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Abstract

The purpose of this study was to compare and anayze the
differences between elementary, middle, and high school physical
education classes in Korea based on teacher and student behavior
and teacher-student interaction patterns. The subjects who
participated in this study were fifteen certified full-time physical
education teachersat sel ected schoolsin Seoul. Teacher and student
behavior and teacher-student interaction patterns were coded using
Cheffers Adaptation of Flanders Interaction Anaysis System
(CAFIAS). Statistically significant differences in the teacher and
student behaviors among the three school levels were analyzed
using a Kruskal-WallisANOVA. Additional multiple comparisons
using the Mann-Whitney U test were employed when significant
differences resulted from the Kruskal-Wallis ANOVA among
the three school levels. This study demonstrated that elementary
school physical education classes exhibited more humanistic
behaviors. In contrast, middle school classes were conducted with
a great dea of teacher input and high school classes had a very
structured atmosphere.
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Historically, educational trends have followed cyclical patterns
reflecting the changing conditions and demands of society. As
the pendulum of educational values has swung back and forth,
two educational philosophies have emerged within the teaching
profession, both claiming to provide the best education for
students. Thesearethetraditional philosophiesand the progressive
philosophies.

These two philosophies approach the educational process from
different perspectives. The traditional perspective represents a
top-down approach to the process of teaching and learning, with
the principal role of the teacher to disseminate knowledge and
control the learning process, while students are expected to acquire
objective knowledge by digesting facts and concepts and searching
for correct answers.

In contrast, the progressive perspective presents a bottom-up
approach in which the teacher's role is primarily to encourage
students to pursue their own educational objectives. In this
model, students are taught to generate their own questions and
answers, express their own ideas and thoughts, and seek out their
own solutions to problems rather than simply receiving them from
teachers.

However, in spite of their differing approaches to the
educational process, traditionalists and progressivists share the
same goal, namely to develop the ability of studentsto reach their
full potential. In both cases, this goal can only be achieved with
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quality teaching by competent teachers. Thus, regardless of the
philosophical approach, teachers play an extremely important role
in helping students achieve the intended educational goals. Since
students must learn in an effective manner in order to acquire
knowledge, teachers must provide effective teaching in order for
students to receive a quality education.

As a result, the study of teaching has become a prominent
area of interest in the field of education. As our profession has
progressed, some educational scholars endeavored to study the
art of teaching in a more analytical way and therefore devel oped
scientific observational techniques to validate their research
(Hilberg, Waxman, & Tharp, 2004; Ornstein, 1986). The use of
observational systems specifically designed to examine a wide
variety of teacher and student behaviors has profoundly affected
research on teaching and teacher training (Rink, 2006; Schempp,
2003; Senne, 2004). Consequently, the teaching process is no
longer viewed as a nebulous, inexplicable interaction between
the teacher and student, but rather a process that can be planned,
systematically observed, and readily assessed.

Research employing observation techniques in the field of
educational studies as a whole has greatly impacted the research
approach of those specifically studying physical education (Lee,
2003; Tinning, Macdonald, Wright, & Hickey, 2001). Various
systematic observation techniques which enable a more objective
investigation of the teaching and learning process have been
developed for the study of physical education. Continued research
efforts employing systematic observation techniques are needed to
pursue previously unexplored teacher behavior variables (Marco,
Mancini, Wuest, & Schempp, 1996).

Since the mid-1980s, South Korean sports pedagogues have
been actively engaged in the study of teaching, making use of
systematic observation techniques. Their findings have made
an invaluable contribution toward our improved understanding
of the current state of formal physical education in South Korea.
However, despite the remarkable achievements made in the field,
the majority of studies to date have concentrated on examining
teacher effectiveness based largely on the amount of time students
spend on task while in physical education classes (e.g., Chang,
1996; Cho, 2003; Choi, 2000; Choi, 2004; Ji, 2008; Kang, 1989;
Kim, Hwang, & Park, 2002; Kim, 2006; Kim, 2000; Kim, 2001;
Kim & Jeong, 1994; Kim, 2005; Ko, 1988; Kwak, 2006; Lee,
2007; Paek & Lee, 2003; Park, 2007; Park, 2001; Park, 2003; Yoo,
1989; Youn, 1994).

