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ABSTRACT
PERCEPTIONS OF PHYSICAL EDUCATION TEACHERS
ABOUT THE DESIGN AND IMPLEMENTATION OF
IN-SERVICE TRAINING ~ A CASE STUDY
By

Patricia Irwin Rowe

The Michigan Governor's Council on Physical Fitness, Health, and Sport
initiated Michigan’s Exemplary Physical Education Curriculum Project (EPEC) in
1994 "to enable those responsible for physical education in Michigan to create
exemplary programs. This requires developing and disseminating materials and
procedures that result in the youth of Michigan obtaining the necessary fitness
levels, motor skills, knowledge, and attitudes to be fit for life" (EPEC, 1997).

EPEC teacher in-service training provides an essential bridge from EPEC
curricula, to implementation, to the achievement of positive change in school
programs and student outcomes. EPEC physical education lessons for grades
K-2 have been available since the 1997-98 school year to teachers who
participate in two days of in-service training. As of June 1999, 466 teachers
representing 40% of the school districts in Michigan have attended teacher in-
service training sessions. With the availability of EPEC lesson materials for
grades 3-5, 6-8, and 9-12, teachers from additional school districts will seek
EPEC teacher in-service training.

Purpose. The purpose of this case study was to use teacher’s
perspectives of their EPEC in-service training experience to provide feedback for
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Patricia Irwin Rowe
the design of future EPEC in-service training to meet the needs of physical
education teachers.

Methods. Eleven of fifty-five teachers who experienced EPEC K-2 teacher
in-service training at three locations during 1998-99 shared their perspectives on
four topics related to the training; Context, Content, Change, and Support. These
teachers attended one focus group in their geographic area approximately two
months after they attended EPEC in-service training. The focus groups were
audio-taped and transcribed for analysis. The data provided perceptions of
teachers that could be used to design future EPEC in-service training.

Results. Teachers proved to be a rich source of information about EPEC
teacher in-service training. Analysis of the data showed that issues of Context,
Content, Change, and Support all need to be considered by those who wish to
design in-service training to meet the needs of teachers.

Summary. While analysis of data from the focus groups revealed specific
information that could be used in the design of future EPEC in-service training,
general suggestions for each of the four main topics can also be made. The

Context of training does contribute to teachers’ attitudes toward and receptivity to

the training. Content of training is critical to teachers’ preparation for
implementation with multiple forms of delivery and professionalism in
presentation appreciated. Though Change is difficult for some, teachers were
able to describe their needs in order to change. Support after training, from

many sources and particularly from peers, is very important to teachers.
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CHAPTER I. INTRODUCTION

In response to a variety of needs and pressures, new educational curricula
are written and implemented with the goal that these new programs will rectify
past mistakes, achieve improvement in the educational process, and result in
positive outcomes for students. Sometimes, despite the very best efforts of
experts who design and write new curricula, hopes for implementation,
subsequent improvement, and achievement of outcomes are not realized. Why
does this happen? Could something about in-service training of the teachers be
the key element in the success of new educational programs? Could it be that all
the best efforts to design and control the intricacies of the educational process
can be nullified by something that is yet to be discovered or defined about the
process of training teachers to implement new programs? What can teachers tell
us about the teacher in-service training experience and its impact on
implementing new ways of teaching? What would their suggestions be for the

design of future EPEC teacher in-service training?

The Need for Physical Activity
With its publication in 1990, Healthy People 2000 became our nation's
public health agenda for this decade. The three broad goals of Healthy People
2000 encompass 300 measurable objectives within 22 priority areas. Of the 300
objectives, 192 are directed toward improving the health profile of American
children and youth (McGinnis, Kanner & DeGraw, 1991).
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“A majority of the national health objectives related to children and youth
either directly target school programs and services or can be influenced by
the programs that take place in the school setting. It is clear that
improving the nation’s public health profile and achieving the year 2000
health objectives will depend greatly on the effective use of school health
and physical education programming throughout the next decade®
(McGinnis, Kanner & DeGraw, 1991, p.138).

Physical Activity

Regular physical activity is essential for health throughout the life-span.
Scientific evidence of the positive relationships of physical activity to health and
healthy living is enormous (McGinnis, 1992; Seefeldt [Ed.], 1986; U.S. Public
Health Service, 1990).

