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Abstract

The purpose of this study was to evaluate the attainment of benchmarks established
using the physical education content standards in a K-12 curricular revision process,
as well as, determining the impact of professional development on teachers who
participated in this process. Participants included 5 physical education teachers, 3
principals, and the district curriculum coordinator of a school district where the
curricular revision process occurred. An interpretive qualitative approach was used
to determine the impact of participation in a curriculum review process and
participation in professional development opportunities offered to the teacher
participants as part if the process. Data were collected from in-depth interviews with
participants. The constant comparative method was used to determine the emerging
themes of the study. The four themes that emerged from this study were
collaboration, ownership, curricular change, and teacher change. These themes were
found to be essential for the curricular revision process to be effective.

Introduction

Educational reform continues to receive attention as countries position
themselves within the global economy. The reform issues and efforts are continuous
and seemingly endless. In the United States alone, nearly two decades after the wave
of educational reform policies of the 1980’s, schools and teacher preparation
institutions continue to face the challenge of improving education for all children.
The latest effort has been the No Child Left Behind bill (NCLB, 2001) signed into law
by President Bush in January of 2002, in an effort to affect the education of the
nation’s children and youth.
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Eight years later and educational reform is still mounting a campaign to
improve the education of the nation’s children. One of NCLB’s many goals is to
improve the quality of the teaching force. Teachers of specific subjects such as,
English, reading or language arts, mathematics, science, foreign languages, civics and
government, economics, arts, history, and geography were to be ‘highly qualified’ by
the end of the 2005-06 school year (NCLB, 2001).

Although there were several methods mentioned in the NCLB legislation, one
most important to this study is professional development. Teachers’ professional
development opportunities should be enhanced for the following: gaining easier
access to workshops, on-going course work, seminars, conferences and providing
more resources and revenue for technology. Professional development opportunities
remain important for all teachers regardless of their main subject area as learning is
life-long and changing. The NCLB policy does not mention teacher licensure in the
areas of music and physical education. The omission of these subjects within this
legislation serves to decentralize them from the school’s mission and promotes their
further marginalization.

Theoretical Framework and Underpinnings for Professional Development

This study examined the impact of incorporating professional development
into the curriculum revision process. Professional development is within the
theoretical framework of sociocultural perspective which draws on the theories of
identity development and communities of practice (Holland, Skinner, Lachicotte, &
Cain, 1998; Lave &Wenger, 1991). The perspective is that teachers bring different
beliefs, interests, motivations, and ideals to schools and classrooms. Before examining
the impact on change and curricular revision, several areas that impact professional
development must be reviewed. These areas are; continuous professional
development, support for professional development, process of teacher change, and
the impact of legitimacy and marginalization on professional development.
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Continuous Professional Development

Teachers of all subject areas should be given equal opportunities for
professional development that is on-going. Armour and Yelling (2004a) suggest there
is “an abundance of literature on professional development, teacher learning and
teacher change but surprisingly little knowledge about what makes continuous
professional development (CPD) effective” (p 72). They also found that schools in
the United Kingdom need to offer professional learning opportunities that have
meaning and relevance to physical educators. Sparkes (2002) describes high quality
professional development as: (1) focused on deepening teachers’ content knowledge
and pedagogical skills; 2) involved opportunities for practice, research, and reflection;
3) is embedded in educator’s work; 4) sustained over time; and 5) founded on a sense
of collegiality and collaboration among teachers and between teachers and principals
in solving important problems related to teaching and learning (p.1-4).