As aresult, there is an obvious need to broaden this approach
by studying the complex act of teaching in physical education
settings. Thisstudy aimed to expand the current body of knowledge
by observing, describing, comparing, and analyzing teacher and
student behaviorsaswell asteacher and student interaction patterns
among elementary, middle, and high school physical education
classesin South Korea.

Several studies investigating the differences between physical



education classes at different grade and school levelswere donein
the 70s, 80sand 90s. These studiesemployed avariety of systematic
observation techniques to uncover similarities and differences
across school or grade levels. However, the findings of these
studies were scant, contradictory, and inconclusive. For example,
the studies conducted by Stewart (1977), Morgenegg (1978), and
Lombardo (1979) found that positive teacher behaviors increased
asschool or grade level decreased. These resultswereinconsistent
with those of study conducted by Schempp (1986) who found that
praise or encouragement from the teachers, and acceptance from
the teacher increased as school or grade level increased.

In other studies, Pieron and Hacourt (1979) and Schempp
(1986) found that lecturing from the teachers increased as grade
level increased. However, these findings were contradictory to
those of Anderson and Barrette (1978), Yoon et a. (1996), Cheffers
and Mancini (1978), Lombardo (1979), and Buckett (1983), which
revealed that teacher contribution increased as school or grade
level decreased, and student contribution increased as school or
grade level increased.

Method
Participants

Eleven schools were randomly selected from the five different
school districts in Seoul, South Korea. Of the eleven schoals,
fifteen certified full-time elementary (n=5), middle (n=5), and high
(n=5) school physical education teachers volunteered to participate
in the study. All subjects were male teachers, smply because a
significant majority of physical education teachers in South Korea
aremale.

In this study, the elementary school classes consisted of one
each of a third, fourth, and fifth grade, and two of sixth grade.
Since physical education in the first and second grades is conducted
alongside music and fine arts as an integrated subject, these grade
levels were not included in the selection of elementary school
physical education classes. Middle school classeswereone seventh
grade and two of eighth and ninth grades. High school classeswere
one tenth grade and two of eleventh and twelfth grades. Several
activities were shown in both indoor classes and outdoor classes.
For instance, there were two handball, two basketball, one track &
field, one badminton, two gymnastics, one tennis, two volleyball,
one jump rope, and three miscellaneous games.

I nstrumentation

Cheffers’ Adaptation of Flanders’ Interaction Analysis System
(CAFIAS) was used as an instrument to identify the dependent
variables in teacher and student behavior as well as teacher-
student interaction patterns. Cheffers (1972) developed CAFIAS
to allow a clearer and more complete description of direct and
indirect verbal and non-verbal teacher and student behavior as
well as interactions between teachers and students in physical
education classes. The CAFIAS was also employed to analyze
class structure, teaching agencies, and student response behaviors
(Cheffers, Amidon, & Rodgers, 1974). The behaviors classified
by CAFIAS were recorded every three seconds, or whenever the
behaviors changed.

Cheffers (1972) determined the validity of CAFIAS by
comparing "blind" interpretations to "live" interpretation. He
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reported a Pearson Product Moment Correlation of .80, which
was converted to a t-ration of 3.5 (p<.05). In addition, Kelly
(1995) reported that since the development of CAFIAS in 1972,
more than 180 studies have been conducted utilizing CAFIAS as
an observational technique. Through these studies, CAFIAS has
been proven to be reliable and valid.

The intra-and inter-observer reliability of CAFIAS coding
in this study was examined using the Spearman Rank-Order
Correlation Coefficient. As a result, the intra-and inter-observer
reliability was established with r = .955 and r = .966 respectively
for the 20 CAFIAS categories.