Although there is little evidence that childhood fitness carries over in any
substantial way to adulthood (Simons-Morton, O'Hara, Simons-Morton, & Parcel,
1987) there is some evidence that childhood activity levels carry over to
adulthood (Freedson & Rowland, 1992; Sallis & McKenzie, 1991; Simons-Morton
et al., 1987). The focus in physical education has moved from physical fitness to
physical activity. "Schools should deliver comprehensive health and physical
education programs that provide and promote physical activity at every
opportunity” (Pate et al., 1995, p.406,). It appears prudent to assume that an
opportunity exists for physical education to positively influence the lifelong activity

habits and health of the entire population. Central to this assumption, however,
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is that the physical education offered is of high quality with respect to goals,

objectives, organizational structure, instruction, and evaluation practices.

Quality Physical Education
Children must be provided with high quality physical education
opportunities to develop the necessary knowledge, physical fitness, skills, and
attitudes to be active (and thus, remain healthy) throughout their lives.
Michigan's Exemplary Physical Education Curriculum Project (EPEC) describes
the characteristics of a "quality” physical education curriculum as follows (1997):
1. Relevant and defensible goals that are properly stated.

2. Clearly stated objectives that operationally define the meaning of the
goals.

3. Designation of when (K-12) and for how much time instruction on each
objective should occur.

4. Designation of what objectives should be included (and excluded) to
meet resource constraints.
Implementation of a "quality" curriculum depends on instruction that (EPEC,
1996):
1. implements the approved core of objectives.

2. is consistent with research on teaching and learning and with
knowledge of professional practice.

3. can be described well enough to be replicated.

4. is effective and efficient in facilitating student achievement of stated
objectives.

5. provides flexibility for individual teachers.
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Quality physical education programs must do far more than provide an
opportunity for children to be physically active once or twice a week while in
school. Rather than settling for the short term solution of providing physical
activity in physical education classes, physical education programs need to
address the long term solution of equipping children to be active for a lifetime.
Through "quality” physical education programs children develop the physical
fitness, motor skills, knowledge and attitudes necessary for subsequent physical
activity and better health throughout their lives.

“The potential impact of school physical education programs on
achievement of these (Healthy People 2000) national health objectives is
apparent. Research has demonstrated properly designed and implemented
school health and physical education programs can be effective in promoting

healthy behaviors®” (McGinnis, Kanner & DeGraw, 1991, p.140).

Physical Education in Michigan

Although 86% of schoolchildren in Michigan participate in physical
education instruction one to two times per week, there is evidence that they are
not being equipped with the skills needed to be physically active for a lifetime.
Only 2 of 24 items were passed (achieved by 75% or more of the students) on
the 1984 Michigan Educational Assessment Program (MEAP) tests of selected
Fundamental Motor, Body Management, and Physical Fitness indicators
(Reuschlein & Haubenstricker, 1985).

In addition to failing MEAP test scores and poor public perception about
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the need for physical education in schools, there is evidence that too many
children in Michigan exhibit unhealthy effects of sedentary living (Kuntzleman,
Reiff, Poore, Lu, Cumberworth, & Arends, 1992; Kuntzleman, Reif, Poore, Lu,
Drake, & Allen, 1991; Kuntzleman, Reiff, Poore, Lu, Kloosterhouse & Edington,
1993; MI Govemor's Council fact sheet, 1896).

Poor public perception of the quality and usefulness of physical education
as it currently exists in Michigan is evidenced by the number of programs that
have been cut or reduced. This poor perception gained further support with
recently enacted legislation that allows school activities such as band and sports

participation to be substituted for physical education.

Michigan's Exemplary Physical Education Curriculum Project
In response to the growing evidence of the poor physical health of

Michigan's children, and the agenda of Healthy People 2000, The Michigan
Govemor's Council on Physical Fitness, Health, and Sports, through the
Michigan Fitness Foundation, established the Michigan Exemplary Physical
Education Curriculum Project (EPEC) (see project description, Appendix A). The
EPEC mission is "to enable those responsible for physical education in Michigan
to create exemplary programs. This requires developing and disseminating
materials and procedures that result in the youth of Michigan obtaining the
necessary fitness levels, motor skills, knowledge, and attitudes to be fit for life"
(EPEC, 1997).

