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Abstract
Given academic priorities and budgetary

constraints in the current elementary school
milieu, the classroom teacher will likely remain
a primary physical education provider. Under-
standing classroom teachers’ perspectives related
to costs, benefits, and barriers to teaching
physical education is essential to understanding
physical education practices. Behavior choice
theory was used as a framework to guide the
investigation of teacher choices that influence
physical activity behaviors of students. Element-
ary school classroom teachers were trained to
use an evidence-based curriculum, supported
with a 4-phase professional development pro-
gram, and encouraged to provide consistent PE
to their students. Eight teachers were purpose-
fully selected and interviewed. Interview trans-
criptions were analyzed and yielded 187 meaning
units and 23 themes. PE at the elementary school
level included costs (e.g., actual instruction time,
preparation time), barriers (e.g., equipment,
environment, lack of training and support), and
benefits (to students, teachers, and society) that
impact classroom teachers’ delivery of regular
physical education. Results were discussed in
terms of strategies for long-term professional
development to overcome perceived costs and
barriers to regular delivery of developmentally
appropriate physical education (DAPE). 

Elementary School Classroom Teacher
Delivered Physical Education: 

Costs, Benefits and Barriers
Researchers and practitioners have docu-

mented the benefits of well-designed professional

development programs to reduce classroom
teachers’ resistance to teaching physical education
(e.g., Faucette, Nugent, Sallis, & McKenzie, 2002;
McKenzie, Sallis, Kolody, & Faucette, 1997).
Despite these efforts, elementary school class-
room teachers with an aversion to teaching
physical education remain pervasive (Ennis,
2006). In one state, new funding (approximately
$40 million annually) is available to hire
elementary school credentialed physical education
teachers and potentially affect over 1000 element-
ary schools (see California Governor’s Budget,
2007-08). This is not enough funding, however, to
support PE credentialed teachers’ direct services
to all children on a regular basis (e.g., 3 or more
times per week, 150 minutes per week). As a
result, empowering classroom teachers to deliver
regular physical education remains an important
part of the equation in improving current health
trends related to low physical activity rates.  

Current health trends are alarming across the
lifespan. Physical inactivity and unhealthy diets
are the cause of well over 300,000 American
deaths each year (U.S. Department of Health and
Human Services, 2000). Recent reports of
childhood obesity estimate the proportion of
young people who are overweight or obese has
more than doubled in the last 25 years, with even
higher rates among subpopulations of economi-
cally disadvantaged children (Krebs, Jacobson, &
American Academy of Pediatrics Committee on
Nutrition, 2003; U.S. Department of Health and
Human Services, 2001). Recent data from the
National Center for Health Statistics (2005)
indicate that approximately 30 percent of children
and adolescents (aged 6 through 19) are over-



weight (BMI at or above the 85th percentile for
age and gender) and 15 percent are obese (BMI at
or above the 95th percentile for age and gender).
Additionally, overweight and obese children are
at risk of developing a range of serious short- and
long-term physical and mental health problems
(Dietz, 2004; Reilly et al., 2003; Pi-Sunyer, 1999;
U.S. Department of Health and Human Services,
2001), these include, heart disease, hypertension,
type II diabetes, various forms of cancer (e.g.,
colon, breast [postmenopausal], endometrial, and
kidney), sleep apnea, depression, low self-esteem,
diminished educational attainment and earned
income, lower marriage rates, high morbidity and
premature death. Peer isolation, peer rejection,
and peer victimization are additional factors that
contribute to or result from these serious health
issues (Pearce, Boergers, & Prinstein, 2002;
Strauss & Pollack, 2003).  Furthermore, children
who are overweight or obese tend to grow up and
remain overweight or obese throughout their
adulthood (Whitaker, Wright, Pepe, Seidel, &
Dietz, 1997). Alarmingly, almost 4 out of 5 obese
young persons maintain this obesity as adults
(American Obesity Association, 2005; Freedman,
Kettel-Khan, & Dietz, 2001).

School-based physical activity (and dietary
education) programs have the potential to
positively influence childhood health indicators if
evidenced-based physical activity programs are
provided that focus on improving the quality of
physical education (Faucette et al., 2002;
McKenzie, Sallis, Faucette, Roby, & Kolody,
1993; McKenzie, Sallis, Kolody, & Faucette,
1997; Perry et al., 1997; Sallis et al., 1997). As of
2003, of the approximately 54 million children of
age to attend primary or secondary level schools
in the United States, almost 90 percent attend
public schools (National Center for Educational
Statistics, 2008). In addition, physical education
programs in schools have been one recommended
setting to begin the early promotion of health and
emphasize the importance of physical activity
(U.S. Department of Health and Human Services,
1996).

In addition to the physical activity and related
health benefits of school-based, developmentally
appropriate physical education (DAPE), research
has shown that academic test scores do not drop
when DAPE is included in the curriculum and
health-related physical education may have a
favorable effect on student academic achievement
(Dwyer, Sallis, Blizzard, Lazarus, & Dean, 2001;
Sallis et al., 1999; Shephard, 1997; Tremarche,
Robinson, & Graham, 2007). Furthermore, in the
secondary school grades evidence exists to sup-
port a positive relationship between sport and
physical activity participation and academic per-
formance (e.g., Marsh, 1993; Marsh & Kleitman,
2003). Despite the evidence in support of school-
based physical activity opportunities for children,
perceived and actual barriers exist prohibiting the
inclusion of DAPE in many elementary schools
(Ennis, 2006; Faucette et al., 2002). These barriers
include: low priority resulting from “monumental
pressures … to meet unprecedented standards in
literacy and mathematics” (Ennis, 2006, p. 52),
lack of necessary equipment and facilities to
deliver DAPE, minimal staff development often
resulting in under-prepared or apathetic teachers,
lack of accountability for delivering quality physi-
cal education programs, and apathetic or unsup-
portive administrators.