Creating a supportive environment is important as Wilson and Berne (1999)
found that teacher “knowledge entails skills, ways of thinking and interacting, ways of
observing, and noticing things in the environment and dispositions toward action and
interpretation” (p. 201). Teachers need time to share ideas, reflect on current practice,
and talk with each other about making meaningful and purposeful change to refresh
and/or improve their teaching of physical education. Creating a supportive
environment is critical in creating change, O’Sullivan and Deglau (2006) suggest that
professional meeting times should be held within school time so teachers gain
ownership of their PD and use the time in a purposeful way. Armour and Yelling
(2004b) call for rethinking CPD for physical education by changing current practices,
which they conclude offer little to enhance knowledge or provide support for day-to-
day challenges that physical education teachers face. They noted that several
researchers in the United Kingdom, United States, and Australia have found that
traditional approaches to CPD are likely to be ineffective in raising student learning
and teacher quality (Armour & Yelling, 2004a, p.72). Cochran-Smith and Lytle (2001)
explained that traditional CPD practices generate knowledge for teachers or
knowledge for practice, which has been delivered in a hodgepodge of offerings. They
recommend an inquiry stance on teaching (Cochran-Smith & Lytle, 2001) which
“positions teachers and others who work together in teaching communities to
generate knowledge, envision, and theorize their practice and its relationship to
practice, and the purposes of schooling” (Cochran-Smith & Lytle, 2001, p.50).
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This construct allows for a new approach to learning across a teacher’s
professional career and provides support for continued professional development
opportunities that enrich the teacher, student learning, and the community.

Armour and Yelling’s (2004a) findings indicate professional development for
physical education specialists usually involves sport specific update courses, is rarely
physical education specific, and is haphazard in nature without any progression. Most
of these types of CPD opportunities offer off-site, one-shot short training days
(Armour and Yelling, 2002a). This type of professional development is indicative of
the institutional marginalization of physical education despite the centrality of its
contribution to a healthy active society. Fejgin and Hanegby (1999) found supporting
evidence that physical educators face difficulties in accessing the type and amount of
professional development they would consider ideal and essential. The need for CPD
for all physical education teachers is critical, physical education content continues to
grow, as does new pedagogical practices and rising concerns for student wellness. An
example of an area that needs to be addressed by CPD is dealing with the problem of
obesity in P-12 students.

Support for Professional Development

In order to answer these calls to action and provide reform, there needs to be
a more supportive environment for educators. Many teachers cite lack of support and
working conditions as major factors in their decision to exit the profession (Darling-
Hammond, 2001) or give up trying to create change. Supportive schools are often
described as workplaces that allow teachers to focus on teaching and continue their
learning as opposed to places where teachers battle administration on disciplinary
policies and plead for opportunities to attend continuing education and/or
professional workshops/conferences (Ingersoll, 1999). O’Sullivan & Deglau (2006)
state that when it comes to professional development activities assumptions are too
often made that all teachers receive opportunities to improve practice and
professional growth.

The problem with reform efforts is it begs the question, how will school
districts provide quality education for their students if they are not providing their
teachers with opportunities for quality continuing professional development (CPD).
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In the core curricular areas of math, science, and language arts, there is
abundant attention and funding to investigate ways to improve working conditions
and curricular programs. However, in physical education the legitimacy of the subject
area ranks extremely low with school administrators (O’Sullivan 1989), therefore
exacerbating the issues surrounding the professional development of physical
education specialists, their retention, and in turn student learning. The post-WWII
emphasis on core academic subjects had led to the arts in public schools being
marginalized to a “nice, but not necessary,” status (Tozar & Horsley, 2006).
Educational reform has called for CPD, which drives teacher change.

Process of Teacher Change

As introduced in physical education literature by Bechtel & O’Sullivan (2007)
Shaw, Davis and McCarty (1991) developed a framework in an attempt to explain the
process of teacher change. This model emerged as part of a research project that was
designed to improve mathematics and science teaching. This cognitive framework
illustrated how teachers personalize recommendations for change. Through research
it had been determined that teachers did not respond well to change when it was
mandated to them. Instead, teachers responded better when they had a desire to
change (Shaw et al, 1991). The cognitive framework is described in Figure 1.