Procedures

In order to videotape the selected classes for this study, two
professional digital video cameras (SONY DSR-250 DVCAM
Camcorder and SONY DSR-300A DVCAM Camcorder) and a
clip style microphone (SANKEN COS-11) were employed. The
video equipment was operated by two video technicians during
the teachers’ regular physical education classes. One camcorder
(SONY DSR - 250) with a zoom lens took close-up shots of the
teachers. Teachers’ verbal behavior was recorded through a clip
microphone (SANKEN COS-11) whose receiver was attached to
the camera. The other camcorder (SONY DSR-300A) covered
the overall scene of the classes using a wide-angle lens. The
camcorders were positioned to optimize data collection without
interfering with class activities, controlling distortions of research
results that might be caused by the Hawthorne effect (Gay, Mills,
& Airasian, 2006).

After successfully videotaping 15 classes in selected schoals,
the videotapes from the two cameras were edited using a video
editing software program (ADOBE PREMIERE version 5.1) to
create ahorizontally-split screen picturefor visual synchronization
on atelevision monitor. The video editing software program also
incorporated an audio beeping sound every three seconds in all
edited videotapes in order to facilitate precise interval coding.
The edited contents were then recorded on VHS videotapes for
viewing.

During the review of the fifteen videotaped lessons, variables
such as teacher and student behavior as well as teacher-student
interaction patterns were coded numerically into CAFIAS taly
sheets using 20 CAFIAS categories in sequentia order, using
three second behavior intervals (Cheffers, Mancini, & Martinek,
1980). The raw scores recorded on the tally sheets during the 20
minutes for each class were entered into the CAFIAS computer
program developed by Ephraty in 1988. The computer compiled
the raw data into frequencies and percentages for each of the 20
CAFIAS categories, as well as ratios and percentages for each of
41 CAFIAS parameters.

Due to the similarity between the 20 categories and 41
parameters, 12 CAFIAS parameters were chosen from among the
41 CAFIAS parameters. The selected parameters that were not
represented in the 20 CAFIAS categories included three teacher
contribution parameters, three student contribution parameters,
three parameters examining different teaching agencies, and three
parameters examining different class structures.

The CAFIAS computer program assembled interaction patterns
between teachers and students into a basic 20X20 matrix. The
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top cellsfor the interaction patterns between teachers and students
for each lesson were extracted from the basic 20X20 matrix in
the computer program. Those cells with the highest percentages
indicated primary interaction patterns.

Data Analysis

Statistically significant differences in the teacher and student
behavior between three school levels were anayzed using
a Kruskal-Wallis oneeway ANOVA test, at the .05 level of
significance. Additional multiple comparisons using the Mann-
Whitney U test were employed when significant differences
resulted fromthe Kruskal-Wallis one-way ANOVA test betweenthe
three school levels. The Bonferroni adjusted level of significance
(p<.05/3=.017) was applied to each of the Mann-Whitney U Tests.
The statistical computation was performed using the Statistical
Package for the Social Sciences (SPSS) 15.0 for Windows.

In order to analyze the interaction patterns at each school level,
Batchelder's method (1975) was used. The interaction patterns for
each school level were determined by comparing the top 5 cells
of the basic 20X20 matrices generated by the CAFIAS computer
program.

Results
Based on Kruskal-Wallis ANOVA tests, the results showed that
there were statistically significant differences among elementary,
middle, and high school physical education levels with regard to
one CAFIAS category and two CAFIAS parameters.

They were as follows. student analytical nonverba response
(category 18\), H(2) = 6.80, p<.05; teacher acting as the teaching
agency (parameter 7), H(2) = 8.24, p<.05; and other students
acting as teaching agency (parameter 8), H(2) = 8.23, p<.05. The
one CAFIAS category and two CAFIAS parameters, aswell asthe
location of the differences as determined by the follow-up multiple
comparison using Mann-Whitney U test, are presented in Table 1
and Table 2.

In addition, comparisons of the descriptive statistics indicated
some differencesin mean scores among the three school levels (see
Table 1 & 2). The descriptive data about teacher behavior showed
that teachers at the elementary school level had higher mean
scores for verbal and nonverbal praise (category 2 & 12), verbal
and nonverbal acceptance (category 3 & category 13), verbal and
nonverbal questioning (category 4 & 14), total teacher acting asthe
teaching agency (parameter 7), a unified class structure (parameter
10), and no teacher influence as class structure (parameter 12) than
teachers at the middle and high school levels.