To develop the EPEC curriculum, content experts wrote Instructional
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Resource Materials (IRMs) for high priority curricular content. High priority
content was determined by obtaining ratings of the relative importance of discrete
elements of physical education content by stakeholders in 18 school districts
throughout Michigan (Allen, 1998). The IRM's were then evaluated by
university/public school teacher expert pairs using extensive criteria as they
tested the IRM materials in their schools. Input from these teacher evaluations
was used to revise the IRM's.

In the early phase of project activity, the EPEC Consortium Members (see
Appendix B) determined that it was necessary to add lessons as well as
procedures for correct implementation of lessons to the IRM's provided by the
project. The revised IRM's were used to develop units and lessons for grades K-
5. Lessons were written to represent high priority content that could be
accomplished in physical education programs that meet two times per week for
30 minutes per session. Lessons were designed for two day per week programs
since 86% of the school districts in Michigan have physical education one or two
days per week. Materials and procedures will be developed in sequence for
grades 3-5, 6-8, 9, and 10-12.

Lessons for grades K-2 were implemented and evaluated during the
winter and spring of 1997 by 123 teacher/evaluators representing 53 school
districts. By June 1999, 466 teachers from 211 school districts in Michigan had
participated in in-service training to implement lessons revised according to the

recommendations of the 1997 teacher/evaluators.
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EPEC Evaluation

Evaluation of EPEC K-2 lessons was driven by seven evaluation

objectives. They are:

VII.

Determine the characteristics of those involved in the EPEC lesson
evaluation.

Determine the extent to which conditions existed in the schools and
classrooms that made it possible for the EPEC curricular materials
to be appropriately taught.

Determine the strengths and weaknesses of the EPEC lessons.

Determine the extent to which the EPEC curriculum was
implemented as intended.

Determine the effects of instruction.

Determine the relationships that exist between the outcomes,
context, curriculum quality and the extent to which the EPEC
curriculum is being taught as intended.

Identify unanticipated outcomes (positive or negative) associated
with use of the EPEC K-2 lessons.

The focus of K-2 lesson evaluation was on the implementation and

evaluation of the lessons by teachers. Teachers trained during the 1998-99

academic year to use EPEC K-2 lessons are a valuable resource for extending

the evaluation of the in-service training. Evaluation information using perceptions

about the training from teachers who patrticipated in the 1998-99 in-service

training can be used to design and implement in-service training for future users

of EPEC lessons.

The current study was designed to gather qualitative data from K-2

teachers about their EPEC in-service training experiences regarding the impact
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of the training on their ability to implement the K-2 lessons as intended by the
developers, as well as their suggestions for improvement of the training. "In-
service training is an important component that positively influences the degree
of health program implementation, program effectiveness and, ultimately, student
outcomes” (Burks & Fox, 1994, p.796). The role of the teacher in delivering
quality physical education programs is critical. “Physical education professionals
are in a position to have a dramatic impact on the current and future health and

fitness of youngsters™ (McGinnis, Kanner & DeGraw, 1991, p.142).

Purpose of the Study
The purpose of this study was to provide suggestions for the improvement
of future EPEC teacher in-service training within the four categories of Context,
Content, Change, and Support. Suggestions for the design of future in-service
training were constructed from the post-training perspectives of teachers who
experienced EPEC K-2 teacher in-service training during the 1998-99 academic

year.

Research Questions
The following evaluation question will be addressed:
Based on their EPEC K-2 teacher in-service training experience and initial use of
EPEC lessons, what suggestions do teachers provide for the design of EPEC
teacher in-service training regarding issues of context, content, change, and

support?
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Sub-question 1. What information and experiences are perceived by the
teachers as most necessary or important to obtain the
knowledge necessary for implementing EPEC lessons?

Sub-question 2. What information and experiences are perceived by the
teachers as most necessary or important to address their
beliefs about teaching physical education for them to
implement EPEC lessons?

Sub-question 3.  Are there any issues regarding EPEC in-service training in
addition to Context, Content, Change, and Support which
should be addressed in developing guidelines for future

training?