There were four key components of this framework: their cultural
environment, quality of perturbations, their commitment to change, and a vision of
changes they wanted to make (Shaw et al., 1991). The process of reflection played a
key role, as teachers had to examine how they were teaching in their classes and why
they were teaching in these ways. The cultural environment provided the shell for the
model, as change takes place within this environment. The cultural environment was
composed of several key elements, "support, time, money, resources, taboos,
customs, and common beliefs" (Shaw et al., p. 163). Support came from colleagues,
administrators, parents and the students. Additional forms of support had to be
provided to teachers that gave them time, money, and resources to make change.
Teachers held certain beliefs concerning the customs and taboos of schools that
needed to be dealt with for change to occur. Questioning an administrative decision
was often considered a taboo in schools, as well as, teachers needing to strictly adhere
to the textbooks used in their classes. Unless these customs and taboos were
addressed, change was often slow to occur.
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A second component of this model is the presence of a perturbation. Teacher
change is due to having a perturbation take place (Shaw et al., 1991). Some may call
this mental dissonance. These perturbations come from many sources including
colleagues, students, books, professional development programs or any item that
causes a teacher frustration, discomfort and reflection. Teachers have to experience a
perturbation in order to desire to make change. The third component is a
commitment in one's decision to make change as a result of the perturbation. This is
often felt by teachers as the need to make change (Shaw et al., 1991). Having this
commitment allowed teachers to self-reflect and then begin to take risks in
implementing new strategies in their teaching.

The final component of this model is vision. Teachers must know what they
think teaching and learning in their content area should look like in their classrooms.
New images need to be formed to replace the traditional images teachers have of their
classrooms. The image of a quiet classroom with students working independently may
need to be replaced with an image of students working together in small groups. The
researchers found that teachers had to be helped to form these new visions.

A necessary component of the model is reflection. Teachers in the change
process begin to examine their own practices and question these practices. This
reflection occurs at various stages of the process and is key to the teacher change
process. Teachers might have to be helped to reflect effectively, but will begin to use
reflection as the change process progresses.

This model does not suggest that change is a one-time experience, but that
this is the process teachers go through as they attempt to implement continuous
change in their classrooms. Each teacher experiences new perturbations, new
commitments and new visions as they are introduced to new practices that might
prompt them to change. This model merely provides an explanation of how the
teacher change process occurs. Educational reform has mandated improvements in
education and drives professional development, which drives teacher change, but a
barrier to success may be legitimacy and marginalization of physical education.

Legitimacy and Marginalization

Legitimacy, marginalization, and isolation continue to hinder the physical
educators quest for continuous professional development.



LaVine & Bechtel 77

Physical educators in particular must deal with the struggle for legitimacy.
Physical education is often ignored or grossly devalued by both non-physical
education teaching colleagues and administrators (O’Sullivan, Tannehill, Knop, Pope,
& Henninger, 1999). The physical education specialist often found that administrators
and colleagues assigned low academic worth to physical education, held a lack of
respect for their instructional capabilities (O’Sullivan, 1989) and often perceived that
physical education was considerably easier than other academic areas (Hebert
&Worthy, 2001).

Isolation and marginalization are well-documented factors that confront and
frustrate both beginning and experienced physical educators (Doolitle & Schwager,
1989; Templin, Sparkes, & Schempp, 1991). Physical education specialists are teaching
professionals who have completed rigorous licensure programs. Yet face
marginalization by teachers in other disciplines who view them as lesser teachers.
Physical educators have reported being treated as second-class citizens by their own
teaching colleagues (Curtner-Smith, 2001).

Elementary physical educators are often the only person in their subject area
in the building, leaving them with no immediate support system. Teachers, faced with
isolation, spend most of their time alone with their students (Templin, Sparkes, A
Schempp, 1991) instead of having opportunities for the exchange of ideas and mutual
observation and feedback. The physical education teacher typically faces
marginalization as most other teachers in the building hold little or no respect for
physical education (PE) as a subject. It is often viewed as glorified recess or as a free
period of playing games. According to Curtner-Smith (2001), physical educators that
pursued best practice were more reflective about their practical application and
examined different ways to evaluate and change. Physical education teachers that used
different means of evaluation and feedback were found to be more interested in best
practice and providing high quality physical education (Curtner-Smith, 2001).
Educational research continues to call for professional development that is both on-
going and dynamic (Armour & Yelling, 2004b; Hargreaves, 2005). Therefore, the
creation of a new approach to continued professional development (CPD) is needed.
This study examined such and approach.
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The Study

The purpose of the study was to evaluate attainment of the benchmarks
established using the NASPE content standards, in a comprehensive K-12 physical
education curricular revision process. The major research questions for this study were:

1. Has administrative support provided the teachers with access to professional
development opportunities that led to change in their practice and programs? What
are the level and types of support that school principals and district administrators
provide to the teachers for professional development?

