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Abstract

This study focuses ondhanalysis of collective meaniagsociated h secondary
physical education teachersd6 (N=12) experien
Approach (GBA) Participants taught in one of two different international costesdutheast
Australia or soutbast England, and all had some experience of using a GBA to teach games.

An elicitation interview technique was used
a phenomenographic research framework with the purpose being to uncover the qualitatively
finite number of ways that GBfelated teachigp was/can be experienced. As guidedibg

of a phenomenographic analysis framework three conceptions of awareness were identified
thatdetail the collective meaning associatedwita r t i c i p a nt fdedchiegugingr i enc e
a GBA, namely that of Bearner, aCollaborator, andbr aCatalyst An analysis of findings

is presented with discussion focusing on the context and meaning of€&Ad teehing

experience. Implications fdroth GBA-related teaching pectice and phyisal education

teacher education programmes are preseAtedimber of recommendans from findings

are offered for physical education teachers and teacher educators.



Chapter 1 - Introduction and Context

1.1Introduction

In the eight years | was employed as a secondary school teacher of physical education
in Australia and England, | lost count of the number of times my mind wandered whilst
teaching. Without exception, asdanned the chaos around me, | would be questioning my
craft. With every observation, command, question and demonstration | offered, feelings of
doubt anduncertainy as to my teaching effectiveness would wash over me, especially when
utilising a game based approach (GBAAmM | doing this right? Is this what my students
should be doing? Should | be using Game Sense here? Is this what T&fwasfably, it
was theexpectation and respongity associated with being a physical educatieacher
(e.g. to respond to student action) that would snap me back to reality, but a lingering feeling
of pedagogical uncertainty would always remain. And to a certain exteiitrigrsains.

Since 2008 | have worked as a lecturer withieservicghysical education teacher
education programmes in both Australia and England, helping to prepare the next generation
of secondary school physical education teachers in both couMsrasain roleis to develop
my studentsd teaching effectiveness through
content knowledgandl have often wondered if my experiences of pedagogical uncertainty
as a secondary school teacher of physical educatiomuy GBAs ar e simil ar
experiences after they gradudtet is the caséhat ourpersonal experiences of using GBAs
are similar, then a collective understanding of those experiences might help improve GBA
use and teacher effectiveness ia thture.

Feelings of pedagogical uncertainty, however, existed well before my experiences as
a tertiary lecturer and secondary school teachi@oughout my undergraduate degree |

alwaysfelt ill at ease witlthetradiional methods of teachinigeingutilised, thatsomehow



an opportunity for learninggasbeingwasted Once | begamy postgraduate studies
however,| was introducedo the work of Alan Launder and his Play Prac{ie®)approach.
PPuses the processes of shaping play, focusing playeramehcing play to create an array of
meaningful learning opportuniti€ésaunder, 2001)it empowers teachers by providing them
with theinsight into the releant theory that underpinsactiss thus encouraginglgyful
ervironments that stimulate pugpilihterest and enables thémretain the jg of participation
(Piltz, 2003).For me, PP represented a better and more enjoyable teaching and learning
experience that reflected my own beliefs in the need to create a learning environment less
restricted byhe conventional role of the teacher. My utilisation of PP throughout all my
preservice teaching placements helped strengthyemnderstanding of the theory and the
practice of studententred learning ith the consideration of pugilbeeds in and through
game play now the maufriver formy ownteaching practicedowever, &er completing my
studies and venturing Japan to teadhfound myself socialised tasing nore traditional
methods of teaching with the predominant pedagogical approach udepdsse
counterparts beingery technique orientated. The repetitious nature of leaamdg
accompanying teaching praessvere far removed from the ideals of PP that | had grown
accustomed to using during my post graduate studies. Upon relocation backradidu
though, | found few resources that could help me, as a @uhiifiservice physical education
(PE) teacherdevelop my experienced implementing and understandiiRg and/or other
GBAs. It is these experiences, as well as my own teaching amirigdreliefsand desire to

improve GBApracti® thatare at the core of this research study.

1.2 Overview of Study
| nformed by mine and othersd experiences

investigatesthe at ur e of physi cal e blusirgta pamme based ac her s



approach (GBA)toteachgames The st udy 6 scorpogategaatwsdteh desi gn i
approach to data generation with six participants recruited freamafawo different
locations: southestEngland andoutheasfustralia. Through the primary use of elicitation
interview technique (Vermersch, 1994)- to fac
related teaching experience, analysis of interview transevgscompleted within a
phenomenographic framework to investegthe different conceptions, or structures of
awareness (Marton and Booth, 1997), that participants offer with respect to their GBA
related teaching experienc&awing on the work of Clandinin and Connolly (1990; 2000)
composite narratives are utilisempresent the collective experience of teaching using GBAs
as well as to emphasize the qualitatively different ways the phenomenon of using a GBA to
teach games is experienced (Sykes, 2006; WagkiBend, 2007. To provide evidence of
my reflexivity andplace within ad throughout the study Voicehas been captured
relevant stages of analysis and discussitiese reflexive snapshase included as
companion to discussion recognitionof my pr e s e n ¢ e ¢e ihvastigatioryg h o u t

As some recergtudies on the implementation of GBA have suggested, teacher
interpretation of GBAs and their own experiences of using them are central to their decisions
about whether or not they continue with them and, if they do, the ways in which they adapt
them to tleir practice (se€urry & Light, 2014). With this in mind, this study enquires into
the nature of teacher experience with the experience at the centre of investigation being that
of teaching gams using a GBAResearchers have usée term GBA to descrilthe range
of pedagogical approachesatifocus on the game instead of decontextualized techniques or
skills to locate learning within modified games or gdike activities and that emphasize
questioningtosthu | at e t hi n ki rflgght & Mabney, 2012 p. aWit ti o ntoh e
investigation of teaching experience being t

Wright (200d9%)e ps tuantdee ftsheaatp dar n @ movea r reenewsisr eod  an



varpbétgontested accouwnst,s fodr tthhaits extpuedy ean cpeh
research framewor lk was mah o/s e rd stedt r edxrpHoprressntt il oyt
foess W gBonx periinetnecrepr et at (wnt andmmaanngg@ bei n
this study as the idea or worth of experience).

Phenomenography is commonly referred to as the study of how people experience a
given phenomenon (widely defined as an observable occurrence, occasion or experience)
with it commonly used in educational contexts to explore subjective experiences of teaching
(Lindner & Marshall, 2003Marton & Booth, 199, Th e &t udky ear ch desi gn
elicitation interview technique within the a
hel p partitchiepan tesx preerlii@nellyetie essénceGfelicitation e .
interview as outlinedy Vermersch (1994) and Calroet al.(2005) is togo beyond activity
description offered within reflected sciousness and to access arpfected level of
consciousness obtained through various and precise interview techifipedsliowing
section presents the rationale for this study developedrtrfrpm my own experiences of
using GBAs to teach games as well as from a research perspective that emphasises the
i mportance of continued contextual analysis

(such as GBAS). A justification of the research rodthused is also presented.

1.3 Rationale for the Sudy

Despite over three decades of global interest in GBA research and its promotion (and
mandated use) by government education bodies
the use of GBAs to teaqames is still yet to be reflected in practice (Jarrett, 215
201) . Reasons for this |l ack of O6uptaked are v
effective GBA professional development opportunities to the prolonged acceptance of a

performativeculture often embedded withgthootbasedohysical educatioprogrammes



(Dismore & Bailey, 2010Harvey & Jarrett, 2004 The literature on games teaching
continues to acknowledge the many benefits of using GBAs, but rarely focuses on the
subjectivenature of teacher experience. Bucking this trend is the progearhresearch
emanating from Singapore (sEégy/, Tan, McNeill, & Wright, 2010McNeill et al.,2004;
Wright, McNall & Fry, 2009 investigating the Games Concept Approach (G@A
instructioral pedagogy commonly classified under the umbrella term of GB#ylies
conducted over a decade period provide much
experiences of GCA implementation. Wit t h e e x ¢ e ptwao-yean ethmdgraghy r r y 6 s
(see Curry & Light, 2014¢xploring a departmeiwide shift to using the GBA known as
Teaching Games for Understanding (TGfU), al/l
use of GBA have been conducted over relatively short periods of time. Hangky al ar r et t 0 s
(2014) systematic literature review of GBA researchducted post 20Q4ighlights how
studies exploring PE teachersé percefputi ons o
to eightweeks Furthermore, these same studies more often tbahighlighted the key
challenges associated with the emphayt of learner centred/game bapedagogies (see
McNeil, Fry, Wright, Tan & Rossi2008).

The research does, however, suggest that
and dispositiongdeveloped throughout their lives) typically create challenges for their
interpretation and uptake of GBAseg for examplButler, 1996 Light & Evans, 201B This
is largely due to the tension between the unarticulated assumptions about learning and
knowledge that underpin traditional approaches to games teaching and those that underpin
GBAs( Li ght , 2008). Teachersdé beliefs are embo
non-conscious level through experiences of teachingeservice practeteaching (Light &
Curry, 2014, Light & Tan, 2006) . More i nforn

experiences of teaching can help us navigate through/around the challenges of pedagogical



implementation as well as make better use of the emotion amdhsitance of experience to
ultimately enhance student learning. Furthermore, when wedssrmments by Ahmad
(2011 that learnergéiconstruct, find or develop meaning in their subjective experiences and
this result becomes knowledfieo r t h e th&imgopance @f hyestigating teachers
subjective experiences of teaching is confirmed. Ttiis study meets the need for more
understanding of how teachersd experiences o0
nortuse of them. It also contributde redressing the lack of-mepth studies of significant
enough duration to provide understanding of GBA interpretation and use (Hadaayett,
2014).

Recommendations fromesearchers in the field (Harvey & Jarrett, 2Qlatrett,
Mouchet, HarveySamtt & Light, 2014 Oslin & Mitchell, 2005 suggesthe need for studies
that focus on expanding the contextual analysis of G#&ated teaching experiences. Within
a phenomenographfameworkt hi s st udyd ¢ aus ® no fi neidedepthj ew all
contextual and ecological analysis of GBA intervie i ¢pn2s902 )  a&xteshd ouro A
understanding and appcesianhdopeobépetetachiessdn
(Jarettet al, 2014, p.293).The use of a phenomenographic approach to strudaiee
capturewi t h composite narratives to frame analy
experience also extends the range alépth qualitative research desigrsed inresearch
into physical education teacher experience. To my knowledge this is theesaérch project
on GBA that utilises composite narratives to frame analysis within a phenomenographic
approach. In addition, such a design acknowledges the complexity of meaning experienced
by teachers when teaching, irrespective of the context.

Devlin (2006) argues that there is a causal relationship between teaching conceptions
and experience and teaching practice. Thus, an awareness of conceptions that have shaped

experiences of GBA use may help improve practice (Ma&t@ooth, 1997). The analysis of



interviewtranscripts in this studgroduces awutcome spacehich represents the collective
experiences of participants from which the ways that teachers understand GBAs and

associated teaching and learning practices may be questioned (M88&n1994)

Shul man) sa(d9 ®t&aching nebeastrilyfeginswithateher 6 s under st
of whatistobeleaned and how (p.t7) maysinddedbe beflectédanu g ht 0
participantsd interview transcripts. Thus, e
to be taughtand/or has been taugmay reveamore appropriateontextual requirements

for successful GBA implementatioBuch insghts have the potential to help improve current

provision of GBA professional development opportunities around the world and facilitate

further growth and change commensurate with educational ideals.

1.4 Context of Researchand the Researcher

As a sporpedagogue with physical educaticeiated teaching and learning
experiences in England and Australia | have engaged in countless conversations aimed at
exploring the enhancement of student learningrtsietated performance and thelue
added by informedelection of a specific pedagogical approach. My personal and collegial
research to date showcases a focus on investigating my own experiences of teaching games
using GBAs (Jarrett, 2011; Jarrett, Eloi & Harvey, 2014) as well as adding to the general
disomourse surrounding GBA understanding and use (Harvey & Jarrett, 28tdtt, 2015
Jarrett & Harvey, 2014]arrett & Harvey, in presdarrettet al, 2014). Yet it is through the
del i ber at e i nv esdricaeadharsd axpeehceswt @beachmghat this n
study is situated.

Sincethe 1960s and th#evelopment of a range of GBAs (including Teaching Games
for Understanding, Game Serisboth discussed in depth later in this study) research into

GBA use by teachers across a rangsettings has expanded significantly. Arguably though,



this has led to teachers' blended conceptualisations of different (JBvstt & Harvey, in
press). Thus, although certain GBAs may be similar there appeaesidor teachers to
recognise thatot al GBAs are the samaith eachmodel or approach
chosenmpactingsignificantly upon learner experiencebhus, here exists a need for
teachers to recognise and respond to the contextual differences G®ackhhen
considering their us@arrett & Harveyin press)

Recognition of theontext of GBArelated teaching experice can also expokew
differences in contexnightinfluence teaching practice (Light, 2012). This is especially
important because, although it is widely thought that GBAs are nsaiNg applicable across
the globe, Light (2012) and JarratidHarvey (in press) have argued that this reflactisive
understanding of botteachingandlearning how to teachrocesses which in turn neglects
the notion of anyprofound influence of socioultural context. The influence of culture on
GBA implementation has already beenreportetding ht and Tanés (2006)
Australian and Singaporean teachers as well
elite rugly coaches in Australia and New Zealand. Although it is not the aim of this study to
investigate specific cultural differences that might influence G&lated teaching
experiaces at different locations, it is important to recognise the impadbakiatre place
of culture as a component of context and the influence of culture on the les¢ioific
development of certain GBAs (e.g. TGfU in England, @&8ensén Australia) mighthave
on participant so6 e xTphasrhawng paeigpastdrom sGuBhdastt eac hi ng
England and southeast Australia allows for the possibility of difference in experience to
emergeas a product of socicultural context. In addition to thtke utilisation of two distinct
site locations for this study (e.the recruitment of participants frosoutheasgngland and
southeasfustralia) also respondt the consisterglobal interest in and use of GBAs at each

siteandthe subsequertreadth of research into GBAs emanating from both locations.
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1.5Primary Aim of the Study
The primaryaim of the stdy is to investigate theesearch questionVhat are the
gualitatively different ways in whictecondary schoaéachers of physical education
experience game based approaches when teaching gdmeg$8@cusof this study ighus
more aligned to investigating teacherso6é expe

consider to be a GBA. Teachersodé authentic us

1.6 Organisation of the Thesis

This study investigatehe primary questianVhat are the qualitatively different ways
in whichsecondary schodkachers of physical education experience game based
approaches when teaching gamé&dtapter 2 providea review of literatureelating to the
nature of experience drits role in education. Discussion is then related to a review of
literaturefocusing on the key phenomenon undefeistigation within this studiy GBAs T as
wel | as expedemaehof useswhen teaching games. The termiS@Xined along
with the historical development of its use as an umbrella term for a range of student centred
teaching approaches. Literature supporting the use of GBAs to develop a range of
psychomotor, affective and cognitilearning outcomes is presedtalong witha review of
|l iterature outlining teachersd eaamelgTiGiUng per c
and Game Sensate discussed in detail as the use of each approach relates, in part, to the
geographical location of participardkthis stug. Chapter Jorovides an overview of the
research framework utilised for this study with a focus on the rationale for using
phenomenography to guide the research design. &fteanonymised overview of participant
detailsare presented, data generationcpaures are discussed with an in depth description of

the utilised elicitation interview technique provided. A description of a composite narrative is
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alsoincluded as well as how narrative®re developel r om parti ci pant soé tr
role they pay in helping to describe findings.
Findingsare preented in Chapterwith a key focus being the application of a
phenomenographic framework that helped guide the deteromnaftieach category of
conception within the outcome space®niposite narrativeare then presented as part of
category descriptions witstructures of awarenegsesented to support aptify the
different categorieDimensions of variatiofalso referred to in this study agpansions of
awareness Yates, Partdge & Bruce, 2012are also provided and used to demonstrate
aspects of the phenomenitrat thread through and link eacéiegory Chapter Soffers
discussion of findings in relation to research questions as well as discussion telatidg
infformingthe st udyés outcome space. The collectiwv
different aspectasso@ted withGBA teaching are also discuss@dsummary of vinat can
be learned about games teaching practice frommtisdeelements within and acraessch
category is also presentékhe concludingchapterChapter § provides a summary of the
study as well as suggested future directions for the fRddommendations and implications

of findingsfor teachers and teacher educatmesalso discussed

12



Chapter 2 - Literature R eview

2.1Introduction

I n focusing on the exploration of seconda
experiences of using a GBA | recognise the importanpeesfenting my understanding of
experience and its relationship weéHucation. Furthermore, it is also important for me to
offer a definition ofwhat constitutes a GBA, especially in light of its use as an umbrella term
for a range of student centred approaches used to teach g&meshi§ chapter is divided
into twomain sections. Te firstsection exploreteacher experience and perceptions of
pedagogyeading to a specific discussion thre influence of context on teaching as vesl|
the challenges afhangingeachingpractice.The secondection is thexamnationof GBAs
within which a historical overview of the thinking that led to the development and use of
GBAs to teach games is provided. | also present a review of literature relaBEf\to
associatetearning and develapent opportunities as well &sacher iterpretatios of GBA

use.

2.2 TeacherExperience andPerceptions ofPedagogy

This section discusses the nature of experience from a teaching perspective.
Di scussion then focuses on physical educatio
theteaching of PE with perceptions of GBA implertaion concluding the section.

2.2.1 Thenature of experience

Amid all uncertainties there is one specific frame of reference: namely, the

organic connection between education and personal experiBevecy, 1938,

p. 25)

The writings of John Dewey are synonymavith the exploration of the nature and

value of experience as an educative {dothamboult, 1964Quay & Seaan, 2013 His

13



seminal texts oExperience and EducatiandThe School and Sociegxplorethe contrasts
between traditional and progressive education with an emphasis on promoting meaningful
education based on quality experiences. His view was that traditional education, although
laden with expednces, watargely of thefiwrong kind andfidefective from the standpoint

of connection with further experiencéDewey,1938, p. 26-27). As he explained:

How many students, for example, were rendered callous to ideas, and how many

lost the impetus to learn because of the waylich learning waexperienced

by them? How many acquiretills by means of automatic drill so that their

power of judgement and capacity to act intelligently in new situations was

limited? How many came to associate the learning process with ennui and

boredom? How many fou what they did learn so foreign to the situations of

life outside the school as to give them no power of control of the latter?

(Dewey,pp. 26-27).

To help marry the two terms Dewé}938)holds thafieducation is a development
within, by and forexperiencé (p. 28). As teachers we have a responsibility to develop our
pupils and help them grow as learners, individuals and as a community. €88y
furthercontends tht we do this through the shapiofgexperience:

A primary responsibility of edtators is that they not only be awardhu

general principle of the shaping of actual experience by environing conditions,

but that they also recognise in the concrete what surroundings are conducive to

having experiences that lead to growth. Abovetladly should know how to

utilise the surroundings, physical and social, that exist so as to extract from them

all that they have to contribute to building up experiences that are worthwhile.

(p. 40)

14



Our responsibilities as teachers, though, are often riedleg inabilities to utilise the
experiences gained from outside the school within the school learning environment itself;
while conversely being unable to help pupils apply in daily life what is learned in school
(Dewey,1899/1976). Thus, the nature at@erienceholdssignificant wastefulness but also
great educativpromise With respect to progressive teaching pedpe®and their utilisation
in physical educatigriLight, CurryandMooney (2014suggest thatiseof language and
reflectiveexperienceare the main aspects of learning in Game Sense that offer opportunities
to intellectualize games teachinthis focus on promotingeer interactiorfe.g. through
shared language and group reflectiaasglso reflective of the importan&ewey (1938
placed on thguality of an educational experienwéhin which social and interactive aspects
of learning are key components.

It is importantalsoto acknowledge that the nature of experience is commbging
the conneddn between experience and wastefulness even more conceivabéxample,
Piaget (1970) relates experience to the attainment and use of previous knowledge and
Vygotsky (1978) emphasises the impact dfure and context on experience; both
standpoints raisig the complexityf understandingssociated with the shaping of
experienceY et throughout all interpretations of tblements ansglalue of experience its role
in the promotion of meaningful education opportunitiespiapils remainsjust as its role in
the promotion of quality teaching confirmed.