Meanwhile, teachers at the middle school level exhibited higher
mean scores for verba and nonverbal lecture (category 5 & 15),
verbal and nonverbal direction (category 6 & 16), nonverbal
criticism (category 17), teacher verbal and nonverbal contribution
(parameter 1 & 2), total teacher contribution (parameter 3), other
students acting as teaching agency (parameter 8), and groups of
individuals as class structure (parameter 11) than teachers at the
elementary and high school levels. Also, teachers at the high
school level had higher mean scores for verbal criticism (category

Table 1. Summary of the Kruskal-Wallis one-way ANOVA Test and the Mann-Whitney U Test as Multiple Comparisons

for the Differentiation among the Three School Levels According to 20 CAFIAS Categories

20 CAFIAS Categories E M H
M D M D M D H P

2 Teacher Use of Praise -Verbal 224 969 1820 614 1340 7.36 191 .38
12 Teacher Use of Praise -Nonverbal 6.60 6.07 6.40 219 340 195 281 24
3 Teacher Acceptance -Verbal 5.80 5.40 40 .89 .80 .84 531 .07
13  Teacher Acceptance-Nonverbal 220 492 40 .55 .80 .84 1.01 .60
4  Teacher Question -Verbal 9.60 7.23 540 344 580 335 1.25 .53
14  Teacher Question -Nonverbal 1.80 1.48 1.00 1.73 1.20 1.10 1.25 .53
5  Teacher Lecture -Verbal 8480 3381 111.00 3232 8180 4088 1.86 .39
15 Teacher Lecture -Nonverbal 7460 3335 90.00 2738 6740 3853 126 .53
6  Teacher Direction -Verba 8120 1897 86.80 10.06 8160 18.35 .06 .96
16 Teacher Direction -Nonverbal 5640 2995 6480 2790 5940 34.20 .26 87
7  Teacher Criticism -Verbal 1000 889 1960 555 21.00 9.27 5.09 .07
17  Teacher Criticism -Nonverbal 3.80 5.50 540 434 500 2.24 .86 .65
8  Student Predictable Response -Verbal 11860 75.04 7400 3122 70.60 5447 121 54
18 Student Predictable Response -Nonverbal 233.60 3593 227.60 5551 21440 62.16 .86 .64
8\  Student Analytical Response -Verbal 1840 9.37 8.60 6.31 7.60 270 472 .09
18\ Student Analytical Response -Nonverbal* 740, 313 240, 89 360, 241 6.80 .03
9  Student -Initiated Behavior -Verbal1 1480 1477 240 182 1000 9.82 261 27
19  Student -Initiated Behavior -Nonverbal 1040 1252 6.60 5.37 9.80 6.69 .39 .82
10 Confusion, Disorder, Noise 1520 9.47 6.80 179 9.60 6.8 2.06 .35
20 Silence .80 1.10 1.60 .55 1.00 141 1.62 44

Note . E = elementary school classes (n =5); M = middle school classes (n=5); H = high school classes (n=5); M = mean;

D = standard deviation. Means with different subscripts differ significantly at the Bonferroni adjusted level of significance,

p <.017 (.05/3), by the Mann-Whitney U Test. *p <.05.
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Table 2. Summary of the Kruskal-Wallis one-way ANOVA Test and the Mann-Whitney U Test as Multiple Comparisons

for the Differentiation among the Three School Levels According to 12 CAFIAS Parameters

12 CAFIAS Parameters E M H
M D M D M D H P

1  Teacher Contribution, Verbal 2782 789 3287 711 3111 765 104 .59
2 Teacher Contribution, Nonverbal 1898 752 2263 470 2098 754 104 .59
3  Tota Teacher Contribution 46.81 1504 5550 916 5209 1448 .86 .65
4 Student Contribution, Verbal 1902 1125 1138 362 1261 799 152 46
5  Student Contribution, Nonverbal 3217 482 3197 625 3373 6.30 .62 .73
6  Total Student Contribution 51.18 1405 4335 917 4634 1401 104 .59
7  Teacher as Teacher* 10000, .00 9514, 362 9649 325 824 .01
8  Other Student as Teacher* .00, 00 486, 362 351 325 823 .01
9  The Environment as Teacher .00 .00 .00 .00 .00 .00 .00 1.00
10 Class Structure as One Unit 7020 40.73 5130 4534 6810 3435 .40 .81
11  Class Structure as Group or as Individual 29.70 4082 4865 4528 3190 34.35 .68 .70
12 Class Structure with No Teacher Influence .10 22 .05 A1 .00 .00 1.08 .58