With this growing body of evidence in favor of
regular physical activity for health as well as
academic reasons, attempts have been made to
empower or train elementary classroom teachers
to deliver DAPE (Faucette et al., 2002; McKenzie
et al., 1997; McKenzie et al., 2001; Perry et al.).
Results from a two-year professional development
program (Faucette et al., 2002) indicated that
classroom teachers were supportive of an ongoing
professional development program and experienc-
ed firsthand, substantial improvements to their
own physical education programs. In another
study (McKenzie et al., 2001) the Coordinated
Approach to Children’s Health (CATCH) Pro-
gram was shown to significantly increase the time
students spent in moderate to vigorous physical
activity (MVPA) for both specialist and classroom
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teachers when compared to a control group. In-
depth interviews of classroom teachers and PE
specialists yielded information on positive
features of the CATCH program: (a) students en-
joyed participating in and teachers enjoyed teach-
ing the program (b) the curriculum materials/
activity box was well organized and easy to use
(c) appropriate training and necessary equipment
were provided to support the program and (d)
teachers agreed with the underlying philosophy of
the CATCH program.

In another study investigating the long-term
effects of the Sports, Play and Active Recreation
for Kids (SPARK) Program (McKenzie et al.,
1997), students in PE specialist schools engaged
in 40.2 minutes of MVPA per week, compared to
32.7 minutes in teacher trained and 17.8 minutes
in control schools. Although PE specialists pro-
vided the most MVPA, trained classroom
teachers provided almost twice as much MVPA
as nontrained classroom teachers. Both the PE
specialists and trained teachers who implemented
the SPARK PE curriculum had more active
students, provided more time for learning PE
content, and used more effective instructional
behaviors than nontrained teachers.

Despite the availability of evidenced-based
DAPE curricula (e.g., SPARK and CATCH),
recent success in effectively training classroom
teachers to deliver DAPE curricula, and current
education codes that mandate physical education
in the elementary grades (e.g., California
Education Code, Section 51210), many element-
ary schools do not provide regular PE (California
Center for Public Health Advocacy, 2006). This
lack of compliance is problematic given the
growing obesity epidemic as well as the strong
research evidence in favor of DAPE programs
and positive health indicators. Why are so many
districts, schools, and teachers not able (or
willing) to mandate, support, or regularly deliver
DAPE? This research is focused on addressing
this question from the teacher’s perspective.
Specifically, what are the costs, benefits, and
barriers to teaching physical education?

According to Epstein and colleagues (Epstein,
1992; Epstein, 1998; Raynor, Coleman & Epstein,
1998), behavior choice theory and behavioral
economic theory include numerous and complex
factors needed to understand physical activity
behavior choices. If participation in physical
activity (or allocation of time and resources
toward helping others engage in physical activity)
is conceptualized as a series of choices, then it is
crucial to understand factors that can influence
those choices.  Adults (e.g., teachers) are often in
power positions to make choices that influence the
physical activity behaviors of children. For
example, teaching physical education or staying in
the classroom to teach one of several other
subjects is a choice teachers are faced with every
day. A teacher’s perspective of the reinforcing
value and the accessibility of each option is
essential to understanding the choices made.
According to behavioral economic theory, the
reinforcing value of each option is an important
determinant in making choices. However, the
accessibility of the alternatives also plays an
important role. For example, teaching PE may be
viewed as having reinforcing value (over not
teaching PE) because it helps positively direct
children’s excessive energy, has a direct relation-
ship with children’s short- and long-term health,
and is positively correlated with academic
achievement. Its accessibility, however, may be
viewed as marginal due to lack of training or
comfort teaching in the subject area, poor
facilities, insufficient equipment, hot temperatures
(or some combination of these and other factors). 
The teacher may choose a less reinforcing
alternative (staying in the classroom and showing
a movie or providing free reading time) because
the preferred alternative of teaching PE is less
accessible. Understanding the costs and benefits
(or reinforcers) of and barriers (perceived accessi-
bility) to creating an environment that fosters
positive physical activity behaviors for children
(or challenging those environments that do not) is
essential to understanding the previously posed
question “Why districts, schools, and classroom



teachers are not able (or willing) to mandate,
support, or deliver regular DAPE?” 

The purpose of this study was to examine
classroom teachers’ perspectives regarding the
cost, benefits, and barriers to teaching DAPE. A
Physical Education Program (PEP) grant was
awarded to the YMCA to support after-school
and classroom based physical education at two
large southern California school districts. The
grant included training and support for classroom
teachers including necessary equipment to
support DAPE. It was expected that classroom
teachers would offer their perspectives related to
the costs, benefits, and barriers to delivering
regular DAPE and that those perspectives could
be understood within the framework of the
relative reinforcing value and accessibility of
competing behavioral choices. 