2.22 Teacherexperience

We rely on the weight of experience to make judgments aogidns. We

interpret the pastwh at wedve seen antbchahacourseeedve be

fort he future, secure in the wisdom of our

to make sense of what wedbve been through
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reasonable that we go back to the same well to make new decikioould also

be a mistake.Soyer & Hogarth, 2015p. 73)

Soyer and Hogarth £015 quoteis included at the beginning of this section as a
reminder about the nature and impact of experience on teaching. Teacher experience
encompasses every contextual variance imaginable, from-@wpglbréed school curriculum
inspiring motivated students to some teacher
teaching responsibilities. Our journeys as teachers, however, have all been influenced by our
previous experienceghe good and the bad, the mewgiul and the wasteful. As East (2014)
suggests the practice of being a teacher and aligning with institutional, peer, pupil and
curriculum expectationd s c¢c hal | e n g e dingbefiefstard pradiices, which aeex i
often influenced by their own eggences as pupils in schogp. 686). And the further into
our teaching journey we are, the more likely our use of innovations in the classroom might be
limited by our experiences (East, 2014). This is a concept further supported by George
ForemanPr efse@er Emeri tus at the Uni v eExpsriencgis of Ma s
not the best teacher. It sounds | i ke heresy,
experience that makes it educati@naitéd in Chalufour & Worth, 2003, p. 3

There are commonly understood assumptions about the role experience plays in
becoming a teacher. Tudela (2014) for example, states that preservice teachers are understood
to befivulnerable, innocent and in need of guidange 157) due to a lack of teaclgn
experience whereas the practices ed@nvice teachers are often legitimized and made
possible (even if inappropriate) based on the assumption that experience leads to full
devel opment and certainty in onewsodledgpedag nt i t vy
Tudela (2014) explain@eferences experience with the assumption that one achieves
expertise only through experiergg. 160). So, what might be expected to influence

experiencen ateachingjourn®y Keckdés (2015) s haartlofteamherout get
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experience provides an appropriate, if not contentious, starting point. Keck states that one of
the realities of teaching is thitachers struggle to maintain the attention of students whose
thoughts, actions and desires are drawn towangjs extracurriculao p.@22. What Keck
also makes clear is that:
The attention bias of schooling is selecfivechools in their traditional form
exist by virtue of their focus on certain features of the landscape, and their
ignorance of other&Educat i ondés at tigaendrdllyrequiring Obl i nker
reality to be simplified and its successful functioning requires teachers and
students to buy into a similar simplifica
abandoned by education, or by the institn$ of education, at the point where
the idealizations and simplifications t ha
rationality require that all experiences which question this rationality be ignored
or marginalized(p. 22)
K e ¢ kféramentionedocus hghlights one of the many forces (e.g. schools and
school policy) that contribute to teacher socialisation, which has been defined by Zeichner
and Gore (1990) a&hat field of scholarship which seeks to understand the process whereby
the individual beconga participating member of the society of teaahqrs329. Theforce
of teacher sociadation will be discussed in modetail in the Chapter 2.2.3.
Broadening discussion on awareness of the factors that influence experience, Keck
(2015) also acknowlele s t he need f or conscious attentioc
with them from across the spectrum of their professional life. An awareness of what and how
this Obaggaged6 can influence exp+#ordayence pl ay
teachng practice with opportunities tdilise and/or avoid influential elements important in
helping teachers make connections between theory and practice and increasing the likelihood

of more meaningful experiences to inform future practice (Sonmez, 2015). The literature
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provides an adamantrespohseuggesti on for teachers to addr
achieve conscious attention by highlighting the importance of using criticakflelition
and reflexivity to interrogatexperiencesKeck, 201% Rufo, 2014; Sonme2015. The use
of refledive thinking and writing can potentially help to link theory and practice for teachers
and be i mportant el ement s ismtustqeoaotcedueaticnal e d u c a
practice (Amobi &lrwin, 2009; Rufo, 2014; Sonmg2015). MacRal and Tannaill (2012)
support this view and suggest that the ability to examine and reframe assumptions about self
and the professionaklf as agents of change are important skill sets to develop. Thus, our
abilities and desires as teachers to seek opportunitsste experiences and beliefs can act
as safeguards to help avoid habitualised methods of instruction and pave the way for
engagement in supportive communities of practice and experiment with innovative and
student centred forms of instruction like the w$§ GBAs Nash 2009Penney, 2008; Pill,
Penney &Swabey, 2012Rufo, 2014.

2.2.3 Physcal education teacherexperience

Just ast has long been viewed that physical educatg@thers hold preconceived
ideas about the role they should play in the school (e.griaidum idealist) and in the
physical educatiofesson (e.g. a requirement to be authoritarian or a champion of technique
development)so too have physical educaib e acher sé6 personal theor.i
viewed as having considerable influence on decisions about instruction (Applefield, Huber &
Moallem, 2011 Jarrett, 201% How and why these notions are conceived and the impact
personal learning theories hame teaching practice has often been related to an individua
socialisation

Utilising the work of Lawson (1986) and his exploratafrthe roles that varics
socializing agents play on physical educatescher developmentesearchgloring the

socalisation of physical educatideachersuggestshat he dialectical perspective of
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socialisation consists of three phases; acculturalisation, professional socialisation, and
organisational socialisatiosgeDeenihan & MacPhail, 2018awson, 1986Richards,
Templin & Graber, 2014)CurtnerSmith, HastieandKinchin (2008) defined the first phase
of acculturalisation aseginning at birth and appearing tofitkee most potent type of
socialization experienced by physical educateatheré6 a n d cfownrt temedmgtedestt hat
in sport, often nurturedy parents, draws prospective physical educaganhers to the
profession. Interactions with physical educatieachers and coachesmd eperiences of
school life and physical educatiand sport shapdgews on what constitutes good
pedagogical practiegp. 99).

The second phase, professional socialisation, reféthedime in which future
teachers are enrolled in a teacher certification program at a college or urti@&®hards et
al., 2014, p113). It refers to the impact of a physical education teacher edu(@Eadr)
course on @reservice physical education (PE) teadrat is believed to be the least
influential phase out of the thre€rtnerSmith et al, 2008). The third phase, knowas
organi zational socialisation, refers to a sc
asfithe process by whiabne is taught and learns the ropes of a particular organizational
roled (Van Maanen & Schein, 1979, p11). Essentially, it is therocess ¥ which incumbent
teachers of physical educatipass their beliefs, practices, and protocolsoopeiginner
physical educatiostaff membersliee & CurtnerSmith, 201} . Ar guabl y t hen, a
acculturation, professional socialization andasrigational socialization playmportant role
in the development of their cadénce to appropriately teach physical educafMargan &
Bourke, 2008) as well as helping to explain why they interpret and deliver a specific
pedagogical approach as they do (CurBmenithet al.,2008).

Wanyama and Quay (2014)gue thathe teaching of physical educatitates

challenges all aroud the World. Ths is particularly so if a physical educatiore ac her 6 s
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accumulated experience base is limited, as having a broad base of experience to help generate
and entertain new ideas and skills enables construction of further knowledge enhancing
further learning (Elliot & CampbelR013). With physical educatideachers constructing
and developing knowleddgeom their own experiences of physical educaasra pupil, any
dominance within their schooling of programmes lacking pedagogical and coatiety
and/or frequency hasworrisome legacy. As explained by Morgan and Bourke (208)
quai ty of an i ndi vi du a lexparienses tirectlylpredicteglsriher a | edu
confidence to teach physical educaéiop. @). Just as teachingonfidence in physical
educatiorcan be difficult to alter, so too the beliefs of teachers. As Rossi (1999) and Barker
andRossi (2011) point outhe beliefs oin-service PE teachevsll vary andcan be difficult
to changewith beliefsfiacting as a fiktr through which a host of instructional judgements and
decisionsaremadé¢ Har vey & OO0 D.od/pSuehmeliefs2as Griéen (2p02)
contends are primarily informed by teachersé pe
inform the development @ntrenched predispositions that significantly impact upon teacher
developmenf Har vey & OO DHoweverame s 10\Milg ebelfEcahbma c her s
changed as resear ch b @R01MsuggestsRTehairsthagtov and Davi
Australian presergi e P E treceptivenestosaid alternative pedagogiegiproactto
teach game®und strong evidence to show that it is possible for PETE educators to change
beliefs in order to overcome the constraint of acculturation.

Beliefs formulated withithispr of essi onal socialisation pt
development (i.e. during a teacher training prograrsuoh as PETEcan also have
significant impact on perceived development. For exani#eret al, (2013) suggest that
innservice PE ¢e&arcWwic s Ol abeupteainiegrasd&nowledge
inadequacies associated with PETE experiencesftaancephysical educatioteacher

attitudes towards inclusio\lso, in a study aboun-service PE teachdybeliefs about
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teaching children with disabilitie®brusnikova (2008argueshatPETE experiences such as

positive teaching episod&sth children with disabilitiesndaccess to purposefoburse

work in adapted physical educatiarekey indicators operceived developmenf teaching

skills. Yet we should also be mindful thithe inpactof PETE pr ogr ammes on t
beliefs and attitudesiay bed w a s h ebyg orgarnisatibnasocialisation experiences in the

first few years oteaching (Lortie, 1975Zeichner& Tabachnick 1981]). A recent study by
Maciulevilien@2@&@hid) Gentvo | thecdtiEerealitics®f mpdemcept i o
physical educationlassess an example of theffectsof organisational socialisation on

physical educatioh e a ¢ h e r.$h& autherfatethdtin-service PE teachetend to

subjectively better evaluate the contemporary realities of classes compared to their students.
Informed byeachin-service PE teachepersonal beliefs and teachiagperiences, these

contemporary realities included limited consultation with pupils to inform Igsisoming

and the hsence of pupiperformance evaluation and feedbacokthis instancehe effectsof
organizationakocialisation on the beliefs of tdearsis demonstrated by a blagtkperception

by teachers thaeacher is experiClearly those beliefs are challengeajétheyindicate the
effectssocialisation heao n  t e hdidiseamd professiondevelopment.

Broader educational | i t einfarm theirteaclingows t hat
behaviour (Korthagen, 2004; Tsangaridou, 20660.r si gni fi cant <change i
to occur if at all, Guskey (2002) suggests that there needs &vigence of imgpvementin
student learning. When considering how such evidence migidibedthe changing of
classroom practices becomes a focus for interverBotier (2005) has suggested though
t hat changes in teachersd practices can only
and even then the conflict that may exi st be
learning and the assumptions thatlerpinuse of a new pedagogical approach can create

further barriers to implementation (Light, 2008t, as explained by Aelterman
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VandeenkisteVan den BerghedDe MeyerandHaereng2014), even if teachers are
predisposed to altering their practiteachers do not necessarily act upon their beliefs that
might motivate and inform this change. This has both positive and negative connotations for
the trialling of pedagogical innovations such as the consideration of using GBAs to teach
games.

2.2.4The influence ofcontext onteaching

Context plays an i foretomng asmpriofessiandlddhin& t eac he

White, 2015,p. 572

A dynamic and powerfulelationshipexists betweeteacherébeliefsand the context
of learning and teaching they operate in (Northcote, 20083. statement is akin to
McLaughlind €1991)suggestiorthatfiteaching practice is embedded in tfmvnes®f the
teaching context(p. 69). Such a statement highlights the infloe a
supportive/unsupportive teaching context can have on overall teaching practice as well as
how effective teachers can be as agehthange (Dexter, Anderson Becker, 1999). The
influence of contet on teaching practice hagen highlighted in stues by Ernest (1988) and
Coll and Taylor (2008) with specific discussion relating to possible constraints and
opportunities a teaching context provides.

Thenotionthat teaching most commonly takes place in institutional contexts adds
another layer of complexity, f@institutional policy often dictates the kinds of teaching that
are privileged (Lawrence & LentleKeenan, 2013, .p1). The significance of social conte
onteaching and learningas also been recognised in the literature. For examplelolistic
Approach to Learning and Teaching Interacti@tatel, 2003) recogniséise social context of
interaction as a vitally important component of effective legraimd teachingrhe impact of
changes inacio-cultural context in terms of its influence on learnprgcesseand teaching

practiceshas also been highlighted in studies by Light and Tan (2006) and Curry and Light
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(2014).For example,he contextual factors that influenc€du r s study investigating
departmentvide changen teaching practice were found to halteredsignificantly over
the courseof thelongitudinalstudy. This study alstound thatindividual agency played a
significant part in shaping teaching practice and that more contextual factors impeded
implementation success rathbanfacilitating success, thus highlighting the power of
contextual chang&.hus, from a teach@rexperience perspective, exploration of interaction
(and of the effectiveness of any interchange of ideas) requires appreciation of both the
teaching context and the social context to better inform teaching practice.

From a physical educatigrerspectiveteaching practice is intimately shaped by
t e a c jrierermbddied experiences and knowledge and the-sattiaral context in which
it is presented to them (Light &an, 2006). This can include the broad culture anaicd
of institutions (Light &Tan,2006) and, according to Fullan (1992) and McLaughlin (1991),
the students, demands of the curriculum, instructional goals and expectations, existing
instructional skills, and processes of school. Thus, the learning context and the teacher are
mutually shapd by each otheQovender, 2009) whichintusiupports Li ght and
(2003) argument thaeachingcannot be gearated from environmentabntexts Hence, he
role of context irphysical education, and more specificalpmes teachings also
significant. Through consideration @Deweyan perspectiv@uay and Stolz (2014)ate
that context fiis not merely eThusiwthoespecttat , It
games teaching and use ddecific pedagogical approachgea GBA such as Game
Sense)thecontext of thegamewhich is a central feature of Game Sebseomes the
prominent feature of the environmemtd as such experience its€fuay & Stolz, 2014).

2.2.5 Perceptions ofcurricula r and pedagogicalinnovation.

To paraphrasBell et al.(2015) today many schools and teachers make claims to

support studententred experiences, but whilst mdiglk the talk they do not always walk
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the wallo (p. 251).Although these schools and teachers entertain perceptionsiotilcuas
challengeable and changeable, their desire and ability to embrace pedagogical innovation to
facilitate such change is sometimes less forthcoming. Indet#dpearception®f some
subjects, for example physical educatibaing merely an activityh the school day
(Wanyama & Quay, 2014) the road to improved teaching and learning has many, many
obstaclesYet the pedagogical landscape of the future should noteveedi as all doom and
gloom asBell et al.(2015) state thdiinstitutions vary in thie appetite for experimentation
and rislo (p. 251). Indeed, comments by Rufo (2014) provide the tonic many a school and
teacher could use to embrace pedagogical innovation ie\kay teacher can and should
attempt to make a edmind ey being cognizantof opplortunitiessimp upi | s
the classroom that value creative ages/in any new relationship when teachers
implement a different or unfamiliar pedagogical approach into the classroom it is often
accompanied by a period of unaccustdrbehaviour such as a reluctance for teachers or
their schools to wholeheartedly comrfiarrett, 2015)The challenges that teachers face in
the initial stages of this new relationship, if overcome, can be the mainstays of a mutually
beneficial teachingral learning experience. Yet the revep$éhis is also trugi &ilure to
adequately invest, plan and commit to the introduction of a new pedagogical approach can
bring with it long term consequences that include an unwillingness to ever start a new
relationship agaim(Jarrett 2015,p. 27).

Why is there aneed for pedagogical innovation and why ngw2ording to
Applefield et al.(2000)the idea of a paradigm shift in pedagogical innovation is less about
revolution and more about evolution. Theyerstandhat a paradigm shift brings new
perspectives, new conceptualizations and new ways of thinking to a subject with major
conceptual changes historically occurring across all fields of study at certain times. Thus, it is

less about the need to sedty and radically change something but instead more about a
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cyclical process of taking stock of empirical literature, embracing new thinking and
challenging the status quo. So, jusDasv (2006) supported the notion that a paradigm shift
in what and how w think about pedagogy was needed to promote authentic learning
experiences, Amandes c ot and OO6 Sul | i icansirdchvistitheddigsargatbel i e
the core of educ aflectoansimilahevatulion or gnie in(egucatiohigst )
thinking about potential benefits of a change to qotivist informed pedagogy

In the field of physical educatidhis evolution of thinking about curricula and
pedagogical innovation is at the heart of this study and is supported by a breadthrohrese
published over the past two decades into student centred and game based pedagogies (Collier
& O6Sullivan, 1997; Kirk & Macdonald, 1998,
2009).Much has been written of late about newer and innovative pedagqgicabahes
that can better assist childrerperience physical educatibnO6 Su | | i), yedPajares2 0 1 3
(1992)argueghat, given thatin-service PE teachehave built up a teaching routine through
continual experiencé may not be a straightforward process for them to change their current
teaching style. A®Rintrich, Marx and Boyle (1993uggesta t eacher 6s wi |l |l i ngr
implement an alternative teaching approach relates to their motivational beliefs with some
teaders resistant to change based on their belief that any alternatives are ineffective or too
difficult to implement (Aeltermaset al, 2014).Furthermore, my change in thinking and
practice is often difficult to facilitate and/or embrace due to the limitatof traditional
formal curricula (Light, 200Rand resistance from communities of practice that embrace
traditional technigudéased instruction protocolblésh, 2010Forrest, Webb, & Pearson,
2006).Forin-service PE teachersiany of whom havemited and/or consistently reduced
timetabled engagement with pugiimplementing a new pedagogical approach may initially
reveal itself as being ineffient and counterproductivetopuwpid ac hi evement . Ev e

new pedagogies are trialled, without egriate support and initial success over time their
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implementation can become more perfunctory to the point of cessation. And with the
understanding that prior learning and experience are cornersfanéisence on future
action,in-service PE teachdibmited exposure to new and progressive pedagogical
approaches when they were school pupils can and often does translate to a narrow acceptance
of pedagogical variation utilised in their own teachiHgrvey, Cushion & Sammon, 2015

Is there any wondehat pedagogical innovation in physical educatsodscussed
more than it is practexl? If the challenges of consist and drawa curricula change are also
considered, such as the National Curriculum (NC) in England and the Australian Curriculum
(AC) in Australia respectively, arguably such changef¢éopedagogical status quo in

physical educatioare made even more difficult.

2.3 Examination of GameBasedApproaches(GBAS)

The term GBA has been adopted by a number of scholars and practitioners (for
exampleHarvey & Light, 2015 Light, Quay, Harvey & Mooney, 201&erraOlivares,
GonzalezVillora, GarciaLopez & Araujo, 2015 to describe the range of pedagogical
approaches th@focus on the game instead of decontextualized techniques or skills to locate
learning within modified games or gattike activities and that emphasise questioning to
stimulate thinking and interactioriLight and Mooney, 2013, p. 26BAs have also been
described as an al t er nat-centred approachds bistonoallye o6t r a
synonymous with games teaching in physical education and sports settings (Light, 2002).
Reviews of GBA liteature byOslin andMitchell (2006),HarveyandJarrett (2014) and Stolz
andPill (2014) have highlighted a number of pedagogical approaches utilised around the
world that reflect similar, but contaxdlised (e.g. country specificharateristics. The rarey
of GBAs mentioned in literatunaclude Teaching Games for Understanding (TGfU; Bunker

& Thorpe, 1982)Game Sense (GS) (Light, 200R)Jay Practice (PP; Launder, 2001),
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Tactical Games Model (TGM; Mitchell, Oslin & Griffin, 2006), Tactical Decidi@arring
Model (TDLM; GréhaigneWallian & Godbout, 2005), Ball School (BS; Kroger & Roth,
2005),IntegratedrechniqueTactical Model (IFTM; LopezRos & Castejon, 19938
Invasion Game Competence Model (IGCM; Mesquita, Farias, & Hastie, 2012) and the

Games Concept Approach (GCA; Rossi, Fry, McNeill & Tan, 2007).

2.3.1 Historical development

Il n the | ate 19600s the work of Deleplace
significance of developing an understanding of both technique and tactics within the one
model of games teaching. In essence, their recognition that cognitive processes were
important aspects of effective game play performance helped to stimulate andfurtben
research from authors in France around the glBlbevey, Cushion, 8MassaGonzalez,
2010).Additional research by Wade (1967) and Mauldon and Redfern (1969) in England
helped to stimulate the emergence of a change in thinking as to how sport and games could or
should be taught. In essence, a shift away from the predominance of repetitive practice,
technique focused learning scenarios in sport was being suggested to be replagedaigra
emphasis on the pumhd their place in the learning environmenbw commonly referred
to as a game based approach (GBA). ¥etstated by JarrethdHarvey (in prgs)it was
arguably Bunker and Thorpeds (1982) publicat
games in secondary schools that stimulated the current global interest into how sport and
games are taught. Their critique of fieentrality and fundamentty of the teaching of
sportstechniques in gamesind proposal thaigames teaching should begin not with
practice of the prerequisite skills but with participation in a game modified to suit the level of
experience and ability of the playe(irk, 2010, p. 51) coincided with their development of
a coherent approach to teaching sport and games, ndrealhing Games for

Understanding (TGfU).
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It is at this pointhoweverthatinstead of starting to segregate comment and analysis
relatingto select andlifferent GBAs (e.g. TGfU, Game Sendd)ave made thdecisionto
keepusing the collective terr@BA for theliterature analysithat follows Thishas been
done for thre@easons:ifst, the historicause ofGBA-relatedterms interchangeably to
describeasingle approach (e.g. see PEDLJand r ef er e@®®) ;t os &d i dJ, t
overriding view held by researchers and practitioners that all GBAs offer similar learning
benefits and challenges; and thirdly, fidelitffapproach issues that often accamy GBA
research (Jarrett & Harvey, 201#)aving said that, later in this chapter in subsectibBsH
& 2.3.6two specific GBAs (e.gTGfU and Game Sensbgcome the focus of discussion as a
means to highlightecognition of historical andontextualinfluences of pedagogical
approactdevelopmentSimilarities and differences between each approach are discussed in
detail as the use of each approesates, in part, to the geographical location of participants
of this studyi southeast England and sbeast Australia.