Need for the study

The mission of EPEC facilitates the achievement of several core
objectives included in Healthy People 2000. The EPEC project team, consortium
members, and K-12 physical education teachers have developed unit and lesson
materials and procedures to achieve the EPEC mission. It is important that
teachers are trained to implement the EPEC lessons as intended. If they are
unable, or choose not to implement the lessons as designed, design criteria and
evaluation feedback representing the "wisdom of practice” which have been
incorporated into the lesson materials will fall to the biases and practices of
individual users. EPEC teacher in-service training must be examined to

determine the teachers' view of its effectiveness in preparing them to implement
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the EPEC lessons as designed and to establish guidelines for future EPEC
teacher in-service training.

"Head" and "heart” issues and the need to create a feeling of "ought to"
are inescapable issues to be dealt with in teacher in-service training. The "head"
issues, understanding the methods and materials; and the "heart” issues,
believing in their value, should come together through in-service training to
create a sense of "ought to", or commitment, in the teachers being trained.

In discussing implementation of new health education curricula, Burks and
Fox say that "Pre-implementation in-service positively influences teacher fidelity
of delivery of health education curricula as well as student outcomes” (1994,
p.796). Gullickson wrote that in-service teacher training needs to be evaluated,
"to gain understanding of use... It is important to know whether that in-service
translates into appropriate instruction in the classroom... how much congruence
there is between the materials/training provided to the teacher and the instruction
actually occurring in the classroom"” (letter to P. Vogel, March 14, 1996). Rich
description of the strengths and weaknesses of in-service training from the
teachers' point of view, especially as it relates to their implementation of EPEC
lessons, is essential for design of the in-service training program to
accommodate the needs of future users.

Teacher in-service training must be done in such a way that high levels of
implementation fidelity can be achieved by teachers with at least a moderate
commitment to delivering quality physical education services to children, the

target group for EPEC lesson materials. With achievement of implementation

10
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fidelity; subsequent evaluative research on effects of the "program" (Gullickson
group IV questions) can be attributed to the "program"” (curriculum design,
teacher training, and implementation of instruction). Future replicability of the
EPEC curriculum depends on having a program that can be implemented by
teachers in accordance with its design and training that facilitates such

implementation.

Rationale for the study

Burks and Fox found that "training is more likely to be successful if
teachers have input in planning” (1994, p.796). Input from participants in
1998-99 EPEC in-service will be used as suggested guides for the design of
future EPEC in-service training. Training that is designed using the teachers’
suggestions is likely to be perceived by other teachers as effective, leading to
high levels of implementation of EPEC lessons. Another possible benefit of
learning about EPEC teacher in-service training is expansion of our
understanding of teacher in-service training in general. This study is unlike many
others in that the story of the teachers' in-service training and subsequent
implementation experience is told by the teachers in their own voices.
Information from the focus group participants is used to describe their

suggestions for the design of future EPEC in-service training.

11
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CHAPTER II. LITERATURE REVIEW

The Problem

"It is clear improving the nation's public health profile and achieving the
year 2000 health objectives will depend greatly on the effective use of school
health and physical education programming throughout the next decade"
(McGinnis, Kanner & DeGraw, 1991, p.138). Scientific evidence of the positive
relationships of physical activity to health and healthy living is enormous
(Seefeldt, [Ed.] 1986, McGinnis, 1992). After reviewing scientific evidence
related to the health implications for physical activity, the Centers for Disease
Control and Prevention and the American College of Sports Medicine
recommended that "Schools should deliver comprehensive health and physical
education programs that provide and promote physical activity at every
opportunity.” (Pate, Pratt, et al., 1995, p.406).

Seefeldt and Vogel present 20 broad statements and 161 more specific
statements which summarize scientific evidence of the beneficial effects of
physical activity, presented as outcomes, that can be "readily achieved through
participation in appropriate kinds and amounts of physical activity" (1986, p.1-30).
The statements represent many outcomes readily associated with school
physical education programs. Efforts to improve public health should include
changes in our current approach to school physical education (Sallis &
McKenzie, 1991). School physical education programs should be viewed from a
developmental perspective. In other words, positive early physical activity

experiences provide a foundation for an ordered sequence of educational

12
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experiences to foster skills and enthusiasm for appropriate levels of physical

activity as adults (Haywood, 1991).

