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ABSTRACT

Physical education (PE) teachers are expected to learn throughout their careers in order to
effectively educate their students. However, researchers have stated that the methods used to
ensure continuous learning amongst PE teachers are inadequate because they do not meet the
needs of experienced teachers (Fullen & Stiegelbauer, 1991; Johns, 2003). Within such a
context, the present study was motivated by the need to better understand the adaptation process
for experienced PE teachers. Thus, the purpose of this study was to understand how experienced
PE teachers perceived the process of adapting to a new curriculum. Using an interpretative
approach, this study examined the facilitators and inhibitors that affected the adaptation process
for PE teachers during the major 1999 Ontario curriculum change. Bechtel and O’Sullivan’s
(2007) study and Fullen, Bennett and Rolheiser-Bennett’s (1990) conceptual framework were
used to guide the interpretation of the facilitators and inhibitors experienced by the participants.
Data were collected from ten experienced PE teachers from high schools in Ottawa, Ontario.
Results spawned the cateéorization of the perceived facilitators and inhibitors into the Pyramid
Model, comprised of four levels: the Personal Level, School Level, School Board Level, and the
Upper Level. The specific effect of experience on the adaptation process appeared to mainly
affect the confidence of the participants; and this increase in confidence was found to facilitate
the adaptation process. Results from the study suggest a need for a bottom-up approach to
curriculum design, whereby aspects from the Personal Level are taken into account during the
planning and implementation phases of curricula. Furthermore, the results suggest that schools,
school boards, and ministries should offer direction and resources, and should provide
opportunities for support end collaboration to facilitate the adaptation process of experienced PE

teachers to a new curriculum.
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CHAPTER I
INTRODUCTION

Physical education (PE) teachers are expected to continuously learn throughout their
careers in order to effectively educate their students. Standards set by the Ontario College of
Teachers (OCT) and the Ministry of Education in Ontario dictate that “all teachers — beginning
teachers, experienced teachers, principals, supervisory officers, teacher educators and teacher
leaders — engage in professional learning appropriate to their interests, needs, perspectives and
responsibilities” (OCT, 2006, p. 4). This continuous professional learning is often referred to as
professioﬁal development and is employed because initial teacher training cannot contain all of
the knowledge that is needed throughout the career of a teacher (Knight, 2002). Therefore,
continuous learning is necessary amongst teachers to ensure that they are capable of adapting to
the ever-changing c’urriculums that they are expected to teach (Armour, 2006). However, it has
been stated that the methods used to ensure professional development amongst PE teachers are
inadequate in that they simply do not meet ‘the needs of experienced teachers (Armour & Yelling,
2004; Borko, 2004).

The ﬁotential inadequacy of the professional development programs may eventually lead
to a decline in the effectiveness of experienced PE educators’ teaching abilities (Armour, 2006).
The problem with the possible decline in effectiveness of experienced PE educators is that
“teachers do not become obsolete... instead, they continue to practice for many years, perhaps
unaWare that they may be failing to meet their professional commitments to the pupils in their
care” (Armour & Yelling, 2007, p. 182).

When PE teachers are not provided with sufficient professional development programs to

meet their needs, their methods of conveying appropriate subject matter can decline (Wirszyla,
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2002). When teaching effectiveness in a PE class decreases, the quality of PE declines and
students are not provided with “the skills and knowledge they need to lead a physically active
lifestyle” (Wirszyla, p. 4). Therefore, Armour (2006) argued that researching and improving
career long learning and professiohal development programs will provide experienced PE
teachers with the resources they need to continuously learn how to teach. Though Arrnbur comes
to this conclusion, she also described that “to date, the primary focus of both policy and research
has been the relatively brief process of jnitial teacher training” (Armour, p. 203). Armour and
Yelling (2004) indicated that the reason professional development programs do not succeed is
because such programs fail to “take sﬁfﬁcient account of the process of teacher change” (p. 101).
Teacher change is a complex process to which all teachers react differently. Hargreaves
(2005) indicated that “when educational change occurs or is attempted, teachers do not all
respond in the same way... amongst the most important of these influences is teachers’ age, as
“well as their career status” (p. 967). The purpose of the research conducted in this study was to
examine how experienced PE teachers adapt to curriculum change. In order to accomplish this,
the current research examined the facilitators and inhibitors perceived by experienced PE
teachers when implementing a new curriculum and the specific effect of experience on this
adaptation process. Resulfs from this study could aid those in charge of désign and
implementation of‘ new curricula by exposing factors involved in the adaptation process for

experienced PE teachers; leading to a smoother transition.
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CHAPTER II

RESEARCH CONTEXT

Many factors are experienced by teachers who are faced with adapting to the
implementation of a new curricﬁlum. These factors are often divided into facilitators and
inhibitors of the teacher change process. Research indicated that there have been few studies
examining these facilitatoré and inhibitors from the perspective of PE teachers (Dwyer et al.,
2003; Fullen, 2003). Furthermore, within these few studies, there has been no research on how
experienced PE teachers adapt to the implementation of a new curriculum. This is a very
important questioh to be answered because experienced PE teachers may be subjected to
different facilitators and inhibitors when adapting to a new curriculum. Howey and Corrigan
(1980) acknowledged that “experienced teachers frequently have more difficulty than their
younger colleagues in brihging about change in their own teaching behavior” (p. 17), but no
insight was provided as to why this is, and how this concern pertained to PE teachers. In order to
better understand these issues, the current research examined the complexities of change and,
more speciﬁcally, adaptation to curriculum change in a sample of experienced PE teachers.
Literature will first be presented to illustrate the process of change amongst PE teachers. Next, é
literature review will portray these processes and how they may change with experience because
of teachers being continuous learners. Beforé ény studies in the field are presented, however, a
context of the most recent Ontario curriculum change will be given. Following tha’p, documents
issued by the government of Ontario describing the strategies for change and standards of

teaching will be discussed to provide the research context for this study.
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Curriculum Change in Ontario

The most recent curriculum change in Ontario began its planning phases in early 1995.
Written by the Ministry of Education (1996) in Ontario, a document entitled Curriculum for
Ontario Secondary Schools was released, indicating that “Curriculum Guidelines for Ontario
secondary schools ha[d] not been re-written in almost a decade” (Ministry of Education, p. 1).
This document, and others similar to it proposing the change, presented the major changes that
were to be implemented in the following years (Winter & McEachern, 2001). In the early
planning days of this proposed new curriculum, the reformation was called the ‘Common
Curriculum’ and parts of it were set to be initiated in October of 1997 (Winter & McEachern).
Later in 1995, however, a new government was elected in Ontario, which proposed more drastic
changes to the curriculum, causing delays in the proposed implementation date. Elements of this
curriculum were implemented into elementary and intermediate schools (grades one to eight) in
1997 and 1998, but no changes were made to the secondary school curriculum until 1999
'(Winter & McEachern)’. As Winter and McEachern indicated, these new changes seemed “to
have left teachers and school boards feeling considerable pressure without the necessary support”
(p. 685). This led to the teacher resistance to implement the change, causing massive ‘work-to-
rule’ situations amongst Ontario as school boards “struggle[d] to negotiate teacher contracts
within the legislative reforms” (Winter & McEachern, p. 686).

The change to PE was long overdue. Two documents released in 1999, which replaced
the guidelines specified by previous documents in 1995 (for grade nine) and 1978 (for‘grades ten
to twelve) were released. The documents specified the speciﬁc goals, expectations and outcomes
of the new curriculum of PE in Ontario high schools. These goals were to promote: physical

activity, active living, healthy living, and living skills in order to generate a “commitment and a
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positive attitude to lifelong healthy active living and the capacity to live satisfying, productive

lives” (Ministry of Education, 1999, p. 2).

Education Improvement Commission

The Education Improvement Commission (EIC) created a School Improvement Planning
Handbook that identified '{[he “specific goals and strategies for change” (EIC, 2000, p. 6). These
strategies specifically described the key individuals and their specific roles during a period of
change. The docurﬁent provided by the EIC was imperative to the current study since it was
necessary that the researcher acquire a thorough understanding of the governmental procedures
when attempting educational change. The EIC indicated that the goal of educational change is
“to improve student achievement levels by enhancing the way curriculum is delivered, by
creating a positive environment for learning” (p. 6). The handbook acknowledged that “real
change takes time” and that “incremental improvements are significant, and they should be
celebrated, but they do not constitute lasting change” (p. 6).

The EIC (2000) indicated that improving a éurriculum cannot occur solely with a teacher
attempting to initiate change. Instead, an effective change occurs when many bodies within the
school work together, including principals, teachers, school councils, parents, community
members and superintendents. Principals, as indicated by the EIC, play a key role during the
change process. During a time of an improvement or change of a curriculum, the EIC indicated
that principals have four roles to play regarding professional development, which are to:

9% &

“encourage staff to lead the development and implementation of the plan,” “provide leadership

b 13

and professional development/training opportunities to staff,” “establish professional

development goals with staff that focus on the goals and strategies in the school improvement



Adaptability of Experienced PE Teachers 6

plan,” and to “ensure that professional development activities that focus on achieving the
school’s improvement goals are part of every staff meeting” (p. 14).

The EIC (2000) specified that the individual who has the greatest impact on students
during a period of curriculum improvement is the teacher. The EIC indicated that teachers should
execute the following tasks when improving or changing a curriculum:

Actively participate and assume leadership roles in establishing priorities, setting goals,

and formulating implementation strategies for the plan; work closely with school councils

and parents to implement the plan; ensure that classroom strategies for improvement
address the needs of students at .all levels of learning; assess students in a variety of ways
and develop strategies for improving the level of student achievement; and set and pursue

professional development goals that focus on the goals and strategies identified in the

plan. (p. 15)

Ontario College of Teachers

In 2006, the OCT issued revised guidelines for the “Foundations of Professional
Practice” which “outline the principles of ethical behaviour, professional practice and ongoing
learning fof the teaching profession in Ontario” (OCT, 2006, p. 3). These guidelines ensured that
“all teachers — beginning teachers, experienced teachers, principals, supervisory officers, teacher
educators and teacher leaders — engage in professional learning appropriate to their interests,
needs, perspeétives and responsibilities” (p. 4). The standard of professional learning amongst
teachers was the focus of the current research because the study investigated the processes that
facilitated or inhibited continuous‘learning and subsequently effected how an experienced

teacher adapted to a curriculum change.
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The Professional Learning Framework imposed by the OCT is “based on the premise that
teachers move through a variety of career stages that will influence the multiple ways teachers
live out the standards in their professional practice” (OCT, 2006, p. 4). As teachers move
through different career stages, the ways in which they go about their teaching practices will
differ based on individual levels of experience (Hargreaves, 2005). Therefore, commitment to
ongoing professional learning through the Professional Learning Framework is the OCT’s
method of providing careér-long growth and development to the professional teacher. Educators
are offered this professional development from the Ministry of Education, faculties of education,
professional organizations,v federations and subject associations. In addition to this, the OCT
indicated that ongoing learning should be a collaborative effort between ‘principals, supervisory
officers, directors and teacher educators, parents, members of the community and the
government’ (p. 19). These collaborative efforts amongst constituents are essential for
professional growth in teachers and developing curriculum outcomes in schools (OCT). Thus,
according to the standards set by the OCT, ongoing professional development opportunities are a
means to facilitate curricuium change.

A research context has been provided thus far regarding how a school should implement
an improvement or change in a curriculum as outlined by the government of Ontario. Therefore,
the current research is now able to situate itself as to what the government states should be
conducted during a time of curriculum change, but has yet to provide a ministerial definition of

an experienced teacher. This definition is provided in the next section.
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Experienced Teachers in Ontario

The Ministry of Education (2007) in Ontario released a document describing the
performance appraisal system of experienced teachers. The appraisal system was “designed to
foster teacher development, provide meaningful appraisals that encourage professional learning
and growth, and identify opportunities for additional support where required” (Ministry of
Education, p. 5). The performance appraisal document for experienced teachers also indicated
what the government of Ontario views as an experienced teacher. As per the Ministry of
Education, “a teacher ceases to be a new teacher once he or she successfully completes the New
Teacher Induction Program or, subject to any extension provided for in the regulations, his or her
24-month new teaching period has elapsed” (p. 5).

Teachers are able to learn as beginning teachers or as experienced teachers. Beginning
teachers are often called preservice teachers and are taught using Physical Education Teacher
Education (PETE) courses. These PETE courses are provided to help preservice teachers obtain
skill and content knowledge for teaching PE (Oslin, Collier, & Mitchell, 2001). It is important to
recognize that preservice learning is an important stage of teacher training but it does not
encompass all that teachers need to learn throughout their careers. Rather, the learning and
development of teachers should be career long and focus on teachers being continuous learners
during the inservice phase of their careers (Conkle, 1997).

The research done in the current study focused on the process of learning and
development of teachers during the inservice phase of teaching. It was indicated by Conkle
(1997) that it is “critical for physical educators to receive pertinent and high quality in service
opportunities” that “enhance personal or professional knowledge, skills, or attitudes and improve

student instruction” (p. 50). There are connections between the standards defined by the OCT’s
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Foundations of Professional Practice and the EIC, in that they both regard professional
development as an essential component to the intertwined processes of teacher learning,
curriculum development, and subsequently, teacher adaptation. Because of this, the current
researcher will later present literature regarding inservice professional development and discover
if these programs facilitated or inhibited the adaptability to curriculum change for the sampled
experienced PE teachers. First, however, literature describing the complexities of the educational

change process will be addressed.
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CHAPTER III
LITERATURE REVIEW
Educational Change

In order to understand the mechanisms behind teacher change, the researcher of the
current study must first present the complexities of change. This will be done in order to
understand why teachers often do not want to consider adapting to changes as a result of the
hardships that they may face. Literature indicated that “fundamental change results from a major
dissatisfaction with present arrangements” (Wirszyla, 2002, p. 15). Therefore, in order for
educational or curricular change to be needed, the district or overarching ministry must perceive
something to be faulty with the state that it is in; such is the case when curriculum strategies
become outmoded and stale. It is important to note that the individual implementing the change
is not necessarily the individual or body that is i;)roposing the change. Often, what was seen with
teachers from previous research are districts imposing change, and teachers being left scrambling
to adapt (Wirszyla). Once a change has been implemented, individuals faced with the change
must now react to the modification in their lives. What often occurs is people not wanting to
adhere to these changes and be subject to the hardships that come along with them (Marris,
1975) because “all real change involves loss, anxiety, and struggle” (Fullen & Stiegelbauer,
1991, p. 31). Modifying an aspect of life requires that an individual learn something new because
of this change. This modification is what is often difficult for people, let alone for those who
have been previously successful with a certain strategy (Fullen, 2003). Change in an educational
setting is just as difficult and complex as change anywhere else in life, and this is often the

reason why teachers have difﬁculty adapting to changes in curricula (Fullen).
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It was indicated that “the purpose of educational change presumably is to help schools
accomplish their goals more effectively by replacing some structures, programs and/or practices
with better ones” (Fullen & Stiegelbauer, 1991, p. 15). The problem, however, was that “there
has been no consensus on specifically what is involved in the restructuring of education” (Johns,
2003, p. 345) and because of this, “times of change are generally times of uncertainty for
teachers and their usual response is to resist attempts to change and to hold on to existing
practices” (Johns, p. 358). The implication that teachers resist change and instead hold on to their
existing practices has been examined in many studies (Armour & Yelling, 2004; Faucette,
Nugent, Sallie, & McKenzie, 2002; Fink & Stoll, 1998; Hargreaves, 2005; Johns). These studies
indicated that there were so many complexities within the change process that fully
understanding all the variables to elicit positive change was impossible for teachers.

Literature has suggested that the waves of change that are attempted over the years
demonstrated how little educational change has been thought-out during this time. Johns (2003)
described curricula as:

“A series of repeated invasions of organizing ideas that command attention for a while

before they are turned out by the next invasion” (Cherryholmes, 1988, p. 141). Clearly,

teachers have been “bombarded by an unrelenting plethora of changes over a short
period” and “tend to be exhausted, and find it difficult to keep up their energy,

enthusiasm and ultimately, willingness for change” (Fink & Stoll, 1998, p. 299). (p. 360)
Johns indicated that these constant waves of change are causing teachers to become weary and
cynical of incoming attempts to change a curriculum because of the lack of support they receive

during this time.
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The series of repeated invasions described in the excerpt is often referred to as the time of
“adoption mania” (Faucette et al., 2002). Once reform after reform héd failed, officials in charge
of implementation began deducing reasons for these failures and subsequently developed “more
robust theories or paradigms to enhance development efforts” (Faucette at al., p. 288). Faucette
et al. indicated that what was needed to be done was to plan these “change efforts to be
incremental and evolutionary rather than expecting substantive innovations to occur quickly” (p.
289). As previously indicated, the government of Ontario concurs with this research by Faucette
et al. in that they both agree that time will allow efforts for systematic change to occur within
curricula (EIC, 2000, p. 6). Literature from Faucette et al.’s study further indicated that this poor
planning resulted in a barrage of curricula that made it exhausting for teachers to accommodate
such demands for change.

Additional literature on educational change continued to specify that little is known about
the implementation of curricula (Johns, 2003). Often times the assumptions and abstraction of
proposed curricula did not make sense in the world of the teacher and that these programs never
addressed the problems regarding students, scheduling, support and boundaries (Fullen &
Stiegelbauer, 1991). Fullen and Stiegelbauer attributed difficulties with curriculum change to
insignificant procedures, inappropriate strategic planning, and a lack of consideration for the
needs of the school or the working conditions of teachers. Furthermore, many attempts at
implementing curriculum did so “without either a careful assessment of its strengths and
weaknesses, or of how or whether it can be integrated with what is already going on” (Fullen,
1993, p. 51). Often, as a result, teachers are unable to adapt to a new change, and schools end up

with an educational system which is fundamentally conservative (Fullen). Therefore, in order to
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aid the adoption of a new curriculum, curriculum policy-makers should consider the needs and

processes of teachers when adapting to such a change. (Bechtel & O’Sullivan, 2007; Fullen).

Teaching and the Processes of Change

Bechtel and O’Sullivan (2007) explored the facilitators and inhibitors that affected four
secondary PE teachers who experienced curricular changes in their programs. The investigators
were interested in learning about the catalysts for positive teacher change amongst secondary PE
teachers. The results of the study indicated that there were two facilitators and an overarching
inhibitor that affected the adaptability of PE teachers to a curriculum change. The two facilitative
processes identified for teacher adaptation were the beliefs and values of a teacher, as well as the
collaboration and support they received. Conversely, teachers in the study identified that district
policies and the marginalization of PE from the district inhibited positive teacher change. They
also concluded that “beginning teachers often have different concerns than experienced teachers,
so the stage of one’s career might have an impact on the teacher change process” (p. 233).
Furthermore, the researchers indicated that “career stage and the impact this has on the teacher
change process is an area to be addressed by future research” (p. 233). The current research used
Bechtel and O’Sullivan’s study as a foundation to guide the investigation of the processes that an
experienced PE teacher would face when adapting to a curriculum change. Thus, in the following

section of this review of literature, previous research on these processes will be identified.