2.3.2 Pupil developmentand performance outcome achievement

GBA-related literature reviews completed bgli@ and Mitchell (2006), Harvey and
Jarrett (2014)Stolz andPill (2014)and Miller (2015have provideaxtensive overview of
empirical researcd e s ¢ r i b idavglopmengnd pedodmanceutcome achievement.
The first three reviews also provitla reviewoft e acha&md 6 s p o rpercegtionac hes 6)
associated witlisBAs and theiintervention Accordingly, discussioim this section will
provide areviewof research tita | i n k achiggampnt dbesfé@mance outconsewith
being taught using a GBA with discussionlaten t he chapter exploring
and experiences of teachinging a GBA

Over the padthree decades there have been numerous studies and subsequent positive
associationsnadebetween GBA interventiorend the development dffferent aspects of

p u p gams gday performancén brief, GBA interventions have been associated jtthe
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devebpment ofon and offthe-ball skills (seeHarvey, 2009Gray & Sproule, 201; Gray,

Sproule &Morgan 2009Harvey, Cushion, Wegis & Mas$aonzalez, 2010Robinson &

Foran, 2011Turner & Martinek 1999Zhang, Ward, Li, Sutherland & Goodway 20,12)
thedevelopmenof tactical awareneqgseeBohler, 2009 Hastie & CurtnetSmith 2006

Jones &Farrow, 1999Lee & Ward 2009Memmert & Harvey 2010Mitchell & Oslin,

1999, 3) the development diigher order thinkingseeDiazCueto, HernandeAlvarez &
Castejon2010) and4) improvedtacticalcreativity (seeGreco, Memmert & Morales 2010
Memmert, 2006 & 200Miemmert &Harvey 2010Memmert & Roth 2007Rink, French &
Tjeerdsma, 19961t is also worth noting here commentsRgvegno Nevett, Brock and
Babiarz(2001) and Harvey (2009%ho suggestethat bystructuring the learning

environmen{i.e. the gamein a particular waypupils could offload their cognition onto the
environmentherebyencouraging them tatilise technical skil to overcome complex

tactical problemsSuch are the opportunities associated through exposure to GBA
interventionYetas al | uded t o sybtgmatidieVicMEGBA kterafuzthel 5 )
studieshe identified asnvolving more than eight hours of GBA intervention demonstrated
stronger development pf u p game @erformance variables (such as decision making and
skill execution) Although an association between use of GBAs and positive development of
gameplay peformance outcomes exists, there obviously inconsistencies as to the amount

of time teacherare using and pupils are exposed to GBA interventibmgs according to

Miller (2015) and Harvey and Jarrett (20149alepancies in intervention length (ire@w

l ong a pupil | e a rsnse ofa GBAY andgshan extensionrof thisgramide,e r 6
induction length (i.e. how long a teacher is exposed to learning how and why to implement at
GBA) should be acknowledgeds being i nfl maelntpilGBA | is® t eacher

experiences
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Along with literature highlighting positive links between GBAs andl p imprevéd
gameplay performance outcomeagditional elements of engagement that can positively
impact upon learning have also been associated with GBAaddandigo, Holt, Anderson
and Sheppard (2008) staie,ne way t o i mprove childrends en:
their intrinsic motivabno( p. 408) . Their study into childr
following TGfU-autonomy supportive games lessons reported high levels of pupil
motivation. Other studies have also found a positive link between use of GBAs and pupil
motivation(seeGray, Sproule & Morgan2009 Jones, Marshall & Peters, 2QMcNeill,
Fry & Hairil, 2011).As Light (2010) suggests, the nature of affective experience is an
important dimension of sport and games patrticipation eselarcton the development of
leaming in theaffective domain continuds be recognised in GBA literatu(eeeCury
2012;Jones & Cope 2010McKeen, Webb, &8Pearson 20Q55tolz & Pill 2012) with links to
pupil enjoyment also reported (see Chen & Light, 2008, Fan, McNeil, Wright, 2010
Light, 2003.

Links between a GBA intervention and the development of positive pupil attitodes
physical activity havalsobeen discussed in the liteuat (seeHaneishi, Griffin, Seigel &
Shelton, 2009Harvey, 2009McNeill et al., 2011; Wright et al2009. The development of
pupilsé attitudes towards peers and teachers
Oslin and Mitchell 6s (2005) review of GBAs p
of the student social system on peer involvenregame play and comments included in the
study by Mandigeet al, (2008) provide some insight into the development of positive pupil
attitudes towards peers. Research into pupil
Jarrett (2011), in theomtext of higher educatiomiEngland finding positive change in
university studentsdéd attitudes towards their

GS pedagogy.

30



Chen and Light (2006) suggestedthagta pi | 6 s acti ve engagement
session places them in a holistic (i.e. physical, cognitive aridlstearning environment
Such statements offer hope for continued and sustained research into GBA intervention and
support Li ght athatGBA terZentions offgsgpparttfor aspects of
learningthat are often unintended and less tangible i.e. a positive development of personal
identity and sense of belonginget commentary on the holistic view of learning and its
association with GBAuse is limited (Harvey & Jarrett, 2014Yofm an ethical development
perspective, increased consideration of others (in andfde lesson/session) hiasen
associated with engagement with GBA interventions as well as promotion of equal
opportunity andhe redressing of unequal power relations between learner and teacher
(Light, 2012).Yet, althoughextsby Light (2012) and Harvey anddght (2013 begin to
expand understandiran the potential for GBA use to develop personal, sociakdridal
dimensions of learnin@.e. cooperation, fair play, responsibility and ownership, social justice
and moraldevelopmentjurther empirical research to complement existing comment
contained irthese aforementioned texts as well as publicatigridarvey (2009) andrry et
al., (2010)is required

Research othe development of values assted withexperiences cd GBA
interventionis also scarce and mostly limited to studies exploring how different cultural
meaningsshapear t i ci p a nt sldsightsnnto¢he iptergrdtaticiod GBAsSrom
around the world have beenovidedin numerous t u d iarQuetq eDad2010; Li &
Cruz 2008; Light & Tan 2006; Peters & Shuck 2009; Wanga2009;Wright et al.,2009)
which all highlight the influenceaf ul t ur e on p uexpelienadsocd@Bd. t eac he
Further discussion in relation to how society and culture influence the context of teaching

(and teaching using a GBA specifically) will be elaborated on later irchiaigter.
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2.3.3Perceptions of GBAs

Utilising Deweyds (1896) notion of the or
the conneddn between how something perceived and how it is experienazoh be
understood amutually interdependent. In essence, this means that perception does not exist
in isolation from experience and experience does not exist without influence from perception.
Recognition of this theorising isimportaats 1t r e | a(l984%p.44) beliebDtbatve y 6
Aexper i ence thesaudes which irgediereomth parteptionhe logic of this
then suggests that the influence on experience by means of perception, and vice versa, is
continual with no one experience having th@nce to coplete itself. So what does this
mean for physical education teachansl their perceptions/experiescd GBAS?

As previous sections of the chapbawve indicatedpersonal careatevelopment as a
physical education teaehwill inevitably beinfluenced byperceptions and experiences
associated witla wave of acculturalisation, professional socialisationl, occupational
socialisation (Lawson, 1986). Therefore, in order to bettelerstandiss er vi ce PE t e ac
experiences of using a GBA to teach games it is important to firstly acknowledge and explore
relevant literature relating teothacculturation influaces (i.e. as has been presented in
previous suksectionsexploring teacher beliefs and PE teacher bsliaé well as professional
socialisation influence.g. research relating pomeservicp h 'y si ¢ a | education t
perceptions and experiences of GBAs

A number of studies relating to a range of different contexts have been published in
relation to peservice phy i ¢ a | e d u c adrceptiams anceeapertereces ®fGGBA
understanding and implementatidn and Cruz (2008) port thatin Hong Kongpreservice
PE teacherperceived that TGfU waa viable pedagogical model and when on teaching
placements in schools its use to frame leargirgn t r i but ed t o pupil sé co

and the provision of fun. Similarly, Wang and Ha (2009)fecm that the majority of
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preservice PE teachdrsthar studywere likely to use TGfU in the future dueperceived

enhancement of pupéingagement, tactical ddepment and inclusivity. Positive perceptions

of GBA use were also reped in a number of studies when preservice PE teabhdrs
access toféective supporduring inschool placement and microteaching occas{eas
Nash 2009McNeill et al.,2004 Wang &Ha 2012aWright et al.,2009. Active engagement
in asupportivecommunity of practicas Nash (2009) reporteldelpedpreservicegrimary
teacherdo develop tkir conceptual understanding of TGfU and ®elhfidencewhich led to
improvements in their communication skills and behaviour management stratbgies
teaching PEIn contast, Wang and Ha (201Rbighlighted that an absence of dnetical
support, defined by eooperating me nt o r latkeofakisotwvledgedos TGfUsignificantly
i mpacted pr eser vconcaptughknowhedge developmantd ilemately
their TGfU-related teaching experiend@ther concerns found withiitératue in relation to
preservice PE teacher s b peaceptdongof GBAsncluded e
conceptual and instructional difficulties (e@udley & Baxter, 2009Rossiet al, 2007, lack

of perceived behavioural control (Wang & Ha, 9(an entrenched mirgkt and personal

pr

experience stemming from exposure to more traditional approaches to learning (e.g. Light

and Georgakis 2007), effects of culture (Light & T2006),limitations associated with

understanding and using high level questig (e.g. McNeillet al, 2008), anda lack of

knowledge about the assumptions about human learning that underpin each GBA (Butler,

2005).
Studiesthat report the positive developmeritteaching behaviousshen adopting

the use of GBAshowever, dominate the literaturae F e x amp | e, Light

and

(

(2007) study opreservice primary teacheasasn d Rober t s 6 h(fres&rMicé BE st udy

teachersvho were taught using a TGfapproactboth report a perceived development of

teaching confidencee i ght and Geor g ak identfies(he gbt@ntiglforst udy
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development in teaching confidence offered by exposure to a GBA. Theirssigggsted
that utilisation of a GS pegogy offeredh useful means for developing preservice primary
t e a c indinaterdand ability to teach PE. Conclusions indicated that exposure to a GS
approach when learning how to tedis provided preservice primary teacheith both a
greater confidnce to teach physical education and a greater appreciation of the value of sport
and physical education provisioninschablar r et t 6 s r@sénlick PE tsathérsly o n
percetions of a change to G&dagoglsoidentified a range of cognitidearning
opportunities provided tstudents that in turn helped to develop their teaching confidence.
Positive perceptions of GBA induction and implementation have also been recorded. Li and
Cruz (2008) reportop r e s er v i c epereefptions ¢hat Gfl is a viable instruction
model contributing to pupilsé cognitive deve
and Ha (2009) confirm in their study tHihe majority ofpre-serviceteachers are likely to
use TGfU in the future(p. 407).

In contras to the volume of studs available opreservice PE teachéand
preservice primary teachéerceptions of GBAgewer studies explorinig-service PE
teacher8perceptions of GBAsxist. InCasey and Dysan £009)study into an irservice
PEt e a c éxperiedice of using TGfU to teach a unit of tennis, pedagogical and time
constraint issueassociated witiplanning and implementatiare reportedreelings of
insecurity and apprehension when orchestrating pedagabi@age, were also felt bigein-
service PE teachevgith comment noting the need to provide pupils with a sfiwesh
course in how to be taught this vegyp. 190). Similar findings werelso included in a study
by DiazCueto et al.(2010)into five in-service PE teachdf's per cepti ons of i mp
either a basketball or handball unit with one outcome suggesting that through their
experiences teachers bedaoubtingtheir own pedagogical expertise and knowladge

378).Rossiet al, (2007) also highlight the confusion felt by service teachers, especially in
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relaion to the different forms of GBAs that they were exposewvith the use of GBAs seen
as just anotheiteaching trick (p. 106). Light and Tan (2006) noted significantltural
implications when implementing G& in societies with differing social conventions with
the resultant impact potentially affecting the interpretation, use and effectiveness of the
approach adopted.
In a study by Pill (2011%hat surveyed 6¢h-sewvice PEteacheés degr ee of
engagement with GBA curriculum design and enactmeasteportedhat TGfU-GSfihad
yet to be fully understood and implemedtby the majority of teachérp. 115). The survey
also indicatethat positive aspects of GBA pedagogy (e.g. small sided games) were not just
distinctive to GBAs and that oth&onic aspects such as use of questioninguitidation of
conceptual links betweagames of similarcategorisation were not alwagmployedwithin
unit developmenthe lack of utilisation of conceptual links between games was also a feature
of discussion in BrookeK i r k , Braiuka and Br ain-segviceoPEe 6 s (2 (
t e a c impleméndation of a basketbanit utiisingaGSappoach and Butl er ds
study of 10in-service PE teachdis ex peri ences of wusing TGf U.
Rossiet al, (2007)underscore a positive outcome in th@iofessional development
initiative gudy, whichwas well received bin-service PE teachees an opportunity to
embrace new ideas about teachiDgzCuetoet al, (2010)also note that the initial
apprehensiofelt by in-service PE teachevgas altered as they saw the positive changes in
pupi | s &madtirg@nd sacticahperformandgutler (1996) also rep@positive changes
in pupil decision makings well as increases in time relating to beindask and engaged in
cooperative group interactions.
Cultural, social and institutional contexts within whigteserviceandnew inservce
teachers attempt to implement GBAs critically slsapterpretations and teaching

experiences associated with GBA utilizat{see Light & Butler 2005; Light & Tan 2006).
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Empirical research | it er atusimginterpretipddoferenn g t eac
GBAs provides its audience, not only with an insight into the context of experience, but also

with an understanding of the contextual differences that influence the development of each

type of GBA. For example, the use of ar® Sensapproach to engage undergraduate

sports students on a taugimiversity unit focused olearning to teaclgames included

comments from participants which highlight a shift in expectations associated with a change

of implementation of pedagogical@pach(Jarett, 2011)Participantsn this study were

attending a niversity in England anteporedthe use of GS (originally developed for sports
coachesin Australigs6 di f f erent 8, &émore | i ke club sport
their British-based secondary school experiences of other-gamieed approaches to

learning (e.g. TGfU). Arguably, such comments highlight contextual factors that have shaped

the devéopment of each approach in each country of origin.

The prominence of contextual influence on the development of the games concept
approach (GCA) in Singapore is also worth noting. In a study that explored the views of
Singaporean teachers of a mandatemhge in curriculum pedagogy, Rostal, (2007)
suggest that the regulative discourses framed by governmentality in Singapore meant that the
implementation of a GBA was paradoxical in terms of the expectations of teachers in a
climate of control. In adtdon, empirical and theoretical articles also emanating from
Southeast Asia by Wang and Ha (2009) and King and Ho (2009) highlight perceived-Eastern
Western socialand tut ur al di f f e vakiencrientation amd maeagemeneaf s 6
discipline percefons. They further stress the different contextual influences on GBA and
how context can influence its interpretation and implementation. These issues mentioned
above are stark reminders of some of the challenges teachers face when implementing a

GBA.
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Theinfluence of context on GBA teaching and learning experience, however, extends
beyond just social and cultural agen@aght & Tan2 0 0 6 ) . Il n addition to
(2014) research into the influence of institutional context on TGfU implementation, Harvey,
Cushion and Mass@onzalez (2010) suggest that the institutionalized context of a high
school s o practce (e.caperforimaiivge culture focussed on winning) in the USA
made it difficult for him to develop his use of TGfthus, contextual factors surrounding
GBA implementation (for example, country of origin or institutional agenda) hold
significance for teachers atite overall achievement of desired student learning outcomes.
Theopportunities and challenges associated with initiating and implementing a change in
pedagogical practice are both context specific and subjective in nature. Evidence does
however suggeshat when pedagogical change expectations are set with appropriate support
(e.g. active community of practiemd programme of professional developmént realistic
time frame greater appreciatigmunderstandingnd commitment to change can result.

2.3.4 Criti cisms andchallenges of GBAuse

Key criticisms of GBAuse and théteraturethat promotes its use haakready been
alluded towithin this chapter, specifically in relation to terms being used interchangeably
(e.g. TGfU and Game Senst)e promotiorof blended conceptions of approaclies.
aut horsoé insistence o mcrangn TIGWPGCIr yeb Btat & Pil, er ms s u
2013) andlimited articulation ofverification benchmarkdVith the expandig global appeal
and use of GBAs suggested by the ongoing international series of TGfU conferences and
the expanding literature questions about fidelity of approach and the provision of ongoing
GBA-related professiohaevelopment opportunities continue to be raidé¢arvey & Jarrett
2014 Jarrett, 201p It is important at this point to highlight thercent discoursamongst
academicsurroundinghe level ofemphasigshatshould be placedathi scour agi ng t ec¢

use offinauthenti® versions of GBAgLight, 2013) Such differencesf opinionplayed out
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within the literature can, no doubt, hasfectson GBA fiuptake by teachers and highlight
one challenge currently facing teachers considering use of a GBA.

Light and Harvey (201&dentify two otherareas of particulatoncern foiGBA
implementation, 1)theteah er 6 s abi | i & gaméspanatysedeargny, makea ct i s
necessary adjustments, and 2) the effective use of productive and generative questioning.
Light andoHhHaevagdabout t eac heswihtappaopriattort i es t
high level questioning are not new to GBA discoyssz=Wright etal., 2009).Light and
Harveyd most recent publicatioprovides the reader with a useful way of thinking about
guestioning with reference to Vygotskyoés (19
Specifically they use Cazdenés (2001) notion
of student knowledge within thePD through questioning. They go on to state that
fpractitioners could use these questions by stopping the game at a teachable moment, posing
a questionand then dividing their pupiisito small groups to discuss their possible solutions
to the question Eed (p. 8). Thetheoretical standpoint and structure of learning presented
makes sense. Yet @&een (2002) and Stohnd Pill (2013) state key challenge for the
promotion of effective and apppriate GBA usewhether in relation to a specific aspett o
GBA use or a theoretical standpoirglates to physical education teachers making decisions
about whichpedagogical approach to adopt based on ideasgypposed to a choice based
on empirical research contained in the literat@@what influencel o es a t eacher 6s
ideological position have on GBA implementation?

Brookeretab 6 2000) investigation of a teacher 6.
delivering a ear8 unit of basketball alsfinds thatteachers are reluctattt let go of
traditional appoaches to teaching becadkey arenor e al i gnedowno t he t ea
learning experience3his reflects certaischolarégeneral explanatiaof teaching practice

(seeSiedentop & ocke, 1997) as well @uchmann (1987) who describeno st t eac her s
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practice as beingecipelike, familiar and safewith an absence of reflexivityill (2011)
suggest that perhaps if we present the use of GBAs as a change in emphasis rather than a
change in practice, use of GBAs mayriomore likely to be assimilatddto the valued
ideology and practice of physical education teachgrsl20).Historically, this view has
been supported by others who believe thatasea professigrshould concentrate less on the
broader philosophies that drive GBA use and mor&tlom everyday practical constraints on
the PE teacherGreen, 1998, [Al35).In response, Kirk (2011) offers caution to this
viewpointstatingthat what we mgt see from teacheis not only an espousedmmitment
to improving everyday practicéut also gracticaland philosophicalinderstanding of it. As
Davis and Sumara (2003) highlightrelation to contemporary use @dnstructivist
informed teaching, teachegi@and researcherspan pick up the languagé constructivism but
not practig it. This continued uncoupling of thepand practicénelps us to refocusttention
backonto theimportance of recognisingjfference between GBA. Although Stot and Pill
(2014)point out that teachersayfinot necessarily see or want to see the same boundaries
between pedagogical models as researcher§pd63), Kirk (2011) suggests that the
presence of continual modification asighpageaway from the intended approactay
undermine intended learner achievement.

