
Journal of Athletic Training, 41(2), 216-221.

Williams, R., & Wessel, J. (2004). Reflective journal writing to obtain student feed-
back about their learning during the study of chronic musculoskeletal conditions.
Journal of Allied Health, 33, 17-23.

Williams, R., Wessel, J., Gemus, M. & Foster-Sargeant, E. (2002). Journal writing to
promote reflection by physical therapy students during clinical placements. Physi-
otherapy Theory and Practice, 18, 5-15.

Yin, R.K. (2003). Case Study Research: Design and Methods (3rd ed.). Thousand
Oaks, CA: Sage.

Zeichner, K.M., & Liston, D.P. (2013). Reflective Teaching: An Introduction. Rout-
ledge.