Beliefs and Values
There is a body of research that shows that the beliefs and values of PE teachers have an

affect on their adaptability to new curricula (Butler, 2005; Fullen, 2003; Fullen & Stiegelbauer,
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1991; Ha, Lee, Chan, & Sum, 2004; Johns, Ha, & Macfarlane, 2001; Wirszyla, 2002). Having
‘belief’ in the curriculum was indicated as teachers trusting that the curriculum would bring
about positive changes in their students (Bechtel & O’Sullivan, 2007). Specifically, curriculum
change was more effectively implemented when PE teachers believed that the change in the
curriculum would enhance the learning of their students (Bechtel & O’Sullivan; Butler; Ha et al.;
Johns et al.). Bechtel and O’Sullivan examined four practicing PE teachers during an
implementation of a new curriculum. They found that the three teachers who had beliefs and
values in favor of the curriculum and subsequently, the implementation of it, attempted to make
“changes in their programs, and teaching practices” (Bechtel and O’Sullivan, p. 228) that
reflected the proposed change. Conversely, the one PE teacher whose beliefs were not aligned
with the change in the curriculum had different outcomes than the other three participants.
Fullen (2003) indicated that adaptive change would not be possible unless teachers
“believe they are doing something worthwhile... [and are] willing to put in the extra sacrifices
and effort” (p. 34). One study found that PE “teachers’ openness to change might depend on their
attitudes toward new educational ideas” (Ha et al., 2004, p. 423). However, generally very little
“consideration is given to the teachers’ pre-existing beliefs and their perceptions of the need to
change” (Ha et al., p. 423). Individuals in charge of implementing a change need to realize that
PE teachers “can benefit from the opportunity to discuss core beliefs, to examine ways in which
they translate into practice” (Butler, 2005, p. 237) because “how the teachers perceive, interpret,
or bend the curricﬁlum due to preexisting beliefs or practices will affect the fidelity of the
implementation” (Wirszyla, 2002, p. 16). It has been contended that beliefs in favor of
curriculum change are associated with teachers’ motivation to produce innovative materials and

approaches (Johns et al., 2001). Indeed, Fullen and Stiegelbauer (1991) advocated that policy-
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makers must consider the beliefs and values of teachers when implementing any new curriculum.
Although beliefs are extremely important in the adaptation process, even when PE teachers had
beliefs that corresponded to a curriculum change, the individuals in charge of the implementation
underestimated the role of the situational and personal-social factors that would influence a PE

teacher’s adaptation to a change in a curriculum (Johns et al.), which will be discussed next.

Personality

In addition to the beliefs and values of the individual teacher, studies have indicated that
a facilitator or inhibitor to implementing curriculum change is the teacher’s individual
persénality. Curtis and Cheng (2001) indicated “personal qualities or personality characteristics
appear in the educational change literature less frequently” (p. 141). However, they make the
point that personality characteristics are an important aspect of teacher change. Richardson
(1990) indicated that often times the reason for a curriculum not being implemented is simply
because of “teachers being resistant to change” (p. 11). It was specified that some teachers are

simply unwilling, and thus, unable to adapt, whereas others embrace changes (Richardson).

Collaboration and Support
In their study of PE teachers’ facilitators and inhibitors to change, Bechtel and O’Sullivan
(2007) indicated that the support that teachers received was a key theme that served as a catalyst
for the change process. Bechtel and O’Sullivan found that, after the beliefs and values of a
teacher, the support that the educators received and the collaborative work they did with other
teachers were the most important factors in their effectiveness of adapting to curriculum change.

An essential component of an effective curriculum implementation was support from colleagues
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and meetings with other teachers undergoing change as a part of professional development
programs. In addition, the same study indicated that not all support that PE teachers received had
to come from other teachers. Their research showed that positive change was also facilitated by
support from principals and students. The study indicated that PE teachers who perceived their
principal as supportive of the new PE program improved their efforts to change. As an example
of the types of support that could be given, one participant in the study indicated that when her
principal gave her financial and emotional support during an implementation of a new
curriculum, she was more encouraged to persevere with the changes. In addition, “support of
students is also beneficial in order for change to occur and be sustained” (p. 232-233).
Additional literature described similar discoveries to the Bechtel and O;Sullivan (2007)
study, stressing the importance of collaboration with colleagues during curriculum change
(Butler, 2005; Fullen 1993, 2003; Johns, 2003; Johns et al., 2001; Kirk & Macdonald, 2001). The
importance of collaboration was explained by Fullen (2003), as he described that there was only
so much teachers were able to learn if they kept to themselves. He indicated that “teachers must
work in highly interactive and collaborative ways [and work] productively with other teachers”
(Fullen, 1993, p. 81). A study conducted by Butler interviewed PE teachers going through a
curriculum change to examine the barriers that the teachers had in adapting to the change. The
participants in that study indicated that they needed support from their colleagues via healthy
dialogue and the exchange of ideas. A study by Johns et al. found that it was not necessarily that
the physical education teachers did not want to adapt to a new curriculum, rather it was the
absence of support and a rigid organizational structure to facilitate change that made the

retention of the status quo a preferred option.
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Further literature that supported the collaboration of colleagues when going through a PE
curriculum change can be found in other studies (Armour & Yelling, 2004; Armour & Yelling,
2007; Fullen, 1993). Armour and Yelling (2004) for example, indicated that collaboration
amongst colleagues “allows teachers ways to talk with each other about their classrooms and
their students” (p. 108). The study stressed that teachers learned by interacting and collaborating
with other teachers but schools often prevented such learning by not providing enough time to
discuss and share their lessons with each other. Fullen specified that when teachers experienced
change as a group, the collegiality that occurred allowed teachers to adapt more effectively.
Collegiality encouraged change in Fullen’s research because teachers realized they were not
isolated in their need to learn. According to Armour and Yelling (2004), the problem was that
few schools supported teachers to work together and this professional isolation contributed to a
form of pedagogical reductionism that decreased the ability of a PE teacher adapting to a
curriculum change.

WestEd (2002) suggested that collaboration amongst teachers could aid in the
effectiveness of professional development programs. The study indicated that professional
development programs were enhanced when they “shifted from isolated learning and the
occasional workshop to focused, ongoing organizational learning built on collaborative reflection
and joint action” (p. 11). A teacher from a recent Armour and Yelling (2007) study indicated
that, in an ideal world, “it would be great to meet up with other PE teachers’ to enhance the
professional development programs” (p. 189). Yet what is often the case is that teachers are
isolated in their learning, and it is the traditional model of professional development that prevails

in schools (Armour & Yelling).
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Researchers of other studies argued that teachers also need ‘outside’ support to be able to
effectively initiate and implement a change in curriculum (Faucette et al., 2002; Fullen, 1993;
Fullen & Stiegelbauer, 1991; Ha et al., 2004; Wirszyla, 2002). Another factor to consider is
having problematic students who resist change. These students can inhibit the adaptability of a
PE teacher going through change (Wirszyla). Support from principals was further shown to
influence the likelihood of change (Fullen & Stiegelbauer), confirming Bechtel and O’Sullivan’s
(2007) results.

In addition to receiving support from principals and students, Ha et al. (2004) concluded
that PE teachers should collaborate between the school and a wide range of health-professionals
in the community, including “nutritionists, pediatricians, exercise physiologists, psychologists,
and sociologists, so that they work together as a team to promote physical and health education”
(p. 423). Faucette et al. (2002) also indicated that, when going through curriculum change,
teachers should “interact ﬁéquently with parents, other teachers, facilitators and data collectors,
administrators, and chroniclers throughout the process” because this would create “a sense of
collaboration and collegiality with others working towards similar goals” (p. 304). Also stressed
was the collaboration between PE teachers and university faculties in order to aid in the

preparation of teachers going through change (Wirszyla, 2002).

Planning
Briscoe and Peters (1998) conducted a study that investigated possible reasons as to why
collaborative work amongst teachers facilitated the change process. Their research indicated that
collaborative work allows for teachers to share ideas, discuss their teaching practices and it gives

them an “opportunity to plan together” (p. 57). A participant from their study discussed that
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planning allowed her to get “everything out and get [their] ideas together” (p. 58) and that this
facilitated her adapting to change. Furthermore, research by Hall and Hord (1987) indicated that
planning was useful for facilitating change in schools because it allowed teachers “to handle

unanticipated occurrences and to utilize more effectively his or her limited time and resources”

®.9).

District Policies and Administration

Bechtel and O’Sullivan (2007) indicated that district policies were inhibitors to teacher
change. Though the beliefs and values of a teacher and the collaboration amongst colleagues
facilitated a PE teacher’s adaptability to change, they found that “the lack of professional
development for physical education teachers in the district” (p. 230) and “the marginalization of
physical education by the school district” (p. 231) were key barriers to teacher change. It was
indicated by all four teachers in the study that “the district had not met their professional
development needs” (p. 230). This issue of the district not providing effective professional
development will be discussed later in this section.

There is further literature that indicated how an unsupportive district influenced the
adaptability of PE teachers during an implementation of a curriculum (Cothran, 2001; Dwyer et
al., 2003; Fullen & Stiegelbauer, 1991; Johns, 2003). These researchers showed that school
districts often gave PE a “low priority in the school system” (Dwyer et al., p. 449). This often
tempted teachers to return to more familiar former programs (Cothran). It appeared however, that
“in situations where the school board and the district are actively working together, substantiated
improvements can be achieved, compared to conflictful or uninvolved boards” (Fullen &

Stiegelbauer, p. 75).
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Johns’ (2003) study investigated the “asymmetry that exists between curriculum
planners... and [PE] teachers” (p. 349). Johns indicated that when district policy-makers
implement a program there is often no measurement of how well the curriculum will fit with the
current practicing teachers. The findings revealed that the PE “teachers identify change as
something that is being done to them as opposed to something done with them” (p. 349). Johns
identified the reason for this asymmetry:

Invariably, teachers are expected to “adjust to structures” that are imposed upon them

“while remaining silent about the power within those structures” (Cherryholmes, 1988, p.

186). To ignore teachers, it appears, is to ignore the problems associated with

implementation of curriculum change. (p. 346)

Therefore, it became clear that policy-makers were disconnected from the teachers who were
going to have to adapt to the curricula that were being imposed (Johns).

Dwyer et al. (2003) also investigated PE teachers’ perspectives of administrative barriers
to the implementation of a new curriculum named the Health and Physical Education Curriculum
(HPE). Conducted in Ontario, the study found that “participating teachers perceived physical
education to be a low priority in the educational system, making it difficult for them to meet the
HPE curriculum expectations” (p. 448). Because of this lower priority given to PE, there were
often no workshops for PE teachers and there was a lack of a sufficient infrastructure for PE in
general (Bechtel & O’Sullivan, 2007; Dwyer et al.). Faucette et al. (2002) indicated that:

Rather than imposing growth on subordinates, administrators [should] serve as nurturing

providers and teachers accept or decline such opportunities with no negative

consequences... [this] employee centered approach can help reduce the sense of
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violation often felt by those undergoing development in a more hierarchal system. (p.
288)
By induction, it could be assumed that a lack of nurturance by administration, and a top-down
approach by policy-makers were barriers to adaptive curriculum change on the part of the

teachers.

Professional Development

Research has suggested that in order to help PE teachers overcome the barriers of
curriculum change, school districts should provide these educators with continuing and relevant
professional development (Armour & Yelling, 2004). Studies suggested that ineffective
professional development programs issued by the school district are a mechanism that could
affect the teacher change process (Bechtel and O’Sullivan, 2007). Specifically, Bechtel and
O’Sullivan indicated that ineffective professional development for teachers was seen as an
inhibitor to teacher change. This notion, in addition with the emphasis on experienced teachers in
the current study prompted the investigation of this topic in the current study.

Armour and Yelling (2007) defined professional development asb“all types of
professional learning undertaken by teachers beyond the initial point of training” (p. 178).
Professional development programs allow experienced teachers to be continuous learners
throughout their careers (Armour & Yelling; Knight, 2002; Fullen, 2003) and display the
potential to substantially improve classroom teacher’s physical education (Faucette et al., 2002).

The authors further indicated that continuous professional development for PE teachers should

“be designed to connect to previous teacher learning and future goals, be aligned with policy,
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national standards and assessments, and encourage communication with colleagues” (Armour &
Yelling, p. 101).

Knight (2002) further described the importance of an ongoing professional development
program:

Continuing professional development is needed because initial teacher education cannot

contain all of the prepositional knowledge that is needed and certainly not that procedural

“how to” knowledge which grows in practice... [and that] professional obsolescence will

soon enfold all except those engaged in life-long learning. (p. 230)

Armour (2006) argued that providing effective PE professional development programs and
subsequently solving the problem of experienced teachers becoming obsolete, was “pivotal to
improving the quality of physical education” (p. 203). The problem, however, was that “the
professional development available both within PE, and more generally, simply did not meet
their needs as experienced teachers” (Armour & Yelling, 2004, p. 96). Because of this, the
teachers were unable to effectively adapt to, and subsequently, instruct, the proposed curriculum
change. Armour and Yelling recommended that it was time to reconsider professional
development into a program that generated a different perspective on the method in which
experienced PE teachers learn throughout their careers.

Many issues are present in the literature with the current professional development
programs that are provided to teachers (Armour, 2006; Borko, 2004; Conkle, 1997; Fishman,
Marx, Best, & Tal, 2003). Armour indicated that the knowledge that we have for providing
effective professional development is patchy, and that we are left with more questions than
answers about effective professional development. Experienced PE teachers told Armour that

many programs lacked coherence, relevance, challenge and progression, and they were often
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delivered out of context in such a way that learning could not be transferred to their schools.
Further reports from experienced teachers described the state of professional development as
deficient (Fishman et al., 2003) and “woefully inadequate” (Borko, pg. 3). Experienced teachers
complained that professional development programs were not meeting their needs because one-
day courses were not fundamentally effective to support teachers in learning how to enhance
practice (Armour & Yelling, 2007; Conkle, 1997; Wilson & Berne, 1999).

A study conducted by Conkle (1997) quantitatively addressed what PE teachers would
have liked to have seen regarding PE professional development programs. The results concluded
that 79 percent of the teachers preferred one-day seminars, once each school term, as the format
for inservice activities. Conkle indicated, however, that this finding is contrary to what previous
literature recommended as best for teacher development, as he indicated that previous “literature
is filled with calls to end one-shot attempts at teacher development” (p. 54). Contrary to the
teachers’ preferences indicated above, Armour (2006) suggested that PE professional
development should be established on a better understanding of teacher learning and adaptation
rather than on ‘one-shot’ attempts to better the process.

Armour and Yelling (2004) suggested that professional development programs should be
“systematic efforts to bring about change in the classroom practicés of teachers, in their attitudes
and beliefs, and in the learning outcomes of students” (p. 101). The authors further suggested
that the reason why professional development programs did not allow experienced PE teachers to
learn how to adapt was because the services did “not take sufficient account of the process of
teacher change” and that they should “attempt to change téachers’ attitudes and beliefs in the

hope that this will lead to changes in practice” (p. 101). Furthermore, the authors suggested that
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professional development programs should be aligned with policy and government standards to

meet the needs of experienced teachers.

Experienced Teachers

There is vagueness in the literature regarding the definition of an ‘experienced’ teacher.

Armour and Yelling (2004) defined their participants as teachers with more than five years of

- teaching experience. The research that has been conducted on the adaptability Qf teachers to
curricula with samples that meet this criterion, however, is often patchy, outdated and generic
(Conkle, 1997). The focus of most research to date has been on educating teachers at the
beginning of their instructional career; “it is as if, once trained to statutory standards, teachers’
learning is no longer a pressing concern” (Armour, 2006, p. 203).

The little research that has been conducted on experienced teachers suggested that these
teachers find it more difficult to adapt to new curricula than their less-experienced counterparts
(Howey & Corrigan, 1980). Howey and Corrigan described that adults develop continuously,
just as children do. Furthermore, they indicated that the ‘stage’ or ‘level’ of development of a
teacher can affect how “one teaches or at least prefers to teach” (p. 26).

Hargreaves (2005) conducted a study that examined the subjective experiences of
experienced PE teachers in Ontario. He indicated that the reason why educational change is often
difficult is because of the individuality within the teachers implementing the change. He
concluded that “when educational change occurs or is attempted, teachers do not all respond in
the same way” (p. 967). Different factors can influence teachers’ adaptabilities; however,
“amongst the most important of these influences is teachers’ age, as well as their career status”

(Hargreaves, p. 967). Hargreaves revealed the subjective experiences of a teacher: “you come in
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with the ideas of ‘I want to change everything and I’m going to be amazing’” but that only “lasts
about two classes” (Hargreaves, p. 972). Hargreaves also discussed that the age difference of
teachers would create a difference in adaptability between experienced and non-experienced
teachers. In an excerpt from another experienced participant in Hargreaves’ study:

“They [new teachers] have grown up being involved in and accustomed to several

changes in their school life... constant change,” asv they have moved from school to

school then on to university and beyond.... younger counterparts “deal with change every

single day and they thrive on it. It makes the world very exciting for them.” (p. 972)

The study by Hargreaves (2005) also suggested that experienced teachers have more
problems dealing with insensitive administration policies. For experienced teachers in his study,
“the magic of teaching had literally gone as their optimism and idealism had been crashed on the
rocks of capricious reform processes [and] repetitive change syndromes” (p. 975). These
continuous reform attempts made teachers nostalgic for the times when they experienced brief
innovative and pedagogical success in the past. When change was proposed to these experienced
teachers, they were reminded of the continuous influx of “incoming administrators and gung-ho
reformers who have no memory, knowledge, curiosity about or respect for these teachers’ past
experiences and achievements™ (p. 975). It is suggested by Hargreaves that all of these problems
caused a decrease in energy and willingness for experienced teachers to change. Though the
difference in the ability for ¢xperienced teachers to adapt to cuﬁiculum change was shown to be
because of a decrease in energy, other literature suggested an additional rationale for the
discrepancy (Armour, 2006; Fullen, 1993; Johns, 2003; Wirszyla, 2002).

Johns’ (2003) examination of experienced PE teachers revealed that they were often

unable to transform their practices because they preferred to not change what they had been
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doing for years. Other studies have revealed that experienced teachers did not put enough
empbhasis on the continuous inquiry needed to be a life-long effective educator (Armour, 2006;

Fullen, 1993).

Confidence

Though some literature indicated that experienced teachers could possibly have more
difficulty adapting to a curriculum change; Veenman’s (1984) study suggested that the
confidence levels of these teachers may influence their adaptation process. In a meta-analysis of
83 studies, Veenman indicated that beginning teachers were not confident in their disciplinary
practices, classroom management, and class control. Additionally, Veenman’s study saw that the
high work-load consumed much of the preparatory period of the beginning teacher and that these
teachers had “doubts and worries about [their] own competence” (p. 156). Conversely, these
issues of perceived professional competence were not reported in experienced teachers in this

study.

Fullen’s Conceptual Framework
A framework created by Fullen, Bennett, and Rolheiser-Bennett (1990; Appendix A),
was created in order to aid in the understanding of the broad spectrum of educational reform.
Though the framework is to khelp individuals understand educational reform on a large scale, it is
proposed that these concepts could be applied to the specific aspect of curriculum change. The
framework added to the understanding of the change process in the current study by illustrating
main processes of change, as well as illustrating the interrelatedness and the complexities

between these processes. More specifically, Fullen et al. identified the three overall processes
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that are involved in educational reform: classroom improvement, teacher development and
school improvement.

The framework is depicted as an image of three gear cogs that are connected to each
other. The leftmost cog is ‘classroom improvement,’ the middle cog is ‘teacher as learner,” and
the rightmost cog is ‘school improvement’ (Fullen et al., 1990). The teeth of the middle ‘teacher
as learner’ cog are intertwined with the teeth of the cogs to the left and to the right. The
framework was created like this in order to “understand classroom improvement on the one
hand, school improvement on the other, and then to identify systematic links between the two”
(p. 14). Tﬁis appears to be simple, but as Fullen et al., indicate:

Taken literally, this imagery is misleading - teaching is not mechanistic, and one cog does

not necessarily start another. Nor do the framework’s components simply move in one

direction or the other. Different and contradictory initiatives affect different parts,
moving them in different- directions at the same time -indeed, this is part of the

complexity. (p. 13)

Classroom improvement is comprised of the four inner-cogs of content, instructional
strategies, instructional skills, and classroom management (Fullen et al., 1990). Although this
cog is important in the process of educational change, it did not directly relate to the present
research question and subsequently, will not be presented thoroughly in this review; instead, the
current study will focus more on the middle and rightmost cogs.