Physical Activity

Although there is little evidence that childhood fitness carries over in any
substantial way to adulthood (Simons-Morton, O'Hara, Simons-Morton & Parcel,
1987) there is some evidence that childhood activity levels carry over to
adulthood (Freedson & Rowland, 1992; Sallis & McKenzie, 1991; Simons-Morton
et al., 1987). Kuntzleman and others also stress the importance of physical
activity for children (Kuntzleman, 1993). "To achieve the health benefits of
physical activity, it is more important to prepare children for a lifetime of physical
activity than to promote high levels of fitness during childhood" (Simons-Morton,
O'Hara, Simons-Morton, & Parcel, 1987, p.301).

There is no general agreement about the precise status of fitness and/or
unfitness of children in the USA and some evidence is contradictory (Blair, 1992;
Corbin & Pangrazi, 1992; Freedson & Rowland, 1992; Simons-Morton, Parcel, et
al.,1988;). The exact levels of fitness needed for optimal health are unknown
however, it is generally agreed that children need to increase their levels of
activity for more healthy living (Corbin & Pangrazi, 1992; Kuntzieman, 1993;
Freedson & Rowland, 1992; Kuntzleman & Reiff, 1992; Pate et al., 1995; Sallis &
McKenzie, 1991; Simons-Morton, O'Hara, Simons-Morton & Parcel, 1987;).
Training at a moderate level will enable one to achieve the health benefits of

physical activity, therefore the value of training for high levels of physical fitness
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within school physical education programs is questionable (Blair, 1992). School
physical education programs should address the public health problem of
sedentary living by providing more positive opportunities to increase activity
levels and fitness. This can be accomplished by teaching the skills and
knowledge needed to be more active and, consequently, more fit (EPEC, 1997,
Haywood, 1991; McGinnis, Kanner & DeGraw, 1991; Sallis & McKenzie, 1991).
The effective use of high quality school physical education programs is
necessary to achieve the year 2000 health objectives (McGinnis, Kanner &
DeGraw, 1991). Increasing activity levels of school children is important but
physically educating them in such a way that they increase their activity levels for

life is essential to our nation's public health.

Physical Education

It is clear that schools play a critical role in the achievement of the Healthy
People 2000 objectives. The shifting focus from physical fithess to increased
lifelong physical activity makes it imperative that physical education programs
teach school children the necessary skills, knowledge and attitudes to embrace a
lifestyle of healthy physical activity. Physical education programs need to
prepare children to live well throughout their life span knowing the why, what,
when, and how much about physical activity and how to monitor their own active
lifestyle. Schools are the one place where we have access to most children,

therefore, in addition to providing more physical activity, school physical
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education programs must become more effective at increasing the lifelong

activity habits of children.

The Role of EPEC

"The challenge facing school physical education professionals is to make
use of a limited amount of class time and teach the knowledge and skills
necessary to be successful in a wide variety of physical activities that promote
health, fitness, skill building, enjoyment of sport and recreation, general well-
being, self-esteem, and confidence" (McGinnis, Kanner & DeGraw, 1991, p.141).
Recognizing limited class time, physical educators need to prioritize and
demonstrate effectiveness with the kinds and amounts of content that are
appropriate to the resources available to them. Only by demonstrating quality
student achievement from instruction will physical education programs be given
more resources.

Responding to the challenge for The Michigan Governor's Council on
Physical Fitness, Health, and Sports, the Michigan Fitness Foundation,
established Michigan's Exemplary Physical Education Curriculum Project
(EPEC). The EPEC mission is "to enable those responsible for physical
education in Michigan to create exemplary programs. This requires developing
and disseminating materials and procedures that result in the youth of Michigan
obtaining the necessary fitness levels, motor skills, knowledge, and attitudes to
be fit for life" (EPEC, 1997). To this end, EPEC has generated materials and

procedures in the form of Instructional Resource Materials (IRM's) using high
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priority content to develop units and lessons which will enable those responsible
to develop exemplary programs. The materials were designed to facilitate
appropriate implementation of the Michigan Model Core Curriculum for physical
education which addresses 14 content standards in four curricular areas; motor
skills, physical fitness, personal/social/attitudinal character traits, and activity
related cognitive concepts (EPEC, 1997). EPEC staff have also been deeply
involved in the creation of an exemplary physical education awards program
administered by the Michigan Fitness Foundation.