What are some of thehwdr criticisms/challengeof GBAimplementation? fie
absence of GBAeadting experience prior to its use ihysical education class hbsen
consistentlyhighlighted in the literaturas a constraint on GBA uggee Brooker et gal2000;
Jarrett, 2015Pill, 2010).P i | | & snvektigdlidn bf)the penetration of TGIGS
curriculum design and enactment with plegsieducation teachers repdtiat a lack of
experience and exposure t&flJ-GS was a constr aitodesigmpamd t eac her

enact this type of teachingh& dsenceof role modelling andhaving a lack obpportunityto
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observe GBA in actiowere alsmfferedin discussion wittadditionalreasorf or t eac her s
GBA wariness:
One of the major conceptual shifts in teaching that awareness of GGfU
approach implies is that the uniqueness of a game lies in thinking and decision
making that occurs as players read the game environment and then respond with
an appropriatenovemente | ecti on. The results from thi
engagement with TGR@GS suggest that thinking about games and sport
teaching from this perspective is not a common feature of the teaching practice
of physical education teache(Rill, 2011, p 119)
The challenges associated wiitplementing a GBAarepotentiallyexacerbate by
whatresearch suggests are typically short iniducperiods in teacher GBA education
programs (Harvey & Jarrett 20L4nduction programmes offered to teachers at tertiasl lev
are typically associated with a set unit of work, often confined to a limited period of time
prior to a practicum experience. For example, research by MdéMgjlWright, Tan and
Rossil 2008) on the Singapore Goveres@eneptdbs mand
Approach (GCA) to physical education teaching confirmed an induction period of only 18
hours prior to irschool delivery. Unsurprisingly, findings from the study suggested the need
for greater emphasis on peeaching workshops and learning oppinities to better
understand GCAs in Physical Education Teacher Education (PETE) classes prior to
practicum deliverySimilar findings are also reflected in studies by Wang and Ha (2009) and
Pill (2011) whichfurther support the need for more ecolotiiceobust GBA induction and
development opportunities such as effective mentoring prograifweg& Ha, 2015).
The issue of time was al so rai smedervicm Robi nso
teacher sd i hapé¢ighteessoi9@ninute(per sessiomfterschool TGfU

tennis unit forstudents in grade&6. Whilst the results of the study support the use of TGfU
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as having a positive impact on student game play development, the authors reserved their
conclusion based on not having @nderstanding whether or not such positive impact on
studentsé game play devel opment could be ach
unit curriculum experience (e.g. five x 60 minutes lessons).

A range offiradical suggestiongo hep prepardeachers (and pup)l$or GBA
implementatiorhas been offered in responsdtie challenges that initial users of GBAs face
(Jarrett, 2015)Suggestions include a focus i@hearninghe roles of teacher and pufel.g.
engage in microteaching opportungiwithin in-service professional development days that
focus on developing GBA implementation knowledge through reflection, collaboration and
discussion)changing the learning landscape (ege context specific games and activities
outside of those usuallyffered in traditional curriculg and malng use of alternative
resources (e.gise crosscurricula references and interdisciplinary teaching models to
develop use of similar pedagogiegiproaches by/with teachers of different subjects).

Feelings of insecurity and apprehension when undertaking a pedagogical change are
prominent in GBA literature. Casey and Dyson (2009) suggest the need to provide school
students with ahortficrashcourse in how to be taught this vagp. 190) to help manage
initial anxiety over a change in expectations and what can be a radiffgligrtt experience
for pupils As noted by Nash (2009) a change in pedagogy may often be difficult to facilitate
duetost udent sd6 preconceived notions of traditd:@
certain learning environments on traditional techniased instruction.also focus
discussion on the need tedefine and relearn tleles of teaker and student asmaeans to
facilitate successful implementationaGBA.

Teachers and pupitsten hold preconceived ideas about the role they should

play in the PE lesson. For example, a teacher may conceive the requirement to

be authoritarian or a learner might conceive a dependence on being told what to
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do, how to do, and when to do it. Wheansidering the prevalence of repeat

cycle sport or activity focused curricula often adhered to by schools (i.e. the

same sport being taught every year in a secondary school PE programme), it is

understandble that teachers and pupitsght even develop sithar

preconceptions as twwa sport or activity should be taught or learned based on

experiences of learning from previous years. Redefining and relearning the

assumed roles of teacher and pupilthe PE lesson may help to initiate use and

development bGBA practice.(Jarrett, 2015, p. 27)

The promotion of higher order thinking has been both a catalyst and a goal of GBA
use since a shift in pedagogical approach to games teaching and coaching arguably began in
the mid1980s.Asking questions that: 1) gerate dialogue and learning and 2) provide
opportunities for formulating, testing and
now recognised as stalwarts of effective GBA implementation and offer a road map to
engaging students/athletes in haglorder thinking Gréhaigne, Richaré& Griffin, 2005). Yet
the literature still reports on problems arising from both the effectiveness of questioning
(Harvey, Cushio& MassaGonzalez2010; Robert2011) andpedagogical content
knowledge limitationsWright et al.,2009). The existence of such issues could be considered
to be indirectly attributalel t o ma n gondemual entsuendesstanding of GBAs and
subsequent difficulty with GBA implementation. Typically, stél see teachingractice that
although planned as studergnted, inherently lacks effectivguestioning (arguably
predominantly divergengndbr the facilitation of opportunities for reflection/discussion
(Davis& Sumara2003).

As Light (2014) suggestsgjuestionings the central mechanism employed for
promoting studententred learning and a stimulant for dialogue, reflection, and the cossciou

processing of ideas. #tudy by Vande Broek, Boen, Claessens, Feys and Ceux (2011)
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comparing instructional approaches ttvamce tactical knowledge in volleyball found that

the studententeredapproactwith atactical questioningroup significantly improved the

s t u d Eantitat Advareness Test results when compared with the two ottterational

groups (that being teacher centred angkent centred without questioningrhese findings
highlight the importance of effective questioning within a studentered approach to

enhance the tactical decisiamaking process. Appropriate suppand education of teachers
and coaches is therefore needed in helping them develop a questioning approach, which is
seen as central to effective ganised teaching/coaching.

As part of a global teaching fraternity/sorority we must also recognise that GB
literature written in English and emanating from English speaking countries is no doubt being
used to inform GBA selection and practice
language. Thus, anothehallenge for teachers might thee limitedcontextualisation of
findings and their presentation in the rea@eexond or third language. Limited correlation
of GBA-relatedresearch findings published different languages is also an iss8éudies
published in Englisiy Talliretal, ( 2 0 0 A3Cuetol®€al.(2010),Memmert (2006,
2007),Gutierrez Diaz dl CampoVillora, Lopez& Mitchell (2011) and Vande Broedt al,

(2011) haveenhanced our understanding of &Bfrom a European perspediwet a wealth

of additional G\ researcmo doubtremains unseefhe publication of GBArelated

research in bilingual journals such as PHENex Journal/Revue phenEPS, AGORA para la
educacion fisica y el deporte/AGORA for PE and Sport, ahouenal de la Recherche sur
I'Intervention en Education PhysiqueSgiort/eJourndor Research in Teaching PE and

Sport over the past few years though is beginning to address this oversight but much work
remains.

2.3.5 GBAsin England.
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Games teaching objectives in England have gone through a number of phases over the
past century, from an emphasis on athleticism and fitness for military service in the &arly 20
century, to the postvorld War Il belief that physical education should service the needs of
elite sport in England (Kirk, 1992). Three decadgs another phse began with a
developing focus on student centred teachingl@aiching that continues to be péotus of
PETE programmes throughout Englamdrtiary students completing PETiEEogrammesire
now becoming more and morearstomed to learning and praatig with GBAs through
classroom based and practicum learning opportuhities, unlike governing bodies in
Singapore and New South Wales that have recognised the use of specific GBAs to teach
games in the curriculunCrry & Light, 2007 Light & Butler, 2005, in-service PEeachers
in England are free to adopt any pedagogical approach available.

Harvey and Jarrettds (2014) review of GBA
completed in the UK exploring aspects of GBA intervention practice. Of &gkt five
focussed upon TGfU, two focussed on TGd one gave comment on the use of Game
Sense. This limited breadth of empirical research exploring the quality of provision of GBA
learning opportunities in UK PETE programmes is concerning even thbeghis a
substantial volume of GBAelated teaching resources/theoretical papers available to develop
teaching practice (e.qg. Griffi@& Butler, 2005; Light, 2012\What this data might also
represent is a confusing offering of similar, but different gedecal approaches that may
ultimately ward off GBA triallingby preservice PE teachessd new irservice PE teachers
Furthermore, historical comments from UK Education Secretary Michael Gove suggesting
more teacher training should be schbatked withéss university contact time mean the
future development of effective and approf@i&BA understanding and praim English

schools remains uncertain (Harrison, 2082)ded to this, cyclical changes to the National

! Anecdotal support found after reviewing numerous University PETE programmes across England
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Curriculum that have occurred 1989 1995, 2000, 2008, and 20&duld inevitably bring
with it a reluctance fronm-service PE teachets alter curriculum delivery and/oise of
pedagogical innovation due to curriculum reform fatigda¢Lean Mulholland, Gray &
Horrell, 2015).

2.3.5.1Teaching Games for Understandin@ GfU).

First developedh Englandby Bunker and Thorpe in the
to the dominant techniqtieased traditional approaches used in games teaching, TGfU was a

concept developed to keep the focus of learnimgndthroughthe game (Bunker & Thorpe,

1986; Light, 2002 . Bunker and Thorpe had recognised

f

to teach the O0howdéd before exploring the &6dwhy

of physical education and their development of game performance (e.g. tactical awareness

Thorpe &Bunker, 1986). With the main premise of TGfU being that learsihayld take

placefwithin the context of games modified to suit the leabifeight, 2002, p. 289) the

simultaneous development of technique, understanding, deansiking and prception is

offered to pupilsvithin a stepby-step procedural framework (LigBt Tan, 2006).
Learning that focuses on 6howd a skil!]l

recurring theme within PE learning environments for generations. Howeissrgued by

scholars such as Bunker and Thorpe (1982) and Deleplace (1979) that a traditional technique

or skill-focused approach (also known as a teackatred approach) 1) offers a focus on
performance which can alieraa large proportion of pupifeom experiences of
achievement, 2) leaves pupkisowing little about games, 3) develops limited decision
making capacity, and 4) develops instruadependent performers. Such admissions led to

the development of globally contextualised game based apprdadieeshing games, such

s h

as Bunker and Thorpeds development (in Engl a

(TGfU) model.
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Developed and refined over the past three decades, TGfU islaysségp six stage
procedural model designed for use by physical educators and sports coaches to develop
skilful games players (Griffin & Patton, 2005). The model placegghalent in a gam
situation where tactics, decistiomaking, problem solving and skill is developed at the same
timeo (Webb, Pearson & Forrest, 2006, p. 1). The essence of utilising the TGfU model
fiallows teachers to place skill development tasks within the context obganthat the
facilitation of dialogue opportunities amongst and after gamefjgiagbles pupils to
intellectualize the concepts and strategies inherent in games and even transfer concepts from
one game to anothefWright, McNeil & Butler, 2004, p. 47)0Of significant importance in
the delivery of learning opportunities within a TGfU structure is the notigigetting the
game righd so that pupilgithink more about, and within, the gai(&larvey, 2009, p. 7).

This then has the potential to enhanceetlgyment of psychomotor, cognitive, affective and
social skills relevant to game play.

According to Gréhaigne, Godbout and Bouthier (2001) student centred approaches to
learning (such as TGfU) have the capacity to enhance engagement in peer discusaion and
turn promote development of cognitive aspects of performance. The questioning of
participants in relation to their understanding of performance is a key pedagogical feature of
TGfU and is designed to support learning by getting participants to recaguise
acknowledge experiences of success and to formulate action plans for future practice.

When utilising a TGfU approach four pedagogical principles also help shape game
design. Griffin and Patton (2005) offer the following explanations for each principle
Sampling- exposure to diffeent game forms to help puptignsfer their learning from one
game to another; Representatiotine use of condensed games that have a similar tactical
structure to the advanced form of the game; Exaggeriatioa changingf specific rules to

overstate a specific tactical problem (e.g. changing the dimensions of the playing surface);
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and Tactical Complexity the use of developmentally appriate games to match pugils
abilities. Using t he sreingpfgamescanbé achalengiryg, shape p
especially if those charged with teaching games in schools have limited contextualised

experience of being taught the same way (Collier, 2009).

2.3.6 GBAsin Australia.

Since the creation of TGfU in the early 1
embracing similar constructionist principles have been developed (collectively referred to as
GBAs) with each being influenced by cultural aspects of learning associatethwiith
country of origin i.e. Game Sense (Australia), the Tactical Games Model (USA), Play
Practice (Australia), the TacticBlecision Learning Model (France), the Ball School model
(Germany), the Games Concept Approach (Singapore), and the Invasion Gamestence
Model (Belgium).In 2011 Pill stated that research caomieg the implementation of GBA
informed curriculum and pedagogy in Australian school settings was lintiisds despite
the development of Game Sense in Australia over a decade befbréhs absence of GBA
research narrative in Australia, he argued, was a constraint on the considered use of GBAs
forin-service PE teacheend specific school eexts. At that time in 2011 Pililentified
only three studies with a GBfocusin schoolqseeAustin, Haynes & Miller, 2004Brooker
et al, 2000; Chen & Light,2006). Since then a numbersihootbasedGBA focusel studies
have been published (sEerrest, Wright & Pearson, 201Georgakis, Wilson & Evans,
2015;Light et al.,2014; Mooney & Casey, 2018&ill, 2011;Pill, 2013 with Stolz and Pill
(2013)suggestinghatnow Game Sense the most common versiaf GBA referred to in
Australian games teaching literatufiéis shift in teaching practice reflects a developing
upteke in GBArelated teaching and learning in Australian tertiary PETE programmegstbut
according ta study byPill (2014p) intoin-s er vi c e Rige oftGammecSkrnsea s 0

fipreservicdaeacher education did not feature as the significant education informing the use of

47



a GS approaah(p. 24). Thus,Australian PE continues to be discussed in terms of its
pedagogicashortcomings and unrealized poten(Rill, 2014b).

2.3.6.1GameSense

The pedagogical approach known as Game Sense (not to be confused with the term
game sense which is often used to refer to the practical understanding of games) is often
referred to as theAustralian version of TGfO(Light, 2013, p. 20) due, in part, the
significant role Rod Thorpe (eteveloper of TGfU) played in its development,
predominantly for use by Australian sport coaches (Light, 2013). According to Light (2013)
learning through a Game Sense approach is situated within modified games that involve
competition and decision making with an emphasis on questioning to stimulate thinking and
intellectual engagement and to make it learner centred. Game Sdnsdasiq, less
structured than TGfU with the absence of a prescriptive model initially intended to encourage
existing good coaching practice and avoid any association with pedagogical practices used in
school based physical education (Light, 2013). When utiligi@@me Sense approach
guestions are not asked to correct answers, but instead to stimulate thinking and interaction
with the understanding that there is no single way or solution to perform games (Chen &
Light, 2006). At its core a Game Sense approacblves offering a sequence of games to
achieve certain outcomes throughgamei reflection and discussidngame design (Light,
2012). It requires use of pedagogical features that involve; 1) designing a game based
learning environment, 2) emphasisingegtioning and other indirect teaching/coaching
strategies to generate dialogue, 3) providing opportunities for collaborative formulation of
ideas/solutions that are tested and evaluated, and 4) developing a supportivecsatio
environmen{Light, 2013).Thus, this framework emphasises the need for flegbithen
teachingand as such is designed to disassociate GS from the evolution of TGfU into a

structured modellight, 2013 Thorpe& Bunker, 2008§.
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With use of TGfU and Game Sense often underpinyesirbilar theories of learning
(i.e. constructivism) any distinction between each approach can often be blurred. Arguably,
this can lead to teachers' and coaches' blended conceptualisations of uniquely different
pedagogical approaches. Although similathieir intention (i.e. to promote learner
involvement through playing modified/conditioned games) there is a need for teachers
considering using TGfU or Game Sense to acknowledge the number of important similarities
and differences between the two pedagalgipproaches as their selection and utilisation can
significantlyaffectlearner experiences.

2.3.7Similarities and differencesbetween TGfU and Game Sense

This section highliglta number of similarities and differences that exist between
TGfU and Game Sense. Recognition of commonality and difference when learning about and
implementing different GBAs is important for the professional development of teachers and,
more importantlythe education of pupils through games and achievement of positive game
play performance outcomes (Jarrett & Harvey, in press).

It has been widely stated in the literature (Light 2013; Reid & Harvey, 2014) that
TGfU and Game Sense have similar theoretioaerpinnings supporting use of either
approach to develop holistic learning (e.g. cognition, affect, motor development and social
learning). This makes sense considering the evolution of Game Sense from TGfU. Since
1998 the constructivist perspective aen the dominant theory associated with learning
through use of TGfU and Game Sense (Light, 2013). Constructivist theories of learning see
the learnefdrawing on prior experience and knowledge to interpret and make sense of
learning experienceégLight & Georgakis, 2007, p. 25). Supporting the association of TGfU
and Game Sense with a broader constructivist theory of learning are comments by Kirk and

Macdonald (1998) that detail constructivist approaches as offering emphéestsrong as
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An active proess in which the individual seeks out information in relation to the

task at hand and the environmental conditions prevailing at any given time, and

tests out her or his own capabilities within the context formed by thetask

the environment(p. 376

As stated by JarretindHarvey (in press)more recent theorising by Light (2008;
2013) has seen the adoption of the more general term complex learning theory (CLT) to
describe the basic ideas underpinning TGfU and Game Sense. In essence CLT has been used
to simplify the confusion associated witte diverse range of constructivist approaches
linked to TGfU and Game Sense use (e.g. constructionism, psychological constructivism,
sociatconstructivism). CLT, as presented by DaaiglSumara (2003), suggest that all forms
of constructivism that haveebn used to theorise learning contain the same three broad
themes; that learning is active, social, and a process of interpretation. With respect to TGfU
and Game Sense, use of CLT helps to encourage a broader conceptualisation of the learning
that occursn and through use of the approach and recognises the complex nature of learning
(Light, 2013). Yet even with the recognised use of a blanket term such as CLT, theoretical
differences underpinning each approach still exist. For example, Mouchet (2044 }ssat
TGfU is based on a paradigm that is essentially cognitivist with an educative focus on
individual sense and meaning making, whereas Light (2013) states that social constructivism
is fimore useful in understanding and theorising the learning thed fd&ce in and through
Game Sense due to its emphasis on learning as a social prpc@ss.

With the terms TGfU and Game Sense often used interchangeably is it any wonder
that teachers are more aware of the similarities that exist between theptwacdches rather
than the differences? (Jarrett & Harvey, in pre&so contributing to a blended
conceptualisation of approaches is the limited articulation of verification benchmarks used by

a large proportion of TGfU and Game Sense studies. LighBj2€i#s suggested that the
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main difference between TGfU and Game Sense

highlights the fundamental difference in the origins of each approach with TGfU being a

prescriptive educatiefocusedmodeland Game Sense beiagnore performanemcused

approachmor e open to interpretation to support c

practice (Jarrett & Harvey, in press). With TGfU originally geared toward teaching games in

physical education classes, the model offeredeaguiptive approach to helpachers provide

their pupilswith opportunities to recognise underlying principles of games based on space,

time, force and risk where tactical understanding was reduced to simple ideas that might

transfer to other similar gaes (Kidman, 200h The distinct education focus of TGfU is

confirmed by Rod Thorpe who commented thatfitentral aim in the lesson was to ensure

children understood what they were doing and learning more about@g@fdrean, 2005,

p. 233). Tlbe Gmommee Séfnlsei approach is ,supportec

which arguably provides teachers with greater opportunities to teach what they see rather

than being hamstrung by any assumed requirement for structured sequencing of learning.
According to Lidht (2013) the use of modified games within T3$ designed to help

pupils/playersinderstand the place of certain skills in the game through engagement in game

play. If required, pupilfplayers canten practis these skills before returning to the game. In

Game Sense the focus of learning is within games as much as possible with no prior

identification of skills to be developed. Skills and tactics are fiteesnt and developed

within game contexts rather thbring identified within, and practisl for, game contexis

(Light, 2013, p. 23). The implications of this difference are significant as it requires teachers

to considerthegot e xt o f | e a ability lavgls, thaivatgpons) as well aslthe 6

strudure of the learning episode (e.g. intended learning outcomes) prior to determining which

approach better serves theeds of pupilgJarrett & Harvey, in press).
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It is typical for a TGfU lesson to begin with a simple game or activity that
progressively bcomes more tactically complex (Light, 2013) with the underlying purpose of
learning to maximise appreciation, enjoyment, cognitive development and physical growth to
encourage participation in future games, activities and sport (Storey & Butler, 2010). A
Game Sense approach adopts a similar focus but traditionally geared more towards a sport
coaching protocol where the games used typically aim at improving or changing specific
aspects of team play (Light, 2013; Light & Mooney, 2014). Thus, the holisteagdn focus
of TGfU when compared to the more performative spp#cific origins of Game Sense

implies the need for difference in the structure of learning

2.4 Chapter Simmary

The first section of this chapter provided a review of literature relatitigehature of
experience from a teaching perspectiveDi scussi on of teachersé pe
innovationwasalsopresented along with comment surrounding research conducted into the
influence of context on teaching. The second section examined the literature relating to
t e a c inderstriding and use BBAs and the range of pedagogical approaches often
groupedundeneath this umbrella term. A more in depth focus on the GBAs of TGfU and
Game Sense wadlkenpresented as each of thgmalagogical approachbad contextual and
geograpic significance to this studyuBil development and performance outcomes
associated th use of GBAs were also discussed with the intention beihggtdight the
depth and breadt h ouseof GBAswitlantschookbasedpaysicali s uppor
educatiorsettings My intention here wato give prominence tthe premisehatuse of
GBAs is well accepted by academics, but a®ivell accepted (and practigday physical

education teachers (Stolz & Pill, 2017is in turn alsdelped tanform the very focusf
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this study which stems from a desire/need to investigsgea c her s 6 experi ences
games when using what they consider to be a GBA.