Note . E = elementary school classes (n =5); M = middle school classes (n =5); H = high school classes (n =5); M = mean;

D = standard deviation. Means with different subscripts differ significantly at the Bonferroni adjusted level of significance,

p <.017 (.05/3), by the Mann-Whitney U Test. *p <.05.

7) than teachers at the elementary and middle school levels.

The descriptive data about student behavior demonstrated
that students at the elementary school level had higher mean
scores for predictable verbal and nonverbal response (category 8
& 18), analytical verba and nonverbal response (category 8\ &
18\), initiated verbal and nonverbal behavior (category 9 & 19),
confusion (category 10), student verbal contribution (parameter 4),
and total student contribution (parameter 6) than students at the
middle and high school levels.

Meanwhile, students at the middle school level had a higher
mean score on silence (category 20) than students at the elementary
and high school levels. Also, students at the high school level
exhibited higher mean scores for student nonverbal contribution
(parameter 5) than students at the elementary and middle school
levels.

As shown in Table 3, the interaction patterns for each school
level were determined by comparing the top five cells of the basic
20X20 matrices generated by the CAFIAS computer program.
The teacher and student interaction patterns at the elementary
school level were described as 18-18-18-8-8-18-8-8-16-18,
which reflected extended predictable student nonverbal responses
followed by extended predictable student verbal responses,
predictable student nonverbal responses, extended predictable
student verbal responses, teacher nonverbal direction, and then
predictable student nonverbal responses. The patterns for the
middle school level were described as 18-18-6-18-5-5-16-18-18-6,
which reflected extended predictable student nonverbal responses
followed by teacher verbal direction, predictable student nonverbal
responses, extended verbal information from the teacher, teacher
nonverbal direction, extended predictable student nonverbal
responses, and then teacher verbal direction. The patterns for the
high school level were described as 18-18-6-18-16-18-18-6-5-5,
which implied extended predictable student nonverbal responses
followed by teacher verbal direction, predictable student nonverbal
responses, teacher nonverbal direction, extended predictable

student nonverbal responses, teacher verbal direction, and then
extended verbal information from the teacher.

Table 3. Summary of the 10 Predominant I nteraction Cells,
Frequencies, and Percentages by Three School

Levels
Cell f % Cell f %  Cell f %
18-18 437 11.23 18-18 433 11.73 1818 378 11.31
18-8 220 565 6-18 248 6.72 6-18 242 7.24
818 209 537 55 227 615 16-18 205 6.14
8-8 181 465 16-18 197 534 186 191 5.72
16-18 180 462 186 193 523 55 165 4.9
6-10 173 445 515 173 469 1816 139 4.16
186 144 370 155 171 463 515 137 4.10
5-5 138 355 18-16 126 341 188 133 3.98
5-15 123 316 188 124 336 155 127 3.80
155 122 313 818 118 322 15-15 119 3.56
Note . E = Elementary School PE classes (n =5) ;
M = Middle School PE Classes (n =5) ;
H = High School PE Classes (n=5).
f = frequency of occurrence.

Discussion

Analysis of the CAFIAS indicated that teachers at the three
school level sdemonstrated moreverbal than nonverbal contribution
because they were primarily involved in giving information and
directions, questioning, and critiquing in their teaching behaviors
rather than silently observing students practicing. In particular,
teachers at the middle school level displayed a higher total teacher
contribution than teachers at the high school level, followed by
teachersat the elementary school level. The contribution displayed
by middle school teachers was primarily comprised of verbal and
nonverbal lecturing, giving verbal and nonverbal direction, and
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verbal criticism. This suggests high teacher contribution at the
middle school level, meaning that teachers did not allow students
ampletimeto practice skillsin class. Thus, Korean middle school
students seemed to have few opportunities to participate in skills
practice due to increased information giving and direction from
the teacher.