Decisions on EPEC program content, sequence, and procedures were
based on input from stakeholders (Allen, 1998), K-12 physical education
teachers, experts in related fields, and a consortium of college and university
physical education specialists. It was determined early in the project that this K-
12 physical education curriculum would be developed systematically, use the
power of evaluation for refinement, and target clear description and effectiveness
in facilitating student achievement in order to achieve effectiveness and
replicability through consistent implementation.

"EPEC is a physical education program. It is not a physical activity

program. It is designed to meet the following criteria:

1. Defensible and relevant goals.

2. Clear program, instructional, and lesson objectives.

3. Most important content prioritized by the program stakeholders.

4. Number of objectives taught matches time available for instruction.
5. Amount of instructional time needed for each lesson objective is

specified.

16
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6. Instructional activities are linked to specific objectives.

7. Instructional activities are consistent with research on teaching and
learning and the wisdom of practice.

8. Instruction is described well enough to be replicated.

9. Instruction is evaluated in terms of student achievement of valued
outcomes.

10. Instruction can be refined to be more effective and efficient"
(EPEC, 1997).

The systematic process of developing the EPEC curriculum materials is

described in Appendix A., EPEC Project Description.

Teacher In-service Training

EPEC was designed with the intent of improving physical education,
student achievement and ultimately the lifelong health of those who participate in
the program. This intention is carried on the shoulders of the physical education
teachers entrusted to teach the EPEC program. If the teachers are not able to
implement EPEC, the hopes for the program will not be fully realized. "The
ultimate goal of successful staff development is to bring about change which will
lead to school improvement” (Knowles & Hord, 1981, p.24). Accordingly, in-
service training is critical.

Evaluation of EPEC in-service training focused on teacher identification of
needed improvements in order for teachers to achieve higher levels of
implementation fidelity. It was expected that information gained from evaluation
of EPEC in-service teacher training would provide direction for improvement of

in-service teacher training for subsequent stages of the EPEC project.
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Lohrman, Gold, and Jubb call in-service training "the essential component
of curriculum implementation” (Burks & Fox, 1994, p.784). The positive
relationship between in-service training and curriculum implementation is
supported by many who have studied in-service training and the implementation
of school health curricula (Connell, Turner & Mason, 1985; Fors & Doster, 1985;
Greenberg, 1985; Nelson, Poehler & Johnson, 1988). According to Burks & Fox
(1994), implementation was directly related to whether teachers received in-
service training, the length of training, program support materials, administrative
support, and teacher attitudes toward teaching health and participating in in-
service training. "Teachers who were provided with a structured pre-
implementation training program that emphasized fidelity of delivery of the
curriculum implemented the curriculum with a significantly higher degree of
fidelity than did untrained teachers” (Ross et al., 1991, cited in Burks & Fox,
1994, p.785).

Connell, Turner, and Mason (1985) found that the degree of effectiveness
of health programs varied with level of implementation. Student outcomes are
affected by appropriate implementation. Ross (1991, in Burks & Fox, 1994,
p.785) found knowledge and attitude scores were significantly higher for classes
taught by trained teachers than were scores for classes taught by untrained
teachers. While training is decidedly favorable to implementation, teacher
attitudes toward participating in in-service training and toward teaching the
subject matter also affected their implementation (Burks & Lohrman, 1991, in
Burks & Fox, 1994, p. 785). There is potential conflict between the interests of
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program developers for high levels of implementation fidelity (replicability) and
the perceived needs of teachers for flexibility and autonomy in making decisions
on how to best serve their students. These, and other issues, may impact
teacher attitudes toward in-service training. Teachers involved in in-service
training can be expected to bring with them a variety of needs, attitudes, and
perceptions regarding the subject matter and the training itself. It is critical that
those providing in-service training are sensitive in acknowledging and addressing
differences among teachers.

Burks & Fox (1994) cite Hutson's suggestion that "training should meet
carefully identified needs, and decision making should include the teachers”
(p.790). Teachers were not included on initial planning of the EPEC in-service
training, therefore their input for design of in-service training for future users of
the revised lessons is essential. "Teachers report that in-service training is more
meaningful if it meets their needs; they therefore should be involved in identifying
those needs” (Lawrenz, 1984, & Washton, 1985, in Burks & Fox, 1994, p. 786).