Thus,this study seeks to buildonthef or e ment i oned research i n
perceptions of GBAs by aiming to reveal, at a collective levelgtiaditativelydifferent
ways in whichGBA teaching can be experienc&lich an undertaking requirdge use of an
innovative research framework designed to cafitueea c her s 6 r edofGBAed exper
teaching so that variation and meaning within thoseaeélexperiences cdre investigated.
The followingchapter addresses the research framewsekl in thistudywith the specific
aim being tdnvestigatehe questionWhat are the qualitatively different ways in which
secondary schodeachers of physical education expedemame based approaches when

teaching games?
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Chapter 3 - Methodology and Methods

3.1 Introduction

Paramount to expanding and improving our understanding of the implementation and
efficacy of GBAs across different learning contexts, Harvey and J&odid) stated the
need to utilise research designs and data generationdaebrhat further permit the in
depth, contextual and ecological analysis of GBA interventibimgs, an appreciation of
research designs already used in GBA research is redqainedp position the design of this
study. Kirk (2005) outlined the prominence of comparative experimental research designs
used during whdtterm thefirst phaseo f empi ri cal scrutiny of TGf
and 1(9e®@ Griffin, Oslin &Mitchell, 1995; Lawton, 198P Kirk suggested more
practicereferenced approaches to examine the effects of GBAwseh,arguably,ushered
in asecond phasef empirical scrutiny in relation to GBAs. Studies exploring the usefulness
of GBAs to facilitate learning (sdd¢arvey,Cushion, Wegis, & Mass@onzalez2010; Lee
& Ward, 2009 Wright et al., 200phave helped move awdpm what Kirk described as a
fiterdency within the academic community to seek to contain and normalize new or radically
innovati ve educat i @00% p221.¢haelprevousky argusdisee Jaekett
al., 2014) thathere is a need forthird phaseof research into GBAs théhot only makes
use of valid and more innovative research designs but also builds on the few first person
accounts of teaching and coaching experiences seen in phase 1 and 2 (see for example Light,
2002) to extend our understanding and appreciation ofttea r s 6 ces and penrspedtives
o n GB A(p. B98)eHence, the uniqudesign of this study which uses elicitation interview
techniques within a phenomenographic framework to explore secondary physical education

teachersé experiences of teaching games util
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3.2 Justification of Methodology

The constructivist learningerspectiveshat have been suggestedinderpin GBAs
(Kirk & MacDonald, 198) see learning aspaocess through which the learner interprets
learning expriencedased upon past experience and existing knowlddgen this
persgective what is learnt varies from individual to individual because their interpretation is
shaped by different sets of dispositions and knowleli¢pas alsobeen argued Hiteadr e r s 6
beliefs and experiences shapeirleaming of how to teactwhichin turnsuggests that the
process of5BA interpretation istrongly shaped by sociatultural contex{Light & Tan,
2006). Thisis a perspective | acknowledge throughout this stlilys, exploration of how
and why teachers interpret and use GB#Ateach gmesdemands annderstanding of the
nature oflived experiencethat have shaped their interpitaia and implementation of

GBAs.

3.3.Phenomenography

By learning about how the world appears to others, we will learn what the world

is like, ard what the world could be likéMarton& Booth,1997, p. 13)

According to Watkins and Bon@007) fimeanings exist through the way individuals
experience situationogp. 291). Thus, a phenomenographic approach was chosen for this
study to explore researe questiorthat inherently focusagpon variations in meaning
offered through the reliving of past experiences (Marton & Booth, 1997). Phenomenography
is commonly referred to as the study of how people experience a given phenomenon (widely
defined as an @ervable occurrence, occasion or experience) with it commonly used in
educational contexts to explore subjective experiences of teatimopé¢r & Marshall,

2003 Marton & Booth, 1997;)Dahlin (2007) suggests that phenomenography can best be

understood as a research framework designed to highlight and describe variations in
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experiencer variations in the ways peopseea phenomenarrhus, as a research
programmesynonymous with educati@al researcland having a focus ceducational and
pedagogical development applicatippsenomenography haftenbeen used to help answer
questions about thinking and learning (&gerlind 2008 Entwistle, 1997Marton, 1988.
Phenomenography substance orientateshdis about how people perceive, experience and
conceptualise something with these ways of experiencing ant asplee world normally
termedfconceptions (Marton, 1981 p. 177%.

Phenomenographers accept that a group of peoplehaldety of conceptions. This
means that a range of different ideas and meanings evident across a group are identified in
order to develop collective meaning on the variation of meghiogghland, Reid & Petocz,

2002) In phenomenography individual vogare not heard. Instead it is the description and
analysis of experience at a collective level that is theshaith the aim being to find all the
gualitatively differentvays of seeing the phenomenon as expressed by interviewees (Thune
& Eckerdale 2009).

Marton and Booth (1997) state that when an action is performed the actor experiences
both the situation in which the action has occurred and the relation to whom or what he/she is
acting. In phenomenography tliisdividualworld relationship formetetween individuals
and situations is expressed as internatieh (Watkins & Bond, 2007p. 291) and
supports the notion that phenomenography adopts-aualrst perspective (Marton &

Booth, 1997; Watkins & Bond, 2007). Recognitioraedfiolisticperspective adopted by
phenomenography was important for the design of this study as it reflected tHaatish
situatedness of learning that underpins the use of GBAs to teach d@rkes lacPail,

2002 Light & Fawns, 2008 How we experience the worisl central to/in

phenomenography, so using this framework helped to keep the lens of enquiry focused on the

situatedness of participantsdo experiences of
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Marton and Booth (1997) have stated that knowledge is created from the relations
between persons and in relation to the wdrideference to the learntgrey explain
There is not a real world 6out thered and
(asexperienced) is not constructed by the learner, nor is it imposed upon her; it
is constituted as an internal relation between them. There is only one world, but
it is a world ttat we experiencéMarton and Boothp. 13)
Unsurprisingly then, ontological drepistemological assumptions underpinning
phenomenography can be viewed as inddated as the nature of existence and the
acquisition of knowledge are viewed as fthualist (Svensson, 1997). In phenomenphya
there is development ofsiecond order papective privileging the participants rather than
t he r esear cher, with afivsi-oeder perspettive acdsearchaghtdescribe
various aspects of the wortd study realitywith a secongbrder perspective @searcher
might stateother® ex per i ence of v aorstwwcenceptompsefadaldy of t h
(Dahlin, 2007 Marton, 198). Similartothefoa s o f | r € btwytdedssof§ 2 0 1 1
framework that offers a second order perspective is adyamia in addressing the main
research question for this study with #im being to documenbaceptions as a way of
investigating the broader relationship betwe
of using GBAs to teach games
From the interview dialogue between interviewad interviewee, similarities and
di fferences are noted to produce a short |is
Marton, 1981 Marton & Booth, 1997Svensson, 1997These categories aaemanifestation
of t he rietepeetatios df the edent/experience described to them. Each category
contains a summary descripti¢for this study | used composite narratives for summary
descriptionsyith fisufficient extracts [of the original data] to delimit the meaning of the

category fully, ad also to show, where appropriate, the contextual relationships whiah exist
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(Entwistle, 1997, p. 132Y.he initial categories are provisional and can alter through the
analytical process and remain subjective interpretations (Entwistle, 1997). After this
relationships between the categories are then sought wheirm¢haing of each category [is
related] to every other one, a consideration of individual variations in the ways each category
is exemplified by individual respondents, and a thorough logitallysis of meanings of
these differencég Entwistle, 1997, p. 133Yhis process is aided by a focus on the structure
of awareness

Therefore, the categories of description are then logically ordered in an outcome
spacgMarton & Booth, 1997)This then produces a logical hiefaggwhich may become a
diagram)with categories depicting few features of the phesioomto categories describing
richer or deeper capacities of seeing/experiencing the phenomenon (Thune & Eckerdal,
2009).Thus, the ordringcould be horizontal or vertical as a final outcome (Barnard,
McCosker & Gerber, 1999; Entwistle, 1997; Marton, 198igure3.1 represents my

interpretatios of an outcome space.

Figure 3.1

Conceptualisatios of an fioutcome spaae

QOutcome Space QOutcome Space

3. Conception 3. 2. 1

« Category description Conception Conception Conception

2. Conception

 Category description Category Category Category

description description description

1. Conception

* Category description

Note: Both examples above depict the outame space aa diagrammatical
representation of how categoriesnight relate to each other
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With global use of GBAs not being as well accepted by physical education teachers as
it has academics (Stolz & Pill, 2014) thee of phenomenography provides a valid
framework to order, and brisgne ani ng t o, a range of teachers
pedagogy (and learning) in physical education might be improved (Almond, 2010).

3.3.1Criti cisms of fnenomenography

By making qualitative researdtientifically respectablagesearchers may be

imposing themes of interpretation on the social world that simply do not fit that

world as it is constructed and lived by interacting individu@enzin, 1988, p.

432

Theaforementionedjuote from Denzin (1988) highlights the broader challenge
researchers face when exploring research questions more suited to qualitative investigation.
There indeed should be recognition of perceived shortcomihga utilising a
phenomenographitamework but notnecessally in response to outcries from
predominantly positivistocused researcherglore so there should be a focus on recognising
the limitations of phenomenography with respect to the complex nature of data being
investigated,whic f or this stwudy is teachersdé mul tife
Richardson (1999) provides a range of criticisms, none more damming than his belief that
fphenomenographers have no basis for charact
world becauséhey themselves only have accesstb her peopl e @@.66).er b al a
Yet MartonandBooth (1997, p113) counter such an argument by suggesting fitat
cannot describe a world that is independent ofvedoal, written or acted descriptionsadr
us as describesWith the main function of phenomenographic analysis requiring the
description and documentation of categories of experience as constituted from data, Saljo

(1998) stressed that the identification of these categories was based onadsear s 6 o0 wh
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constructions and thather researchers might arrive at a different set of categorizations. This
reliance on researcher value judgements indeed promotes variability within categorisation
processes and can be i nfeptionsoafiheddmamyMartoa& ear c h e
Booth, 1997)

The role that context plays in influencing GB@lated teaching practides been
previously discussefdee Chapter.2.4). Yet, as Tan (2009) suggestse of the unique
aspects of phenomenographic research is teaginines and identifies phenomena
influenced by a range of contexts and then presents different ways of experiencing that
phenomena from a decontextualized perspeciikiess. decontextualisen of experience
associated with the documentation of collective meaning though should not be considered as
meaning that is context free. Sghwandtz (1997) argues all meanings associated with
complex phenomena are context specific so there can bentexeioee meanings, even at a
collective level. What this arguably enables then is the abilitydfaderdrom a variety of
contexts taappreciate how a phenomenon mayekperienced in different ways (Tan, 2008).
This then leads into questions abouteyatizability. With an emphasis on subjectivity,
description and interpretation the scope for generalisations able to be made through use of a
phenomenographic framework are limited. It is not, however, the intention of this research
study to generaliserfdings, only to identify, inquire into and describe human experience
across a group of tehers (Loughland et aR002). Indeed, the concept of generalisation is
not a key aspect of phenomenographic research. It is the transfer or application of
understading to another situation, context or point in timethy person reviewing the
findingsthat is of greater importancR#&pp, 2011Sin, 2010.

Reliability and validityof results is a key considerationanyqualitative research
that uses interviewing as the primary source for data generation. Marton (1978) recognised

the potential for phenomengraphic researchers to not necessarily describe the world as
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experienced by people but instead to describe the \aerttescribed by people. To help
mitigate against such occurrences consideration was given to a range of data generation
scenarios and techniques with the use of elicitation interview technique (discussed later in
this chapter) preferredurther reassuree as to the reliability of ginomenographic research
is offered by Sandbergh (1997) who suggestedititejudge reliability and member
checking were unreliable verification methods as flithg nottake into account the
reseacher's procedures for achieg fidelity to the individuals' conceptions investigai€p.
203).Furthermore, by includingeflexive accounts throughout the analysis of data
(specificallyduring thecategory formatiomrycle) my aim is to make explicit my
interpretative awarenessd to acknowledge and highlight my subjectivity so fingiability

of results issues relating to objective reality fall outside the domain of inté8astdbergh,
1997, p209).

In relation totheaforementioned discussion about reliability and validity
considerations of this studiy,is incumbent on me to briefly reflect on statements of
contention associated with the use of these terms within qualitative rede@areliample,
Golafshani (2003believes that within a qualitative study (such as this,dhe)terms
validity and relidility should be replaced hyse of concepts such tiansferability and
trustworthiness as these are beitteicators of the strength @ihdings. Thus, although
discussionin this section makes reference to literature that comments on and criticises
validity and reliability protocols associated with phenomenographic res@agctsandbergh,
1997) of importance to this study was mgnsideratiorof design and analisprotocols that
reflected trustworthiness, transferability and rigour (hence my articulation of use of a step
by-step analytical framework to guide analysis).

To conclude, it is also important to highlightit even though use of a

phenomenographic reseh framework aims to documedhfferentways of experiencing
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phenomenaaccording taHolmgvist, Lindgren, MattissorgndSvarvell(2008) it traditionally
offeredfino indications of how to use this knowledge in a learning situatfo87). Thus,
more recentha theory of learning wasegleloped by Marton and Booth to bridge this gap,
namelythe variation theorgf learning

3.3.2Variation theory.

With the intention of phenomenographic research being to document the range of
conceptions held of a specific phenoneassociatedearning was seen as a mdkam one
conceptiontoanothérased on an i ndi vi du dDaldis 2007aYfetaci t i es
prior to 1997anabsence of theomxistedas to how learning was made possibleus, he
variation theoryof learningdeveloped byarton and Booth (199%uickly become popular
as a theoryor making learning possiblgiella & Wright, 2008;,Lam, 2013).

Cental to the theory is thismportance of thexperience of variatiomsofar ago
discern a specific element of an experiewedave to expeence variation in that element
(Lam, 2013. BowdenandMarton (1998 put it simplyby suggesting thatithout variation
there is no discernmeand therefore no learning. Discernment, thut)esnecessary
condition of learnindMarton & Pang, 2006)Hella and Wright (2008) provide two examples
to help explain the relationship between variation and ilegurithe first example highlights
the role ofdiscernment, which ifto discern the air temperature on a particular day as cold,
you must have previous experiencevafiation in air temperatudgHella and Wright, 2008,

p. 59). Thesecondorthcomingexamplehighlights the role of variation as an influence on
learning Specifically, the example below highlightssnowballing effectvhereby the grear
the experience of variation, the greatergbeentialfor deeper understanding (or learning)

According to variation theory,utherans studying Islam should develop a

deeper understanding of Islam. However, because they approach Islam from a

Lutheran perspective they will also develop a deeper understanding of the
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relationship between Islam and betanism, and hence also a deeper

understanding not only of Lutheranism itself but also of their identities as

Lutherans. Therefore, by learning about Islam the student will also learn from

Islam more about themselvéblella & Wright, 2008, p60)

In essacethen this studyutilises phenomenography and variation theory to ascertain
and theninvestigatgar t i ci pant s 0vaaobsielements of steathong di scer n
experience, that being their use of GBAs. The sharing of these discernmehtghidjht
variations in experiences that will inform the outcome space, specifically the category
descriptions for each conceptifwhich are presented as composite narratividgt being
said, fnenomenography and variation theory offer an alternatiogher research approaches
(e.g. discourse analysis) by examiniitige variation withinrather than thdifferences
betweem (Tan, 2009, p. 95¢xperiencesThis subtle but important differenaefocus
acknowledgeshe complex nature of individual experierimekeeping the experience itself at
the heart of analysis.

3.3.3 Rationale for use ofphenomenographicmethodology.

At its core the foas of this study is to investigaéad analyse the collective meaning
participants give to experiences of using a GBA to teach games, in recognition of the
personal and subjective nature of teaching. According to Watkins and Bond (2007)
fimeani ngs exi st t hr oug hce dittmonggpa29l)thusdi vi dual s 6
phenomenographic approach wassen to explore research questions that inherently
focusdupon variations in meaning offencesd t hr ou
using a GBA (Marton 8ooth, 1997). The stated research questions for this study demand
that the teachersé experiences of GBAs remai
provides further justification for the use of a research approach that can gain adequate insight

into the nature and na@ing of experience (Watkins Bond, 2007). A phenomenographic
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approach i mplies that the 6éobject of the res
phenomenad and it s firevealingantgescribing vagatiorspeadiye r e st |
in an educational contex{(Marton & Booth, 1997, p111). In phenomenography the
description and analysis of exparce at a collective leved the focus, thus providing
appropriate recognitonafont ext and i ts i nfdeswEGBAsawhann t eac
teaching games. Furthermore, phenomenographsgsed on the understandiitiyat
individual sé6 capabilities for acting in rela
learned to experience the meaning of phenomena they are actimgd@watkins & Bond,
2007, p 291). For this reasoan interview programme devoted to providing participants with
opportunities to relive their teaching experiemadst simultaneously investigating the
meanings they associate with thexperiences wasentraltothist udy 6s desi gn.

3.3.4Elicitation interview technique

Conceptions of reality are not just psychological entities somehow residing in

the minds of individuals. Rather, they represent discursive practices that are

used as resources in pau&r communicative encountefor the

phenomenographic researcher, they are apparent most obviously in the

communicative encounter of the research interview, although this in itself is a

distinctive situation which demands that the participants exhgm@taliar kind

of discursive practice. Indeed, these various discursive practices originate and

are constituted in the contributions that people make to situated discourse in

daily life. This suggests that phenomenographic researchers might pay more

attenton in the future to the accounts given by their participants idifeal

situations (Richardson1999, p 72)

Thef i nal st at e meafareméntioned quotiasinfodnedahe design of

this research study, specifically a focus on data generation through the communicative
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encounter known as elicitation interview whielngetshe sharingop ar t i ci pant s o
conceptions ofeal-life situations.

Devel oped i n théaegnitive psgcholo@sBRedresVerdmegrsch,
| 6entreti en doé e xspkplicitation iatérview mnitial Erglistetramslatibnst o a
(Mouchet, Harvey &Light, 2014, was developed to hetain access to subjectiMered
experience in a regukled manner@ouju, Vermersch & Bouthier, 200KMouchet 2014
Vermersch, 1999 to firender explicitvhat was only implicit irdescriptiom (Cahouret al,
2005, p. 2with theuse ofelicitation interviewnow growing(Mouchet, 2013). This is
because it highlights the true focus of the interview technique, which is to elicit and verbalize
the reliving of experience as well as improve the practice of introspection &mdke use
of first person data(Vermersch, 1999. 18).

Improved introspection and understanding of experience was a critical motivation in
the development of elicitation interview technique and Vermgke99, contended that we
must find ways ofigetting past the difficulty connected with theams of accesgp. 22).
The difficulty Vermersch eludes to haedatesto the interview process itself and gaining
access to Wat Cahouet al, (2005) describe as tliexplicit apprehension of content that
was present in the experience but not yet dprded (p. 2). Thus, the essence of elicitation
interview is to go beyond activity description offered within reflected consciousness and to
access a preeflected level of consciousness obtained through various and precise interview
technigues@ahouretal., 2005 Vermersch, 1994

The interview technigue engages both the interviewer and interviewee in the
6relivingd of experience through verbalisat:i
1994). Through the questioning of sensorial confexg. the asking of questions tli@tus
on andutilise the often faster and stronger association of bodily senses with event mémory)

i s posited that experienti al det ai | hel d wi't
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thus providing deeper silghts to the subjective experience of a given phenomenon (Mathison
& Tosey, 2009; Urquhart, Light, Thoma&arker,Yeoman, Coopekt al, 2003). For this

study my aim was to help in tlilanfolding of the internal act making possible access to the
lived experience which features as the point of reference and then to guide the process of
verbalisatiow (Vermersch, 1999, p. 22). Thus, interviewees were pressed to explore their
own experiences of a given activity and were guided into a state of evocagion (e.
interviewee is in contact with his own experience of a particular situation), which has the
potential to provide insights for both themselves and the interviewer (Urcpitzds2003).