Method

Participants
Eight classroom teachers were purposefully

selected to participate in this study. Participant
selection criteria for the eight teachers included: 
(a) participants must be a credentialed multiple-
subject teacher at one of the eight targeted
schools, (b) participants must have completed a 6-
hour CATCH training (Phase 1 of professional
development), (c) participants must be moderate-
ly or strongly committed to implementing the
CATCH curriculum with their students on a
regular schedule (2 to 4 days per week for 20 to
45 minutes) as determined by the PEP project
coordinators/trainers, and (d) participants must be
undergoing Phase 3 or Phase 4 of professional
development during the interview (discussed
below). Of 11 possible participants, eight were
available and interested in participating in the
study. Two of the 11 had extended absences (one
on maternity leave and one extended illness) and
one did not want to be interviewed.

Teachers were trained between August and
October of 2005 by a CATCH Master Trainer and
support staff. As part of the grant, teachers were

provided with enough equipment to support
DAPE with their class. Class sizes varied between
17 and 31 students. The eight teachers (4 female
and 4 male) ranged in age from 32 to 55 years (M
= 40.50, SD = 9.11). The teachers had between 4
and 34 years of teaching experience (M = 13, SD
= 9.30) (See Table 1). Children were in either the
3rd or 5th grades and between 8 and 12 years of
age.

Table 1. Participant Demographics.
_______________________________________

Teaching
Teacher Age Sex Experience (yrs)_______________________________________

A 55 M 34
B 34 M 10
C 32 M 9
D 39 F 10
E 32 F 10
F 52 F 18
G 35 M 4
H 45 F 9_______________________________________

Overview of the Professional Development
Program

The professional development program was
delivered in four related and overlapping phases.
In the initial phase, the CATCH training occurred.
This standardized training lasted 6 hours and was
a combination of didactic and activity-based train-
ing. A primary emphasis of the training was to
provide several practical experiences for class-
room teachers to participate in activities and then
teach a selected activity to their peers. This
training also introduced the classroom teacher to
the CATCH box and the different cards for each
part of a lesson (i.e., warm up, go fitness, go
activity, cool down/take it home). Shortly after the
initial training, all equipment and the curriculum
box was delivered to the trained teachers. Per
school agreement, trained teachers were the only
teachers at the school allowed to use the equip-
ment. As the year progressed, additional trainings
were provided for untrained teachers and once
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trained, those teachers had access to the equip-
ment. Once the equipment and the curriculum
(CATCH boxes) were delivered, peer modeling—
the second phase of the professional development
—began.

Peer modeling was characterized by the class-
room teachers watching as a trainer taught the
lesson (the trainer also planned the lesson and set
up the teaching area). Peer modeling occurred one
time per week—lasting 40 minutes—for at least
four weeks and not more than 10 weeks depend-
ing on the classroom teacher’s comfort level and
initiative. At the end of this period, the third
phase of professional development began—the
co-teaching phase.

In the co-teaching phase, the classroom teacher
and trainer shared the teaching duties. Initially,
the trainer planned the lesson and set up the
teaching area (as with the peer-modeling phase)
and asked the classroom teacher to prepare to
lead one activity (CATCH card for warm up or go
fitness). Over a period of about 4 weeks (one 40-
minute lesson per week), the classroom teacher
was expected to assume more of the planning
duties (using the CATCH curriculum box) and
teach a larger portion of the lesson (e.g., warm up
and go fitness or go activity). The classroom
teacher was also asked to set up the teaching area
(e.g., boundaries, grid, stations).

Phase four included full integration of planning
and teaching where the classroom teacher was
responsible for 100% of the teaching duties. In
this phase, the trainer remained available (one
time per week) and provided feedback, advised
on activity selection and lesson design, and
modeled teaching practices if requested. This
phase lasted throughout the remainder of the
school year.

Interview Guides
Semistructured interviews were conducted

with all eight classroom teachers (CRT) by the
second and third authors. The interview guide
(Table 2) consisted of a set of questions and
probes used to guide CRTs to elicit responses

pertinent to their experiences related to the costs
and benefits of, and barriers to, delivering DAPE.
The questions specific to the cost, benefits, and
barriers represented the framework for the inquiry
and served to guide participants’ responses
accordingly. Probes were developed to encourage
CRTs to clarify, elaborate, or embellish answers
(Patton, 2005; Smith & Osborn, 2003). Questions
and probes for the interview guide were developed
by adhering to the tenets of behavioral choice
theory, from the authors’ experiences working
with teachers and children in physical education
settings, from feedback provided by the PEP
program coordinators, and from familiarity with
previous qualitative research with adults teaching
or coaching children (Wiersma & Sherman,
2005). 

Procedures
Permission to conduct this study was obtained

from our university’s institutional review board
and the local school district boards. Eight class-
room teachers who were trained in the CATCH
curriculum; subsequently supported in phases two,
three and four of the professional development;
and were currently offering during school physical
education were contacted and available to be
interviewed. To set up the interviews, the eight
teachers were contacted by phone or email, the
study was described, and each teacher agreed to
participate in the study. Interviews with the
teachers were conducted before or after school at
their respective schools in May or June of the
2006 school year. The interviews lasted between
25 and 55 minutes. Approximately nine months
later (February and March of 2007) each teacher
was contacted via phone and asked to participate
in a follow-up interview to assess the sustain-
ability of the program over a second academic
year. 