Teacher as learner was described as “the centerpiece” and “includes anybody at the
school level who is a professional educator, for example, classroom teachers, teacher leaders,
head teachers, vice-principals and principals” (Fullen et al., 1990, p. 15). This major cog is also

composed of four inner-cogs, which are: technical repertoire, teacher as researcher, reflective
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practices and collaboration. Fullen et al. described the process of each inner-cog: “fechnical
repertoire increases instructional certainty; reflective practice enhances clarity, meaning, and
coherence [to teaching]; research fosters investigation and exploration; collaboration enables
one to receive and give ideas and assistance” (p. 15). McKernan (1996) discussed the idea of the
‘teacher as a researcher’ in his book. He indicated that teachers sometimes need to investigate
different areas of resources in order to improve their teaching. This allows teachers to try out
new “ideas in practice as a means of improvement and as a means of increasing knowledge about
the curriculum, teaching, and learning” (Crookes, 1993, p. 131). It was proposed by the current
researcher that the inner cogs of Teacher as learner are important to PE teachers adapting to
changes in curricula, and thus, these main concepts were explored.

School improvement reflects the administration and district policies of the school and
how they influence educational change. The first inner cog, shared purpose, “includes vision,
mission, goals, objectives, and unity of pﬁrpose” and refers to the “shared sense of purposeful
direction of the school relative to major educational goals” (Fullen, 1990, p. 14). The shared
purpose of the school will change based on the other cogs in the framework, such as with the
norms of collegiality. Norms of collegiality refer to “ways in which mutual sharing, assistance,
and joint effort among teachers is valued and honored in the school” (p. 14). Norms of
collegiality subsequently “must be linked to norms of continuous improvement and
experimentation in which teachers are constantly seeking and assessing potentially better
practices inside and outside their own schools” (p. 14). Finally, norms of continuous
improvement are linked to structure, which “refers to organizational arrangements, roles, and
formal policies which explicitly create working conditions that support and inspire ﬁovement in

other cogs” (p. 14). Similar to the teacher as learner cog, it was proposed by the current
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researcher that the inner cogs of school improvement were important to PE teachers adapting to
changes in curricula and therefore, were considered in the investigation. Though all four inner-
cogs were explored in this study, each process has already been seen in the middle cog, or in
Bechtel and O’Sullivan’s (2007) study. For example, the norms of collegiality discussed in this
wheel are the ways in which sharing and collaboration is honored in the school. This cog, most
certainly relates to the inner cog of collaboration in the middle wheel, as well as the process
identified by Bechtel and O’Sullivan as a facilitator of curriculum change. Therefore, though
these inner-cogs were not explicitly investigated, they all fit under different umbrella processes

that were each thoroughly investigated.

Conclusion of Literature Review

Literature has been presented suggesting the complexities of change and subsequently,
educational change. Within these complexities, a study conducted by Bechtel and O’Sullivan
(2007) was presented, organizing the foremost processes that influenced a change for PE
teachers. The three main processes that were proposed to influence teacher adaptability to a new
curriculum Were: having beliefs that were congruent to the new curriculum (Bechtel &
O’Sullivan, 2007; Butler, 2005, Johns et al., 2001; Ha et al., 2004; Wirszyla, 2002),
collaborating and receiving support from a variety of stakeholders within the curriculum change
(Armour & Yelling, 2004; Bechtel & O’Sullivan; Butler; Fullen 1993; Johns, 2003; Johns et al.,
2001; Kirk & Macdonald, 2001), and having a supportive district and administration that
facilitated change (Cothran, 2001; Dwyer et al., 2003; Fullen & Stiegelbauer, 1991; Johns,

2003). A conceptual framework was discussed, which presented additional areas of
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investigation; such as how a teacher performing research, as well as an increase in instructional
certainty can influence the change process (Fullen et al., 1990).

Ensuring that teachers are continuous learners (Armour, 2006; Armour & Yelling, 2004;
Armour & Yelling, 2007; Faucette et al, 2002; Hargreaves, 2005) was also presented in the
literature as being an important aspect to facilitate growth amongst experienced PE teachers. In
order for PE teachers to be continuous learners, professional development programs that enable
experienced teachers to receive inservice training are provided. Literature indicated that
experienced PE teachers need these professional development programs because the way in
which they learn and adapt is different than their younger, less experienced colleagues (Faucette
et al.; Hargreaves; Howey & Corrigan, 1980). The problem identified by researchers, however,
was that professional development programs are fundamentally flawed; both generally, and
towards PE teachers (Armour, 2006; Armour & Yelling, 2004; Armour & Yelling, 2007; Borko,
2004; Conkle, 1997; Fishman, et al., 2003; Wilson & Berne, 1999). Therefore, even though these
development programs are provided, they are unable to effectively help experienced PE teachers
learn, develop, and subsequently adapt to incoming curriculum changes. These findings coupled
with the research on how experienced PE teachers are not able to adapt in the same way as their
less-experienced counterparts suggest that there are different processes that could occur when an
experienced PE teacher is adapting to a curriculum change. Thus, the purpose of the current
research was to understand the facilitators and inhibitors perceived to affect experienced PE

teachers when adapting to a curriculum change.
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CHAPTER IV
METHODOLOGY
Research Paradigm
Literature on educational change has been presented indicating many factors involved in

facilitating or inhibiting PE teachers when experiencing a change (Armour & Yelling, 2007;
Bechtel & O’Sullivan, 2007; Dwyer et al., 2003; Fullen et al., 1990). The current research
attempted to identify the perceptions of the facilitators and inhibitors during a curriculum
adaptation process for experienced PE teachers. The way in which the study was conducted was
dependant on the specific paradigm of the researcher. Bassey (1995) indicated that a research
paradigm is a “network of coherent ideas about the nature of the world and the functions of
researchers which... conditions the patterns of their thinking and underpins their research
actions” (p. 12). A researcher needs a paradigm in order to guide him or her through all the
processes of the upcoming study. For the current research, an interpretivist epistemology and a
phenomenological methodology were employed in order to generate a thorough understanding of

the subjective experiences of experienced PE teachers adapting to a curriculum change.

Interpretivism
Macdonald, Kirk, Metzler, Nilges, Schempp and Wright (2002) indicated that
“interpretive research has made a significant contribution to the physical education pedagogy
body of knowledge as it has led to insights into meanings that participants give to their sport and
physical education experiences” (p. 140). The perspective has been used in many areas of
education and pedagogy inquiry, including “curriculum change” (p. 140) to attempt “to

understand how teachers’ work and school cultures shape change processes” (p. 139).
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Neshila (2004) conducted a study on educational change in which she “investigate[d]
participants’ experience and perceptions of the process and outcome of an OD [Organizational
Development — a planned educational change theory] intervention in a secondary school” (p. 3).
She indicated that though her study was “concerned with change, [her] interest was to listen, to
share and to understand how the participants experienced and perceived the process and outcome
of an OD intervention in their school” in order to generate a “deeper understanding of [her]
participants” (p. 32), and the interpretivist paradigm was well suited for this.

Previous research on educational change pertaining to Fullen’s (1990) framework has
also employed the interpretivist paradigm. For example, Earnest (2004) investigated the factors
that influenced school effectiveness, teacher professional development and students’ outcomes
from the perspective of the principal. In her study, Earnest utilized Fullen’s framework in her
investigations from the perspective of an interpretivist. Earnest included that, with the
implementation of the ‘school improvement program,’, teacher collaboration and cohesiveness
increased, district and school board management had a clear vision of what needed to be
accomplished, and professional development became more focused.

Using the interpretivist paradigm, the researcher in this study was able to obtain a ‘deeper
understanding’ of how experienced PE teachers adapted to change. Eisner (1991) indicated that
an interpretive paradigm aids in the appreciation of what “meaning events have for those who
experience them” (p. 35). It was assumed that the participants in the study had the knowledge
that the researcher attempted to uncover; and it was the goal of the researcher to uncover the
meanings that experienced PE teachers had regarding the adaptation process to a curricuium
change. Murray (2003) used a phenomenological methodology with an interpretivist perspective

‘in order to attempt to describe what the experiences meant fo the participants.” Phenomenology
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used with an interpretivist paradigm assisted the current study in understanding what it meant to
adapt to a curriculum change from the perception of an experienced PE teacher.

Though the current research was conducted from an interpretivist perspective, elements
of constructivism were used as well. In their study on the different theoretical perspectives that
have been employed in educational research, Macdonald et al. (2002) discussed constructivism
under the heading of the interpretivist perspective, thereby indicating their similarities and
interrelationships. Though the current study investigated subjective experiences, the interview
process consisted of an interaction between the interviewer and the interviewee. Guba and
Lincoln (1994) indicated that this interaction is a fundamental aspect of constructivism, where
“the investigator and the object of investigation are assumed to be interactively linked so that the
“findings” are literally created as the investigation proceeds” (p. 111). Additionally, the use of
the study by Bechtel and O’Sullivan (2007) and the conceptual framework by Fullen et al. (1990)
in this research gives the impression that the researcher constructed a meaning with the
participants based on previous knowledge. Rather, the functions involved in curriculum change
identified previously by Bechtel and O’Sullivan’s study and Fullen et al.’s framework were used
simply as a foundation to ground the current research, and to provide information to generate
probes if the participant did not provide much information from the initial questions of the
interview. Based on these prior findings, the current researcher knew and recognized the
experiences that PE teachers had when adapting to new curricula. However, the researcher did
not know and understand the perceptions of experienced PE teachers when adapting to the

process of curriculum change.
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Phenomenology

The current research studied the processes that experienced PE teachers perceived during
a curriculum change, and what it meant to have actually lived through this process. In order to
uncover these perceptions, it was necessary for the researcher to understand the phenomenon of
how PE teachers adapt to a new curriculum. By applying a phenomenological methodology, the
researcher in this study used the rich, deep information generated to identify and describe the
facilitators and inhibitors that ten PE teachers experienced during the 1999 Ontario curriculum
change.

Phenomenology is defined as being a way of studying or describing phenomena
(Hammond, Howarth, & Keat, 1991). The phenomenon being described is “simply anything that
appears or presents itself to someone” (Hammond et al., p. 1). The philosophical world sees
phenomenology as a way that people are able to study the experiences of certain perceptions
such as colours, objects, sounds or anything else that presents itself to humans; therefore
phenomenology is the study of an individual’s experience of “perception — seeing, hearing,
touching, and so on” (Hammond et al., p. 2). However, what was studied in the current research
was more complex: something that cannot just be encompassed with a simple description of what
an individual perceives an object to be. This is where it is important to note that phenomenology
can describe more complicated experiences that can be perceived by humans. These are
experiences such as: “believing, remembering, wishing, deciding and imagining things; feeling
apprehensive, excited, or angry at things; judging and evaluating things; the experiences
involved in one’s bodily actions, such as lifting or pulling things; and many others” (Hammond
et al,, p. 2). Generating and investigating these complex experiences were the goals the current

research. Crotty (2003) gives an excerpt on this nature of phenomenology:
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Here, phenomenology is generally seen as a study of people’s subjective and everyday
experiences. For a start, researchers claiming to be phenomenological talk of studying
experience from the ‘point of view’ or ‘perspective’ of the subject. What these
researchers are interested in is ‘everyday’ experience, experience as people understand it
in everyday terms. If they talk at all of ‘phenomenon’, it is either used interchangeably
with ‘experience’ or presented as an essence distilled from everyday accounts of
experience, a total picture synthesized from partial accounts. (p. 83)
In the current study, the researcher specifically looked at the ‘everyday’ experiences of PE
teachers during a time of curriculum change and what personal meaning they gave to the
experience during the adaptation process. The way in which a PE teacher describes how he or
she adapted to a curriculum change may vary based on his or her subjective understanding and
knowledge of that change. Therefore, the descriptors given by an experienced teacher might
differ from what is described by a teacher of less experience (Johns 2003; Wirszyla, 2002).
There are a number of procedures that phenomenology requires a researcher to follow in
order for the phenomenon to illustrate itself completely during the inquiry of a participant. Crotty
(2003) suggested that in order get ample meaning from a participant’s experience, it is best if the
researcher ‘brackets’ his or her presumptions of the phenomena as it is being described by an
interviewee. The use of a conceptual framework and a study being used as a foundation for this
research does not mean the researcher could not bracket. Instead, this framework and this study
provided the current researcher with a path to be investigated, whilst allowing the perceptions of
the participants to be elicited in the research. Crotty indicated the importance of bracketing in the

following excerpt:
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If we lay aside, as best we can, the prevailing understandings of th[e] phenomena and

revisit our immediate experience of them, possibilities for new meaning emerge for us or

we witness at least an authentication and enhancement of former meaning. (p. 78)
Therefore bracketing allowed the current researcher to gain these ‘new meanings’ that were
desired from the participants in this study. By employing a phenomenological methodology, new
meanings and understandings came to light that did not fit into any of the research that had been
previously conducted.

Researchers are able to bracket themselves by throwing out their conscious and
intentional representations of the world to eliminate their thoughts “that [their] judgments are
true, [their] experiences veridical” (Thomasson, 2005, p. 124). The use of bracketing however,
“does not mean we are to deny or ignore the world around us” (Smith, 2005, p. 101) instead, as
was conducted in the current study, bracketing allowed the use of previous information to
generate probes and interview questions, but during the interpretation of meanings this
knowledge was set aside. Einklammerung, as cited in Thomasson (2005) described
phenomenological bracketing as a type of design for knowing and understanding a phenomenon,
and throwing it out at the same time:

We do not abandon the thesis we have adopted, we make no change in our conviction,

which remains in itself what it is so long as we do not introduce new motives of

judgment, which we precisely refrain from doing. And yet the thesis undergoes a

modification-whilst remaining in itself what it is, we set it as ‘out of action.’ We

‘disconnect it,’ ‘bracket it.’ It still remains there like the bracketed in the bracket, like the

disconnected outside the connexional system... (p.124)
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This is an important aspect of phenomenology that was performed by the researcher in
the current study in order to generate these ‘new and enhanced meanings.” The researcher of the
current study was biased in that he believed experienced PE teachers would react negatively to
change. Furthermore, based on previous literature on PE teachers and curriculum change, the
researcher had an understanding of what could facilitate or inhibit the adaptation process of the
participants in the current study. When interpreting the data from the interviews, the researcher
bracketed these biases to allow the phenomenon to be fully exposed (Crotty, 2003). In this
manner, the current study did not simply generate a superimposed experience of a phenomenon
as seen through the views of the researcher. Crotty (2003) indicated that this provides research
with new, full and renewed meaning and it is “is precisely what we as phenomenologists are
after” (p. 82).

The process of bracketing was effective in limiting biases and previous knowledge from
influencing the perceptions generated by the participants in the current study. The tools of
journaling, reflection and discussion were used as a means to bracket in the current study. A
journal was kept prior to, and after each interview in order to reveal the biases that the researcher
had towards any aspect of the phenomenon. Furthermore, these biases were reflected upon and
discussed with the research supervisor in an attempt to set these biases and previous knowledge
aside. Though some of the findings corresponded to previous areas of research, and were derived
in direct response to the interview guide; these were overshadowed by discoveries of topics that
were not included in the interview guide. For example, prior to conducting the interviews, the
current researcher had no preconceptions that the personality of a teacher would facilitate or
inhibit the adaptation process; and thus, this topic was not included in the interview guide.

However, personality emerged as one of the more significant themes from the perceptions of the
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participants, and exemplifies the use and importance of interpretivism, phenomenology, and
subsequently, bracketing.

In order to understand the subjective experiences Qf PE teachers when presented with a
curriculum change, open-ended semi-structured interviews were conducted with experienced PE
teachers. It was indicated by Crotty (2003) that a less-rigid interview is often used in
phenomenology in order “to ensure that the subjective character of the experiences is not
prejudiced” (p. 83). Semi-structured interviews were employed to ensure that the data collected

in the current study actually arose out of the participants and were not imposed on them (Crotty).

Research Design
Participants
Ten secondary school PE teachers from the Ottawa-Carleton District School Board
(OCDSB) and the Ottawa Catholic School Board (OCSB) agreed to participate in this study. Six
of the participants were teachers from the OCDSB, whereas four of them taught in the OCSB.
All schools are, as per their individual school profile, ethno-culturally diverse, and represent an
urban school in the City of Ottawa. The number of students in each school ranged from 550 to
1300, with a mean of 1071 students. An experienced PE teacher was defined as a teacher who
has been teaching PE for “more than five years” (Armour & Yelling, 2007, p. 182). Selected
participants were experienced PE teachers at the time of the most recent Ontario curriculum
change, in 1999, with an average experience of 11.2 years (Table 1). The teachers selected were
proficient in speaking and understanding English, as all interviews were conducted in this

language.
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Table 1

FExperience in PE during Curriculum Change and Gender of Participants

Pseudonym PE Experience at Time of Gender

Curriculum Change (Years)

A 6 Male
B 12 Male
C 9 Male
D 6 Female
E 14 Female
F 20 Female
G 7 Male
H 11 Female
I 6 Female
J 21 Male
Sampling

Due to the fact that the participants were required to be experienced PE teachers in 1999,
purposeful sampling was used in this study. Purposeful sampling was used to obtain
“information rich-cases” in order to generate an “in depth understanding” (Patton, 2002, p. 230)

of the population being researched.

Recruitment, Consent and Anonymity
Ethics approval was received from the University of Ottawa and the Ottawa-Carleton

Research Advisory Committee (Appendix B). Upon approval, letters of intention for purposes of



Adaptability of Experienced PE Teachers 40

recruitment were sent to principals of schools in Ottawa. The message included a description of
the study, indicated that the study was voluntary and described the preferred participants. Also
included was a pre-addressed and pre-posted letter to acquire their written consent to recruit PE
teachers from their school. E-mails with a letter of information for purposes of recruitment for
teachers were sent to principals of schools where the researcher had permission to recruit. The
principal was asked to forward this document to any PE teachers in his or her school that met the
described selection criteria. When an e-mail was returned with a teacher agreeing to participate,
the researcher discussed confidentiality and anonymity procedures, as well as arranged a one-
hour time period to perform an interview. The researcher was made available if any participants
chose to extend the interview. Provided in the Appendix is a pictorial outline of the entire
procedure of recruitment, data collection, and analysis (Appendix C).

On the agreed upon date with each teacher, confidentiality and anonymity procedures
were individually explained to the participants in person (Bechtel & O’Sullivan, 2007). Consent
forms reviewed and accepted by the Protocol Officer for the Ethics in Research at the University
of Ottawa, and the ethics board from the Ottawa-Carleton Research Advisory Board were
distributed to the participants for them to express written consent. Teachers in the study were

given pseudonyms to protect their privacy during data collection and analysis.

Methods
Data Collection
The researcher used one semi-structured interview per participant as a method of data
collection. All interviews were audio-recorded and notes were taken by the researcher during the

interview. Macdonald et al. (2002) indicated that research using the interpretivist paradigms have
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allowed for the investigation of a wide range of questions. These questions often “encompass the
hows of people’s lives... as well as the traditional whats” (Fontana and Frey 2005, p. 698). In
this study, the researcher was interested in ‘how an experienced PE teacher perceives the
adaptation process to a new curriculum’ and ‘what processes facilitated and inhibited this
adaptation?’ In order to obtain this information, the researcher posed questions to the
interviewees as well as played a semi-active role in the interview. Fontana and Frey indicated
that “interviewing is not merely the neutral exchange of asking questions and getting answers,”
rather, “[t]wo (or more) people are involved in this process, and their exchanges lead to the
creation of a collaborative effort called the interview” (p. 696). Semi-structured open-ended
interviews were performed to allow for this ‘semi-active’ process to occur and to allow the
researcher to probe for questions and discuss topics with more depth if necessary. Descriptive
probes were used when more depth was desired by the researcher on a specific topic.
Clarification probes were used to illuminate an area of possible misconception and authenticity
probes were used to ensure that the interviewee is content with the amount of information he or
she was able to provide on a topic (Rubin & Rubin, 2005).