Design criteria extracted from the literature on effective in-service training
provided foundational material for investigating in-service needs perceived by
EPEC teachers. Other design criteria were obtained from the review of literature
related to dissemination of educational programs and from unique needs

associated with the mission of the EPEC project.

Essential Elements of Teacher In-service Training

Those who have studied teacher in-service have identified many different
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components of successful in-service training. In addressing training for
implementation of health education curriculum, Middleton et al. (cited in Burks &
Fox, 1994) suggest in-service training should address all of the following
components though "modeling of strategies for effective educational processes is
the most important aspect of in-service training" (p.786):

a thorough review of content
modeling of educational strategies and techniques appropriate for
specific age groups, including adaptations for multicultural
relevancy

. familiarization of teachers with available resource materials and
speakers

. enhancement of teachers’ understanding of their varied roles (e.g.,
instructor, confidant, model)

o development of teachers' confidence and acquisition of facilitating
skills

o enhancement of the teaching skills needed to interact with parents
and community

Hutson (cited in Burks & Fox, 1994, p.786) adds these suggestions for
improving in-service training. Training should:

meet carefully identified needs

include the teachers in decision making
be supported by administrators

be held at local schools

involve agencies outside the school
offer professional incentives

Time allowed for training and the scheduling of that time are important
issues. Time required for training depends on the complexity of the curriculum,
the subject matter, and the comprehensiveness of the training (Burks & Fox,
1994). Graduate credit is a strong motivator for implementation (Burks &
Lohrman, 1991, cited in Burks & Fox, 1994). When graduate credits are offered

for in-service training, higher education institutions will determine the number of
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contact hours needed. Hawley found that large blocks of time were most
successful for training. Since modeling of techniques is very important, adequate
time for modeling must be planned (Burks & Fox, 1994; Middleton et al., in Burks
& Fox, 1994).

Scheduling the time needed for training is a difficult matter. Teachers,
school administrators, and the persons offering training need to agree on times
and schedules that meet everyone's needs. In-service training at the end of the
school day, during holiday vacations, and during the middle of the summer has
been found to be nonproductive (Burks & Fox, 1994). Training during the weeks
immediately following the end or just before the start of the school year are
suggested as an alternative. Time should also be allowed for in-service training
of administrators as commitment to new programs and teacher support for
implementation usually occur at the building level (Connell, Tumer & Mason,
1985). When administrators take time for in-service training, teachers see them
as more supportive (Burks & Fox, 1994). Time is also an issue after training
when teachers are attempting to implement the curriculum.

"Training is more likely to be successful if teachers have input in planning,
feel the in-service is worthwhile, know their school administration supports the
training, and value the incentives offered” (Burks & Fox, 1994, p.796). Graduate
credit was mentioned earlier as an incentive for teachers to participate in in-
service training. Other incentives can be stipends, travel reimbursement,
curriculum materials, and credit for staff development hours which can be

coordinated with the state department of education (Burks & Fox, 1994).
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Interpersonal relationships is another area that must be addressed for
successful in-service training. Establishing collaborative relationships between
teacher educators (or other change agents) and in-service teachers is a critical
element. "The nature of the working relationship between in-service teachers
and teacher educators has a crucial bearing on the outcome of the effort”
(Anderson, 1982, p.15). The graduate course model with assigned authoritative
(teacher-learner) roles invites disaster. Though they are not easily established,
collaborative, collegial relationships are the most conducive to success
(Anderson, 1982). Peer support is another area needed for teachers attempting
to implement new ways of teaching.

Anderson shares the following lessons learned about in-service training at
the Physical Education Program Development Center. The center is a
collaborative effort of the teacher education program in physical education at
Teachers College, Columbia University and teachers and administrators of
affiliated school districts (Anderson, 1982).

1. Focus on program development to avoid unspoken assumptions
that the teachers have deficiencies.

2. Overcome initial estrangement and mistrust of the teacher educator
(natural reaction to a stranger) through the establishment of respect
and trust.

a. early in the relationship devote time specifically to getting to
know each other in an informal environment (food helps).

b. the teacher educator must express respect of the ideas, the
work, the problems, and the person of the teacher.

c. work toward establishing mutual trust that each will be
truthful and will try to do their very best.