This finding was very similar to the results from study by
Schempp (1986), which found that lecturing from the teachers
increased asgradelevel increased. Similarly, astudy by Pieron and
Hacourt (1979) showed that teacher speech increased with school
level, and student speech increased as school level decreased.
However, this finding did not concur with those of Anderson
and Barrette (1978) and Yoon et a. (1996), where teachers at the
elementary school level spent more time instructing and less time
observing than teachers at the secondary school level. Studies
by Cheffers and Mancini (1978), Lombardo (1979), and Buckett
(1983) also presented results contradictory to those of the current
study, indicating that teacher contribution increased as school or
gradelevel decreased, and student contribution increased as school
or grade level increased.

Additionally, these Korean elementary school teachers fostered
a humanistic approach emphasizing praise, acceptance of student’s
ideas, and encouragement of student questions. The contribution
exhibited by teachers at the elementary school level included
verba and nonverbal praising, verbal and nonverbal accepting,
and verbal and nonverbal questioning. The finding is consistent
with previous studies by Stewart (1977), Morgenegg (1978), and
Lombardo (1979), which revealed that positive teacher behaviors
increased as school or grade level decreased. Thisdata contradicts
the findings of Schempp (1986), which showed that praise or
encouragement from the teachers, and acceptance by the teacher
increased as school or grade level increased.

The descriptive data indicated that teacher criticism was
expressed more at the secondary school level. For example,
verbal criticism occurred more often at the high school level while
nonverbal criticism was observed more at the middle school level.
It is assumed that teachers at the Korean middle and high school
levels frequently used verbal and nonverbal criticism in order to
punish and control students. This assumption is supported by
conclusions reached by Kang (1994), who reported that teachers
at the middle school level were more often required to discipline
deviant student behaviors than teachers at the elementary school
level in South Korea.

Students at each school level seemed to be more engaged in
nonverbal than verba contribution. As a genera rule, Korean
school studentstended to exhibit nonverbal involvement in physical
education classes. Specifically, students at the elementary school
level showed higher total student contribution than students at the
middle school level, followed by students at the high school level.
Thecontribution displayed by elementary school studentsconsisted
of predictable verbal and nonverbal responses, analytical verbal
and nonverbal responses, initiated verbal and nonverbal responses,
and confusion. This suggests that the elementary school teachers
allowed students more time to practice skills during lessons.

Notably, students at all school levels generally exhibited a low
level of analytical response in the classes. However, students at
the elementary school level showed higher analytical verba and
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nonverbal responses than students at the middle and high school
levels. According to Cheffers, student analytical responses
frequently occur during game-playing. Many lessons conducted
at the Korean elementary school level consisted of game-playing,
which provided opportunities to experience “broad individual
interpretation leading to much wider cognitive activity, with
individual creativity still remaining within the scope of prediction”
(Corbett, Cheffers, & Sullivan, 2001, p. 383).

Particularly, student confusion occurred more often at the
elementary school level than at the middlie and high school levels,
while student silence occurred more at the middle and high school
levels. This was largely due to the fact that Korean elementary
school classes were conducted in a more permissive atmosphere,
and as a result, the students were somewhat more disorderly. On
the other hand, the middle and high school classes were presented
in a more teacher-dominated climate, with the students typically
more passive.

Furthermore, this study reveal ed that K orean physical education
classes represented a poor educational environment in which
a single teacher was responsible for an average of thirty-eight
students. Because of the large class size, teachers had difficulty
encouraging students to be active in class. At the elementary
school level, teachers more frequently acted asthe teaching agency
for the whole class. These findings were identical to the findings
of studies conducted by Cheffers and Mancini (1978), Lombardo
(1979), and Jung (1998) where instruction of the whole class was
found to increase as school or grade level decreased. It isassumed
that teacher instruction of the whole class is more effective for
controlling a large class containing some mischievous elementary
school students, since if games were performed in small groups,
the teacher might be too busy to maintain control of the class.