2. Does determining the level of administrative support have impact on the curricular
change process of a subject that is often “marginalized”?

3. Have the teachers found that increased professional development opportunities
have led to positive curricular and practical changes?

4. What are the opportunities and obstacles that were overcome in adopting a new
curriculum?

5. What are suggestions for creating or sustaining meaningful professional growth for
teachers?

Five physical education teachers, three principals and the district curriculum
director were contacted and elected to participate in the study. The participants were
from one suburban K-12 school district in northwestern Ohio, who had just
completed and participated in the curriculum revision process.

Methodology

An interpretive qualitative research approach was employed (Cresswell, 1994;
Erickson, 1986; Fraenkel & Wallen, 2003; Merriam, 1998). Interpretive qualitative
research offers opportunities for specific understanding through the documentation
of interviews, statements, and details from local practice; considers the meaning of
behaviors, knowledge, beliefs and events have for participants; and offers comparative
understanding between and beyond the immediate circumstances of the local setting
(Erickson, 1986). The technique for gathering data employed in this investigation was
the process of in-depth interviewing. Described as a “conversation with a purpose”
(Kahn & Cannell, 1957; Rubin & Rubin, 1995), in-depth interviews are much more
like conversations than formal events with predetermined response categories.
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The researcher explores a few general topics to help uncover the participant’s
perspective, but otherwise respects how the participant frames and structures the
response. The interviews were audio recorded and transcribed verbatim with dialog
attributed to each speaker. The constant comparative method was used to determine
major themes, patterns, and categories. These themes were then used as the
framework for discussion.

Participants

The selection of participants was representative of purposive sampling. The
primary researchers contacted each physical education teacher, principal and district
administrator to explain the study, gauge interest, and arrange a meeting. Primary data
collection occurred during the spring 2012. The study was to identify strengths, gains,
barriers and opportunities of the curriculum revision and opening of professional
development opportunities for the teachers. The teachers, principals, and district
administrator participated in structured interviews to identify and describe their
involvement in the revision process, and identify to what extent the revised
curriculum has improved the quality of the physical education program and teacher
professional development.

Data Collection

The interviews for this study consisted of structured and open-ended
questions which encouraged meaningful responses and facilitated opportunities to
share experiences and allow areas of importance to emerge. The interviews were
designed to elicit, investigate, and record the extent of each teacher’s and principal’s
involvement, critical knowledge, beliefs, behaviors and support for curricular change
and professional development. The dual structured/emergent factors of the interview
were designed to (1) allow participants to disclose their involvement in the
implementation of change and belief in opportunities to be gained through
professional development; (2) facilitate explanations for what extent they believe their
involvement in curricular change has had impact on student learning and 3) elicit
comments related to professional growth. Each participant was initially interviewed
with a second follow-up interview to clarify any statements of facts.
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Data Analysis

The rigor and quality of an interpretive qualitative research project can be
examined by the representation of four criteria: credibility, transferability,
dependability and confirmability (Lincoln & Guba, 1985). To establish credibility
(internal validity), which is to determine whether the findings match what is really
occurring, this proposed study used the five recommended strategies of triangulation,
member checking, peer debriefing, and disclosure of researcher bias for qualitative
research (Merriam, 1998).

Trustworthiness and credibility (Patton, 1990) were established through peer
debriefing, member checks, and triangulation of data sources (Rubin & Rubin, 1995).
Methodological triangulation (interviews, field observations, and document analysis)
allowed the data sources to be crosschecked. This helped ensure that the findings
were accurate and strengthened perspectives drawn from the field observations.
Member checks were carried out twice by first, replaying the tapes for the teachers to
modify and clarify any aspect of the interview and secondly each teacher reading the
transcript to verify interpretations. Each participant read the final narrative to verify
interpretation. There were no changes suggested from the participants. Peer
debriefing was also used (Lincoln & Guba, 1985; Patton, 1990) to establish credibility
of the data analysis process. Both researchers read the transcripts, documents, and
field notes independently and interpretations were subsequently compared (Bogdan &
Biklen, 1998). Lastly, data were scrutinized for negative case examples that
represented disconfirming evidence (Patton, 1990).