Data Analysis
Data analyses for the interviews were con-

ducted inductively by following the strategies
described by Patton (2005). Primarily, these 



Table 2. Interview Guide.

1. Please describe your physical education program (CATCH). Probe—What is a typical PE lesson
like?

2. Costs are the expenditure of something, such as time or labor in meeting PE objectives. What are
the costs of offering the CATCH program?  Probe—Are there any other costs you can think of?

3. Barriers are any condition that makes it difficult to make progress toward achieving PE
objectives. What barriers do you (or did you) face in implementing the CATCH program? Probe -
Any other barriers?

4. Which barriers did you overcome and how? Probe—Did you overcome any other barriers?
5. Which barriers did you NOT overcome and why?
6. Benefits are things that are advantageous or good related to PE. What are the benefits of offering

the CATCH program? Probe—Any other benefits? 
7. Describe some ways your students were influenced by the program?
8. What can the PE Specialists do differently next year to improve the PE program? Probe—Any

other things they could do?

strategies allowed themes to emerge from the
content communicated by the eight classroom
teachers. Each audio-taped interview was tran-
scribed verbatim and then analyzed by each of the
three researchers. Prior to analysis, an electronic
copy of each interview transcription was sent to
the appropriate participant. Each participant was
provided with the opportunity to send feedback
related to the accuracy of the transcription. In all
eight cases, either minor or no corrections were
made.

Each researcher performed this first stage of
analysis by separately reading each raw data
quotation and recording a phrase (or phrases) that
captured its meaning and would henceforth
function as a meaning unit. These assigned
phrases would later serve as codes to help
organize the data into like groupings or themes.
The researchers then met to discuss and agree on
the raw data quotations and congruent meaning
units to include in further analyses. Discussion
among the researchers continued until a consen-
sus was formed regarding relevant raw data
quotations and subsequent phrasing for each
meaning unit. For example, identical and
similarly phrased meaning units were kept for
further analysis (researchers decided on the best

descriptor when the terminology, not the meaning,
was in question). Meaning unit discrepancies were
resolved through discourse among the researchers,
discussing relevant meaning units in the context
of the interview question.

Related meaning units were then combined into
themes. Each theme was labeled to describe its
underlying meaning. In all cases, themes were
made up of two or more meaning units. The
themes were then further analyzed to determine
their fit within the framework of the study. At
every point, the researchers analyzed the data
independently prior to coming together to discuss
findings and make decisions related to the
groupings and further stages of analysis.

After the researchers agreed on the meaning
unit groupings (i.e., themes), a peer debrief
(qualitative methodology expert familiar with
study content and goals) provided additional trust-
worthiness to the analysis. Specifically, the peer
debrief analyzed the data looking for dis-
crepancies in meaning units and theme construc-
tion. When asked for, the peer debrief was
provided with the raw data (i.e., actual quotations)
to help support the decisions made by the
researchers regarding meaning unit phrasing, and
theme composition. In several instances, the peer
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debrief called into question the composition of a
theme (e.g., logical inclusion of a meaning unit in
a theme) and discussion ensued between the peer
debrief and the research team until a consensus
was reached.

Results
Raw data quotations from eight semistructured

interviews provided the data for the following
results. Content analysis yielded 23 themes related
to CRT commitment to and follow-through in
teaching physical education. Meaning units (187)
and themes supported the framework for the study:
costs, benefits, and barriers to teaching DAPE. 
Within this framework, each theme is discussed
below and illustrated with examples from the eight
participants’ (i.e., CRTs’) experiences. Figure 1
provides a visual display of these data with values
in parentheses representing the number of
participants contributing to the specific theme.

Costs to Teaching Physical Education at the
Elementary School Level

Costs were defined as the expenditure of
something, such as time or labor, necessary for
the attainment of a goal. Each of the eight CRTs
reported at least one cost related to teaching PE.
Four themes represented these costs: (a) instruc-
tional time, (b) outside of class time, (c) during
class time, and (d) school costs. 

Instructional time. Five teachers reported
dedicating about 100 minutes per week of the
school day to PE instruction/participation. This
was generally discussed in terms of number of
times per week PE was taught and number of
minutes per session. For example, Ms. D indi-
cated teaching PE on Monday, Tuesday, and
Friday for about 40 minutes each day. Mrs. F
elaborated, “I do a little something everyday.
Even if it’s just 10 to 20 minutes would be my
least amount of time. And then when [the trainer]
comes on Thursdays we usually go from 8:15 to
9.”

Ms. H explained,

I have extended my day so we do PE in
the morning, every morning before school
begins at 7:30 because I didn’t have-
wasn’t finding time to do PE ever, ever.
I’d never done physical education, ever,
in the eight years that I’ve been teaching
previous to this … .

Outside of class time. Six teachers reported
spending time outside of class to support their
efforts to teach PE. Examples included: (a) going
to training, (b) planning/selecting activities from
the CATCH box, (c) preparation time (lesson/
activity rehearsal), (d) development of an equip-
ment management protocol and coordinating
equipment use with other teachers, and (e) antici-
pating and studying student health issues that
could interfere their ability to safely participate in
physical education. Mr. B reported, “Just an
investment in time to go through the training and
really it’s nominal.” Mrs. F commented, “…
getting the activities planned and equipment out—
sometimes that is time consuming.” 