This state of evocation is essential to the success of thetaititaterview. According to
Urguhartet al, (2003) it is this state of evocation tlimtakes the detailed account, and the
reflection that accompanies it, possiblp. @.

As apsychephenomenological approach faatd generatiofi.e. an approach
intendedo investigak actions from the perspectivé what a practitioner wasore or less
aware of im situatiomor A at t e nt jGouuatal 2007 p.d7)wedicitation
interviewhas the potential to extend understanding of GBAs pasttiitations of reflection
and the description of experience and into a world relived (e.g. consciousness in action
Vermersch, 1994). Sersiructured interviews are typically the workhorse of qualitative
research and dominate as a data generation metheskiarch on GBAs, but their use in
research on experiences of teaching physical edudities not provide for @iew from the
insided required for a full understanding of experience (Light, 2@08). Arguably this is
due to limited mindfulness of validating interview techniques that are aimed at ensuring
fiverbalization indeed relates to the situation and not to a construction subsequent to the
interview contexd (Goujuet al.,2007, p. 177)The use bconversations stimulated through

visual methods moves closer towaaining a view from the inside i.a.subjective
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understandingsee for example, Light & Quay, 200But is limited in its ability to capter
lived experiences deaching required in phenomenographic approach.
3.3.5Rationale for use ofelicitation interview.
Typically, data for a phenomenographic study is generated via interviews with
individuals (Thune & Eckerdal, 2009). Use of elicitation interview corresponds with an
emphasison nt er vi ew use within phenomenography be
view or lifeworld in order to reveal their beliefs, values, illusions, reality, feelings, and
experiences of a specific phenomenBarfiard, McCosker &erber, 1999). Thisnables
participants to reflect on their meaning of experience ratherrtiexely describing their
experience (Ashworth & Lucas, 200@hich is a common feature of GBA research. For this
study utilisation of th elicitation interview promoteithe ability of a traied nterviewer to
assist the interviewsa reliving (and sharing) a specific teaching experience, making public
what is generally conceived as private. This is especially important as Richardson (1999)
points out insofar as the interview itself beingresggntative of a quasierapeutic situation
within which specific strategies might need to be adopted to break down (or bypass)
intervieweesd conscious Or nonconscious unwi
practice.
This interviewingtechnique requires a guiding framework like that offered by
phenomenography that recognises interviewing as a preferred method of data generation as
well as holding variation in experience as the object of research to be analysed(&
Marshall, 2003) With phenomenography focusing on understandingitbective instances
of a wayof experiencing (Lindner & Marshall, 2003, p. 272), such a reseatesign iswell
positioned tdoe used forthisstugdy t o of fer a &6deepd dfferpntor ati o

number of ways PE teacheran experience using GBAs to teach games.
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According to Marton and Bootti997)it he only route we have
experience is that experience itself as expressed in words of@dt6). Such a statement
offers rational support for the use of elicitation interview as a tool fdepth analysis of
teaching experienc&urthermore, ecording to Hella and Wright (2009) a deep
understanding of a phenomenon requires an awarenessriéty vhcontested accounts of
the phenomenon. As teachersd experiences
(Jarrett& Harvey, 2014) use of a discovery method that focuses upon deep exploration of
subjective awareness is arguablpgical math.

There arehoweversome documented shortcomings of using interview as the sole
means of data generation. Specific to use within a phenomenographic framework, Sin (2010)
notes that a reliance on interviews to provide accurate accounts of self or theisvorld
problematicdue to the contextual factors that influence taatbountformation andsharing.

A reliance on researcher judgement associated wathnhlysis of transcripts also

described as problematic (Hammersley, 20Qther concerns includent er vi ewer s 0
prompts during interviewsherebytheinterviewes éommens arerailroaded away from

their desired focus of discussi@ffrancis, 1993Kvale, 1996 and thechallenge®f

associating language with meaning (Mishler, 1991the fact that some experiences are

difficult to or cannot be expressed (Barnacle, 200bjesponse to tlseshortcomings and
challenges there is an inheteneed for meas the researchéo recognise my presence

within and throughout the life of this researchdstuSin (2010) states:

The researcher is not indifferent to the phenomenon or the elements of the

overall research. The researcheyds voli

inevitable. That is why it is important that there is a commitment to reflexivity

throughout the research process, including the reporting of findmmg315
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Thus, toprovideevidenceof my reflexivity and place within and throughout the study
| haveerdeavoured to capture and shihe Voiceat relevant stages of analysis and
discussion. These written snapshots of thinking sit alongside analysis and discussion both
figuratively and in reference to text positionimgthe hope that they will act not grds a
means to mitigataganst some of the aforementiongditations but also as a means to

recognise my place within the research.

3.4 Participants
Participants in a phenomenographic study should be selected based upon their
appropriateness to thpairpose of the research study, that is, they have
experience of the phenomenon being explofédtes et al.2012, p 103
A criterion based sample of participants were selected from two differentSiiee$
consisted of irservice PEeacherdrom secondary schools in southeast England (n = 6); site
2 consisted of irservice PE teacheflom secondary schools in southeast Australia (n = 6).
The distinct site locations (England and Australia) wengosivelyselected to reflect) the
growing globalinterest in and use of GBA2) the breadth of research inBBAs emanating
from both sites, and 3) my past experiences of teaching at semabisrtiary institutions
each locationFive schools at each site were ided (based on existing contadthad at
each schooland contact was made with relevant gatekeepers (e.g. Head of PE Department,
Head of Middle School) at each schadOnceg r mi s si on t ateaghesohgohvgae 6 st a
granted(i.e. four schools in southeast England and two schoalsutheast Australia gave
permissionaninitial questionnair¢see Appendix Awassent out via email to teachers
withine a ¢ h s c kepartimént§ he QUestionnaire askdutee questionwith answers
usedto ascertaire a ¢ h i n dde of iGHAs & théirdeaching:

1. | have heard of GBAs but have never used one.
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2 . I have tried using a GBA in my teachin

3. luse a GBA in my teaching all the time.

The initial questionnaire also indicatedtthi@ose electing to respond would
automatically be demonstrating a willingness to be involved in the study. Respondents
indicating that have heardf GBAs but have never used evere notselected as
participants for thistudy. Four respondents (i.e. twespondents frorwo separatechools
in southeaseEngland and two respondents fréwo separatschools insoutheasAustralia)
indicatedl have tried using a GBA in my teaching butdadi 6t wor k so ahd no | o
were chosen as patrticipants the study. Eight respondents (i.e. four respondents from
schools at each site) indicatedse aGBA in my teaching all the tinad were all chosen as
participantsThus,whilst there is no prescriptive sample size associated with a
phenomenogrphistudy(Yates, Partridge & Bruce, 20112 total of 12 participants were
selected for this studoth Trigwell (2000) and Dahlgren (1995) suggest that ten to fifteen
participantsaresufficientin phenomenographic reseamhit offers a reasonable chanée o
finding variation within meaning.

Anonymiseddetails of participantfom each sitare included as Appendix Bs a
measure of verification prior to their first interview each participant completed a prototype
guestionnaire relating to thainderstanding of GBA&ee Appendix £ The questionnaire
alsoservedto gain an understanding of the number of years each participant had been
teaching (ranging between one and thihyee years) as well as the number of years they
believed they had beerilising a GBA in thei teaching (ranging less than one yeamtenty

years).
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3.5Procedure

To facilitate p deepgeirespopsassdaciatéd wihrexploringh g o f
personal meaings (Loughland et al2002), two 4660 minute interviews were conducted
with each participardt a time of their choosirand typically in their office or an unused
classroom to minimise disruptiomterview onea morestandardinterview,focused on
establishing a shared kelvof communication trust betweertenviewee and interviewend
to help each interviewee become more acquainted with me in my role as the intervVieaver
focus of this interviewwasontdeh ar i ng of i ntervieweesd teach
well as providing each participant with an opportunity to reflect upon and share their
perceptions of their journey into teachifsge Appendix Dor an overview of interview
programme questionshhis opportunity for recognition and acceptanceaxdh participat 6 s
teaching background was desigl to help prepare thefor their second interview within
which an elicitation interviewechnique was utilised to gagienuire access to previous
experiencgCahouret al, 2005, p. 2) The main focus of interview tw{scheduled at least a

week after interview one) was to

Figure 3.2My Voice(1) engage participants in the reliving

Striving to acc-refiededkvelph ) .
consciousness is a complex if not daunting of a past experience of using
undertaking. | first became aware of thegues of .
using elicitation interview technique whilst attending a GBAsthrough the achievement of
research seminar run by Prof Alain Mouchet. This _ _
introduction to the technique intrigued me to the point @ State of evocatiofffective use
of considering its use within this study and engaging

subsequent oR®-one magr classes with Alain. of elicitation interview technique
Through further seminar and workshop attendance | o _

continued to practice using the technique with the requires interviewees to recat
primary goal of developing enough confidence as an | _ _
interviewer to help justify its use within this study. vividly as possible the embodied

discourse of lived experience
(Maurel, 2009 Vermersch, 1994thusthe type of questions and the flow of questioning

requred arequiteunique.
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To help guide each interviewee towards an embodied speech position reminiscent of
elicitation interview technique (Vermersch, 1994) | adopted a range of interview techniques
to helpfoster an environment in which evocation is domirfainguhartet al, 2003, p. 10).

The first was to avoid sitting directly opposite the interviewee to help avert any perception of
dominance or initiation of challenge. My choice of seating position was explained to each
participant prior to the start of their second intewi Vermersch (1999) stated tliigaining
access to subjective events of short duration requires a slowing down, a temporal dilation of
the moment which has been livgg. 25). Thus, | became very conscious of the rhythm of

my questioning which | sloweda fihelp the subject to take the time to become open to the
appropriate form of expressiofVermersch, 1999, p. 29)alsomade use of sensorial

guestions to help interviewees remain in the pre@egtfiWwhat are you attentive to right

now? instead ofiwhat were you attentive t0?)This was designed to help steer

interviewees away from rkang reflective generalisationghich are symptomatic of a nen
evocative statéAs much as possible | endeavoured toiugset er vi ewee 6 &ll own
as Ericsoniamanguage (i.eindirect languag@atterns used in the field of hypnosis to bypass
conscious resistance associated with verbal communication and increase the interviewers
capacity to engage interviewees in conversgdi®iavensGuille & Boersma1997) to

structure my guestions in the hope that it would help prompt further respbosegample
fiPerhaps you see or hear or sense somethingluagsenot®

Table3.1is an extract from an interview completed during the study with specific
attention given to eliciting sensorial aspects of lived experience as well as helping the
intervieweestay in the novand remain in a state of evocation

Within each interview it was also important thatiétito avoid judgement questions that
typically begin withwhyas rationalisations and justifications for GBélated thinking and practice

were not part of the foci of the research design (Urqudtatt, 2003). Indeedfurther to this with
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Table 31

Transcript Highlighting Questioning Uniqueto Useof Elicitation Interview Technique

Me | want you to think about an occasion when you are using a games
based approach in your teaching [pause]. Tell me where you are righ
now and what you are doing.

Interviewee | am walking around the outside of the field watching each group as tl
set up their game.

Me What time of day is it?

Interviewee It is midmorning, second lesson | think.

Me And what is the weather like right now?

Interviewee |t i s sunny; there is a slight
much.

Me So you are walking around the field watching each group set up. Whe
are you attentive to right now?

Interviewee | am looking to see if students are communicating appropriately and
working together. | want them to begin their game quickly.

Me Soyouae f ocusing on studentsd con
Perhaps you are seeing or hearing or sensing something or perhaps

Interviewee | r emember seeing one groupé.
[interjection]

Me What are you seeing right now?

Interviewee | can see a group has set up thgaime already and can hear them talk
about the rules of the game. This is what | want. | am walking over to
and say Owell done, good organi
what | want 0.

Note: Examples of sensorial questions used in the transcript above includeWh a t

t he

weat her l i ke

right now?0 and fatwhe

which the abovequestions were askedvas also deliberately slower and lower in
volumethan more conwentional verbal exchangego help foster an environment of
evocation Urquhart et al., 2003).

participants required to select their own past experience of using a GBA to teach games, the
fidelity of GBA experience they choserielive within their elicitation interview experience
was an issue.

During initial research design discussions with my supervisor consideration was given
to including observation of teaching practic
understanding and theganings they attribute to that understandihgwever it was decided

that the focus of research was on the collective meanings associatédevahc h er s 6
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experiences of GBA teachingot a verification of teaching practice or authenticity of GBA

use. Thus bservation of pretice was deemed unnecessary.

3.6 Data Analysis

In accordance with phenomenographic research anatggesial collectedrom
participant interviews formead pool of meaning pertaining to bdtiem asndividuals as
well asthe collective (Marton & Booth, 1997). Marton and BotB97)describe this pool
as being made dthe same stuff, of course, but it can be viewed from two different
perspectived(p. 132. Material from the pool waisspected against two contexts: 1) the
context of the individual interview and 2) the context of other interview extracts viewed
collectively in relation to each othekkerlind, 2005,2008 Marton & Booth, 199y, With
the object of research being expeaience of GBA usekey extracts and/or utterances
relating toGBA-relatedteaching expgencesbecamehe blueprint for categorisation
reflecting the utilisation ofradytic induction toanalyse interview transcripts.

In 1999 Richardson suggested that there wd®hsence of published guidance on
the anal ytic procedures t hat Oowpe70g Sincatken,l ved i
however, a number of resources have been developed and made available to guide
researchers consideridging phenomenographyet as Booth (2008) contends the very
nature of analysing phenomenographic data should remain unprescribezflastg a
process whereby data fromamscripts should be viewed i@ issue of working with wholes
and parts of wholes, decontextualising and recontextualising parts to form new wholes that
tell a different story from the original whalep. @53).She further observes:

The process is not algorithmic in the sense that there is a given way to handle the

parts and the whole; the researcher rather has to derive their own heuristic in
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accordance with the data available and the research qui#stiontendedo

illuminate.(Booth,2008,p. 453)

Thus, | engaged with a rangegifenomenographidata analysis guidance (e.qg.
Booth, 19971 arsson & Holmstrom, 2008in, 2010;Sjostrom & Dahlgren, 200, ates,
Partridge & Bruce, 2012p help shape thanalysis procesd his engagement resulted in my

conceptualisation of thieameworkoutlined in Figure 3.3

Figure 3.3

Conceptualisation of thé&-rameworkThat Guided Analysis

Outcome Space

3. Conception

» Category description (highlightvariation in awareness)

2. Conception Referential

* Category description Structural
|

1. CDnCEp‘tiDn = Margin of awaraness

* Category description * Theme

# Thermatic fleld

Note: Conceptualisation of the outcome space detailing how each conceptimin
awareness relates to and is constituted by structures of awareness

Within theconceptualisatioabove | want to drawttentionto my inclusion of the
structure of awareness as an analytical framework utilised to aid determination of each
conception bawareness. When conducting phenomenographic research Cope (2004)

proposes thdithe task of establishing validity and reliability can be made simpler if all
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aspects of the research have been underpinned with the analytical framework of a structure of

awareness p. (7). Thus, for this studyhedetermination of the referential and stuuret

aspectassociated with each _ _
Figure 3.4My Voice(2)

conception of awareneasd
each dimension of variation
wasa central feature of the

transcript data analysis

| was acutely aware of themportance of not forming
opinions about conceptions at this stage (Sin, 2010
was happy to find out upon preliminary analysis tha
over a dozen different highlight colours and short
scribbles had been used to mark transcripts.

SO

processThe referentiahspect refers tde global meaning of an individual object with the

structural aspect being tiieombination of features discerned and focused upon by the

subjecb (Marton & Pag, 2005, p. 336)Cope (2004) offers the following accowftthekey

elementghat make up the structuraspect®of awareness:

Awareness is made up of three overlapping areas: the margin, the thematic field

and the theme. When contemplating sgghenomenon in the world at a

particul ar

time and in a particular

consist of aspects of the phenomenon triggered by the context. These aspects

will be simultaneously present in awareness and are known oalgas the

thematic field. The individual will also be aware in a less focussed sense of other

aspects of the world not considered to be relat¢detgphenomenoi.hese non

related aspects of the world make up the margin of awareness. Out of all the

aspects making up the thematic field, a number of related aspects of the

phenomenon will emerge and become the focus of awareness. These related

aspects are known as the theme of aware(es®.

Theprocesof transcriptanalysisbegan with stepneand the reading and reading of

all transcripts (both interview 1 and interview 2) in their entir8f§istrom and Dahlgren

cont e

(2000) refer to this as tifamiliarisation stage with time spent reacquainting oneself with the
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data helping to ensure that comments are read in context (Bowden, 2000). This also

providing me with opportunities to make notes and highljgiith a range of different

coloured highlight markers arsthort hand scribble&ey utterancesr meaning statements

made that could then be linked to utterances made in other transcripts.

The second

step

wa s to focus on par

elicitation interview portion of data generation as ultimately their reliving of &&ated

ticipa

teachingexperience was the object of research for this sty where collective meaning

of experiences would be construed. | paid particular attention to note the similarities and

differencedn comments made abbGBA-relatedteaching experienc&his then enaled the

grouping ofsimilar responseand a reduction in the expanse of transcript data | needed to

keep focus on. | was then position tolook for keyaspects in the dgtaamely the

referential and structural aspe@gpecifically | was looking at theverall meaning being

attributed to their GBAelated Figure 3.5My Voice(3)

teaching(referential)as well as
what parfdcusofi p a
attention was onsfructural)

(e.g. what element of teaching
practicethey were focused on)
The latter was also informed by
identifying spgecific elements
associated with participarits

focus of attention, namely the

internal horizon (i.e. ththeme

of attention and ththematic fieldor context surrounding that theme) and the external horizon

N toxg 0

Willig (2012, p. 156) states thiet he r es e a |
to be open to being changed by émeounter with the
T houts hegimming my analysis of
interview transcripts it was important that | remindec
myself of the boundaries that would guide my analy
For example, Marton & Saljo (1984) stressed that a
category of description shtwl emerge from
comparisons conducted within the datather than
defined in advance and imposed on theaata
(Richardson, 1999, p. 70). How could I do this
faithfully when | already had informed notions of
likely category descriptions based on my prasio
experiences of working witpreservice and kservice
PE teacherto develop their GBAelated pedagogical
knowledge? Thus, the boundary | created was the s
adherence to the process of transcript analysis as |
this was paramount in allowing ni@ subdue any
premature desire | had to formulate categories of
description.

(i.e. objects in thenargin of awarenesthat are unrelated to the therbef that coexistvith

]

felt
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it). As | began to consider the presence of different categories now beginning to emerge

through my analysis my focus remained on whether or not themes within grouped utterances
were present in all eenging categories. In essence | was looking for threads of attention that

ran through and might link each category. A thread or dimension of variation (Marton &

Booth, 1997) was determined if presémbughout e . g. mul ti pl e i ndi vi du

eachcategory, not justvithin( e . g. an i nd i Wiswas impodant sincetheer anc e)

Figure 3.6My Voice(4)

Although a stefby-step process is outlined hamg
investigation of transcript data was by no means lin
) ) insofar as one step following the other, but more
understanding and meaning. | hglical reflecting constant return to comments made
within transcripts to inform the building of a better
understanding of meaning associated weich
participantsd comments |or wutt

main aim of

phenomenographic research is

to share collective

Thisushered in the

third step of the analysis
processwhich enabled me to formulate a draft set of descriptive categories. Thinipeely
grouping of conceptionwas at firsmumerous (i.e. approximately l®utas a result of
continualcomparison of aspects within each concepteg. some conceptions were linked
and amalgamated into a specific category and others were disregarded as utterances were
deemed too ambiguous determine the focus of attention with any great assurance) the
number of categories was reduced

The fourth step was theitial development of theutcome space, with partiewm
attention to the finalisatioaf categories andategory description€ategory descriptions
wereformulated from selected utterances (e.g. quotes from transenutg)resented as
composite narrativewsi t h Mart on and Boot hés (1ited%sdt) t hr e
beingthat each category should be distinct in Htbesphenomena in focus (e.g. teaching
using a GBA) is experienced, 2) categories are logically related (e.g. categories reflect an

awareness of capabilities and meaning attributed to the experience of GBA teaching), and 3)
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the relationship between categi(e.g. similaties and differences) mutlined within
category descriptions.