This study attempted a measure of self-reporting through interviews. A
conceptual limitation may be attributed to the interviews, which were used as
significant tools for evaluation and information, but may not be completely accurate
due to participants’ concerns about self-disclosure and confidentiality. Additionally,
the data and information was filtered through the authors’ own personal perspectives
as well as the conceptual framework which guides this study.

Findings/Discussion
The findings showed that the district administrator and principals were

supportive and committed to professional development opportunities and activities
for the physical educators in their district.
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The teachers found ownership in creating change and on-going professional
development. They were committed to remaining current and apprised of new
pedagogies for increasing student learning and activity. Four themes emerged from
the study; collaboration, ownership, curricular change, and teacher change.

Collaboration

Collaboration played a role in the growth of each individual as well as unifying
the group. The professional development workshops had a great impact on the
participants, as they were active together as one in their professional development.
After the explanation of the course of study revision process and what their active
roles in this process would be, the collaboration between participants readily
occurred.

“I think my job is to focus on introductory skills, so when they move to Tom
at the 3-5 building and he adds a little more then they go to Sally at the middle school
then by the time they get to Byron and Ned hopefully they have an idea of what they
should be doing...” (Les interview)

“I know what Les is doing, he knows what 1 am doing. Sally knows what I'm
doing and then Ned and Byron know what we are doing so it is nice that we aren’t
repeating things over and over again...” (Follow up interview)

The need for collegial support from teachers in the same content area has
been critical for professional development to be effective (Doutis & Ward, 1999). The
workplace conditions in the current study were sufficient to stimulate change to occur
and all participants accepted the changes. This was key for professional development
to become effective with teachers; there needed to be a unified front (Doutis & Ward,
1999).

“l found them to be a great team...they were cooperative in carving the times
out of their schedules as they are people involved in afterschool sports and everything
else, but they found time for any of the meetings.” (Samantha interview)

In the current study there was collaboration between the participants and with
the administrators across the school district and a unified front was in place.
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Ownership

According to Bechtel and O’Sullivan (2007), teachers need to have a vision for
how change might look and how they can carry out proposed changes if professional
development was to become effective. This would be considered where ownership
begins in the process of change (the start of their ownership of change). In this study
all of the teachers took the responsibility to develop outcomes appropriate for the
grade bands each teacher dealt with in teaching based upon the NASPE standards
(NASPE, 2004). The ownership that each teacher gained had impact on change and
was demonstrated by designing the outcomes that were directly related to their own
facilities, equipment, and previous experiences in mind. As Byron, a high school
teacher said, “I think it is because | have ownership of the curriculum, so | take more
involvement in the curriculum and then 1 take that and project that on to them and
then it becomes theirs.” (Follow-up interview)

“| feel that uh, the two gentlemen | have do our high school curriculum uh,
were kind of ahead of, ahead of the game so to speak in that ... taking part in the
development of their content area, so they knew the changes were coming...” (Ron
interview)

This process helped the participants become willing to implement the
assessments as each was designed with their own students’ needs in mind. Rather than
having the outcomes imposed upon them. This process also led each teacher to know
the outcomes in place at the previous grade levels and also realize the skills the
students should possess when they reached the next grade level. The participants
gained a clearer picture of the skills and activities taught throughout the grade levels.
The participants felt united in their revision process, and developed a more sequential
curriculum across the grade levels.