3. Establish teacher ownership of the program. "Studies of change in

schools clearly indicate that innovations are more likely to persist
and be institutionalized if the teachers have a significant role in the
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development and implementation of the innovation" (Anderson,
1982, p.17).

When teachers do not see a particular change as
valuable or important, they are unlikely to implement the change or
maintain implementation of it.

Establish long term commitment and persistent support.
Implementation of changes "fade quickly unless a support system is
established within the institution to provide continuing sustenance
for the changes” (Anderson, 1982, p.18). Most teachers have an
indefinite long-term commitment to teach. They should be able to
expect a long-term commitment from the change agent to support
implementation of the change.

Renew professional motivation. Teachers who exhibit energy,
enthusiasm, and excitement for teaching are more likely to sustain
efforts to improve their programs. Their enthusiasm, if cultivated by
recognition, is sometimes "catching” and sways those who display
more cynical attitudes.

Recognize the diversity and uniqueness within districts, schools,
and individuals. Know that changes will have a different "look" in
every setting.

These "necessary elements” suggested by the teacher in-service training

literature can be grouped into the categories of context, content, change, and

support for implementation. There are several possible alternatives for gathering

data from teachers relative to the "necessary elements" of teacher in-service

training and their own EPEC in-service training experience.

The Decision to Use Focus Groups for Data Collection

The question of the best way to gather data on EPEC teacher in-service

training from the teachers suggests four possibilities: survey questionnaires,

Nominal Group Technique (NGT) (Stewart & Shamdasani, 1990; Vaughn,
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Schumm & Sinagub, 1996), individual interview, and focus groups. The use of
focus groups to gather data for this case study is supported by many experts as
illustrated in the following summary of focus group literature.

Survey questionnaires would be efficient but more superficial in the type of
data that can be gathered. There is no opportunity to follow up or probe the
responses. In NGT the group does not actually meet as a group. They are
interviewed individually and the findings are summarized as group data (Vaughn
et al. 1996, p.14). This has the advantages of the individual interview but lacks
the interactive advantages of the focus group. Albrect et al. (in Morgan, 1993)
suggest using a form of NGT to start the focus group session. This technique
may prevent some communication pitfalls such as compliance (trying to say what
they think is wanted) and identification (trying to establish identity with the group
by saying what others might say), which are potential problems in focus group
discussion. This modified NGT used with focus group techniques creates a
powerful resource for collecting very personal data.

Hess'’s (1968) view that the focus group interview has distinct advantages
over its close relative, the individual interview, is summarized in Vaughn et al.
(1996, p.14). The advantages of focus groups over individual interviews include
the following points:

1. synergism- a wider bank of data emerges through group interaction

2. snowballing- statements of one respondent initiate a chain reaction
of additional comments

3. stimulation- group discussion generates excitement about a topic

4, security- group provides comfort and encourages responses
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5.

spontaneity- because participants are not required to answer every
question, their responses are more spontaneous and genuine.

Stewart and Shamdasani (1990) echo Hess and add a few more

advantages from their point of view (p.16) that are applicable to this particular

use. They are: cost effectiveness, consume less time, the researcher interacts

directly with the respondents for clarification and to observe nuances of individual

expression, and the results are usually very easy to understand.

Vaughn et al. discuss five reasons to use focus groups in social science

research (1996, p.15-22).

1.

Focus group interviews offer variety and versatility to both
quantitative and qualitative research methods. They are effective
when used alone or in combination with other methods of data
collection to bring an improved depth of understanding to research.

Focus group interviews are compatible with the qualitative research
paradigm. In the qualitative tradition, multiple realities can exist
and the nature of reality is viewed as phenomenological. Itis
accepted that truth is influenced by perspective. "Truth is explained
by describing a particular set of issues or concepts in relationship to
a particular context. The goal is not to generalize to larger
populations. Rather, the goal is to describe findings within a
particular situation”" (Vaughn, 1996, p.16). One of the strengths of
focus groups is the value placed on diverse opinions and

perspectives.

Focus group interviews offer opportunities for direct contact with
subjects. When conducted properly, the focus group enables the
researcher to elicit substantive information on the topic of interest in
relatively little time. "The focus group interview is a research tool
that is highly consistent with current trends in education and
psychology that aim at understanding more about what key
stakeholders think and feel" (Vaughn, 1996, p.16). "Right o<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>