The advantage of using semi-structured interviews was that both the participant and the
researcher were able to discuss open-ended questions without having to strictly adhere to an
interview guide, as seen in structured interviews. Due to the semi-structured nature of the
interviews, the researcher was able to probe these subjects of interest and was able to generate an
understanding of new themes (Patton, 2002).

A semi-structured interview guide (Appendix D) was used in all interviews to ensure that
participants were receiving the same base of questions. The interview began briefly with simple,

non-threatening questions that were related to the research, but dealt with matters that the



Adaptability of Experienced PE Teachers 42

participant certainly knew about and felt comfortable with (Rubin & Rubin, 2005, p. 117). This
was done in order to relax the participant and generate a rapport between the participant and the
researcher (Bengoechea & Strean, 2007). Following this, demogfaphic questions were asked in
order to identify each PE teacher’s level of experience and to conceptualize the participant’s
experiences for the period of curriculum change. In the first round of questioning regarding each
participant’s experience, the teachers were generally asked to describe what they perceived to
have had an affect on them adapting to the curricﬁlum change in 1999. If no mention of any of
the processes in Bechtel and O’Sullivan’s (2007) study and Fullen et al.’s conceptual framework
occurred, questions and probes regarding this study and framework were asked. These included
questions regarding the perceived impact of certain factors on the participant’s adaptability to the
curriculum change. Within these questions, the interviewer probed with questions asking if the
presence or absence of these processes had a facilitative or inhibitive effect, as well as the

perceived influence of experience.

Data Analysis

All interviews were transcribed verbatim immediately after each individual interview was
completed. Once the interview was transcribed, the researcher e-mailed each participant a copy
of the transcription to allow for the first round of member checking (Rubin & Rubin, 2005). Each
PE teacher was asked to use the track change function on Microsoft Word to make any changes
that they felt were necessary. Though participants had the opportunity to make changes to their
interview transcript, no changes were made during this process. The transcriptions were analyzed
using NVivo 7 software and an inter-analysis process strategy was used to discover emerging

themes from the data. Emerged themes from the analysis were organized into separate categories



Adaptability of Experienced PE Teachers 43

by the primary researcher. The creation of the themes put into categories were based on the
number of times a theme was indicated to have influenced the participants (Appendix E), as well
as the depth in the description of each factor. After this initial organization of themes, the
categories, and the data within the categories, were reviewed and discussed between the primary
researcher and the research supervisor, Dr. Charlotte Beaudoin. This second round of analysis
was used to provide a second-look at the categories initially generated, and to provide insight and
recommendations to revise certain factors of the organization of themes.

If participants’ responses were given spontaneously during the first round of general
questioning, it was indicated as such in the results section in order to demonstrate that these were
not responses to a probed question. Secondly, if the participants did not mention processes
relating to Bechtel and O’Sullivan’s (2007) study and Fullen et al.’s (1990) framework during
the first round of general questioning, the participants were probed to discuss these processes,
and these factors were coded separately, and indicated as such in the results. Common factors
were then sent to all participants to allow for a second round of member checking. This was done
by providing the participants with an organized illustration of the themes that emerged from the
data, which allowed them to indicate their perceptions towards the results.

This cyclical method of data analysis was seen in a study conducted by C6té, Salmela,
Trudel, Baria, and Russell (1995) on the experiences of elite gymnastic coaches. Based on
grounded theory, an interaction process was “done throughout the course of the research project
by using strategies for linking concepts and categories” (Coté et al., 1995, p. 7). The importance
of using this method was indicated:

The interrelated process of data collection and data analysis also permitted the thorough

examination of the issues perceived as important by the expert coaches. This method
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added credibility to the concebts elicited because these concepts were grounded in each
coach's reality as opposed to the investigator's reality or to other rigid methodological
procedures. (p. 8)
In the current study, this interrelated process was used to identity the facilitators and inhibitors
perceived as important by experienced PE teachers by giving the participants further opportunity

to express their perceptions on the process.

Methodological Issues
Trustworthiness

Methods were put in place in order to ensure the trustworthiness of the data collection
and analysis processes. After each interview with a teacher, two rounds of member checking
were performed. All participants were given the opportunity to comment on the results of the
study during the second round of member checking, but only three teachers provided their
commentary. Of the three teachers that commented on the results, two of them generally stated
that they agreed with the findings of the study. The third participant, Teacher B, specified that
from his perspective, personality and confidence should be more prominent in the results because
of their greater influence on his adaptation process.

Secondly, two rounds of data analysis were conducted to ensure the trustworthiness of the
analysis procedure. The data were first analyzed thoroughly and completely by the primary
researcher. Then, the process was repeated as the primary researcher and the supervising
researcher analyzed the data together. This sequential process was effective in limiting the biases

of the primary researcher, as well as identifying factors that were not initially noticed.
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Limitations

A few words must be said to discuss the possible limitations of the current study. Because
the goal was to investigate the perceptions of experienced PE teachers, there was a wide
spectrum of themes that emerged. Because of this wide spectrum, the amount of depth into one
area was limited. This is not to say that these results do not have rich, deep meanings, but rather
that more research may be needed to investigate the impact of any one of these facilitators or
inhibitors on the adaptation process for experienced teachers. For example, an entire study could
be conducted the personality of an experienced PE teacher, and how this influences the
adaptation process to a curriculum change. This research however, achieved its goal to attempt to
understand the facilitators and inhibitors an experienced teacher perceived when adapting to a
curriculum change.

Defining participants as having a minimum of five years of experience could potentially
have limited the results. It is possible that PE teachers of four years experience could have a
great deal of perceptions and personal interpretations towards adapting to a curriculum; this
hypothetical teacher, however, would not have been selected to participate. The researcher’s
choice to define an experienced PE teacher as having five years of experience is parallel to what
previous research in this field has done. Furthermore, though many factors were found to
facilitate or inhibit the adaptation process by the participants in the current study, additional
factors could be reported in a sample of other experienced PE teachers. The researcher, however,
feels that the facilitators and inhibitors perceived by the participants were accurately generated
and described.

Furthermore, because there had not been a major curriculum change in the province of

Ontario since 1999, participants were asked to discuss their perceptions towards a phenomenon
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which occurred ten years prior to the interviews. Though the recollection of the many factors
investigated in the current study appeared to be sufficient, one cannot help but assume that some
form of memory decay occurred, which may have affected the themes that emerged from the
perceptions of the participants.

Finally, specific characteristics of the participants in the current study may limit the
generalizability of the perceptions reported. The teachers in the current study, as shown in their
interest in volunteering to participate in research, may represent a more energetic, motivated
group of teachers. As such, their energy and motivation to enlighten the body of research may
transcend into their ability to work with, implement, and adapt to curriculum change.
Furthermore, because of the energetic nature of these teachers, many of the participants indicated
that they were involved in a collaborative group to work on the upcoming changes. Though there
is no way to prove this, it appears that this group was composed of many teachers from the
current study. Therefore, the perceptions of the individual teachers comprised in this
collaborative group may be similar to one-another, and thus, different from teachers not included

in this group.
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CHAPTER V
RESULTS AND DISCUSSION
The Pyramid Model

Factors that were perceived to facilitate or inhibit the adaptation to a curriculum change
for experienced PE teachers were investigated. A facilitator was defined as a factor having an
aiding affect on a teacher’s adaptation process, leading to a smoother transition. Conversely, an
inhibitorb was defined as a factor having a negative affect on the adaptation process. Factors that
were perceived to facilitate or inhibit the adaptation process for these teachers were categorized
into four groups: the Personal Level, School Level, School Board Level, and the Upper Level.
These four groups led to the creation of the Pyramid Model, which is a representation of the
participants’ perceptioﬁs in the current study (Figure 1). Outside support was also perceived to
facilitate or inhibit the adaptation process. Furthermore, experience, which can be seen outside
the model, was perceived to affect the confidence level of an experienced PE teacher. The arrows
ascending and descending the pyramid illustrate top-down and bottom-up approaches to
curriculum design (Jewett, Bain, & Ennis, 1995). The puzzle-piece design is an attempt to
illustrate the interconnectedness between each of the levels, and the dotted-lines attempt to
illustrate that the factors within levels work in cohesion. The purpose of providing this pictorial
representation is to assist the reader by clearly outlining the topics to be discussed in the
upcoming sections. Presented in the following sections are results, implications and discussions

of each level and topic.



Adaptability of Experienced PE Teachers 48

l\

Upper Level

Problems
with the Ministry

PO
Support from
District
-InServicing | Professional
- Conferences | Development

School Board Level

Plamming the curriculom with the

Planning the curriculum soley
with upper-level individuals

input of the teachers, leading to

s : - Work Shops 1 Programs a bottom-up approach
from the ministry, leading to a o :
top-down approach )) : i)
: Colleagues
School Level Collaboration |- —— Support from:= - -
: Principal ! Qutside Support
I
0 @ A
| S | S
| | 1 I
Personal Level o ‘ : ! :
Plaming |  Beliefs | Personality | Confidence Research
| I I
\/ | | : AN |
[ | | [
] ] ] I

Experience

Figure 1. The Pyramid Model: A Pictorial Representation of the Facilitators and Inhibitors for

Experienced PE Teachers when Adapting to Curriculum Change.
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Personal Level

The following five topics to be discussed (confidence, personality, planning, beliefs and
performing research) encompass what was found to facilitate or inhibit the adaptation process for
the participants at the personal level. These facilitators and inhibitors represent characteristics of
the individual teacher as well as factors that the participants can directly control. For example,
the amount of planning or researching for new materials done by a teacher is directly
controllable by that individual. Furthermore, though a teacher may not be able to consciously
control his or her personality, confidence or beliefs, they are personal characteristics of that
individual teacher. These concepts were strategically placed at the bottom of the pyramid to
illustrate the bottom-up approach of curriculum design (Jewett et al., 1995; Johns, 2003; Kirk &

Macdonald, 2001), which will be discussed later.

Confidence

Confidence in the current study was seen as a teacher being confident in his or her
abilities to effectively teach PE and, as such, implement the aspects of the new curriculum. All
ten PE teachers reported that they were confident in their teaching abilities in PE as the new
curriculum was implemented. Specifically, the teachers indicated that they were confident in
matters of: classroom management, class control, disciplinary matters, and generally just
‘dealing with issues’ and ‘being in their routine of teaching.’” Furthermore, these teachers
indicated that being confident in these areas of their profession allowed them to have more
preparatory time available. A study conducted by Veenman (1984) indicated that beginning
teachers often have issues with confidence in these areas of their teaching. Furthermore,

Veenman described a link between these beginning teachers, their confidence levels and the
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amount of preparatory time they had available. In the current study, participants indicated that
being experienced increased confidence levels which, in turn, provided more time for
preparatory work, which may or may not facilitate the process of adapting to the new curriculum.
As such, though there appears to be a link between confidence levels amongst experienced PE
teachers and preparatory time study was specifically investigating whether or not confidence
levels would facilitate or inhibit the adaptation process to a curriculum change, which
preparatory time may or may not play a part.

Though the current study did not interview beginning teachers, the experienced teachers
in the study perceived that beginning teachers are uncertain with their abilities to effectively
teach PE. As Teacher D indicated:

I just think that there is more of a confidence level when you hav‘e more experience.

You’re not as worried about things... you’ll do your best and you’re okay with that...

whereas I think when you are a less-experienced teacher, you tend to put a lot of pressure

on yourself, that you might not know where to go.
The teachers perceived that because of their experience in teaching PE, they were more confident
and ‘less worried’ about aspects of their teaching practices. This validates Veenman’s (1984)
report that a common characteristic that often plagues beginning teachers is the doubt and worry
that they put on their ability to teach their particular subject. This also confirms the reports of
Hargreaves (2005), where he indicated that “new teachers who are also young adults are trying to
establish their basic confidence and competence as professionals” (p. 970).

During the interviews, all participants were asked to tell the researcher what facilitated or
inhibited them when adapting to the new curriculum before being probed to discuss any specific

topic. This question will be referred to as the ‘general question’ for the remainder of this paper.
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As indicated, all teachers reported being confident in their abilities. All of these teachers also
reported that this confidence facilitated them in adapting to the new curriculum in some form,
and half of them did so by simply being asked the general question by the researcher. Therefore,
the higher level of confidence perceived by the participants was reported to facilitate the
adaptation process for all experienced teachers in the current study when implementing the new
curriculum. An example of how an experienced teacher’s confidence facilitated his adapting to
the curriculum was iterated clearly by Teacher A:
Well, you know what, when you first start, you’re dealing with a whole lot of issues, as a
beginning teacher, with respect to discipline, with respect to confidence as a teacher with
respect to dealing with students and all of those things, I mean it’s going to take a couple
of years to sort of get some experience and get some confidence to be able to implement
certain things. First thing is to be able to get your class in order — once you get your class
in order, then you can d§ pretty well anything. And that’s the major issue that I would
think plagues a lot of PE teachers — early PE teachers — is if they cannot implement good
disciplinary practices, they’re not going to be able to teach what they need to.
To further clarify the perceptions of this teacher, the researcher asked if he felt that his
confidence facilitated his adapting to the curriculum change. In response, Teacher A indicated:
Absolutely, yeah. If you’re already coming in and you already have good control of your
class, than you really don’t have to really worry about curriculum changes. That won’t be
an issue. But if you have trouble disciplining your class, then your curriculum change is
going to be the last thing on your mind.
Fullen et al. (1990) indicated the importance of a technical repertoire for teachers in their

conceptual framework. In a description of this section of their framework, Fullen et al. indicated
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that an increase in instructional certainty, or confidence, is one component to ensuring change.
The results of the current study fit into Fullen et al.’s framework as participants perceived that
their confidence in aspects of their teaching facilitated them in adapting to the curriculum
change. Though Fullen et al.’s framework is intended to describe change on a broad scale; the
current research indicates the specific importance of confidence for experienced PE teachers
adapting to a curriculum change. These results also confirm the research conducted by Faucette
(1987). Faucette indicated that “teachers who believed in their own competence-who possessed a
sense of efficacy-were more likely to use and maintain an innovation” (p. 439). After analyzing
the transcriptions from all of the participants, it appears as though teachers are able to exhibit
confidence in their practices because of their experience in teaching PE. Therefore, the current
researcher suggests that experience in teaching PE may lead to an increase in confidence for
those teachers. Consequently, this increase in professional confidence may facilitate the
adaptation process for experienced PE teachers.

Experience. All participants in the study perceived that they were experienced during
the time of the investigated curriculum change. Though multiple factors were indicated by the
participants in this study to have affected the adaptation process, these teachers perceived that
their relative experience only had an influence on their confidence during this change. For
example, very few or none of the participants perceived that their experience affected the support
they received, the beliefs they had or the planning they did. However, every participant in the
current study indicated that because they were so experienced in teaching PE, they were
confident in what they were doing, and this facilitated them to adapt to the curriculum change. It
appears then, that experienced PE teachers exhibit more confidence, which is the one major

difference that separates their adaptation process from teachers of less experience.
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Hargreaves (2005) and Howey and Corrigan (1980) discussed that experienced teachers
have more difficulty when adapting to a curriculum change because of factors of development, a
decrease in optimism, energy and willingness to change. The participants in the current study
bring new light to these previous findings, revealing that experienced PE teachers may not find it
as difficult to adapt to a curriculum change because the process is facilitated by their confidence
in their teaching abilities. In response to the researcher asking what affect her experience had on
her adapting to the curriculum change, Teacher D indicated:

I just think that there is more of a confidence level when you have more experience.

You’re not as worried about things... you’ll do your best and you’re okay with that...

whereas I think when you are a less-experienced teacher, you tend to put a lot of pressure

on yourself.
Furthermore, to illustrate the homogeneity of the responses, Teacher B had similar perceptions as
to how experienced teachers are able to exhibit more confidence:

A beginning teacher is just finding their groove. Someone once told me that it takes 10

years for you to learn how to teach properly. And I didn’t believe it at the time, but for

you to feel comfortable in imparting that knowledge and be able to be confident in what
your teaching, and back up what you’re teaching, be able to instill into the students that
kind of respect for you and for them, it takes a little bit of time.

While these examples were mirrored across all ten participants, some teachers also
indicated that though their experience increased their confidence which facilitated their
adaptation process, beginning teachers have facilitators that experienced teachers do not possess.
One aspect that was discussed by some participants was that because beginning teachers are new,

the knowledge they acquired in their undergraduate or graduate degrees and their teacher training



Adaptability of Experienced PE Teachers 54

classes is so fresh, and they are able to implement any curriculum. When discussing the issue of
confidence amongst experienced PE teachers, Teacher H indicated:
Because some people just starting out are pretty aware of the new changes... at teachers
college you are learning about those things right away, so you come out knowing about
those changes. Like a lot of the student teachers that I get now... its not like I need to
bring them up to speed and everything. Like, they’re up to speed, they know what
changes are out there, they know where it is, and they’re pretty informed. They are well
informed. So they know the stuff that they need to know when they step into the
classroom, so I don’t know if it’s so much that... because I think if you’ve been teaching
for a while, yes you can more easily adapt to it, but also, the new teachers are pretty up to
speed on what the curriculum is, and what the most recent curriculum is.
Furthermore, as Hargreaves (2005) indicated, beginning teachers “deal with change every single
day and they thrive on it. It makes the world very exciting for them” (p. 972). It appears from the
data collected from the current study and from the literature in this area that experienced and
beginning teachers both have facilitators when adapting to change and implementing a new
curriculum. However, experienced PE teachers may possess certain facilitators, such as a
confidence in their teaching practices, that beginning teachers have not yet acquired. Conversely,
beginning PE teachers may have attributes that their experienced counterparts do not possess,
such as the intimate knowledge learned from recent training courses. Therefore, it is not that
beginning or experienced PE teachers are more adaptive, but rather that the processes involved in
their adaptation processes may be different.
One topic that was discussed for current study was how experienced PE teachers found it

difficult to adapt to a curriculum change because it meant changing what they had been doing for
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years. Though not a significant theme that emerged amongst all participants, this topic was
discussed by some teachers, and because it specifically dealt with experience, it will be
mentioned. Certain teachers in the current study mentioned that when the new curriculum was
implemented, they did not want to change because it meant that work needed to be done to
accommodate the new curriculum. This result confirms Johns’ (2003) finding, where the
researcher indicated that it was difficult to get experienced PE teachers to change, because it

meant changing what they had been doing for years.

Personality

Personality in the current study was defined as traits of the participants that facilitated or
inhibited the individual teachers to adapt to the curriculum change. Though teachers were not
specifically asked about how personality factors influenced the adaptation process to the
curriculum, all ten experienced PE teachers provided unsolicited information that indicated that
their personality affected their adapting to the change.

The researcher believes that because the participants were never asked to discuss their
personality facilitating or inhibiting them when adapting to the change, the perceptions of the
experienced PE teachers in the current study were effectively generated. These perceptions were
precisely what the current researcher was seeking in the attempt to apply interpretivism and
phenomenology into the study to generate ‘new meanings’ of experienced PE teachers and
curriculum change (Crotty, 2003; Eisner, 1991). There has been very little research conducted on
the potential link between personality characteristics of teachers and educational change in
general (Curtis & Cheng, 2001). Furthermore, the specific notion that the personality of an

experienced PE teacher may have an affect on how that teacher adapts to a curriculum change
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has never been explored. Through the use of phenomenology, the researcher was able to bracket
his knowledge of this subject and was open to possibilities that were not prolific in the literature
(Thomasson, 2005). An example of how personality was brought up in the current study is
shown here in a response to the researcher asking ‘what do you think your level of experience in
teaching had to do with you adapting to the curriculum?’