Curricular Change

The curricular changes that emerged allowed the participants to address the
types of activities offered, the integration of technology, a sense of increased
accountability in developing meaningful assessments, and a feeling of revitalization in
themselves as they produced a new course of study. They realized the need to create
assessments and integrate technology while aligning with national physical education
content standards (NASPE, 2004).
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The study strengthened the connection that curriculum change is necessary to
improve student learning. Helping their students understand “why and how” so they
can remain active beyond physical education. Studies have shown that educational
programs should become student-centered and outcome based, which provides
increased opportunities for learning (Griffin & Butler, 2005; Tinning, 1999; Toppings,
2005).

One focus was on understanding and finding creative ways to increase
physical activity during and after class times. These teachers identified the need to
increase physical fitness activities to help their student become invested in becoming
more physically active. The realized through the curricular revision process that they
needed to address obesity and sedentary lifestyles for their students benefit. They
learned and implemented more physical fitness activities into daily lessons. Physical Best
activities (NASPE, 2005) were introduced to these teachers during a workshop and
several implemented them on a regular basis with their classes. Several teachers began
to utilize handheld computers to record scores on Fitness Gram testing components.
New equipment was purchased by the school district in order to teach new activities
or integrate new technology in the form of pedometers and heart rate monitors with
the students. The teachers integrated new activities appropriate for their grade levels
after revising the course of study.

“Probably the biggest thing was like trying to get more assessments going on
there...1 try to get as much fitness as | can from the beginning of the nine weeks until
the end to hopefully we can see some improvements... but | think we definitely um,
emphasize physical fitness um, as a district as a whole...Dance would another, um
got lacrosse equipment last year so we have been gradually trying to um, play
lacrosse... (Sally interview)

“l have been moving away you know like softball, and you know, I don’t
know I can’t say basketball it sports like that just seem to have a lot of kids standing
and a lot of kids doing nothing, | personally was moving away from those things |
mean this was kind of reinforced that to move towards a different movement...”
(Tom interview)

As Byron, remarked on how the changes had impacted him, “I think the eye-
opening experiences that we got when we were doing our whole rewriting process.
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I think it again it just revitalized you because | had been a 12-13 year veteran
teacher and it was refreshing to know there is something new and everyone in the
department is on board with it.” (Follow-up interview)

The increased sense of accountability was attributed to the assessments
developed for the outcomes of the standards. The teachers were not only holding
their students more accountable, they were also holding themselves accountable in
terms of the type of content and activities each covered at their own grade level.
There were new activities and assignments for the junior high and high school
students to complete that integrated new concepts and content from the revised
course of study. This sense of accountability is reflected in statements made by Sally’s
and Ned’s statements regarding the impact of curricular change.

“I think personally as a teacher, the curriculum changes have made me more
accountable to my district and myself, you know | want to put a program out there
that the students enjoy, but that also reflects our curriculum and our philosophies and
our goals for the district.” (Sally Follow up interview)

“Uh, we set it up, the curriculum is set-up in a way for us still address the
team sports that the kids have become familiar and we have gone toward more
lifetime activities sports versus you know the sport...we’ve gone more toward the
personal fitness so the kids get both aspects...” (Ned interview)

Teacher Change

In terms of teacher change, the teachers in this study embodied the model of
teacher change presented in Shaw, Davis, and McCarty’s Framework for Teacher
Change (1991) as they experienced a perturbation to change (course of study
revision), were committed to making the changes (spent time over 10 months),
established visions of an appropriate curriculum across grade levels (considered new
activities), and engaged in reflection during the revision of the physical education
course of study (re-writing and revising). The cultural environment of the school
district was supportive in their change process; they had a collective vision of physical
education, and a unified group commitment. The administration allotted the
educators time for curricular and professional development for the physical education
staff (substitutes were hired or the teachers paid for their time at the workshops).
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The district also provided additional resources to purchase equipment and
materials needed to implement the revised course of study.

“ 1 have also seen how the curriculum has evolved since we started it and each
year it changes. What we are doing now is different that what we did last year, so we
have been tweaking it each year adding more components...which has been kind of
nice.” (Ned interview)

“I think I do a better job myself of drawing on information hopefully they did
learn when you worked on things previously in the school year. And then I try to redo
it in different games...I think when we did the tinikling ...hat’s an area that | think |
need some work more on ...” (Les interview)

These teachers took ownership of the course of study revision process and
this helped them successfully make changes not only in the curriculum, but also in
their own teaching.