During class time. Three teachers also reported
spending during-class time to support the PE
program. For example, teachers reported a need
to: (a) get equipment and set up the lesson area,
(b) develop strategies to help students transition
back to the classroom, and (c) develop and
demonstrate strategies for inclusion (e.g., for
overweight and low skilled students). Mr. B
explained, “I just have to go get the equipment
because it’s stored in one place.” Mrs. E com-
mented on the need for transition strategies, “If
we go a day where I take them right out to PE and
come back in … it is a little bit harder to calm
them down just because they’ve been so active.”

School costs. Four of the teachers identified
costs that would be incurred by the school district
to support teaching PE. For example, teachers
identified that the school would need to allocate
or purchase space (e.g., metal container) to store
the PE equipment. Four teachers also mentioned



the need to maintain and replace equipment after
the grant-supported program ends. Mr. A men-
tioned the need to hire a PE specialist (i.e.
credentialed PE teacher) to sustain the program
after the grant runs out. Ms. H discussed equip-
ment storage needs, “… the equipment [is] down-
stairs in the basement so … it’s just a hassle. I’ve
been trying all year long to get … a little storage
container out here on the playground.” Mr. G
discussed the value in PE professional develop-

ment opportunities for CRTs,

We’ve never had anybody come in to
train us to do PE. We’ve had trainers for
language arts you know reading, writing,
math, ELD all these different academic
things, … so it’s a great idea and I think
that [the district] should train as many
teacher [in PE] as possible.

Barriers to implementing Physical Education at

9 Late Winter 2010



10 The Physical Educator

the Elementary School Level
Barriers were defined as any condition that

makes it difficult to make progress or to achieve
an objective. Eight themes were related to
barriers to implementing PE at the elementary
school level. These were: (a) prohibitive environ-
ment, (b) equipment, (c) coordination and colla-
boration, (d) lack of uniformity among teachers,
(e) no PE support person, (f) parents, (g) student
characteristics, and (h) physical education as a
low priority subject.

Prohibitive environment. Three teachers
identified the weather (e.g., Mr. A said “It can be
very hot in the afternoon.”), lack of open space,
grass, or an indoor gym as factors that can be
prohibitive in delivering DAPE.

Equipment. Equipment availability, accessi-
bility, and maintenance were barriers discussed
by five teachers. For example, Ms. H explained,

We have to store the equipment down-
stairs in the basement, so although it’s
not inaccessible, it’s just a hassle. As it
stands right now I have to either send
kids down to get it, which is scary. Or I
have to be awake enough in the morning
to realize that I need to go down and get
it before they get there.

Coordination and collaboration. Four of the
teachers indicated that coordination of time,
space, and equipment represented barriers to
teaching physical education. These teachers were
aware that available equipment and space, and
possible time slots during the school day, were
finite factors and represented coordination
challenges. For example Mr. C said, 

When we have the trainers come in and
help us, our schedules are so packed with
everything we do. We actually took out a
computer time to … have the [PE]
coordinators come in and do the PE
lessons with us. So my kids only go, in-
stead of going twice a week to
computers, we go once a week and we do
PE.

Lack of uniformity among teachers. All
teachers discussed differences among their peers
in terms of the physical education training they
received, the value they give to physical educa-
tion, and their philosophies of the role of physical
education in the schools. Most indicated that
many or all of their peers are not trained adequate-
ly to teach physical education effectively. For
example, Mr. C said, “I really wanted more people
to get the training and for one reason or another
that just didn’t happen.” Four teachers reported a
lack of seriousness in regards to PE. For example,
Ms. D said,

You’re not going to have 100% of the
staff buying into the program. There’s
still going to be some teachers who are
either resistant or they’re not really into
PE. Or they take them out to do PE the
way I told you before—which is like
here’s the ball, go play.

No PE support person. Three of the teachers
mentioned the importance of a PE support person
(e.g., PE Specialist) to initiate and support the PE
program. These teachers indicated that without
that person, the PE program would not exist. For
example, Mr. A said, “We as elementary teachers
are not very well trained in teaching PE. And it’s
amazing because … elementary kids, they need it
the most in my opinion, and we’re the ones who
don’t ever get any training.”

Parents. Two teachers recognized parents as
barriers to running an effective elementary school
PE program. Poor physical activity role modeling,
lack of parental support or prioritization, and
uninformed parents were areas discussed by the
teachers. After discussing student attire issues on
PE days (e.g., inappropriate footwear, tight fitting
clothing) and assumptions about how active
students are after school and on weekends, Ms. D
described this quite simply, “…what I’d like to
have next year is more parent support.” Mr. G
stated,

There’s not enough information that is
given to the parents [regarding health and
physical education]. Maybe because they



don’t know or they don’t care or they
have other priorities which is true. [Many]
have to work all day, two jobs and stuff
like that, and that [is] a problem.

Student characteristics. Four teachers
identified one or more student characteristics that
served as barriers to implementing PE at the
elementary school level. Student characteristics
that were discussed in terms of barriers that made
it difficult to teach PE were: (a) low skilled
students, (b) students with low self-esteem, (c)
overweight or obese students, (d) students who
had low initial fitness level and experienced
discomfort from fatigue, (e) lazy students, (f)
students who were more introverted, and (g)
students who were slow starters from initial
inhibition, likely resulting from one or more of
the above characteristics. For example, Mr. C
described his observation that, “low skilled, low
self-esteem, and overweight kids initially try to
avoid PE from either [perceived] embarrassment
or [real fatigue].” Ms. H who offered a before
school PE program described one student, “I have
a boy who really would benefit by coming out
every morning but he’s kind of lazy. I mean that
it’s hard for him. He doesn’t want to put out the
effort to get up early to come here and it shows.”
Ms. D described her observations pertaining to
several students in her class,

Well some kids have low self-esteem,
and you know you’re always gonna have
students that don’t feel like running;
some of them have actual difficulty.
Some of them are really aware of their,
um you know, personal appearance so
they know they’re a little overweight.