For me, I think it depends on the personality. There are a lot of experienced teachers that

don’t want to change... they get comfortable, they get into a sort of a routine, so they

don’t want to change. Other experienced teachers are always willing to change, always

willing to grow. So its not always the experience, it’s the personality of the teacher that I

think is really important. You can teach old dogs new tricks. And there are old dogs you

can’t teach new tricks too. (Teacher C)

When asked how the experience of a teacher could affect the adaptation process, most of the
teachers indicated that the individual personality of the teacher was more important than the level
of experience in determining adaptability. It appears as though these teachers perceived that it is
not necessarily the experience of the teacher that vhas an affect on the adaptation process, but it is
rather the personality of the individual teacher.

Specific personality traits or characteristics were indicated by all ten participants as
having an affect on their adapting to the curriculum change. The personality characteristics
iterated by the participants fit into three groups: their openness to change and/or being an
adaptive person, their individual motivation to perform their duties as a teacher, and being
proactive. For example, Teacher D indicated her openness to change and being an adaptive

person facilitated her to adapt to the curriculum:
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If you as a person aren’t open to change, which, I am. Then, that’s going to be a problem

for you when you try and change something, whether that be changing the text book that

we’re going to use next year for health, or we’re going to change what you need to teach.

But, if you as a person are, you know, you look at change as an opportunity, or for

growth, than it is going to make it easier when it does happen.
A study conducted by Richardson (1990) indicated that often times curriculum is not fully
implemented or adopted because some teachers are unwilling to change. The current study
confirmed the importance of a teacher’s willingness to change and this affect on the adaptation
process for experienced PE teachers. However, the teachers’ perceptions were that their
experience had no affect on their personality characteristics and willingness to change. Rather, as
discussed previously by Teacher C; some experienced teachers are willing to change, and some
are not.

Furthermore, some teachers indicated that they are passionate about their teaching, and
that they are motivated to change if that will allow for the betterment of their students:

And then, I guess it’s just your own internal motivation. You want to do a good job as a

teacher. Like, you want to be competent, and if that means then that you’ve got to try to

make some new stuff for courses that you need to do, then you just do it. (Teacher D)
Finally, some teachers indicated that being proactive about the incoming change facilitated their
adaptation process. In response to the general question, Teacher G described being proactive as a
facilitator:

[ personally was hungry for change. Essentially, because the previous document was

released so long ago, we were operating in a vacuum, with little direction. And, I was

being really proactive about it — darn right I was proactive. I went and dragged drafts out
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of anyone I could get them from. And actually started piloting major changes in the
curriculum before they were released.
As seen in the previous quotation, when the participants discussed how their proactive
personality facilitated their adaptation process, it often led them to discuss how planning for the
upcoming curriculum facilitated their adaptation process as well. The facilitative factor of

planning will be discussed in the next section.

Planning

Planning in the current study was defined as teachers performing pedagogical tasks to
help with the future implementation of the curriculum. Although teachers were never specifically
asked about planning in the interview guide, in response to general questions about what may
have affected their adaptation process, the teachers discussed the topic of planning without being
directed by the researcher. This further illustrates the importance of the use of interpretivism and
phenomenology in the present study. The fact that these teachers revealed that planning may
have facilitated or inhibited their adaptation process without being directed by the researcher
demonstrates that these are the untainted perceptions of the participants (Hammond et al., 1991).

Most, but not all, participants in the current study indicated that they had planned for the
change in the upcoming curriculum. All teachers that indicated that they did some form of
planning described that this preparation facilitated them to adapt to the curriculum change. This
planning, as presented earlier, sometimes appeared in combination with the personality traits of
teachers. The example that was shown in the Personality section of these results specified that
because Teacher G had a pro-active personality, he was willing to plan for the upcoming change.

Teacher G indicated that he planned for the curriculum change by ‘dragging curriculum drafts
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out of anyone he could get them from’ and ‘piloting major changes in the curriculum before they
were released,” which facilitated him to adapt to the curriculum change. Furthermore, in response
to the general question posed by the researcher, Teacher H indicated:

There were a lot of things that I had already been doing, and we already had in

place, and it wasn’t that hard of a change. I think, because, we knew where the

curriculum was going to be going.... We had already made the steps to lead in that

direction, so when we finally got the new curriculum, we had pretty well started the
process prior to that.

Similar to the other topics already discussed thus far in these results, there has been little
research conducted on the effect of planning on the adaptation process for teachers. Results from
the current study indicated that planning for an upcoming curriculum change can facilitate the
adaptation process to new a curriculum for experienced PE teachers. Though this confirms Hall
and Hord’s (1987) notion that planning can be useful to facilitate change in schools, more
research is needed in the area to create an accurate depiction of the role of individual teacher
planning on the adaptation process. A study conducted by Briscoe and Peters (1998) specified
that often times teachers collaborate with each other in order to plan for future changes.
Confirming Briscoe and Peters’ finding, most of the teachers in the current study specified that
though they sometimes planned by themselves, occasionally they collaborated with other
teachers in order to plan or prepare for the upcoming changes in the curriculum. In response to a
question regarding how collaborating with other teachers affected his adaptation process,
Teacher C indicated:

Well we always bounce things off of each other, so when we had to deal with a change in

evaluation and summatives and things like that, we had to sit down as a department and
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decide what we were going to do as part of those expectations... so we worked together
on all of that, in terms of the health units... there were certainly were more teachers
active in getting those organized than others. I mean, from my department, [another
teacher] was very proactive with getting stuff organized, and I worked with her quite a bit
to get health stuff set up.
Therefore, it appears as though planning for an upcoming change in curriculum may facilitate the
adaptation process for experienced PE teachers. Furthermore, this planning can be individual, or
a collaborative effort amongst more than one teacher. The specific effect of collaboration as a
facilitator or inhibitor to the adaptation process for experienced PE teachers will be discussed in

a later section.

Beliefs

Beliefs in the current study were seen as positive or negative views that participants had
towards the new curriculum or the educational system in general. Half of the participants in the
study discussed that their beliefs affected their adaptation process without this information being
specifically solicited by the researcher. The other half were probed to discuss how their beliefs
may have affected them adapting to the curriculum change in accordance with Bechtel and
O’Sullivan’s (2007) study.

Positive belief in the curriculum was defined as a participant having views and/or
attitudes that were congruent with the curriculum, the educational system and/or agree that the
curriculum/system would instill correct knowledge into their students. Most of the participants
had positive beliefs towards the new curriculum or the educational system in general, and few

had negative beliefs or a mix of positive and negative beliefs. All participants that had positive
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beliefs towards any aspect of the new curriculum indicated that these beliefs facilitated them to
adapt to the new curriculum. Participants had positive beliefs towards three aspects of the new
curriculum: a decrease in the emphasis on skill, an increase in an emphasis on lifelong learning
in physical activity, and finally a global positive attitude towards the new curriculum. Figure 2
illustrates the range of beliefs of the participants. Teacher G, for example, believed that a

decrease in the emphasis on skill in the new curriculum facilitated his to adaptation to the

change:
Beliefs
Negative Positive
Towards the | Towards the Towards the Educational
Curriculum | Curriculum System

Less Emphasis | |General Positrve | | Emphasis on Lifelong
on Skill Attitudes Learing

Figure 2. A Pictorial View of the Beliefs of Participants.
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I have to say I am fully supportive of the concept that it’s an inclusive curriculum, as
opposed to the old school PE, which was really an athlete class, where you have to be a
good athlete to pass...All we’re asking for is improvement. If you come to class and
work everyday, then you will do that [improve].
When asked if this positive belief towards a decrease in the emphasis on skill facilitated his to
adaptation to the new curriculum, Teacher G indicated ‘yes, it is hard to push a curriculum if you
don’t believe in it.’

Secondly, some teachers indicated that believing in the increase in promotion of lifelong
learning in physical activity facilitated the adaptation process. The emphasis on lifelong learning
in physical activity was a commitment of the Ministry of Education (1999) in order to provide a
“positive attitude... and the capacity to live satisfying, productive lives” to the students in
Ontario (p. 2). Teacher J demonstrated this belief:

Well... I think, my, I looked at it positively in that I fully agree with the idea that we

should try and make this a life-long thing for kids and its something that, I think with our

moving away from focus on necessarily individual skills in sports, for the kid who isn’t
all that coordinated, or a little bit clumsy, or, weak in just competitive sports.
When asked by the researcher if these positive beliefs facilitated his adaptation to the curriculum,
Teacher J responded: “Oh sure... Yup.” This example also demonstrates how interrelated these
beliefs in the curriculum are, as that specific teacher described how his beliefs in both the
decrease in emphasis on skill and increase in promotion of lifelong learning facilitated his

adaptation to the new curriculum.
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Finally, some teachers did not explicitly indicate what aspects of the new curriculum they
believed in, but they indicated that having general positive beliefs towards the curriculum
facilitated their adaptation process:

If you were positive towards the new curriculum and liked the changes that were being

done — Then I think you are going to, it helped me embrace it more. If I looked at it and

said “oh I think this is a bunch of garbage and why are they doing this?”, then I’'m going
to be a lot more resistant to making the changes in my classroom for that new curriculum.

(Teacher D)

The perceptions of the experienced PE teachers in the current research confirm the
findings and notions of many studies (Bechtel & O’Sullivan, 2007; Butler, 2005; Fullen, 2003;
Fullen & Stiegelbauer, 1991; Ha et al., 2004; Johns et al., 2001; Wirszyla, 2002). These studies
indicated that when teachers had beliefs that were congruent with the incoming change, it
facilitated their adapting process. Bechtel and O’Sullivan’s results suggested that a teachers’
“beliefs and visions of physical education constituted a key theme that served to enhance the
change process” (p. 227). There appears to be many aspects of a curriculum that a teacher can
have positive beliefs towards that will facilitate adaptation to change. As seen in the participants
in the current study, different PE teachers had positive beliefs towards different aspects of the
new curriculum. Whether it is the increase of lifelong learning or a decrease in skill evaluation,
believing that the incoming curriculum will positively affect one’s teaching and students in some
way will likely facilitate adaptation. Similar to the current study, the participants in Bechtel and
O’Sullivan’s study also had a range of beliefs, but each of these positive beliefs facilitated the

specific individual independently.
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Aside from having beliefs in the curriculum, having a general positive belief towards the
educational system seemed to facilitate the experienced PE teachers to adapt to the curriculum
change in the current study. Though not all teachers reported that this belief had an impact on
their adaptation, Teacher H indicated how her beliefs in the educational system facilitated her
adaptation process:

I’'m assuming that there is some basis behind it. It’s now been put out as curriculum —

there’s got to be some kind of reasoning behind it. And the stuff that I’ve been seeing

about the new curriculum is that they’ve really researched it — they’ve really looked into

— has it been effective.

The idea that a teacher’s belief in the educational system may facilitate or inhibit their adaptation
process to a new curriculum has yet to be researched, and thus, is an area to be studied in the
future.

Negative beliefs in the current study were defined as participants having views and/or
attitudes that disagreed with the curriculum, the educational system and/or did not believe that
the curriculum/system would instill the correct knowledge into their students. Although most
participants had positive beliefs, some participants expressed negative beliefs towards the
incoming curriculum. Teacher C indicated that he did not believe that the grade ten health
curriculum was satisfactory for his students. When the researcher asked Teacher C what affect
this had on him adapting to the change in curriculum, he responded:

But [ still do it, right?... But if you don’t believe in something... then, you’re not going

to, certainly do it as well as it could be done.

The teachers that had negative beliefs towards the incoming curriculum, as illustrated, perceived

that these negative beliefs inhibited them when adapting to the new curriculum. This confirms
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the finding by Bechtel and O’Sullivan (2007), where it was shown that the PE teacher whose
beliefs were not as strong as the other participants, adapted less successfully to change.

The general consensus of the participants in the current study was that their relative
experience had no affect on the beliefs that they had. Most participants indicated that their
experience had no affect on their beliefs, compared to few who ambiguously mentioned that it
may have an influence. For example, Teacher B indicated his perception that the beliefs of all PE
teachers would be similar:

I’d like to think that anybody coming in to the PE field would have the same belief

towards PE being a non-athlete centered class.

Therefore, though it appears that the beliefs of an experienced PE teacher can facilitate or inhibit
their adaptation process to a new curriculum, more research is needed to investigate the effect of
experience on PE teacher beliefs.

Though it was not specifically investigated in the current study, other studies have
suggested that taking teacher beliefs into consideration when planning and implementing a new
curriculum can facilitate the adaptation process (Butler, 2005; Fullen & Steigelbaurer, 1991,
Guskey, 2002; Ha et al., 2004). Ha et al. indicated that it is “imperative that both university
scholars and government agencies take account of the teachers’ perspectives when initiating any
curriculum change” (p. 423). Though this is imperative for curriculum change to occur, Johns et
al.’s study on PE teacher change addressed the gap between the curriculum creators and practical
realities of those who are left scrambling to implement the change. Johns et al. discussed that
curriculum changes could be better installed if the implementers looked at what the changes
“subjectively mean to the teachers who employ or ignore them” (p. 205). This, as Armour and

Yelling (2004) indicated, does not happen by simply trying to change the beliefs of the
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individual teachers. Rather, “teachers need to see evidence of an initiative resulting in improved
pupil learning before they will change their attitudes and beliefs” (p. 101). The notion of
planning an implementation with the input and/or collaboration of the PE teachers who will be in
charge of putting the change into practice is referred to the bottom-up approach of curriculum
design (Jewett et al., 1995; Kirk & Macdonald, 2001). The current research has shown the affect
of experienced PE teacher beliefs when adapting to a new curriculum, and previous literature has
shown the importance of the beliefs of PE teachers in general when adapting to a new
curriculum. Previous research coupled with the results from the current study suggest that when
teacher beliefs are taken into account during the planning stages of a new curriculum, this
bottom-up approach can act to facilitate the adaptation process. This idea is shown in the

Pyramid Model (Figure 1), illustrated by the arrow ascending the right side of the pyramid.

Research

Research in the current study was defined as teachers taking time to search for new
documents or materials to help implement the new curriculum. These documents came from
newspapers, the internet, academic journals, books, text books, novels, or any other source of
information. All but one teacher indicated that they went out and performed some form of
research when the new curriculum was being implemented. Teacher B was the one teacher who
did not perform any research, and he indicated that he simply did not have enough time, because:

At the time, I had just had, by 1999, we had our fifth son, so finding time to research

much... there really isn’t a heck of a lot of time in my own.... because of the

commitments here at school and also at home.
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However, when asked by the researcher if he felt as though conducting research would have
facilitated him adapting to the new curriculum, Teacher B agreed because ‘we’ve got to continue
to educate ourselves.’

The nine participants who specified that they engaged in some form of searching for new
materials indicated that this research facilitated them when adapting to the new curriculum.
Though the teachers used many media, much of the research by the participants was done on the
internet. In 1999, as most participants indicated, the internet was beginning to proliferate across
schools, and this allowed teachers to investigate new topics. When Teacher D was asked what
may have facilitated or inhibited her to adapf to the change, she indicated that she went out and
researched many areas because the district did not provide her with enough resources. Though
this individual teacher searched for new ideas, she indicated that many teachers in her
department did not. When asked if doing this research facilitated her adapting to the new
curriculum, Teacher D indicated:

Oh yeah. Because you end up finding things that, you know fit nicely within the new

curriculum, and help you to... it kind of helped you, if you had to let go of some of your

old stuff that you didn’t want to, but you found something really good that matched with
the new curriculum, then you were happy with it... and then it wasn’t so hard to let go of
your old stuff.

Most teachers stated that the reason this research facilitated them to adapt to the new
curriculum was because it helped them learn about new topics in which they were less
knowledgeable. For example, a mental health unit was installed into the new health curriculum,
but the teachers had never previously taught, and thus were not very knowledgeable on this

subject. These findings confirm the importance of the Teacher as Leaner cog from Fullen et al.’s
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(1990) conceptual framework. Within the Teacher as Learner cog, Fullen et al. illustrated the
involvement of performing research as a component to continuous learning of a teacher and
subsequently, the ability to achieve change in schools. The results of the current study fit into
Fullen et al.’s framework as participants perceived that researching new teaching topics
facilitated them in adapting to the curriculum change. Though Fullen et al.’s framework is
intended to broadly describe the factors of change; the results of the current study indicate the
specific importance of “teacher research” for experienced PE teachers when adapting to
curriculum change. This continuous learning and inquiry for a teacher is also referred to as
professional development (Armour and Yelling, 2007). The OCT (2006) indicated that it is the
responsibility of all teachers, including those of experience, to engage in professional
development (or learning) throughout their career. This responsibility to learn presents itself
when a change is in progress because times of change are often times of discovery for teachers
(Fullen, 2003). The teachers in the current study who engaged in research to investigate different
subject areas attempted to improve their knowledge on new topics (Crookes, 1993; McKernan,
1996). Therefore, the participants who performed research are following the guidelines set by the
OCT.

Some teachers also indicated that doing research facilitated them to adapt to the new
curriculum because it ‘re-energized and re-focused’ them. As Teacher H iterated:

And I think that’s good for me, because sometimes you think, you get in a rut and you’re

doing the same kinds of things, and then all of a sudden, there is this new light that you

see — new changes — and you say “yeah, I want to go that direction, I want to find out

more about that kind of approach, and do things a little bit differently in that way.” And, I
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think that does actually happen... I’'m looking at them like “wow, that’s another good

way to go”, you know, 'and I’m looking forward to them.

It was discussed in a previous section that the personality traits of an experienced PE
teacher may have an affect on how that individual adapts to a curriculum change. One area that
was discussed was how a pro-active personality could lead to a teacher planning for the new
curriculum, which may facilitate the process of adapting to a new curriculum. Teacher D
discussed how these pro-active personality traits influenced her to research new areas where she
was less knowledgeable:

I mean, I did a lot of searching on the internet myself. I was pro-active about it, and got

on the internet, and searching up different things and finding websites and, you know

that’s when you start getting on to rubric sites and finding out how to create a rubric or
how to use some of the new achievement chart type activities.

The teachers were ésked if they perceived that their experience had any affect on them
performing research and searching for new materials. Most participants perceived that their
experience had no affect on the research they engaged in. Provided is an example of one teacher
who believes that performing research was not related to experience, but her personality. In
response to the researcher asking ‘do you think you going out and doing research had to do with
your level of experience?’ Teacher D responded:

No, I disagree on that one, I think it’s a personality thing. Because I know first year

teachers who are very keen and they go and they look for things, and they try and find

resources, and I know experienced teachers who don’t. They just stick to the same old

same old that they’re doing.
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Though a few participants perceived that it might be easier as an experienced teacher to perform
research because they would have more time, this was contradicted by the one participant who
indicated that he did not have any time to search for new materials. Therefore, though
researching new topics and for new materials appeared to facilitate experienced PE teachers to
adapt to a curriculum change, experience did not seem affect the individual from conducting this
research. The important factor rather, appears to lay on the personality teachers, which can lead

them to perform research on areas in which they are less acquainted.

School Level
During a time of curriculum change, personal aspects of the teacher are not all that can
influence the adaptation process for PE teachers. Teachers were found to collaborate and seek
the support of their colleagues and principals in order to facilitate the adaptation to the
curriculum. The following were perceived to affect the adaptation process for experienced PE

teachers at the school level.