Implications

There were several implications concerning conditions or items that needed to
be in place for successful professional development programs to occur that were
reinforced by this study. These were: workplace conditions have to be conducive for
professional development; support for professional development must be present;
and there is always the need for on-going professional development. In order for
professional development to be effective the workplace conditions and the
environment of the school district need to be conducive to change (Doutis & Ward,
1999). The teachers in the current study were eager to make changes in their course of
study that led to changes in teaching content. From the beginning of the course of
study revision process each physical education teacher was eager to work on this
project to make his/her grade levels better. All of the participants had a very positive
attitude toward the revision process. This could be due to the fact that physical
education was treated in the same manner as the other content areas. As Samantha,
the Curriculum Consultant for the district, reported when asked about the process the
physical education staff used for the curricular revision, “...that is how we do it in
math, science, social studies, and they were comparable and identical.
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The release days were exactly the same as the other content areas and even in-
service days.” An expert in each specific content area was hired by the district to help
facilitate the course of study revision process with content area teachers. There must
be positive workplace conditions present between not only the teachers on the team,
but also the district administrators in order for the professional development
presented to take hold and become effective with the teachers.

The support from the district towards the team members involved in the
course of study revisions was critical. Bechtel and O’Sullivan, (2007) reported support
from the school district as being a key enhancer for teacher change. The support the
physical education team received from their district was key to the course of study
being implemented effectively and the professional development presented being
effective. According to Samantha, the Director of Student Services had been very
supportive of the revisions made to the physical education course of study when she
stated, “And particularly with physical education because we were looking at major
software purchase, and training for our teachers.” (Follow-up interview)

The district support was critical to the physical education team feeling valued
and important. This support encouraged them to develop a meaningful course of
study that would be utilized and not shelved as in the past. Support from the district
must be present and observable in order for professional development to occur, be
deemed effective, and be sustained.

Armour and Yelling (2004b) previously addressed the need for on-going
professional development for physical education teachers. The teachers involved in
the current study expressed this need also. As Sally remarked, “we were just lumped
with everyone else.” Samantha even remarked, “I often think it was how do we fit
them [physical education] into this.” Due to professional development sessions being
offered specifically for the physical education teachers during the curriculum revision
process their needs finally emerged and were viewed as being important. Samantha
realized the physical education teachers’ needs when she stated,

“l saw what happened when we worked on this, what are their needs, and
how can we support their very specific needs. I think our teachers liked inviting their
colleagues in and having in-service and professional development that were very
specific to what the expectations are for their jobs.” (Follow-up interview)
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The teachers themselves expressed a need for on-going professional
development. Byron indicated that he wanted university faculty to come and present
new ideas that were being presented to their teacher education students. As he said, “I
don’t want to be old school, I don’t want to be known as old school, so | want to
make sure we are staying up to speed.” Three of the teachers continue to attend the
state conference each year to gain new ideas. As Sally stated, “when | go the state
conference I'm looking for sessions that 1 can go in and learn something that I can
take back.” The request for professional development opportunities had come from
the teachers themselves, as they are more attuned to the needs in their content area.
The state professional organization offers workshops that can be scheduled at local
sites to help provide this continuing professional development for physical educators.
The idea of “All for one and one for all” seemed to most accurately describe this
professional development opportunity. In order for professional development to be
successful there must be this “All for one and one for all attitude.”

Educational reform is not some new concept, but one that was initially
designed to improve education and provide teachers with continuous professional
development. Although professional development comes in many forms, legitimacy
and marginality still impact teachers across America. This study demonstrated that
through professional development aimed specifically at physical education; these
teachers were eager and engaged in the change process. The support from the
administration demonstrated the positive impact on professional development for
these teachers. These teachers became better equipped to help combat obesity
through the integration of fitness into daily lessons, curricular design, and changing
pedagogy. They also cohesively gained support from administrators and parents, “All
for one and one for all”.
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Figure 1: Framework for Teacher Change (Shaw, Davis, & McCarty, 1991)