Physical education as a low priority subject.
Four of the teachers reported that physical educa-
tion is a low priority subject because there is no
time for it. Mr. A indicated “… the program was
good, the information was good, but I didn’t have
time to implement it and I wasn’t really comfort-
able with it because of my own lack of time to
digest it all.” Mr. B noted “… physical education

is placed at the bottom of the list because …so
much focus is placed on academics.” Mr. A
focused on at-home physical activity oppor-
tunities, “I think a greater problem is that schools
[expect or mandate] too much homework and kids
can’t even go out and play when they’re home.”
 
Benefits of Teaching Physical Education at the
Elementary School Level

Benefits were defined as things that were
advantageous or good related to DAPE. Each of
the eight teachers reported several benefits related
to teaching PE. Eleven themes represented these
benefits: (a) specific benefits to students included
9 sub-themes, (b) benefits to teachers, and (c)
overall benefits related to having a PE program.

Student benefits. All teachers reported benefits
to students in a variety of ways, most of which
were categorized under the following areas: (a)
fitness improvements, (b) psychomotor benefits,
(c) social/affective/cognitive benefits, (d) role
modeling, (e) increase in physical activity time, (f)
benefits beyond the classroom, (g) characteristics
transfer to classroom, (h) benefits for special
populations, and (i) increase in student initiative.
Mrs. F discussed the health-related benefits of the
program “I just think that overall the class has
really [progressed] a lot and I feel like oh my gosh
they’re right up there and I actually feel confident
going into [the Fitnessgram test, mandated for 5th
graders].”  Mrs. E reported how much time
students are engaged in physical activity and
curricular effects on motivation.

It’s the way that the games are structured.
That students are always doing some-
thing, not standing around and looking,
they’re not running just for the sake of
running. The way the games are set up,
they’re always motivated by a certain
goals to do their best … and it’s the struc-
ture of the games. The program wouldn’t
be the same without [the curriculum].

Mr. B focused on a combination of student
benefits,

I think that when the students are outside
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running, elevating their heartbeat, inter-
acting with their peers in a positive way,
being competitive in a positive way
where the whole class wins, I think that it
increases their confidence. I think it gives
them an experience that they can take for
the rest of the day as opposed to just
sitting down at their desk. I think it
allows the kids who don’t have as much
English language ability to participate
fully when they might not have those
experiences [otherwise]. I think that it’s
a positive benefit all the way around and
for their health … .

Teacher benefits. The benefits identified by
five teachers covered a variety of aspects. For
instance, the program improved their assessment
skills and increased the number of teachers doing
PE and helping some meet the state education
code of 200 minutes every ten days. It was also
mentioned how the program changed their
attitudes about physical education in a positive
way and how the students now hold the teachers
accountable for making sure they have physical
education class. Mr. B said, “I get the great satis-
faction of seeing my students increase their
physical fitness. I feel great about being a teacher
because I actually see my students participating,
all of them, almost the [entire] time.” Mr. G
described a paradigm shift in the way kids think
about PE,

Kids act differently. When it’s not just
play PE they know it’s going to be struc-
tured PE. I mean [the kids yelled]-‘let’s
go to PE, let’s go to PE’-and they just
meant they want to go play. They didn’t
mean PE, but [now] they want to do the
games, they want to do the activities,
they know what they’re supposed to do
and they want to do that!

Overall benefits. The importance of sport and
physical education to help address health and
weight issues was discussed by some teachers as
a pervasive benefit of the program. Three teachers
felt that the CATCH program addressed this

growing trend in childhood obesity from a long-
term perspective. Mr. B noted that the program’s
role in slowing obesity trends “increased physical
fitness, increased social skills, learning games and
skills they can apply to all other types of sports
when they get older.”  The overall impact the
program had on students, teachers, and the school
was also mentioned. For example, Mr. C said,

It teaches them that they can use their
own resources at home and play these
activities and teaches them activities that
they can actually play with their friends at
home as opposed to things that have to be
organized by a teacher or instructor you
know.

Year 2 Follow-Up with Seven Teachers
Approximately 1 year after the initial interview,

each teacher was contacted via phone and asked a
series of follow-up questions (see questions
below) to assess the sustainability of the program
over a second academic year. Seven of the eight
teachers were available and willing to respond to
the phone interview questions. This data was
collected, summarized, and is reported below.

Question 1: On average, what is the number of
minutes you teach PE per week THIS year? Three
of seven teachers reported meeting or exceeding
State Education Code requirements (> 100
minutes/wk). Two of seven reported nearly meet-
ing the State requirements (> 75 minutes/ wk).
One of seven reported teaching PE 35 minutes per
week. One of the seven reported demonstrating
and assigning daily PE homework with directions
for student to complete at home after school.
Students in this last class also receive 40 minutes
on Friday (“game days”) which were designed to
help them apply activities practiced during the
week at home.