Collaboration

Collaboration in the current study was defined as two or more teachers getting together to
discuss the change and/or its ramifications to work on aspects of the incoming change, whereby
all teachers were offering their input to a final goal for the betterment of the group, or teachers
outside the group. This is not to be confused with Colleague Support, which was defined as one
teacher receiving assistance from another teacher (or multiple teachers) in a particular area where
he or she needed help or clarification. Collaboration, rather, occurs when multiple teachers share

and receive ideas to foster growth of the group (Fullen et al., 1990). In response to the general
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question from the interview, half of the participants reported that collaborating with other
teachers had an affect on their adaptation process. The remaining five participants also reported
that collaboration affected their adaptation process, but they did so after being provoked by the
researcher to discuss this topic.

There were two participants where it was not clear whether the collaborative work with
other teachers facilitated or inhibited the adaptation process to the new curriculum. The eight
other participants were able to collaborate with teachers from their own school, as well as with
teachers from different schools and identified such collaboration as facilitating to the adaptation
process. In response to the general question from the interview, Teacher D discussed the
effectiveness of collaborating with another teacher from her school:

Okay, things that helped me to make the changes that I needed to was to, work with

another teacher in my department. And kind of sit down and split some things up and say

“okay, I’ll work on the grade 11 health unit for stress, and if you work on the grade 11

health unit for injury prevention.” So you’re sharing... collaborating with other teachers

definitely helped. That depends on if you have somebody who wants to do that or not.
Furthermore, when asked if this collaborative work amongst teachers in the same school was
effective in facilitating the adaptation to the new curriculum, Teacher C responded:

Oh, well, effective... you have to do it. It’s got to be done. You need feedback from

everybody. Everybody brings ideas to the table. So.. yeah.

Other participants indicated that they collaborated with other teachers from their school to ‘make
sure that everybody was aware of the changes,’ ‘try to figure out what it was they were supposed

to do’ and to ‘share ideas.” Therefore, it appeared from the participants that experienced PE
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teachers can facilitate the adaptation process to curriculum change by collaborating with teachers
amongst their school.

Participants in the current study also reported that they collaborated with teachers from
different schools. Though not all participants indicated this, most specified that they had frequent
meetings with seven or eight teachers across different schools to discuss, and work on the
changes. What is interesting is that it appears as though the researcher interviewed all members
of this group of ‘seven or eight,’ as almost all of the participants described these meetings. All of
these participants described that these meetings facilitated them to implement and adapt to the
curriculum because it allowed them to ‘share ideas,” ‘create resources,” ‘run workshops for other
teachers,” and ‘plan for the changes.” Teacher F’s answer to the general question from the
interview illustrates these notions:

So, what happened was a group of us, probably seven or eight got together and they [the

school board] gave us release time from the board, and we literally went out and we

brought all of our information that we had for health and the activity sections and then
put it all together. So, everybody was on the same page.
When asked by the researcher if this collaborative work facilitated her adapting to the
curriculum, she responded: ‘Yeah, that helped.’ Therefore, from the perceptions of the
participants, it appears as though experienced PE teachers can facilitate the adaptation process to
curriculum change by collaborating with teachers from different schools as well as their own
schools.

The previous quotation indicated that the school board district allowed this collaboration

to occur. The participant indicated that the district allotted this group of teachers time and a place

to meet and to collaborate. The level of support from a school board district and its affect on the
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collaboration of teachers has been examined in many studies (Cothran, 2001; Dwyer et al., 2003;
Fullen & Stiegelbauer, 1991; Johns, 2003), as well as Fullen et al.’s (1990) conceptual
framework. Fullen et al. indicated that the way in which joint efforts, assistance and sharing is
valued in a school can contribute to the school change process. Furthermore, teachers should be
provided time and resources for “joint planning” (Fullen et al., p. 15) to facilitate this change.
Though district support and its affect of the adaptation process was investigated in this study, and
will be discussed in the upcoming ‘school board level’, it appears that a school board district
supporting collaborative work amongst teachers at the school level can facilitate the adaptation
process for experienced PE teachers.

The importance of planning for an upcoming change in curriculum, and its ability to
facilitate the adaptation process for experienced PE teachers was discussed in an earlier section,
at the personal level. Often times however, the participants in the current study collaborated with
one-another o plan for the upcoming change in curriculum. In response to the general question
from the interview, Teacher I indicated:

There was a group of us and then we were able to, with the support of curriculum

services (at the time) at the board... and we provided these resources to each school.

Then, we had training, like [another teacher] and I had tréining. And we would run

workshops. We would run workshops and go in with the draft document and with some

exemplars. I remember we did workshops to show teachers the new exemplars from ;che
ministry. And, that helped mesh the change from the old curriculum to the new
curriculum.

This teacher, as well as the other teachers who met in that group, collaborated with each other to

plan for the upcoming changes. When asked if this collaborative planning was effective in
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facilitating her adaptation process, she responded: ‘I think so... I think it made for a much
smoother transition.” This confirms the findings of Briscoe and Peters (1998), who indicated that
the collaboration amongst teachers is effective because it gives them the opportunity to plan.
Additionally, this example further stresses the importance of a school board district on
facilitating the adaptation process by allowing collaborative work amongst teachers to occur; as
the teacher indicated that ‘with the support of curriculum services (at the time) at the board,’
teachers were able to collaborate (Cothran, 2001; Fullen & Stiegelbauer, 1991; Johns, 2003).
These findings further confirm the importance of the Teacher as Leaner cog as depicted
in Fullen et al.’s (1990) conceptual framework. Within the Teacher as Learner cog, Fullen et al.
illustrated the involvement of collaboration as a component to achieve change in schools. The
framework specifies that “collaboration enables one to receive and give ideas and assistance” (p.
15). The results of the current study fit into Fullen et al.’s framework as participants perceived
that collaborating with other teachers facilitated their adaptation process. Furthermore, the
perceived importance of collaboration on the adaptation process from the participants in the
current study confirm the results of many previous studies (Armour & Yelling, 2004; Armour &
Yelling, 2007; Butler, 2005; Fullen et al., 1990; Fullen 1993, 2003; Johns, 2003; Johns et al,
2001; Kirk & Macdonald, 2001, WestEd, 2002; Wirszyla, 2002). Though these studies
researched PE teachers or teachers in general, the current study confirms their relatedness to
experienced PE teachers. All of these studies suggest that collaborative efforts amongst teachers
would facilitate the adaptation process to a curriculum change, but not all schools and school
board districts allow the time and resources for collaboration (Fullen, 2003). Though the teachers

in the current study reported that they were provided with opportunities to collaborate with other
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teachers during curriculum change, participants in other studies did not. A participant in Johns et
al.’s (2001) study indicated:

I think it would help if we can have one or two more meetings so that we can share our

experiences and learn how the research in other schools is going. We could talk about the

problems that we face on school and think of some solutions to solve them. (p. 208)
This particular teacher believed that a lack of collaboration inhibited his or her adaptation
process to change; whereas the participants in the current study, who had the opportunity to
collaborate, described this as a facilitator to change. A participant in a study conducted by
Armour and Yelling (2007) shared this idea, as he or she described that “in an ideal world
obviously it would be great to meet up with other PE teachers” (p. 189). Furthermore, Wirszyla’s
results indicated that a hindrance to the change process was “teachers not collaborating” (p. 11).
The results of the current study, as well as with information from previous research, suggest that
school boards should provide teachers of all experience with the opportunity to collaborate
(Armour & Yelling, 2004; Fullen, 2003; Johns; Johns et al.). This collaboration amongst teachers
will allow teachers to share experiences and ideas, learn new things, talk about problems, and

possibly facilitate a teacher’s adaptation to a change in curriculum.

Colleague Support

Support in the current study was defined as a teacher receiving some form of aid or
guidance from an individual, body or organization to help that teacher through the change.
Teachers reported that they received support from a variety of individuals, organizations and
bodies. One specific factor that was perceived to have influenced the adaptation process for the

teachers in the current study was the support they received from their colleagues. Few teachers
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indicated that the support they received affected their adaptation process when asked the general
question from the interview. However, after being probed by the researcher, all teachers
mentioned receiving or giving some form of support to their colleagues.

It is difficult to fully grasp the effect of support on facilitating or inhibiting the adaptation
process for the participants in the current study. All teachers that reported receiving support from
their colleagues during the curriculum change indicated that this facilitated their adaptation
process. However, though all participants realized the importance of support when adapting to a
new curriculum, some indicated that they did not need, and thus, did not receive support from
their colleagues. Rather, these participants indicated that they were the individuals providing the
support to other teachers during this time. This might be explained by the selection criteria of the
current study, in that all participants interviewed were experienced PE teachers. As such, the
need for colleague support may be less necessary compared to a beginning teacher. The
responsibility to seek support as a beginning teacher may shift slightly towards providing support
when a teacher becomes experienced. Nevertheless, it was the perceptions of the teachers in the
current study that this support was made available to all teachers. As Teacher B indicated:

I remember that there was help was there for everybody, new or old, and everybody

could get the support from people in their department if they needed it.

The participants who provided support in the current study were often the PE department
head for their particular school during the curriculum change. These participants indicated that
they supported their colleagues in order to ‘ensure they understood the expectations,” ‘aid in
assessing and evaluating students,” ‘providing examples of teaching’ and ‘allowing leave time
from teaching to attend workshops.” This confirms the importance of department heads during a

change, as was discussed in Butler’s (2005) research. Butler indicated that “when head
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teachers/administrators support young teachers who want to implement curricular change, they
best do so by helping them to “overcome the weight of responsibility experienced by beginning
teachers when combined with resistance to change” (p. 226). Butler stated that this support can
come in the form of providing “mentoring, in-service training and financial support to attend
workshops and conferences” (p. 226). Though there is a plethora of literature on the effect of
being supported by colleagues during a time of curriculum change, few studies have examined
the specific effect of PE department heads on providing support to their colleagues.

On the other side of the spectrum, the teachers that received support from their colleagues
often obtained it from their PE department head. These participants confirmed the findings of
other studies that state the importance of a supportive department head (Butler, 2005). Teacher E
perceived that her department head offered support by providing her With time to attend teacher
workshops and meetings:

I often went to the subject council meetings, because my department head let me go, I

had the chance to talk to teachers from other schools all the time. And so that was, I

thought, that was helpful too... just to hear. And it was people I respected.

PE department heads were also perceived to have facilitated the adaptation process by providing
support in the way of resources. As Teacher D indicated:

One of the things that helped me adapt to the new curriculum was that I had a great

department head who brought things in for the department. And if we didn’t have

something and if I looked at something and thought I could have needed it, then we
bought it that year.
Therefore, receiving support from fellow PE colleagues (including department heads) appears to

facilitate the adaptation process to new curricula for experienced PE teachers
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These findings confirm the results of many studies who stress the importance of a
supportive network of colleagues when attempting to adapt to a change (Bechtel & O’Sullivan,
2007; Fullen 2003; Johns, 2003; Johns et al, 2001; Wirszyla, 2002). Specifically, Bechtel and
O’Sullivan’s investigation of PE teachers revealed that the support teachers received was a major
factor in affecting adaptation to change. Their participants reported that “collegial support...
provid[ed] encouragement and ideas in their efforts to improve” (p. 228). One of their
participants, however denied the importance of collegial support; it was indicated that this
teacher often “used the Internet instead” (p. 229). The importance of researching topics to
facilitate the adaptation process was discussed earlier in the current study, and may have acted as
a substitute for support for this particular participant in Bechtel and O’Sullivan’s study. Though
the incidence of a discriminate case, Bechtel and O’Sullivan clearly state that “when physical
education departments are not united in the change effort, the possibilities for change are
reduced” (p. 230). Furthermore, the experienced PE teachers in Wirszyla’s study described the

support they received from colleagues during a time of change as a “tremendous help.”

Principal Support

Principal support was defined in the current study as receiving some form of aid or
guidance from the school principal to help a teacher through the change. All ten participants
indicated that they believed that their principal was supportive during the time of change. The
type of support however, was perceived to differ compared to other individuals or bodies within
or outside of the school.

All of the participants in the current study perceived that their principals supported them

by facilitating aspects that needed to be done to adapt to the curriculum change. Though the
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teachers indicated that their principals facilitated their adaptation process, the perception was that
their principals were not ‘actively’ supportive. This perception of ‘inactive’ support was
described by Teacher E:
I found that they were very supportive. They never stopped you from going, and they
were pleased that you went, but they didn’t actively say “okay, I want five people going
to this workshop kind of thing...”
More responses will be provided simply to attempt to illustrate the homogeneity of the
participants’ perceptions. In response to how his principal may have facilitated or inhibited his
adaptation process, Teacher B stated:
The principals themselves when it came to the content matter, they really weren’t
involved much other than, if, leave time was needed to be able to go to these things, they
found time for us that way, or they supported us that way... And, I found all my
principals to be very supportive of what we were doing.
Furthermore, Teacher H’s responded:
Yeah, yeah, they’re always just supportive. You know, they might not always know all
the areas, they expect you as the department head to know, and you can tell them what is
going on, but they don’t necessarily know all the changes that are taking place [in every
subject], but they are always supportive. Like if you’re saying “this curriculum change is
happening”, they’re like “what do you need, what do you have to do,” those kinds of
things... But, in general, very supportive.
The EIC (2000) indicated that principals play an integral role in the curriculum change
process. The efforts of a principal when attempting to implement a change in curriculum were

further outlined in the OCT’s (2006) Professional Learning Framework. The OCT specified that
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principals should be included in the curriculum change process to provide professional growth
for teachers. The effects of the principal during the curriculum change outlined in the current
study confirm the findings of research conducted in this area (Bechtel & O’Sullivan, 2007,
Fullen & Stiegelbauer, 1991; Wirszyla, 2002). Bechtel and O’Sullivan indicated that “the
involvement of the principal in a physical education innovation has not always been a necessary
corﬁponent for change to occur” (p. 229). However, as the researchers indicated, when principals
were “involved in an innovation, they provided a positive impact, whereas a lack of principals’
support tended to result in a negative impact on the change process” (p. 229). One participant in
Bechtel and O’Sullivan’s study indicated that when she asked for equipment funding from her
principal and did not receive it, this acted as an inhibitor to the change process. Conversely,
when the principal of the participants in Wirszyla’s study were accommodating to the needs of

the teachers, this facilitated the change effort.

School Board Level
Factors initiated at the school board level were found to affect the adaptability of teachers
during the curriculum change. The school board district can affect the adaptation process of their
teachers by providing them with various resources and workshops, as well as providing them

with professional development programs to facilitate adaptation.

District Support
District support was defined in the current study as participants receiving aid or guidance
from the school board to help a teacher through the change. Examples of how a district can offer

support are by providing teachers with conferences, workshops, or in-servicing which they may
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attend. Most of the teachers discussed the factor of a supportive district when asked the general
question from the interview. Few teachers had to be probed to discuss the effect of a supportive
district on facilitating their adaptation process. Though all participants reported that they were
supported in some way by their district, there were two different perceptions regarding the
amount of support in which the teachers received. Some teachers perceived that the level of
district support was adequate, there were those who felt that it was inadequate.

Those teachers who specified that they received adequate support from their district all
reported that this facilitated them to adapt to the curriculum change. This support was often seen
as the district providing resources to their teachers to effectively implement the changes. As
Teacher A iterated:

You know what... for the most part... depending on what was needed to be taught... our

board... has always been more than generous in providing the resources we need to

implement any of the programs, and that goes right up until today... I can’t say enough
about how well the people at the board level take care of the teachers that are in the field,
and making sure they have the préper resources to implement the sports programs or the
different programs that we have.
When asked by the researcher if he felt as though this district support facilitated or inhibited him
to adapt to the curriculum change, he replied:

Well it definitely would have helped you adapt to the changes because you were offered

the support at the board level to do that, so you’re going to adapt fairly easily. (Teacher

A)

The participants in the study indicated that the effective support that they received from

their district did not differ based on the experience of the teacher. As Teacher D indicated:
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No, I think they just wanted to help everybody. It didn’t matter, you’re level of
experience. [ think that’s changed now, though. Because now they have different
programs in place, like they have NTIP programs... and that didn’t exist back then.
Some teachers indicated that people at the board level provided them with workshops or
in-servicing days to aid them through the curriculum change, and this acted as a facilitator to
adapt to the change. When asked the general question by the researcher, Teacher H indicated:
I think this is critical, is that our school board has a coordinator at the board for each
subject area. So we have a PE coordinator, and our PE coordinator is a strong strong
leader in the sense that, when those initiatives, or when the new curriculum came out, she
had in-services, she provided with all kinds of support. And she went over the stuff with
us, she broke down the stuff with us. She explained the stuff to us — she brought people in
to explain the stuff to us.
Some teachers in the current study however, reported that even though their school board
did provide support, it was inadequate to meet their needs of adapting to the change. As Teacher
E described:
So what would have helped, would have had to been to actually set aside days to really,
more days than they did to work on this, but they didn’t do that. Although, our board did
have the odd training day for each grade level, so, there would be a grade 9 training day
and you’d go for the day and talk about the curriculum and then there is grade 10 day,
grade 11. But, it was really a drop in the bucket compared to what needed to be done.
The teachers that reported inadequate support specified that the little support they did receive
acted as a facilitator to the adaptation process. Conversely, because these teachers were not

provided with adequate support, this acted as an inhibitor. It appears from the participants’
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perceptions that school board districts should provide experienced PE teachers with adequate
support during a time of curriculum change in order to facilitate the adaptation process to a new
curriculum.

These results confirm the findings of other studies regarding the importance of a
supportive district during a time of curriculum change (Bechtel & O’Sullivan, 2007; Cothran,
2001; Dwyer et al., 2003; Fullen & Stiegelbauer, 1991, Johns, 2003). Bechtel and O’Sullivan
indicated that an unsupportive district that provided “no workshops related to issues of concern
for physical educators” inhibited the change process for these PE teachers (p. 230). The
researchers in that study identified that the reason for this lack of support for PE teachers is
“marginalized status of physical education” in schools (p. 232).

Professional Development. A specific form of support that the school board district can
offer to teachers is professional development programs. In the current study, this was defined as
a teacher being provided time or days for professional development in order to collaborate,
discuss, share, or learn about any aspect of the change. This definition was created based on the
meaning of professional development from the OCT as well as previous studies (Armour &
Yelling, 2007; Fullen, 2003; Knight, 2002; OCT 2006). These studies indicate that professional
learning and development should always be a collaborative effort between many stakeholders in
the change (Armour & Yelling, 2004; OCT). Therefore, though collaboration was already
discussed, the specific effect of collaborating with other teachers during professional
development will be discussed in this section.

All but one teacher reported that they received some form of professional development
time during the period of the curriculum change. It was difficult to grasp the effect of

professional development programs on the discrepancy case because that particular teacher was
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involved in the creation and presentation of these programs, and thus did not receive any
professional development. All but one of the remaining nine participants reported that these
professional development programs facilitated the adaptation process to the new curriculum.
Provided is an example of Teacher D indicating the effectiveness of the professional
development programs:

Number one, it gave me a contact at the school board to, she was great, she showed us

what the new curriculum was, she explained the changes, she explained how to do the

assessment for it, and then gave us training for CPR, because we had to then suddenly

teach CPR which was never something that we had to do before... And it gave me a

contact if I needed her, she was going to come into our school and work with you one-on-

one if you wanted to, so it gave me that direct resource to go over some more things if
you needed to for the curriculum.
The perceptions of this teacher, as well as most of the other participants in the current study,
demonstrate the importance of professional development programs in facilitating the adaptation
process for experienced PE teachers.