The fifth and final step was to assign a naoremetaphor (Larsson & Holmstrom,
2007),to each category that was constitutemhfrcategory specific utterances as well as to
view and review the outcome space in its entir@gchecking simarities and differences
offeredwithin category descriptions against each thiwadused to help determine each
category. In essence | was fised on checking the internal relationships between each
category that by their very nature helped define each catefgesigning a metaphor to each
category of description also helped to guide my development of compasiives that
were devised toat onlyassist readers of this thesis to engage with the idea of there being
fimultiple storiesthat encompass tdae r s 6 eneesx gf using GBAS, but also reflect a
verbatimdescription of experience

3.5.1 @mpositenarratives.

Lived experiences can Ibenslded into rich narrative storiefRushton, 2004, .165)

The presentation afomposite naatives created with extractofim par t i ci pant s €
interviewsareincludedto highlight aspects of variation and colleetimeaning held
throughout collectivexperiences of GBAelated teachinglhus, similar to Bell (2003) | use
the terminarratived to refer to broader social patterns of meaning instead of just personal
GBA-related teachingxperiencsof research participants. Webster and Mertova (2007)
suppat the use of narratives to address issues of complexity and subtlety in human
experienceTheir use in educational research is supported by the viewigtiatation is the
construction and reconstruction of personal and social sig@esmnelly& Clandirin, 1990,

p. 2). Support for the use of narratives in sport and physical education research is also
provided by Groes and Laws (2003), Armour (200&ykes (2003), Oliver (1998)

Dowling, Fitzgerald and Flintoff (2012) and within a body of work compléte@arless and
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Douglas (i.e. 2008; 2009 ore recently, Stolz and Pill (2014) useticional narrative
approacho presentin exploratory corersation about GBAs between iarservice PE
teacheland apreservice PE teachéfowever, researcimcorporating the use of narrative
inquiry to explore the beliefs of physical education teachers is limited and mainly found in
published dissertations and conference proceedaigsdhan, 1999;Rose, 2008Schaefer
2010. Of relevance thoughisRossial6 s (2007) wuse of composite
Singaporean teachersd vi ewseinadhooltPReattingnandat ed
which isa research theme of obvious significance (and similarity) to this study.

Eachcomposite arrative wasonstructed from an analysis utterances (e.gtorie9
provided by participants at each siEach narrative was made up entirely, and only, from
utterances contained within transcript data that reflected similar conceptions of awareness.
Theintendeduse ofsuch narrative methodgasto provide special insights into the
complexity of meaningttributed to GBA teaching experienaeer and above more familiar
ways of sharing research findin@Riley & Hawe, 2004)Composite narrativesere also
used as category descripticasthe use of quotes from transcript daatserves to illustrate
how categories diffeirom eachother(Bowden, 2000)Furthermore, Clandinin and Connolly
(2000) suggest that the use of composite narrativeteth stories of meaning provides
opportunities for continued growth and change in related fields. In this instance it is hoped
that the use of composite narratives to retell stories of meaning derived frornelBad
teaching can help to developerall pedagogical practice in physical educatswell as

perceptions of the field itself.

3.6 Ethical Considerations
Qualitative research methods often require the building of rapport between the

participant and researchertoe ci t t he sharing of participant
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(Hennick, Hutte& Bailey, 2011). The sharing of teaching experience and the reliving of
potentially painful memories or events can be diffieldoth for the participant and the
reearche. Careful consideration was required to avimamwith recorded interviews and
interview transcriptsemainng secured and anonymizegspectivelythroughout and beyond

the life of the study. Thusgpticipant and researehaccess to counselling wasce

available oran individual needs basis and communicated to participants as a part of consent
form completion.

Participant permission waequired prior to involvement in the study and information
pertaining to the nature o¢oftharestarcitdegigawass 6 | n
providedwithin study information documentPRarticipants werallowed tocease
involvement at any ageup to the final pait of dissertation submissioAll participants
were sent final copies of their transcribed interviews and offered an opportunity to add,
retract or change any transcribed commehssa researcher conductinge-on-one
interviews itwasimportant that | minimise the potential for personal harm relating to
participant sé expect aTfhusocareful corfsideratioa wentrintoghe vi e w
planning of interviews including when and wherterviews were conducted. A list of
interview questions waasoused as a guide to help focus question askitign interviews
and to keepinterviewerintervieweediscussions within studselevant expectation&thical
clearance for this study was attained from Federation University Aadindiere | began my
candidature before transferring to University of Canterbury) after completion of my

confirmation of candidature presentation and submission of research design documentation.
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Chapter 4 - Findings

4.1 Introduction
This chapter providesn overview of findings derived from my analysis of transcript
data As phenomenographical researeguiresthe determination of theutcome space is
the finalact in the analysis process aadormulatediwhen data remain in a &ia
conditiorp (Stamouli & Huggard, 2007,.A85) The outcome should then represant
ficomprehensive expression of the researched phenom@relandet al, 2009, p 10).
Thus, although traditionally it ighe end product of phenomenographic analysis, this chapter
begins with the presentation of the arte space as a means to provide readers with a
destination beacofrom which light will be cast back on the analysis process | adopted.
Utterances withinranscript data informed the development of three separate
dimensions of variatioandthreecategorie®f descriptim were formulatedo describe the
gualitatively different ways participants experienced Gkated teachingzach conception
of awareneser category is described with aspects of each catégsiructure of awareness
detailed.Composite narratives aedso presenteds a introductorymeans to view each
conception of awareness as welkagiageeaderswith the idea ofinalysis that focusem

collectivemeaning

4.2 The Outcome Space

As Larsson and Holmstrom (2007) suggestahieome spacwithin a
phenomenographic studiescribes thédifferent ways the phenomenon dasunderstooal
(p. 56). My understanding of thiegical ordering otategories constituted from transcript
analyss is presenteth Figure 4.1whereby the outcome space depicted represents both the
phenomenowf GBA-related teaching experience as well as the various ways in which the

phenomenon was experiencéthieset al.,2012. Three conceptions of awareness or
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categories are presented; thearner, theCollaborator, and theCatalyst Briefly, the
Learnercategoryrepresents the view that teachers using GBAs are required, first and
foremost, to béearnerswith conception®f experience reflecting a more operational
understandinge.g. GBA teaching that reflects a focus on the process and/or act of teaching
within a preconceived learning sequence). Tohdaborator categoryrepresats the view

that a focuon using GBASs requires engaging pupilsailaborativelearning endeavours

with teachers delegating responsibility for learnidgd finally, theCatalystcategory
representshe view that through purposeful acdllaborative design and action teachers

usng GBAs can beatalystsf or pupi | s 6 Ildpmentrbayond the carricdlurdd e v e

more in depth discussion of each category is provided in Chapter 4.5.

Figure 4.1

The Outcome Space as Represented by the Logical Ordering of Categories

Catalyst

Collaborator

Note: The vertical ordering, ascending size increasand colour grading of each
category depiction is intended to highlight a richer or deeper capacity to experience
GBAs e.g. the larger the size and deeper the colour, the greater the capacity for
experience.

With respect to Laurillardds ( Icon®e3) di st

space th@utcome space constituted from the dataflective of an inclusive hierarchy with

83



categories subsumed within higher ordered categargeag part of a collective of
participants those who experienced GBAated teaching as@ollaboratoralso experienced
the phenomenon ad aarner, those that experienced GBalated teaching asGatalyst

also experienced the phenomenon @ekaboratorand alLearnel. As a hierarchyhis

group of conceptioneflects a parsimonious ordering of the qualitatively different ways
participants perceived their GBA teaching experiencealdadiscussed by Irelanet al,
(2009)it is my intention thathe hierarchy revealparticipants' increasing awareness of the
phenomenon (i.e. the experience oftemaaolpi usi ng a GBA) acapactiesl | as
to experience thehenomenoiffrom acollective analysiperspective Thedevelopment of
categories was informed by the sdafordimensions of variatiofor threads of attention)
that ran through and linked each category. Three dimensions of marare construed

from the data andrepresented ithe next section

4.3 Dimensions of/ariation

The tree dimensions of variatiadentified werep a r t 1 dearpiray mtergians
focus of attentionand thepurpose of dialogubetween teacher and pupil. The similarities
and differences betweettributesdiscovered within and throughout transcript data were the
building blocks to each dimension of variati@rhich in turn then helped to both link and
distingui each categorAn overview of the outcomepace as informed by attributes
within each dimensio of variation is offeredh Table4.1

The determinatiom f each di mension of wvariation re
attention to be apparent througach possible category, not just within one specific category.
Thus, each dimension of variation was derived from the analysis of utterances held within
and throughout transcript data (Fggpendix E for an overview of all utterance analysis that

led to tke determination of each dimension of variation and category of conception). This
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Table 4.1

The Outcome Space as Informed by Attributes Within Each Dimension of Variation

Dimensions of variation

Learning Focus of attention Purposeof
intentions (FA) dialogue(PD)
(L1)
Catalyst To enlighten On the learning  To promote

(holistic environment reflexivethinking

IS development of (FA-LE) (PD-R)

=2 pupil)

o (LI-E)

3

5 Collaborator| To focus on pupil  On pupilsand To develop

a development their learning understanding

S (LI-PDe) (FA-L) (PD-U)

(@]

% Learner To clarify On self as the To provide

O instruction and teachel(FA-S) answers
action (PD-A)
(LI-Cl)

Note: The attributes detailed above were constituted from relational elements within
utterances which in turn helped to identify each dimension of variation along with its

logical ordering.

analysis, of coursegcognisethe fact that as researcher | am the instruraent
interpretation. Therefore, the thinking behind itgntification andnterpretation of
utterances that informed utterance grougantd in turn each thread of attentisajuires

some explanation.

As detailed in Figure 3.6 my analysis of transcript data reflected a helical process of
constant return ttranscripts (and over time specific utteranded)elp build a better
understanding of meaninigly initial identification ofspecificutterances within transcripts
was based omy recognition of statements that offered a snapshot of purpose, clarity or
justificationwhilst alsosummarisingan aspect of relived experience. For examible
section of transcrigbelow includes within it a selected utiacethat | identified a®ffering

a summary of relived experience:
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They ar e a mmavagscorstiausos getiing them tachange who they
work so when | 6ve stopped them to get the
partners they are things going through my mind and at the same time | get them to
stop to turn behind and have a look at the piying corridors that have been
created and | guesgust want to bring it to the students attention then and there
umé and | didnét want it to disrupt diffe
aware the area had changed so | wanted to check forstemiding and at the same
t i mdelikelth@m tomove on a find a new partner. (Utterance 74 [in italics] as
identified within Transcript IB
The utterance selected in the transcript above (utteranceviégls a relived
experience that identifies the act of instruction. The identification of this statement as an
utterance, though, did not happen in isolation. Categtioin of this stateméas an attribute
(within a dimension of variatignwas only completed after an analysis of similarities and
differences amongst other statements | identified as having a similar attention of awareness.
For examplethe section ofranscript below includes within it a selected utterance that |
identified as offering a similar attention of awaren@sg. the act of instruction)
As they played on a |little bit they go a
them to do, so | stopped them, blew the whistle,ldrdught them in around me and
described to them exactly why we were doing thiterance 15 [in italics] as
identified within Transcript C2)
Along with the focus of attention of each utterance (e.g. Utterance 74 anattbdf b
these utterancewerealsoconsidered in terms of theeferential aspedar overall meaning.
In this instance both utterances were considered to reveal similar meah@xperience and

thus weregroupediogether(furtherdiscussiorof referential and structural elements of
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groupedutterances can be found@hapter 4.4. Thisprocess of analysia turn helped to
inform development of théhree distinct threads of attentidhat | will now outline.
Thelearning intentiongLI) threadwas constituted from a range of utterances that
reflected one of the following attributes; 1)darify instruction and actionL(-Cl) (e.g.
meaning statemeit : it was that kind of games teaching session rather than a lacrosse
s e s 9,i2)dorfazus ompupil developmentl(-PDe) (e.g. meaning stateme®it: Al want ed
them to work it outbeniglan(hdlidticdevelepmeneospupiLl- and 3)

A

E) (eg. meaning statemerit3 : Al 6 m t hi nking about the soci a
mi xed class and | 6m al wafangenwbhooubepfwgekt
To remain faithfultdMa r t o n a n @97)RategorhdévelopMmédnt criteria
which in turn relates to the development of each dimension of variation, | was conscious of
theneed to find difference in dimension description. Thusfdhes of attentiofFA) thread
is distinct from thdearning intentionghreal by way ofits focus on specific elements of
pedagogy (e.g. theelf as teacheiFA-S], the pupilsand their learnind FA-L], and the
learning environmentFA-LE]) rather than overall intended learning focus. For example, the
following utterance offers a distinct focus self as teacher with attention centred on self and
awareness of perceived pedagogical limitation:
A feeling of slight helplessness from the point of view that obviously it was
something | 6ve not done a | ot with the bo
the GBA that ité the outcomes are going t
that they are(Utterane 10)
The third dimension of variation identified reflects a thread of attentienike
associated with thehgnomenon in focus; that being fn@pose of dialoguéPD). As

opposed to thewo otherthreads of attention already discussed, this thi@adses on a

specific pedagogical feature of GBAghichis the importance of effective questioning to
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generate dialogue (Light, 2012)f significance here is tharoductive and generag

guestioninghas already been identified in the literature as an aneart€ular concern for

GBA implementatior(see Light & Harvey2015 with the range of utterances shared in this

study potentially supporting such concern. For example, very few uttenataiy) to

purpose of dialoguerere identifiedasbeing designetb promote reflexive thinkin(PD-R),

an exception beingtterance 97l br i ng them in and get them i
coaches, get them to talk, &édhow diparposelfat f ee

dialoguewere seemingly offeretb develop understandin@®D-U) with some utterance still

very much degned b provide answer§PD-A)(e . g. wutterance 16 Al exp
obviously the )need for ball speedbo
AddingtoL aur i | | amotoa sf an(intl@s&e3h)erarch(y.e. that participants

who experienced GBAelated teaching as@atalystalso experienced the phenomenon as a
Collaboratorand as d.earne)) | include an exampléseeTable 4.2ofhow one parti ci
capacityfor experiencen relation to theifocus of attentiofFA) ranged through each
category of awareness

In summary, from the analysis of utterances and determination of key attributes three
dimensions of variation were constituted from transcript data which in turn helped to inform
the development of the overall outcome space. Furthermore, the recognitidevatopment
of attributes that helped define each dimension of variation was underpinned by the same
analytical framework used to develop the categories of conception. Thus, the following
section provides an overview of how the formulation of a structagvareness was utilised
to provide validity and reliability (or trustworthiness and quality) to outcome space

development.
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Table 4.2
OneParticipantés Capacity f diFocuE&AitentionodFAL e i

Across Each Category diwareness

Dimension of variation

Purpose of dialogue (PD) Quotes
S  Catalyst To promote reflexiveéhinking we 61 | try to ge
?f (PD-R) the answers through the praetiso
3! that during the game you can
3 answetthose questions physically
S on the court (24)
@ Collaborator| To develop understanding howé what was i
5 (PD-VL) to achieve (27)
S Learner To provide answers | ask them what is it that a press i
g (PD-A) trying do that é

going totry to do to us? (26)
Note: Each conception of awarenesgetailed above(e.g.Learner, Collaborata and
Catalys) reflects a different capacity for experience asconstituted from a single
participantds utterances.

4.4 Structure of Awareness

Central tothiss t u @nalgsssof transcript datavasuse of aranaltical framework,
namely thestructureof awarenesslo recap, the way we experience a given phenomenon can
be characterised by the structure of our awarenesglofidter & Marshall, 2003}vithin
whichreferential and structural aspects relating tgpthenomenomrerequired to be
recognisedFrom thetranscript data threeferential aspectsere recognisewith respect to
all utterancesl) a teacher focused endeavqliF), 2)a teacherand pupilfocused

endeavou(TPF), and 3)a pupilandfitheir worldd focused endeavoyPWHF. These three

aspects relatetothe pattic ar meani ng as s o expaienesdfGBA-t h par t |

related teaching-or examplewhent he wutt er andced hfitnlkati G Heswhirycf U

we didndt have twasarnalysadyithih theccontexd of the expelieece 0
being shareg@and inrelation to all other GBAelated experiences presented across

participant interviews | viewed the meaning asso@dtwith thisexperiences being
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reflective ofamoreteacher focused endeavqliF) € a focus on th&hatas opposed to the
for whomor thewhywhich characterise the other two refererdighects.

From a structural perspective (i.e. the features@BA-related teaching experience
that werediscerned and focused upaaross participant intervieyva way of experiencing a
given phenomenon dependsfavhich constituent parts are discerned and appear
simultaneously in the hiohpartsoeaspeds rdcadeiatd thea war e n
background (Linder & Marshall, 2003, p. 273). This theaquires recognition of a theme,
thematic field/s, and a margin of awarenes@@aexperience something in a particular way,
not only do we have to discern ibim itscontext but we also have to discern its parts, the
way they relate to each other, ahd tvay they relate to the whol@Marton & Booth, 1997,
p. 87). Figures 4.2and 4.3provide twoexample of thetheme thematic field andmargin of
awarenesassociated with two selegtterances. To illustrateboth the collective analysis
requirement of phemenographic research (i.e. that utterances are analysed collectively in
relation to each other) as well lasw | viewedaspectof similarity and differace amongst
utterances o i nf orm anal ysi s an,dhsdcdneuttarancednditsg 6 of t
analysishas been included.

Within Figures 4.2 and 4.8is important for me to explainwhyraor e 6 over ar ch
f e el 6 thédme existtenanewway of teachingdNWT). It could be arguethat the theme
should be very specific in identifying the aspect of an experience being brought into an
i ndi vi dual 0 s Indeeddiader aadwWwiarshall(20@3state that the theme is
dependent upon whidmspect in the thematic field is being focused upon and that different
aspects might be brought into focal awareness by an individaaygtven time. In
determining my mor@&overarching themes | have been literal in my application of the
phenomenograpbi r equi r ement of coll ective analysi s

where a collective understanding of focal awareness should by its very nature have a more
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Figure 4.2
First Example of the Theme, Thematic Field, and Margin of Awareness that Formed

Structural Analysis of Two Participanit

15. | brought them in around me and described to them exactly why we were doir

Theme:

A new way of teachin
(NWT)

Thematic Field: Margin of Awareness:
Engagement (En) Experience of teaching (

Note: The utterance in Figure 4.2 describes the deliberate act of engaging listeners
through instruction. This recognitiono f par t i ci p al@dg Bngagemend r
[En]) then forms the thematic field.

Figure 4.3
Secondexample of the Theme, Thematic Field, and Margin of Awareness that Forme

the Structural Analysis® Two Participantsd Utteran

WgKEG | NB

Thematic Field: Margin of Awareness:
Questioning (Q) Experience of teaching (

Note: The utterance in Figure 4.3 provides a distinct focus orme act of questioning.
Thisrecognitionof parti ci pant és awar thendoansthd e .
thematic field.
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floverarching fe€l For example, at various timdgoughout myanalysisof transcripts
differentthemeswvere identifiedas being the focus of areness such as questioning,

engagement, dhe design of the game. This discernment of a specific aspect of experience
differedaco s s parti ci panasdanginyitelrivi eavss iwhglles tpar t i
interview. Thus, as a mearwsrepresent this changingcias of awarenedlree overarching

themes were constituted from the transcript dat& ag¢w way of teachinNWT), 2)

engaging the learngiEnP), and 3)extending the learngExP). An example of each and its

alignment to a specific utteraeis included in &ble4.3.

As briefly unveiledin Figures 4.2 and 4,a range of foci informed the thematic field
with five aspects identifiedl) QuestioningQ), 2) Design of gaméDG), 3) Decision making
(DM), 4) EngagemenfEn), and 5)Development opportunifpO). An example of each
thematic field and its alignment to a specific utteranceatsdpeen included in dble4.3.
Aspects of awareness that remained on the periphery but that were associated with
experience informed the margin of awareness and includé&th&)y ways of teaching
(OWT), 2) Curriculum conten{CC), 3) Pedagogical content knowled¢CK), and 4)
Experience of teachin@ET). Once again,xamples of the margin of awarenesglthe
specificutterance each was matched vateincluded in Tble4.3.