Question 2: Are there any teachers at your
school that were NOT trained last year, who teach
PE this year? How many? Why do you think they
are teaching PE this year? Two teachers reported
an increase in teachers teaching PE at their school.
In one of those schools, the PE committee (those



teachers trained the previous year) decided that
only teachers who use the curriculum can use the
PE equipment. The committee provided brief
training and suggestions for using the curriculum
(“the box”). There were three teachers who
committed to teach PE at that school. Another
school had a more liberal policy and let anyone
use the equipment as long as they returned it. At
that school, eight teachers started teaching PE at
various times during the school year. One teacher
changed schools, to a charter school (high per-
forming students, but still drawn from the same
lower-socioeconomic urban area). At the new
school, all upper grade teachers (3rd through 5th
grades) teach PE on a regular basis. At this
charter school, the principal holds the teachers
accountable for 200 minutes of PE instruction
every 10 days. All upper-grade teachers at this
school have a key to a “well-stocked” equipment
room.

Four teachers reported that no additional
teachers started teaching PE at their schools. At
one of those four schools, however, the upper
grade teachers piloted an optional “structured
recess” period where CATCH activities were
organized and led by the teachers without “recess
duty.” The teacher reported that organized recess
was popular for many students. In fact, when the
program was not offered on some days, due to a
variety of possible factors, the students com-
plained.

Question 3: What barriers exist that may pre-
vent you (or other teachers) from regular-
ly teaching CATCH this year? Most of the
barriers discussed by teachers in response to this
question remained the same as the previous year.
Five of the seven teachers mentioned academic
priorities as a continuing barrier to teaching
regular physical education. A prevailing emphasis
on language arts and mathematics (“language arts
and math are untouchable”) continues to prevent
teachers from regularly teaching other subjects
areas. For example, at one school, all classes are
required to provide a language arts block from
8:45 to 11:30. Any teacher providing PE instruc-

tion must do it after lunch. As a result, heat, space
availability, and equipment availability are pro-
hibitive factors. Two of the teachers mentioned
that equipment storage and sharing among
teachers remained a barrier. For these teachers,
the inconvenience of “finding” equipment rem-
ained a challenge. In addition, at one of the
schools, the principal had still not followed
through on his promise to purchase an outside
storage bin. At the other school, equipment
replacement and maintenance was a prohibitive
factor. Other factors, such as a shortened school
day (due to a return to traditional school-year
schedule, from year-round scheduling) and teacher
pregnancy were reported as barriers to teaching
physical education.

Discussion
The purpose of our study was to gain knowl-

edge about the costs and benefits of, and barriers
to, DAPE from classroom teachers’ perspectives.
Others (Faucette et al., 2002) have asked similar
questions, but their work was conducted in the
early 1990s. We were interested in confirming
barriers discussed in the Faucette et al. study and
determining if additional barriers exist. This study
also investigated the costs and benefits of teaching
DAPE. In addition, the professional development
offered in the Faucette et al. study was extensive,
comprising 11 sessions at 2 to 3 hours per session
as well as additional twice weekly and then
weekly individual sessions as the program pro-
gressed. The professional development model
adopted to train CRTs in this research was more
streamlined (perhaps more practical in terms of a
replicable and sustainable program) and less
demanding of the CRT. For example, all but one
training session occurred during normal class time
(i.e. students present and engaged in DAPE) while
teachers observed, assisted with, or led DAPE and
the trainer modeled or coached, and worked one-
on-one with the CRT.

Results of this study indicated that the pro-
fessional development program was successful as
most CRTs reported successfully implementing
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DAPE for the professional development year.
Although CRTs identified important barriers to,
and costs of, teaching DAPE on a consistent
basis, all CRTs interviewed discussed important
student benefits, and several discussed teacher
and societal benefits.  In addition, five of the
eight trained teachers interviewed reported to
continue to provide consistent DAPE during Year
2 without additional support. Two additional
teachers (from the eight interviewed) remained
philosophically invested in providing DAPE and
discussed innovative ways to create physical
activity opportunities for their students despite
institutional barriers. Additionally, two of the
seven CRTs who completed follow-up interviews
reported additional teachers at their school who
were now teaching PE, despite not undergoing
any formal training or support. In summary, the
immediate and long-term (i.e., Year 2) benefits of
the professional development efforts resulted in
consistently-delivered DAPE, and in some cases
initiated a movement toward regularly delivered
DAPE at a particular school.

The professional development program was
created by a multi-agency, multi-professional
effort including two school districts, CATCH
curriculum and training coordinators, a federal
agency, a university, and a youth service organi-
zation. As the program evolved, teachers were
expected to gradually take more responsibility in
planning and delivering the physical education
lessons. Adult learning theory supported the
strategy of increasing expectations and relin-
quishing control as learners become more em-
powered (e.g., Cranton, 1996). The program was
designed for progressive and systematic learning
opportunities for teachers who all began with
unique personal characteristics and varying levels
of program commitment and comfort teaching
physical education. PE trainers were sensitive to
these contextual differences and as a result were
flexible in implementing the 4-phase professional
development program with a consistent focus
toward increasing autonomy and confidence
planning and teaching physical education.