Teacher E, however, perceived that the professional development provided was
inadequate and insufficient to meet her needs during the change. Provided is this participant’s
perceptions of the lack of professional development during this time:

Here were these really great ideas coming out, and at the very same time, they cut back

the number of PD days. Then, they increase the load of department heads, who are

supposed to be the curriculum experts. So there was no PD time in order to implement

the changes. So it was a really bad combination... those changes.
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When asked by the researcher how this affected her adapting to the curriculum change, this
participant indicated ‘It made it slower.” Therefore, it appears as though when adequate
professional development programs are provided to experienced PE teachers, these programs can
facilitate the adaptation process to a new curriculum. Conversely, when these programs are
insufficient to meet the needs of experienced PE teachers, the lack of professional development
can inhibit the adaptation process.

Armour and Yelling (2007) defined professional development as all forms of professional
learning done by teachers beyond their initial training. Furthermore, guidelines set by the OCT
(2006) indicated that it is the duty of all teachers in Ontario to engage in this professional
learning throughout their careers. The results of the current study confirm the positive effect of
effective professional development programs during a time of curriculum adaptation for PE
teachers (Armour & Yelling, 2007; Bechtel & O’Sullivan, 2007; Borko, 2004; Conkle, 1997;
Knight, 2002; Faucette et al., 2002; Fullen, 2003). PE teachers in Bechtel and O’Sullivan’s study
felt that their district was providing them with insufficient professional development, and that the
lack of such programs inhibited their adaptation process. All four teachers in their study “felt that
the district had not met their professional development needs” (p. 230), and that this was “an
inhibitor for all four teachers” (p. 231). Participants in other studies have also reported the
inadequacy of professional development on PE teachers (Armour & Yelling, 2004, 2007; Borko;
Conkle; Fishman et al., 2003). These reports differ from the findings of the current study, where
most PE teachers stated that professional development programs they were provided with were
effective in facilitating the adaptation process. However, all previous research, in coupling with
the findings from the current research, summit to the conclusion that effective professional

development programs are an integral part of the adaptation process for experienced PE teachers.
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Studies have indicated that an important aspect of professional development programs is
to provide PE teachers with the opportunity collaborate with other members of their profession.
Armour and Yelling (2004) indicated that professional development “allows teachers ways to
talk with each other about their classrooms” (p. 108). Furthermore, Faucette et al.’s (2002)
participants indicated that an effective aspect of professional development programs were that
they allowed for dialogue and collaboration with colleagues. Participants in the current study
indicated that this dialogue was an indispensable aspect of professional development programs.
Teacher B commented on the facilitative effect of adequate professional development programs:

It was good in that, we could talk to other teachers from other schools and you could find

out how they were dealing with the situation as much as, you know, the student

populations are different in all schools, and this was definitely a different school, its
always neat to hear how another teacher presents something, or teaches and even just to
discuss about different types of evaluation or even just to see the kinds of tests that the
other teachers offer and things like that.
It appears then, that effective professional development programs can facilitate the adaptation
process for experienced PE teachers. Furthermore, a cause for these professional development
programs to facilitate the adaptation process for experienced PE teachers may be largely due to

the collaborative nature of the programs offered.

Upper Level
The Ministry of Education in Ontario issues the curriculum for the entire province as well
as provides funding to the school board districts for resources (Ministry of Education, 2008). The

Upper Level in the current study consists of factors that were reported by teachers to affect the
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adaptation process at the ministry level. This factor is higher in the educational system than the
school and the school board district and, as such, was strategically placed at the top of the
pyramid, seen in Figure 1.

The bottom-up approach of planning, as discussed earlier, considers the input and
contribution of practicing teachers into the planning and implementing phases of a new
curriculum (Kirk & Macdonald, 2001). The opposite of this is the top-down approach, whereby
the ministry creates a new curriculum with no attempt to consider the dynamics of the practicing
teachers (Butler, 2005; Fullen & Stiegelbauer, 1991; Guskey, 2002; Ha et al., 2004).
Participants’ perceptions of the influence of interactions with the overarching ministry are

provided in the following section.

Problems with the Ministry

Problems with the ministry in the current study were defined as general disagreements
with the procedures, policies, and facets of the overarching ministry. Perceived problems
identified by the participants in the current study were: a lack of resources, a lack of direction,
and a general disagreement with the procedures during the change. No teachers perceived that
the ministry acted as a facilitator to the adaptation process. Similar to other factors that emerged
from the perceptions of the participants in the current study, there were no questions in the
interview guide that attempted to stimulate discussion on the ministry. Therefore, all issues with
the ministry were discussed without the participant being provoked by the researcher. All but one
teacher perceived that there were problems with the ministry and that this affected their
adaptation process to the new curriculum. The nine participants that indicated their problems

with the ministry perceived that these issues acted as inhibitors to the adaptation process to the
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new curriculum. Furthermore, these teachers indicated that this absence of an effective ministry
would be perceived the same across all PE teachers:

I don’t think anybody, experienced or not, got a whole lot of support originally.

Curriculum documents came out, and they [the ministry] said “we want you to do this, do

that, do this, but in terms of how to do it, I don’t think there was a lot of support that way.

(Teacher C)

One issue with the ministry that was discussed by the participants was the lack of
resources provided. Most teachers indicated that they felt somewhat ‘short-changed’ during the
implementation of the new curriculum. Many of the teachers described that PE was never given a
textbook to draw on for their classes, whereas other subjects were provided with a textbook. As
Teacher D indicated:

Our problem in PE is that we didn’t have a text anyway. So, when the new curriculum

came out, yeah there were new textbooks for math and science that were created, so,

maybe when the publishers “hey, come up with something new that would help us...”
that was never created, that was never given to us. At all.
Furthermore, when Teacher G was asked if any other organizations supported, or did not support
him during the curriculum change, he responded:

The ministry didn’t provide any funding for any text-books or resources. So, that’s a bit

of a hindrance, but that’s the ministry’s decision.

Many of the teachers that discussed the issue of lacking resources, or specifically the lack of a
textbook, mentioned that ‘important subjects such as math and science’ were provided with these
resources. This supports Bechtel and O’Sullivan’s results that the perceived marginalization of

PE can inhibit the adaptation process for PE teachers. Bechtel and O’Sullivan’s participants
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indicated that they felt as though PE was at the “bottom of the barrel” (p. 231), and that this
inhibited them to adapt to changes. This marginalization of PE was also seen as an inhibitor to
adapting to change in Dwyer et al.’s (2003) study. One participant in their study described a
strikingly similar situation to the participants in the current study. In an excerpt, a participant in
their study indicated that “when there’s no set program, it tends to be just put on the back burner.
You have your program for your math, language, and social studies. You get textbooks. But for
physical education, there’s nothing, there’s just your curriculum” (p. 450). The results of the
current study indicate that not providing resources to experienced PE teachers, which may be the
result of an increase in the marginalization of PE, can inhibit their adaptation process to a new
curriculum.
Another problem perceived by the participants in the current study was that the ministry
did not provide them with enough direction to make the changes in the curriculum. The
participants who described this problem perceived that the new curriculum was given to them
without any guidance as to what they were supposed to be doing. As Teacher E indicated:
It was too much and it was kind of, because we didn’t really have time to digest it, it was
kind of a big stressor and it was frustrating, and I didn’t feel like it had been explained
enough, especially at the beginning.
Furthermore, Teacher C described:
I don’t think anybody got a whole lot of support, originally. Curriculum documents came
out, and they said “we want you to do this, do that, do this, but in terms of how to do it, I
don’t think there was a lot of support that way.
This finding further confirms Dwyer et al.’s (2003) study on the inhibitors to positive PE teacher

change. Dwyer et al. indicated that “teachers had problems implementing the required program
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because the [Ontario] provincial curriculum document is unclear about expectations for physical
activity” (p. 450).

Finally, many of the teachers expressed a broad distaste towards the overarching
ministry, and were grouped in a section térmed ‘disagreement with procedures.” Due to the
ambiguity of the descriptions, this factor was defined in the current study as a teacher’s
perception that the course of action and procedures that the ministry took during the curriculum
change period were not correct. These disagreements varied from a perceived lack of planning,
the change being done from a top-down approach, the change being unnecessary, and a variety
of other factors. Teacher J indicated a lack of planning from on the part of the ministry during
the curriculum change:

So it was a lack of planning on the ministries part. Why? Example beiﬁg, when they

rushed the 12 year education program. Why not implement it year by year, over a span of

X number of years “boom, here it is.” So now you have everybody from grade 1 — 12 up

in arms. Why didn’t they say “Okay, lets focus on K-4”, and then when your done, lets

do “5-8”... Because then there would be a domino, or a ripple affect off of proper
change. And as a result, over the years, different curriculums have had to re-vamp their
stuff because there has been duplications at different grade levels.

Furthermore, Teacher B described his feeling towards top-down approaches to curriculum:

I think that it is done, is that the teachers themselves have to be involved in the planning

phase. One of the concerns I have, too often is that this is done by people who are too far

removed from the actual classroom... they’ve got to incorporate people who are actively
involved and are practicing it into the process.

Finally, Teacher I described her general distaste for the ministry:
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At the time, I thought that there could have been more from the ministry. You just sort of
feel like you get sent this stuff from the ministry. And you also get the picture that
everything happens in Toronto. Like, to a certain extent — the group that got together in
Toronto — sometimes we would say “jeese, they must have gotten together and said
“okay, as a PE group, how can we shoot ourselves in the feet.”
All of these problems with the ministry were perceived to have inhibited the adaptation process
for the experienced PE teachers in the current study. This finding confirms the results of many
studies which indicated a need for ministerial empowerment and consideration when attempting
to change a curriculum (Faucette et al., 2002; Fullen & Stiegelbauer, 1991; Johns, 2003). Fullen
and Stiegelbaurer indicated that ministries attempting to implement a change without considering
the teachers who will be adopting it will inhibit the adaptation process. Johns indicated that
change does not always occur because curriculum planners and policy makers are using the top-
down approach, and no consideration is given to the teachers at the school level. This further
emphasizes the need for a bottom-up approach to curriculum planning, as discussed earlier in
these results, as well as by other researchers (Johns; Kirk & Macdonald, 2001). Johns further
discussed the “power relations between planners and practitioners” that can act as an inhibitor to
change as well (p. 346). The findings of the current study further confirm Dwyer et al.’s (2003)
results, where it was indicated that there was insufficient guidance, direction and assistance from
the individuals in charge of implementing curriculum during changes; and that these
insufficiencies inhibited the adaptation process for PE teachers. It appears then, that a ministry
that not only provides curriculum, but supports it with guidance, resources, assistance, and
consideration to the adopting teachers can facilitate the adaptation process for experienced PE

teachers.
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Outside Support
Outside support was defined in the current study as teachers receiving support from
organizations other than the school board district, and the Ministry of Education. Almost every
teacher in the current study also mentioned that outside organizations aided in their adaptation

process to the new curriculum.

OPHEA and other Organizations

One of the organizations identified as having an influence the participants’ adaptation
process was the Ontario Physical Health and Education Association (OPHEA). OPHEA is a non-
profit organization that supports the development of lifelong learning in physical activity
(OPHEA, 2009). As such, an integral aspect of the organization’s undertaking is the
collaborative effort with schools to provide effective PE. The participants perceived that the
support they received from OPHEA facilitated their adaptation process to the new curriculum.
Support from OPHEA primarily came in the form of providing supplemental materials and
documents that teachers could use as a resource when implementing the new curriculum.
Provided are the responses of multiple participants to show the homogeneity in the perceptions:

OPHEA was amazing. That really stood out. I mean, I didn’t even really hear of them

until the curriculum changes came in. And then all of a sudden they started producing all

sorts of great stuff. (Teacher E)

OPHEA, yeah. They would have different curriculum booklets, and so on that you could
purchase from OPHEA. There was one, a curriculum booklet that was sponsored by
OPHEA and they had charts that you could use. So I would experiment with those charts

with my class to see how it worked, and then, just sort of a 1 page assessment that you could



Adaptability of Experienced PE Teachers 93

put in the different activities that you were teaching. And that was about — the second year.

And then, again, that just furthered your understanding of what the expectations were.

(Teacher F)

OPHEA, is, ugh, I mean, they were so supportive. It was amazing, that that organization
took the time and the energy and all the stuff they did to put that together. Um, yeah,
absolutely. OPHEA is a god-send in implementing the curriculum. (Teacher H)
It appears from the participants in the current study that OPHEA facilitated experienced PE
teachers to adaptation to the new curriculum. Though the organization’s support only traverses
the province of Ontario in Canada, other provinces have similar organizations that offer this
support and could facilitate the adaptation process in the same effect as OPHEA.
Teacher E also mentioned multiple other organizations that facilitated her to adapt to the
curriculum change:
For sure, it made it seem more possible. Especially with some of the things that we had
never taught before. To me, for example, the mental health unit in grade 11, well, we had
never taught that before. Then, we start getting e-mails from the Canadian Mental Health
Association saying “we have these programs, we just want you to know that we know it’s
in there now and, we can have speakers come in.” And even Ottawa U, we started
hearing from the medical students about sex-ed workshops that they would offer and, so
that was definitely a plus. Because before the changes, though I mean, we used to have
Planned Parenthood in, Alcohol’s Anonymous and, you know, we had, we were linked
up with community organizations. But I think the difference was that some of these
groups started producing a supporting curriculum document, you know, activities to do...

which I had never seen before.
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Though not discussed by all participants, the fact that this particular teacher mentioned other
organizations, coupled with the elaborate praise for OPHEA, confirm the results of previous
studies (Faucette et al., 2002, Ha et al., 2004; Wirszyla, 2002). These studies indicated that

teachers should collaborate with and seek the support of organizations outside the school realm.
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CHAPTER VI
CONCLUSION

The purpose of the current study was to investigate experienced PE teachers during a
period of curriculum change and what was perceived to facilitate or inhibit this adaptation
process. Literature was presented identifying the complexities of educational change, and in
particular, curriculum change (Fullen 1993, 2003; Fullen & Stiegelbauer, 1991; Johns, 2003;
Wirszyla, 2002). A study by Bechtel and O’Sullivan (2007) as well as a conceptual framework
by Fullen et al. (1990) identified processes involved in the teacher change process. Additional
literature further emphasized the importance of these processes (Armour & Yelling, 2004;
Armour & Yelling, 2007; Butler, 2005; Cothran, 2001; Dwyer et al., 2003; Fullen, 2003; Fullen
& Stiegelbauer; Ha et al., 2004; Johns et al., 2001; Kirk & Macdonald, 2001; McKernan, 1996;
Veenman, 1984; Wirszyla), thus justifying their investigation in the current research. It was
proposed by the current researcher that investigating the processes involved in Bechtel and
O’Sullivan’s study and Fullen et al.’s conceptual framework would help in the understanding of
the adaptation process of experienced PE teachers to a new curriculum.

A variety of themes emerged as facilitators or inhibitors to the adaptation process for the
experienced PE teachers in the current study. Conversely, certain factors which were suggested
by previous studies to influence the teacher change process did not emerge as prominent factors
in affecting the experienced PE teachers in the current study. The emerged themes were
organized by the current researcher into four levels: the Personal Level, School Level, School
Board Level, and the Upper Level. It is important to note that these factors were not separated
into different groups, but rather carefully organized to assist interpretation during the analysis

and presentation of results. Separating them, rather, would imply that these factors are
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disconnected from each other during the process of curriculum change. By illustrating the model
as pieces of a puzzle, as seen in the Pyramid Model, the current researcher attempted to
demonstrate the interconnectedness of these factors.

Results from the current study suggest that the specific effect of experience on the
adaptation process for PE teachers during a curriculum change may be minimal. After
interviewing ten PE teachers that were considered experienced when adapting to a curriculum
change, it appears as though their relative experience mainly affected their level of confidence in
effectively teaching PE. This increase in confidence however, did appear to have a facilitative
effect on the adaptation process for the participants. However, participants also perceived that
beginning teachers adapt just as effectively, or ineffectively, to curriculum changes as their
experienced counterparts. Therefore, though experience did not appear to affect the adaptation
process for PE teachers directly, it can alter the way in which experienced PE teachers are
facilitated or inhibited to adapt to change. The effect of experience on the confidence level of PE
teachers, and their effect on the process of adapting to a new curriculum, is an area to be
addressed by future research.

An important factor when adapting to curriculum change, appears to be the personality of
the teacher experiencing the change. The participants in the current study perceived that the
personality of a teacher does not relate to the level of experiencevin teaching PE. As the
participants indicated, being experienced does not pre-dispose a PE teacher to being an adaptive
or un-adaptive person. Personality traits of teachers acting as a facilitator or inhibitor to the
adaptation process were not something that was expected by the current researcher to emerge as
an important factor; yet there appeared to be a tremendous link between these factors.

Furthermore, this is an area that has hardly ever been addressed by previous research (Curtis and
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Cheng, 2001). Personality and its effect on the adaptation process for teachers of all experience
is an area that should be addressed by future research.

The effect of beliefs, collaboration, support, and other factors investigated on the
adaptation process of PE teachers has been extensively researched (Armour & Yelling, 2004,
Bechtel & O’Sullivan, 2007; Butler, 2005; Johns, 2003; Dwyer et al., 2003). Specifically,
Bechtel and O’Sullivan specified that the beliefs of a PE teacher, the collaboration and support
that they received were factors that could facilitate or inhibit the change process for PE teachers.
Data from the current research was able to confirm the results of these studies by investigating
their influence on the adaptation process to a curriculum change in Ontario. In addition to
corroborating the importance of these factors, the current study further demonstrated that these
factors can also influence the adaptation process for experienced PE teachers. It is important to
note, however, that any factor discussed (or any multiple of factors) may have both a facilitative
and inhibitive effect on the adaptation process. For example, receiving support from the school
board district was found in the current study, as well as many other studies (Cothran, 2001;
Dwyer et al., 2003; Fullen & Stiegelbauer, 1991; Johns, 2003), to facilitate the change process;
but receiving inadequate support from school board district can inhibit the adaptation process for
PE teachers (Bechtel & O’Sullivan, 2007).

The one factor that was found in the current study to specifically inhibit the adaptation
process were the teachers’ perceived problems with the ministry. The two main problems
expressed were teachers not being provided sufficient resources and direction during the change.
Though these teachers perceived an inhibitive effect,bthe results of other studies (Faucette et al.,
2002; Fullen & Stiegelbauer, 1991; Johns, 2003) suggest that sufficient ministerial support is an

important factor that can facilitate the adaptation process.
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The perceptions of the participants in the current study exposed the facilitators and
inhibitors of experienced PE teachers adapting to a curriculum change. Taking these factors into
consideration when implementing a change in curriculum could potentially increase the fidelity
of a curriculum being proposed. By taking into consideration the facilitators and inhibitors to the
adaptation process for PE teachers, individuals in charge of curriculum change (organizers,
principals, and school board personnel) could potentially aid teachers adapting to the change.
Furthermore, curriculum planners and policy makers should not just consider these factors, but
also consider the input and collaboration of the practicing PE teacher When creating a
curriculum. This bottom up approach to curriculum design could positively enhance the change
process for the adapting teachers, as has been shown in other studies (Johns, 2003; Kirk &
Macdonald, 2001).

Participants in the current study perceived that, due to experience, they may exhibit a
higher level of confidence compared to a teacher of less experience. Aside from this increase in
confidence, the participants perceived that they are affected by similar facilitators and inhibitors
as PE teachers of an unidentified experience, as seen in other studies (Bechtel & O’Sullivan,
2007; Butler, 2005; Dwyer et al., 2003; Johns, 2003). Though the current study identified
processes involved in the adaptation process for experienced PE teachers, there is still much to
be investigated on this topic. There is a need for more research on the confidence level of
experienced PE teachers and the affect on the adaptation process. Future studies could possibly
investigate a correlation between the experience of a teacher, with their individual level of
confidence. Furthermore, because this research only investigated experienced PE teachers, it
might be viable to conduct a study where teachers from both ends of the experience spectrum are

compared. This type of study could then compare the perceived facilitators and inhibitors to the
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adaptation process from the perspective of both spectra, possibly exposing an evolution of

factors.