Incontrast, teachersat the K orean middleand high school classes
displayed greater use of other studentsacting astheteaching agency
in small groups. Students in secondary school are more mature
than elementary school students, making it more appropriate for
skills to be developed in a small group arrangement. Lombardo’s
(1979) study also made this observation by indicating that the
use of other students acting as the teaching agency increased as
grade level increased. Thisbehavior was attributed to the fact that
students commonly led preparatory exercises in the beginning of
the class at the Korean middle and high school levels. Moreover,
the students who could perform well were asked to demonstrate
skills, while the teacher provided concurrent commentary.

Meanwhile, some teachers at the elementary and middle school
levels showed no teacher influence on the class structure in this
study. This might be attributed to the fact that one elementary
school teacher forgot to turn off his cellular phone before teaching,
and appeared perplexed while handling the abrupt ringing of his
cellular phone. Later, the teacher received a suddenly delivered
document, and read and signed the document during the class. It
is common for teachers to deal with urgently delivered documents
and notifications even during class periods in South Korea.
Furthermore, one middle school teacher had his lesson interrupted
by a colleague, who asked him to lend him some badminton
feather shuttlecocks. These episodes indicated that teachers did
have significant influence on their classes due to their incautious
behaviors, careless preparation of equipment, and responsibilities



dealing with suddenly delivered documents. These episodes
seemed to interfere with the continuity of instruction and led to
ineffective teaching and learning processes. Therefore, school
administrators and teachers need to pay attention to creating an
environment in which teachers are more fully engaged in classes.

The most common teacher and student interaction patterns at
the three school levels predominately involved teachers giving
direction and information, while students were primarily in a
listening and obedient responding mode. Specifically, the teacher
and student interaction patterns at the elementary school level
exhibited dominant student predictable verbal and nonverbal
responses. The middle and high school levels exhibited a similar
command style of interaction. The interaction displayed by the
middle school level combined extended teacher direction, lecture,
and student predictable nonverbal responses, while the high school
level demonstrated asimilar pattern asthe middle school level, but
required fewer lectures.

In a nutshell, the findings supported the aforementioned results
that students at the Korean elementary school level had more
opportunities to be involved in activities than Korean students
at the middle and high school levels. In contrast, teachers at the
Korean middle and high school levels used more direct teacher
input than teachers at the elementary school level.

Conclusion

The analytic information in the study defined some important
implications nested in the attributes or causes that underlie the
behavior observed at all levels of Korean physical education
classes. Namely, the traditional teaching mode was employed
in classes at al levels and consisted of the teacher distributing
information and giving directions, followed by predictable student
responses, or game-paying activities. Though the traditional mode
of teaching seems to be more effective for classroom control,
safety, and organization, it is less than ideal for students because
it makes them more passive in the learning process, and therefore
leads students to become dependent on the teacher for directions.
As a result, the traditional teaching mode observed prevaently
in Korean physical education classes appears insufficient for the
development of students’ creative and cognitive dimensions.

Moreover, teachers were typically viewed as authority figures
in Korean physical education classes. The role of the teacher
was to command, and the student’s role was to obey respectfully,
with corporal punishment frequently used as an effective means
of discipline. This traditional value is deeply rooted in Korea’s
Confucian culture.

In addition, it was observed that students spent relatively long
periods of time waiting for their turn to practice and participate
because of large classsizes, resulting in wasted time and ineffective
learning.

The analytic data in the study also lead to the following
suggestions related to the aforementioned implications. First,
Korean physical education teachers need to consider how to
provide a more open, friendly, and reciprocal environment, rather
than a hierarchical and military climate, in order to enhance
learning and motivate students. Such an approach will also help to
develop student’s cognitive functions as they participate in physical
activities. Second, a reduction in class size and high teacher-to-
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student ratio is needed in Korean physical education classes in
order to promote effective teaching. In this way, teachers may
more easily support students in being active in class and can be
lessrigid in their approach to students.
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