Despite the current professional development

efforts, CRTs in this study identified numerous
barriers to teaching consistent DAPE. The most
frequently mentioned barriers included: admini-
strators’ (and peers’) treatment of PE as a low
priority subject, lack of teacher education to value
and training to deliver DAPE, and equipment
storage or use coordination. These finding support
findings by Faucette et al. (2002), who also found
equipment management, physical education
scheduling, and limited training and experience in
physical education to be teacher reported program
barriers. In this study, Phase 2 and 3 of the pro-
fessional development were devoted to repeated
opportunities for PE trainers to model complete or
part of a physical education lesson. As such, this
was not a barrier reported by CRTs as it was
during Year 1 in the Faucette et al. study.

This study also supported opinions espoused by
Ennis (2006) which suggested that monumental
pressures exist in public schools to focus on
literacy and mathematics. Most teachers in this
study discussed the pressures to teach to these two
“untouchable” subject areas for the majority of the
school day.  As with the Maryland Department of
Education’s decision to require uninterrupted
blocks of 150 minutes of reading and 120 minutes
of mathematics every day for primary level
students (as cited by Ennis, 2006), two teachers in
this study reported a similar block schedule as a
significant barrier to teaching consistent DAPE.

In support of program enablers reported by
Faucette et al. (2002), this study found that CRTs
also valued the modeling of physical education,
on-site support by a PES, a collaborative approach
where the PES co-taught and supported the CRT
(during Phase 3), and a preplanned, varied,
progressive and DAPE curriculum. This study
also provided the opportunity to look closely at
program costs and benefits. Although all eight
CRTs interviewed reported costs to teaching PE,
most discussed those costs as minimally invasive,
that is, costs were assumed and paid for the oppor-
tunity to provide DAPE to their students. These
costs were often inconveniences, but nominal.
Four of the 8 CRTs recognized school or district
“payments” as necessary to support and sustain



the PE program. For example, equipment storage,
replacement, and maintenance; hiring personnel
(like a PE Specialist) to continue to train and
support CRTs; and additional in-service training
were all discussed as costs that would need to be
paid to sustain the program. These findings were
consistent with district administrators’ percep-
tions and needs for elementary school PE (Sallis,
McKenzie, Kolody, & Curtis, 1996).

Benefits to students, teachers and society were
consistently identified by the teachers. All eight
teachers identified multiple benefits to students.
Most teachers discussed benefits that were
grouped into four or more of the nine sub-themes.
As a result, reported student benefits were encom-
passing of more than just the typical fitness and
psychomotor benefits. Teachers were cognizant
of a broader scope of benefits including: increas-
ed physical activity time, positive characteristics
gained from DAPE that transfer to the classroom,
opportunities for positive role modeling (teacher
and peers), and social and affective benefits for
special populations who may seldom receive
positive strokes in the classroom environment.

Feedback from participants related to the effec-
tiveness of the Professional Development Pro-
gram (PDP) was favorable. Most participants felt
the training progression, equipment, and curri-
culum provided the structure for an easy transi-
tion to planning and delivering consistent DAPE.
Although most teachers were aware of existing
institutional barriers, most also felt empowered to
plan and deliver DAPE to their students.

This PDP model seems particularly relevant
given the need to determine the most practical
and effective approaches to improve elementary
school physical education in states that rely
heavily on classroom teachers to deliver the PE
program. How can this funding best be spent?
This model provides some evidence that creden-
tialed PE teachers can effectively serve as both
direct service providers (e.g., teach PE once per
week) and indirect service providers (e.g., model
PE once per week and support, coach, enable
classroom teachers in providing PE to students an
additional 2 or more times per week). This study

provided evidence that a credentialed PE teacher
could provide those direct and indirect services at
a large (500 to 700 student) elementary school and
allow students attending those schools to meet or
exceed minimum daily physical activity guide-
lines, meet national and/or state standards for
physical education, and ultimately, increase their
chances of experiencing short- and long-term
benefits of a physically active lifestyle.

This study relied on the truthfulness of class-
room teacher interviews (initial interview con-
ducted in person and follow-up interview con-
ducted by phone) in gathering information about
their perspectives about the cost, benefits, and
barriers to teaching DAPE. The classroom
teachers were exposed to an intensive, four phase,
professional development program that lasted
between 5 and 7 months where they were sup-
ported weekly by a PE specialist.  The results of
this study provide some evidence that a progres-
sive, year-long professional development program
can effectively educate, train, and support CRTs
in planning and delivering DAPE. Furthermore,
the bulk of the professional development can be
the result of collaboration between a PE specialist
and a classroom teacher implemented during class
time: a minimally invasive and ecologically valid
format. Future research in this area ought to
encompass administrators’ perceptions of the
importance and practicality of educating, training,
and supporting CRTs in regularly delivering
DAPE. In this study, CRTs reported institutional
barriers that are likely related to school and
district administrator’s subject area policies.
Additional research is also needed to further
support the relationship between physical activity
and academic test scores.

In conclusion, elementary school classroom
teachers are an important part of the equation in
arresting current health trends related to low
physical activity rates. Through their academic
priorities and teaching behaviors, CRTs can
choose to provide healthy, enjoyable, and de-
velopmentally appropriate physical education for
their students. Just as teachers accept a large
responsibility in delivering DAPE to their
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students, the schools and districts in which they
work have an equally important responsibility in
ensuring that teachers are equipped to deliver
DAPE. School administrators should structure
and offer professional development programs that
encompass the perspectives of elementary CRTs
who have undergone such training.
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