Personal Reflections

This study has come a long way since I first talked to my supervisor, Dr. Charlotte
Beaudoin, more than two years ago. At that time, I was an undergraduate student in Human
Kinetics at the University of Ottawa, looking forward to my future career as a PE teacher. The
opportunity to conduct a Master’s study arose, and I felt that learning more about my future
career could only be beneficial. I was not certain about a research topic, but I knew I wanted to
dip into the realm of my passion in PE. Being in the first round of high school students who
experienced the Ontario curriculum change in 1999, I had a predisposed interest for this specific
change. After reading countless journals and books on the curriculum change process, I knew
that I wanted to research the curriculum change that I experienced first-hand as a student. I then
came across a few studies that pointed towards a lack of research on experienced PE teachers and
their ability to adapt, and the current study was born.

Admittedly, the results of this study were surprising to me. Because of discussions I had
with many people in my life, I had the belief that experienced PE teachers would adapt less
effectively to curriculum change. Though these thoughts were simply based on personal
perceptions and discussions with friends, it appeared as though academic research would validate
these thoughts (Hargreaves, 2005; Howey and Corrigan, 1980). Results of the current study,
however, propose that experienced PE teachers may adapt just as effectively or ineffectively as
beginning teachers; but the processes that affect this adaptation, may be different. A study to

compare these processes, I believe, may shed light on greater differences in the adaptation
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process. Though there are still many areas that need investigating to fully grasp the perceptions
of experienced PE teachers, I strongly believe this study effectively generated the perceptions of
how experienced PE teachers adapt to curriculum change. These results have not only increased
my knowledge about PE teachers, but have altered my perceptions towards experienced PE
teachers. With the knowledge that I have gained, I feel that I will have more respect for

experienced PE teachers in my future career.
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Fullen, Bennett, and Rolheiser-Bennett (1990)’s Conceptual Framework

Note: From “Linking classroom and school improvement,” by M. G. Fullen, B. Bennett, and C.
Rolheiser-Bennett, 1990, Educational Leadership, 47(8), p. 15. Copyright 2002 by

EBSCO Publishing.
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Dear Principal,

I will be conducting a study at the University of Ottawa, the purpose of which is to
explore how experienced physical education (PE) teachers perceive the adaptation
process to curriculum change. For this study, I am looking for teachers that had a
minimum of five years of teaching in PE at the time of the Ontario high school
curriculum change in 1999.

In an effort to generate the perspectives of PE teachers, qualitative interviews will
be performed on ten teachers in this field. Previous research on this topic is
minimal to non-existent; to date, there have been no studies that have explored how
experienced physical education teachers perceive this process of adaptation. The
only research that has been conducted in this area has been on teachers in general or
on beginning teachers. In hopes to further the knowledge on experienced physical
education teachers, this study will seek to identify the factors that facilitate or
inhibit the change process for these teachers during of a time of curriculum change.
With the results of this study, it is hoped that more attention will be given to aiding
experienced PE teachers when adapting to curriculum change. Furthermore, this
research will contribute to understanding the benefits of professional development
programs to enhance continuous learning for PE teachers.

Participation in this study is voluntary. Teachers who wish to participate will
engage in one individual semi-structured interview. All interviews will be
conducted in English and will last approximately 45-minutes. The interview will be
scheduled at a time and place that is convenient for the teacher and will be audio
recorded and transcribed verbatim. The interview will consist of open-ended
questions about the experience with curriculum change and how these processes
were perceived by each teacher. Teachers will be offered the opportunity to
participate in the analysis process by reviewing their interview transcript for
authentication purposes. This will allow for additions, omissions, and/or
modifications of any information that they do not feel accurately reflects their
experiences they addressed. Should teachers regret disclosing something, the
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information shared will be excluded from the database and they will be informed
that the information will not be reported in any form of communication.

There are numerous benefits to conducting research on experienced physical
education teachers. A teacher’s participation in this study will allow them to share
their experiences of adapting to curriculum change. This sharing process will help
them gain a better understanding of curriculum change, by discussing rich and
detailed information with the researcher. In addition, this study will provide
research to an area that has hardly ever been explored; as no research has been
conducted on how experienced PE teachers perceive the adaptation processes to
new curricula. The study will fill the gap in the current body of research, by
identifying the factors that facilitate and inhibit the adaptation process for
experienced PE teachers. Furthermore, upon completing of the study, the teachers
will be offered a copy of the final thesis project. The information in the thesis will
allow them to view the research on curriculum change to date, as well as reveal the
perceptions of many experienced PE teachers like themselves. Finally the
researcher is willing to offer a presentation of the final thesis and its results to the
school community during a professional development (PD) day, or at any other
time of convenience, to any schools that participate in this study.

As a principal, the extent of your participation would be to provide the researcher
with written permission to allow this study to be conducted, as well as forward
consent forms via e-mail to PE teachers in your school. You are under no obligation
to participate in this study. If you choose to participate, you are free to withdraw
from the study at any time. The teachers in your school are also under no obligation
to participate in this study.

Anonymity will be assured by assigning a pseudonym to your file and your
teachers’ file so that no actual names will appear on or identify anyone in any
transcript or research documents. Furthermore, neither your school name nor school
board name will be mentioned to prevent linking you to the data. This is an
independent study, and therefore data will not be shared with the Ottawa Carleton
District School Board, or the Ottawa Catholic School Board.

Any information that you or the teachers share will be kept strictly confidential, as
only the researcher and the research supervisor will have access to all forms of raw
data. The list identifying you, and other participants in this study, will be kept in a
separate location, in a locked filing cabinet so that no association between your
pseudonym and your true identity will be possible. The audiotapes, transcripts of
the interviews, and data will be stored in my research supervisor’s office. Only my
supervisor, Dr. Charlotte Beaudoin and myself, Will Bowins, will have access to
these materials. Transcripts and audiotapes of teachers’ interviews will be
destroyed after 5 years (in accordance with the University of Ottawa Research
Ethics Board). You and your teachers will be offered a summary of the research
findings in Spring 2009. You can receive the research findings either by an
electronic mail address or home address.
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The potential risks involved in this study are minimal. The teachers may be
uncomfortable by remembering a negative event or experience from the past. To
prevent this from occurring, teachers are under no obligation to answer questions if
they find them uncomfortable in any way.

If you are interested, and feel that experienced physical education teachers in your
school would also be interested, could you please sign and date the ‘Permission
from Principals’ document and send it to the researcher by mail using the enclosed
pre-addressed and posted envelope. If you choose to allow this study to be
conducted in your school, an e-mail will be sent to you with an attached consent
form for any PE teachers who fit criterion for this study. It is asked that you
forward this document to these teachers, upon which they can decide if they wish to
participate by responding to the contact information in the document. The
researcher and supervisor can be contacted at the information at the beginning of
this document.

Best regards,

Will Bowins
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PERMISSION FORM FOR PRINCIPALS

Adaptability of Experienced Physical Education Teachers to New
Curricula: An Interpretive Understanding of Facilitators and Inhibitors

Researcher: Will Bowins Supervisor: Dr. Charlotte Beaudoin

Institution: University of Ottawa University of Ottawa
Faculty of Health Sciences Faculty of Health Sciences
School of Human Kinetics. School of Human Kinetics
Rm. 428, 125 University St. Rm. 340, 125 University St.
Ottawa, ON, KIN 6N5 Ottawa, ON, K1N 6N5

Telephone: 613-799-9213 613-562-5800 (ext. 4259)

Email: wbowi055@uottawa.ca cbeaudoi@uottawa.ca

I permit Will Bowins and Dr. Charlotte

Beaudoin to recruit physical education teachers in my school for the study entitled
‘Adaptability of Experienced Physical Education Teachers to New Curricula: An
Interpretive Understanding of Facilitators and Inhibitors.’

If you allow this study to be conducted in your school, please send this letter to the
researcher using the enclosed pre-addressed and posted envelope. Upon delivery, an
e-mail will be sent to you asking for your help in forwarding consent forms to
teachers in your school.

I permit this study to be conducted in my school. Yes No

Date:

School;

E-mail:

Signature:
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o CONSENT FORM FOR TEACHERS
i Adaptability of Experienced Physical Education Teachers to New
OVt Curricula: An Interpretive Understanding of Facilitators and Inhibitors
dtLawa
Researcher: Will Bowins Supervisor: Dr. Charlotte Beaudoin
Institution: University of Ottawa University of Ottawa
Faculty of Health Sciences Faculty of Health Sciences
School of Human Kinetics. School of Human Kinetics
Rm. 428, 125 University St. Rm.340, 125 University St.
Ottawa, ON, K1N 6N5 Ottawa, ON, K1N 6N5
Telephone: 613-799-9213 613-562-5800 (ext. 4259)
Email: wbowi055@uottawa.ca cbeaudoi@uottawa.ca
University of Ottawa I, , have been invited to

i icaith

participate in the Master’s research project conducted by Will Bowins under the
supervision of Dr. Charlotte Beaudoin, from the School of Human Kinetics of the
Faculty of Health Sciences at the University of Ottawa. If you wish to participate,
please contact the researcher, Will Bowins or the supervisor, Charlotte Beaudoin
through the contact information above, to indicate your interest in participating.

The purpose of the research is to explore how experienced physical education (PE)
teachers perceive the adaptation process to new curricula. For this study, the
researcher is looking for teachers that had a minimum of five years of teaching in
PE at the time of the Ontario high school curriculum change in 1999. This research
will seek to understand the perceptions of experienced PE teachers in an effort to
understand the facilitators and inhibitors involved in the adaptation process to new
curricula. Previous research on this topic is minimal to non-existent; to date, there
have been no studies that have explored how experienced PE teachers perceive this
process.

Your participation in this study will be voluntary and will consist of one individual
semi-structured interview, conducted in English. The interview will last
approximately 45-minutes in length. It will be located in a place that will allow for
confidential interview, but also be at a time and place that is convenient for you
(during or after school). The interview will be audio recorded and transcribed
verbatim. The interview will consist of open-ended questions regarding your
experiences with curriculum change in PE. If interested, you will be given the
opportunity to participate in the analysis process of this study by reviewing the
transcript of the interview. This will allow for additions, omissions, and/or
modifications of any information that you do not feel accurately reflects your
experiences to be addressed. Should you regret disclosing ay information, the
information you shared will be excluded from the database and you will be
informed that the information will not be reported in any form of communication.
You will also be offered the opportunity to view, and make comments on what the
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researcher has identified as key facilitators and inhibitors involved in the
experienced teacher change process.

Though you will not be compensated, there are numerous benefits to your
participation in this research. Your participation in this study will allow you to
share your experiences of adapting to curriculum change. This sharing process will
help you gain a better understanding of curriculum change, by discussing rich and
detailed information with the researcher. In addition, this study will provide
research to an area that has hardly ever been explored; as no research has been
conducted on how experienced PE teachers perceive the adaptation processes to
new curricula. The study will fill the gap in the current body of research, by
identifying the factors that facilitate and inhibit the adaptation process for
experienced PE teachers. Furthermore, upon completion of the study, you will be
offered a copy of the final thesis project. The information in the thesis will allow
you to view the research on curriculum change to date, as well as reveal the
perceptions of many experienced PE teachers like yourself. Finally the researcher is
willing to offer a presentation of the final thesis and its results to the school
community during a professional development (PD) day, or at any other time of
convenience, to any schools that participate in this study.

You understand that this research deals with personal information about your
teaching experiences and that the risks involved of sharing personal information are
- minimal, and include no form of physical distress, legal or social repercussions, or
economic inconveniences. The only form of risk the researcher foresees is if you
are asked to discuss an event that will evoke a negative experience. To prevent this
from occurring, you are under no obligation to answer questions if you find them
uncomfortable in any way.

Confidentiality will be assured and respected as only the researcher and his
supervisor will have access to all forms of raw data. The transcript of your
interview will be identified by a pseudonym. All audio tapes, interview transcripts,
and data will be stored in the research supervisor’s office to which only the
supervisor and researcher have access. The data from this study will be conserved
for a period of 5 years, after which time, all audio tapes will be cut up and written
transcripts and data will be destroyed by shredding. Your confidentiality will
continue to be respected if the results of this study are presented in physical
education pedagogy journals and conferences.

Your anonymity will be assured by having a pseudonym assigned to you that will
identify you on transcripts and research documents. This ensures that your name
will not appear on any documents or publications. Additionally, neither your school
name nor school board name will be mentioned to prevent linking you to the data.
This is an independent study, and therefore data will not be shared with your
principal, the Ottawa Carleton District School Board, or the Ottawa Catholic
School Board. Furthermore, information you disclose to the researcher will in no
way impact your work, employment or relationships with your superiors.
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You are under no obligation to participate in this study. If you choose to participate,
you are aware that you are free to withdraw from the project at any time, before or
during an interview, and refuse to answer questions without prejudice. If you
choose to withdraw, all data gathered until the time of withdrawal will be cut up
(audio tapes) and shredded (transcripts).

If you have any questions about the conduct of the research project, you may
contact the researcher or supervisor.

Any information requests about your rights as a research participant may be
addressed to the Protocol Officer for Ethics in Research, 550 Cumberland Street,
Room 159, University of Ottawa, Ottawa, Ontario, Canada, KIN 6N35, 613-562-
5841 or ethics@uottawa.ca.

Please print two copies of this consent form if interested in participating. You will
be asked to return one copy to the researcher prior to the interview, and the other

copy you may keep.

I agree to participate in this study. Yes No

I consent to being audio-taped during the interview
Yes No

I want to review the transcript of my interview. Yes No

[ want to review the organization of common themes presented by the researcher.
Yes No

I wish to receive a copy of the final project, which will be available in Spring 2009.

Yes No
Please mail a copy of the final project to:
Or e-mail to:
Participant’s signature: Date:

Researcher’s signature: Date:
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Appendix C
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Procedure Outline

Phase 1: Recruitment Phase

Letters of information for purposes of recruitment
were addressed to principals of schools in the City of
Ottawa. Each letter included a description of study,
type of participants needed. It will also include a
permission form, and a pre-addressed, pre-posted
envelope to be returned to the researcher.

Receive letters from principals indicating their
permission to recruit PE teachers from their
respective schools.

E-mails containing letter of information for purposes
of recruitment were sent to principals in schools in
which the researcher was permitted to recruit. The

principals were asked to forward the letter to PE
teachers in their school who met the previously
described criteria. Teachers were asked to contact the
researcher to indicate their acceptance to participate
in the study.

Receive e-mails from experienced PE teachers
volunteering to participate in the current study.

Phase 2: Data Collection Phase

E-mail teachers that have volunteered to participate
in order to explain confidentiality and anonymity
procedures (Bechtel & O’Sullivan, 2007).
Agree upon a 45-minute to one-hour time to perform
interview.

On the date of the interview, PE teachers provided
written consent, as well as perform semi-structured
interview with the researcher on pre-agreed upon
date. Each interview was audio recorded.

Transcribe interview just recently performed — as
soon as possible after the completion of the
interview.

Member check with recent PE teacher by giving (via

e-mail) them a transcription of the interview (Bechtel

& O’Sullivan, 2007) (using track changes function on
Microsoft Word).
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Receive e-mail from recent PE teacher regarding
their thoughts on the interview transcription
provided.

Phase 3: Analysis Phase
Analyze data from all transcribed interviews.
Determine, indicate and analyze emerged themes
from interviews using NVivo software.

Common emerged themes from interview
transcriptions were organized in attempt to
understand the experiences of curriculum change for
the PE teachers. Other individual knowledgeable in
the field will also performed analysis to attempt to
achieve inter-analysis reliability.

Second member checking round. Common themes
from analysis organization presented back to each PE
teacher (via e-mail). Purpose was to further gain
acceptance of what was initially indicated by them
during the interview.

| Write results and discussion based on data found |
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Appendix D



Adaptability of Experienced PE Teachers125

Semi-Structured Interview Guide

Introductory questions
How are you? How are you doing today?
Where did you get your teaching and/or physical education degree?

Demographic question:
How long have you been teaching for?
How long have you been teaching PE for?

Primary Questions:
Localizing the teacher and general questions:
What does curriculum change mean to you?
How many times have you been asked to bring about curriculum change in PE?
How long were you teaching PE when you experienced this curriculum change?
Would you have considered yourself an experienced teacher at this time?
Can you tell me how you adapted to this curriculum change?
(The following are probes for the previous question)
(What do you think your level of experience in teaching had to do with)
you adapting to the curriculum?)
(How did the curriculum change affect you?)
(Did it force you to adapt in any way?)
(What facilitated you to adapt to the curriculum?)
(What inhibited you to adapt to the curriculum?)

Secondary Questions: (Probe if not talked about in Primary Questions)
Questions relating to beliefs/value towards the curriculum:
What were your beliefs towards the new curriculum that you were asked to accommodate?
What affect do you think this had to you adapting to the curriculum?
How did this have an effect?
What affect do you think your level of experience had on this adaptation?

Questions relating to support from principals, students, district and other members of the school:
Did the principals of your school affect your experience of adapting to the curriculum?
If “yes” — How did they affect your experience?
If “no” — Wait until end of interview (**¥*)
Did the students of your school affect your experience of adapting to the curriculum?
If “yes” — How did they affect your experience?
If “no” — Wait until end of interview (***)
Did the district of your school affect your experience of adapting to the curriculum?
If “yes” — How did they affect your experience?
If “no” — Wait until end of interview (¥**)
Were there any other individuals/organizations that had an influence on your experience to
adapting to the new curriculum?
Did any body not support you that you feel should have supported you? -
What affect do you think your level of experience had on how you received/handled the support?
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Do you think your need for support depended on your level of experience at this time?

Questions pertaining to district policies:
Did your school district have policies that affected your adaptation process?
What were they?
How did they influence your adaptation process?
What affect do you think your level of experience had on this adaptation?

Questions regarding experience and professional development:
At the time of the curriculum being implemented, how effective were the professional
development programs in extending your knowledge of delivering effective PE?
What aspects of the professional development programs affected your adapting to the new
curriculum?

How did this have an affect?
As an experienced teacher, did you find it more, or less difficult to adapt to new curricula?

Why would you say this?

How is it different?

Questions regarding Fullen et al.’s framework
Technical Repertoire: How confident were you in teaching the lessons of the new curriculum?
What effect did your confidence have on how you adapted to the new curriculum?
How did this have an effect?
What do you think your level of experience had had on this adaptation?

Teacher as Researcher: Did the new curriculum encourage you to go out and perform research to
effectively adapt to the new curriculum?
If yes — What affect did this research have on how you adapted to the new curriculum?
How did this have an affect?
What do you think your level of experience had had on this adaptation?

Reflective Practices: Did you ever have to reflect on why you became a teacher during this
curriculum change?
If yes — What affect did this reflection have on how you adapted to the
new curriculum?
How did this have an affect?
What do you think your level of experience had had on this adaptation?

Is there anything else you want to say about your experiences with adapting to curriculum
change?
* ok
If “no” — What could your principal have done in order to affect your experience
of adapting to the new curriculum?
If “no” ~ What could your students have done in order to affect your experience
of adapting to the new curriculum?
If “no” — What could your district have done in order to affect your experience of
adapting to the new curriculum?
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Appendix E



Adaptability of Experienced PE Teachers128

Table 2

Number of Coding Instances for Coded Themes

Coded Theme Number of Coding Instances
Beliefs

Positive 17

Negative 5

Changing what they had been doing for years 3

Collaboration 22
Confidence 17
Ministry Problems

Change for change sake 2

Disagreement with Procedures 12

Lack of Direction 7

Lack of Resources 12
Personality 30
Planning 11
Professional Development 14
Research 18
Reflection 3
Support

Colleagues 19

District 31

Principal 13
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OPHEA 10
Students 2
Other 3

Lack of Time ’ 4