The completion of this analysis process produced an awareness of variation in
parti ci pan talsodttheircGBAretated teaching experiea. This then informed
the formation and description of three categories of conception: 1)éldraer, 2) the

Collaborator, and 3) theCatalyst
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Table4.3

Examplesof Themes, Thematic FielddJlargins of Awareness and Associated Utterances

Extendingthe We 61 | try t o g ethe agswars thgougy
learner (ExP) the practis so that during the ganyeu can answer thos
guestions physically on the court (24)

Engaging the learner | [am] listening to the conversations off the court (28)

(EnP)

Internal Horizon
Theme

Anewwayof | 6 m a bi

teaching(NWT) we 6r e do
own sport (1)

Questioning(Q) What are they doing different to th&d) you guys? (48)

it nervous about
i ng because this

Design of gamgDG) | am modifying the game so it is not as wide as the
proper pitcHength or width. (94)

Decision making | wanted them to work it out for themselves (6)
(DM)

InternalHorizon
Thematic Field

Engagement(En) | start off with learning outcomes, what we are aiming
in the lesson (41)

Development | 6 m sensing whether or n
opportunity (DO) verbalise what it is they are doing (77)
Other ways of We have just had a conversation about what they will
teaching(OWT) as a class (36)

Curriculum content there are conversations about wiinet nature of the gam
(CC) we are doing (64)

Pedagogical content | 6 ve acknowl edged he 1is
knowledge(PCK) space but not saying anything about it (43)

ExternalHorizon
Margin of Awareness

Experience of | am looking to see whether they have responded (45
teaching (ET)

Note: Themes, thematic fields, and margins of awareness are constituted from
participant utterances and are the main elements that form the structure of
awareness for each conception (i.eearner, Collaborator, and Catalys).

4.5 Categories ofConception

The three composite narratives that follow are made up entirely from utterances

contained within transcript data that reflect a similar conception of awareness, that being the
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experience of GBA teaching as related taearner, aCollaborator, or aCatalys. Each
narrative is a storied invitation to help readers engage with the collective awareness and
meaning of participantsd experiences-of
bolding of text has been used to separate and highlight the cometgeogf utterances
from different transcripts, but each narrative should be read as one continuous story.
4.5.1Category description for the Learner.
The first composite narrative in Figure 4ighlights the experience of GBA teaching
as aLearnerandpresentsan introductory means to view collective meaning as constituted

from transcript data.

Figure 4.4

Composite Narrative fothe Learner

The first | ess oitwasthat kime ofigamestteachiog i |n g !
session rather thém a batroeseosss:
understanding what wedre doing blec.
my own $pexpéain some modified rjul
key things we have been working on in previous weeks and that | would [like
to see them utilise them well inthisgaéng hat 6 s why | t hi
becauseé we didndét havelhavegiverntremal|l a:
clear instruction about how close they are allowed to be to any other person
on their own tthe®ane kids thahameystill barrefliegiin
on top of the ball just | i ke befjlor:
play with the ball and arenodét t hpat

ultimately | do get the response | am hoping for which is we need to spiace o
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mordé ask specific groups Oowhat alre

teaé?Blaybe itmaatbées whtat | 6ve asssoc|i

s

far removed from what yojthe interviewer]are x pect i ng €

Note: This composite narrative was createdy usng extractsfrom par t i ci |
interviews, all of which reflected aL. e a r rc@nceptisn of awareness.

The collective analysis of utterances (or meaning statements) from transcript data
revealed that from a phenomenographic research perspeatii@pation in thedaching of
games using a GBA cdre experienced asLaarner. Use of the ternbearneras the
metaphor to describe this collection of GBA teaching experiences offers a description of
experiencezery much in line with one of the key spggmological assumptions of
phenomenography, that being the focus on knowledge as a relation between the learner and
the learned (Booth, 2008). Use of the term laera category descriptdescribes a teacher
who is Afinding out about a subject or how t
2015 para. ). The termis also taken directly frortranscript data:
It was something new and for the boys it
element of it being uncomfortable to start with at least and us being out of our
comfort zone could have made us kinchafe to really concentrateto be
learners othese new timgs we were doing. (Transcript A2)
Furthermore,His category of conceptiamithin the outcome spacepresents the
view that teachers using GBAs are required, first and foremost,|¢éautmeerswith
conception®f experience reflecting a more operational understar(digg GBA
teaching that reflects a focus on the process and/or act of teaching within a preconceived

learning sequenceJhis is illustrated in the followintable ofquotes (Table 4.4 which
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wereused to informhe development of the dimensions of variappoasent within this

category of conception:

Table 4.4

Transcript Quotesl nforming the LearnerCategory ofConception

Dimensions of variation

Categay - Learner(L)

Learning intentions

Focus ofattention (FA)

Purpose of dialogue

(L) (PD)

To clarify instruction  On self as the teacher  To provide answers
and action (FA-S) (PD-A)

(LI-CI)

Example quote

it was that kind of
games teaching
session rather than a
lacrosse sessiqR)

there are kids that are
still barrelling in on top
of the ball just like

beforeé to

So when it comes to
finish after a couple o
minute | bringthem in
for about a minute ant

t her eé t hey saythisiswhatwe ar
play with the ball and doing well and ths is
arenot t hat whatwe need to focus

where they should be
(40)

upon (93)

To summarise the key attributes from which this category of conception was
constitutedad i agr ammati ¢ r epr es e ntradfawareness fs offerad s

in Figure 4.5.
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Figure 4.5

An Overview of the Structure of Awareness for the Learner

Structure of Awareness
Referential
ThE LE‘ﬂ'rﬂEr A teacher focused endeavour

* Represents the Structural
view that teachers LT .
using GBAsare A new way of teaching
required, first and Thematic Field :
foremost, to be Qestioning (0]
learners with Design of game (D4G)
conceptions of Decision making (DM}
experience Engagement (En)
reflecting a more Development opportunity (DO)
operational

Margin of Awareness:
Other ways of teaching [OWT)

Curriculum content [CC)
Pedagogical content knowledge [PCK)
Experience of teaching (ET)

understanding

Note: This figureisa di agr ammati c representation
awarenesdetailing both referential and structural elements that informed the
development of this category.

4.5.2 Category description for the Collaborator.
The second composite narrative in Figureldhlights the experience of GBA

teaching as &ollaboratoras constituted from transcript data.

Figure 4.6

Composite Narrative for the Collaborator

Without too much instruction | jlus-

watch the girl s prlwoedntaddHem to vakrit ol formji n
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themselve& | 6 m h eadit more goice than | expected to hear | think.
A lot more communicationé it was quite nice in a way and it made me feel
a lot more confident with what | was doing with them and it was good to
know they were getting something from me and | was givimgesbing to
theme | spoke to them again about how they thought they had

i mprovedé what were they doing blet"
they effective?..r i ght guys we are going t|o
bibs, you will be defending these two goals, 4tilms you will be defending
these two goal sé and normédkhehockly
acknowledged he is out there and he has found the space but not saying
anything about ité They just scored from a live turnover, so what are we
going to agree as a teams our rule? questioned more than told because |
wanted to understand exactly what they knew and how | could best help

them.

Note: This composite narrative was createdby usingextractsfrom par t i ci |
interviews, all of which reflected aCollaborato® sonception of awareness.

This categoryof conceptios as logically structured within the outcome space is that
of GBA-related teaching being experienced &o#daborator. The etymology of collaborator
relates to the Latinollaboratesme ani ng t o OiliweoEtykology Dictioary (
2015) with e of this term as a categomysdriptor reflectinggxperiencef GBA teaching
described aa collaborative effort of teacherorking withtheir pupils. The transcript extract
below highlighs recognition of collaboration as a feature of GBA teaching as mentioned

when discussing an understanding of GBA development and use in physical education:
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|l tds changing a mentality that has existe
you are thestudent. |l know everything, I will expl a
is now more of a collaboration. (Transcript B2)
This category of conception within the outcome space repietige view that a focus

on using GBAs requires engaging pupilsallaborativelearning endeavours with teachers

delegating responsibility for learning. This is illustrabedhefollowing table of quotes

(Table 4.9 as used to inform the development of the dimensions of variation present withi

this category of conception

Table 4.5

Transcript Quotesl nforming the CollaboratorCategory ofConception

Dimensions of variation

Learning intentions  Focus of attention  Purpose of dialogue
(LI) (FA) (PD)
%) To focus on pupil On pl_inIsand their To develop_
‘g development learning understanding
= (LI-LD) (FA-L) (PD-U)
B
Q
S
S o | ' wanted then to work | listened to the | spoke to them again
3, S |itoutforthemselves conversations off the about how they
S S | () court (28) thought they had
g = AYLINR OSRX
O £ iKSe R2Ay3
5 GKS& AYLINE
they effective? (19)

To summarise the key attributes from which this category of conception was
constituted,@ i agr ammati c representradfanarenessis t hi s c a

offered inFigure 4.7.
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Figure 4.7

An Overview of the Structure of wareness for the Collaborator

Structure of Awareness

The Collaborator q

* Represents the
view that a focus
on using GBAs
requires engaging
pupils in
collaborative
learning
endeavours with
teachers
delegating
responsibility for
learning.

Referential
A teacher & pupil focused endeqvour

Structural

Theme:
Engaging the pupil

Themuatic Field :
Questioning (2]

Design of game (D4G)
Drecision making (D)
Engagement (En)
Development opportunity (DO}

Margin of Awareness:

Other ways of teaching [OWT)
Curriculum content [CC)
Pedagogical content knowledge [PCK)
Experience of teaching (ET)

Note: This figure is a

di agrammatic

awarenesdetailing both referential and structural elements that informed the

development of this category.

representation

4.5.3Category description for the Catalyst

The third and final composite narrative in Figure Highlights the experience of

GBA teaching as &atalystas constituted from transcript data.

Figure 4.8

Composite Narrative for the Catalyst

Il 6m still | bhokvi ndpeclad $ ®lcyat &td
|l 6m thinking about the soci al
| 6 m adonmsaoyssof getting them to change who they watké

spa

i n

aft

ce

t

e |

er
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10 mi nlipullehs pupild back in and Q each player i.e. yo&egoing
to talk to the group about that, youregoi ng t o tal k abou
that when pupils feel that they have gotthea n s wer t hat t hey
discovered it ume that they feel more comfortabletalking and

d e monst r dbringthem in &nd get them into their groups. | say
coaches, get them téo Ctaaal K hedhawl|di
or have that awareness fowhat they are actually doing in that 1 on 1
situabtMpman we take this |ineéofNpcc

one seems to notice the cold.

Note: This composite narrative was createdy usingextractsfrom par t i ci |
interviews, all of which reflected aCatalysé sonception of awareness.

Thefinal category of conception as logically structured within the outcome space is
that of GBArelated teaching being experienced &agalyst What was noticeable within
this category of relive@BA teaching experience was encouragement from teachers for
pupil progression and/or changea more holistic leveFor example, the following quote
from transcript dataighlights the act of game creation as a catalyst for pupils to identify
their own karning and development needs which in turn allows for more expansive
thinking by pupils as to how the learning episode might relate to them and their needs as an
individual:
Coming up with a modified version of the game that is a catalyst for students to
focus on a particular need that they have
(Transcript 12)
This category of conception represeihts view that through purposeful and

collaborative design and action teachers using GBAs caathystf or pupi | sd | ear
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and devlmpment beyond the curriculum. This is illustrated in the following table of quotes
(Table 4.9 as used to inform the development of the dimensions of variation present

within this category of conception

Table 4.6

Transcript Quotesl nforming the CatalysiCategory ofConception

Dimensions of variation

Learning Focus of attention Purpose of dialogue
intentions (LI) (FA) (PD)

To enlighten On the learning To promote reflexive
(holistic environment thinking
development of (FA-LE) (PD-R)

learner)

(LI-E)

|l dm t hinkl am attenweodl |l try
the social the first five minutes guys to find outhe

interaction as well, am swallowing my answers through the
they are a mixed  whistle and trying not practie so that during
cl ass anctotalktoo muchand the game you can
always conscious | 6 m j ust w answerthose
of getting them to around through them questions physically
change who they and just watching and on the cart (24)
work with (73) watching positioning

and what they are

doing off

watching who is

talking, how are the

backs setting up

everyoneame

not so concerned

about the ball carrier

and what they are

doing, it is more

looking at their vision.

(96)

Category - Catalyst (Cat)

Example quote

To summarise the key attributes from which this category of conception was
constituted,@ i agr ammati c repr esentradfavarenessisofferad s c a

in Figure 4.9.
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Figure 4.9

An Overview of the Structue of Awareness fothe Catalyst

Structure of Awareness

Referential
A pupil and ‘their world” focused endeavour
* Represents the Structural
view that through Theme:
purposeful and Extending the pupil
collaborative )
design and action Thematic Field :
Questioning (0]

teachers using .

GBAs can be ' Design of garme (DG)

mtm‘ystsfur Decision making (DM}

a4 . Engagement (En)

pupils’ learning s QR

and development

beyond the Margin of Awareness:

curriculum. Other ways of teaching (0WT)

Curriculum cantent [CC)
Pedagogical content knowledge [PCK)
Experience of teaching (ET)

Note: This figureisa di agr ammati c representatior
awarenesdetailing both referential and structural elements that informed the
development of this category.

4.7 ChapterSummary
Il n summary, the outcome space associated
experiences of teaching game usinGBA held within it three logically ordered
categories of conception, 1) thearner, 2) theCollaborator, and 3) theCatalyst Three
thread of expanding awareness, known also dimensions of variation, running through
each category were also identified as bging r t i d)learainginteritions2) focus
of attention and3) the purpose of dialogubetweerteacher and pupilhe referential
and structural elements of utteranf@smeaning statements) selected from transcript

data were also presented to support validity and reliability protocols associated with
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transcript analysis. This also helped to deiae smilarities and differencesvident
within meaning statements to inform categfnglisation anddescription A

diagrammatical summary of elemettat formulatedhe outcome spads offered in

Figure 4.D.
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Figure 4.10- A Summary of Elementthat Formulated the Outcome@ce

To enlighten
(holistic
development
of pupil)

To focus on
pupil
development

To clarify
instruction and
action

On the learning
envrionment

On pupils and
their learning

To promote
reflexive
thinking

development

To provide
answers

The Outcome
Space

3. TheCatalyst

Represents the view that through
purposeful and collaborative design an
action teachers using GBAs can be
catalystst 2 NJ LJdzLJA f & Q
development beyond the curriculum

2. TheCollaborator

Represents the view that a focus on usi
GBAs requires engaging pupils in
collaborative learning endeavours with
teachers delegating responsibility for
learning.

1. ThelLearner

Represents the view that teachers using
GBAs are required, first and foremost, to

learnerswith conceptions of experience
reflecting a more operational
understanding.

Referential

Catalyst:

LJdzLJA ¢
g2NXI RQ ¥
endeavour

Collaborator:
A teacher & pupil

focused endeavour

Learner:

A teacher focused

endeavour

Structure of Awarenessll Structure of Awarenes

Structural

Internal

Catalyst:

Themeg Extending
the pupil

Thematic field;
guestioning, design o
game, DM,
engagement,
development
opportunity

Collaborator:

Themeg Engaging the
pupil

Thematic field;
guestioning, design o
game, DM,
engagement,
development
opportunity

Learner:

Themeg A new way
of teaching

Thematic field;
questioning, design o
game, DM,
engagement,
development
opportunity

External

Margin of awareness
Other ways of
teaching, curriculum
content, pedagogical
content knowledge,
experience of
teaching
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Chapter 5 - Discussion

5.1 Introduction

The findingscomprisethe analysis of collective meaning associated with secondary
physical education teacher s06 e kasedappreacihc es of
(GBA). The different ways in which GBAelated teaching was experiealcby participants is
ordered with three categories of conception constituted from transcript datal_&pther,
2) theCollaborator, and 3) theCatalyst Reflective & a phenomenographic analysis
frameworkthese three categories formed a hierarchy of qualitatively different ways that the
phenomenon of GBAelated teaching can be experienced. This outcormeespinformed
by three themes of expanding awareness or dimessf variation that highlighkey
difference and similarity in elements of exgeige. Thus, categoriesreflgca r t i ci pant s o
capabilities of exeriencing the phenomenon thag¢ doth inclusive in nature (e.g. those that
experienced the phenomenon watimore complex understanding also offered conceptions of
awareness of the phenomenon at a less complex level) as well as parsimonious in structure.

This chaptedraws together and discussresearch findings in response to the
research questions that infeed this study and explathe meaning of findingwith respect
to related literature and the implementation and understanding of GBAs as a whole. The
importance ofhe findings iframed within discussion about the nature and mearfing o
teaching experiare Limitations and implications of findings will inform discussion at the
conclusion of this chapter with further research suggestions relating to the dfi¢his study

also offered.

5.2 Overview of Fndings
The primary resarch question for this study What are the qualitatively different
ways in whicksecondary schodkachers of physical education experience game based

approaches when teaching gamés?statedhe findings of this study outline three

106



gualitatively different ways that teachers esipece GBAs when teaching gamésis aligns
with MartonanBo ot hés (1997) understanding of pheno
whereby a limited number of categories are presented to reflect a collective description of
variation.Each category idiscussedavith consideration given to the natuoéexperiences
informed by the variations of meanititat exist within and through each category.

5.2.1 TheLearneras a way to experience GBAdaching.

TheLearnercategoryrepresents the view that teachers using GBAs are required, first
and foremost, to beearnerswith conceptions of experience reflecting a more operational
understanding. This operational understanding was a prominent feaju@ oft i ci pant s o
relivedaccounts of GBAelated teaching practiegth a clear focus othe actions oelf as
teacher. For example:

Ultimately | do get the response | am hoping for which is we need to space out

more. (Utterance 35)

Utterance 35 suggests a focal awareness awnidhudl action and desire specifiz the
act of GBAteachingThe f ocus on Al 0 in this teacttofext i n
teaching and learnings a teacher focused endeavdimus, n essengghose who experience
GBA teaching in this capacity experience the phenom@nedominantly as laearner. To
elaborateon this further requires a review thie category attributes within each dimension of
variation(or thread of awarenes§)o briefly recap hese are 1ip clarify instruction and
action (LFCI), 2) a focus omself as the teacher (F8), and 3)to provide answers (P\).
Thesethree attributeink to the overall naturandmeaningof GBA teaching experience
throughthe associatiorof elements attributable &teacher focusedndeavourFrom a
Deweyan perspectiibe teachergarner and content should geen equal importance in
learningsuggesting thataches imstructionoffers justfia starting poinfemphasis addeddp

be developed into a plan througbntributions from the experience of all engaged in the
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learning process ( Dewey, Teus viith thepthemesf fe&cher focused teaching
linking experiences throughotltis categoryand with theerm teachefocused teaching
itself often being used in literature describendicative practice of a novice t@arner
teacher Confait,2015;Long, Hall, Conway & Murphy, 2012)the association between
teacher focused teaching and teachdée@®erin the context of this study is appropriate.
Hence useof the termLearnerin this study as aategory metaphas it describes and gives
prominence to the experience of GBA teaching as being a relatively new pracgicably,
the predominance of a teacher focused endeaymanymous with this category of
experiencestill offers pupils the opportunity for constructivist informed learning
commensurate with GBA philosophical underpinningslierance 8indicates:

Thefirst lessonis me instructing. (Utterance B1

The inference here is thaith any new pedagogical approach being utilised there will
usually be a period of adjustment, a realignment of teacher and pupil expectations relating to
the learning environment and what it holds.Pggares (1992) atesit may not be a
straightforwardprocess to change incumbent teaching styleshieuact of tryingif based on
sound reasoning, can bring with it mutual benefits to those involved in the teaching and
learning equation. Thus, Utterance 81 provides an indication of awareness of (antyarguab
requiremenfor) change in teaching practiognother example of this awareness of change in
teaching practice is Utteran6é:

|l 6m giving a few instructions. | € get the

think about having 2 set people up forward, Pidfield and 2 down back just

so we get a bit more structureé

Utterance 60 indicates an awareness of two forms of teaching practice; a desire
to incorporate discussion opportunities within the environment of learning, yet also a

desire to maintaincontrolf pupi |l sd& | earni nfpcuged ur neys t hr ol
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instruction methoddt is important as well to notinoughthat specific utterances
should not be viewed in isolation. Thushen consideringhe overall catext in which
both UteranceB1 and Utteranc60 aremade andvhen relating thes® other
utterances placed within and across categahese exists a genuine desire from the
teacher to engagmupilsand help thenmake sense of learning experiencdss desire,
aspreviously statedhy Light andGeorgakis (2007)s a key elemenif GBA teaching
as underpinned by constructivist perspectives on learning.

Furthermore, \wen utilising a GBA there still exists on occasion the requirement for
teachers to function as an instructor, to facilitate teacher focused teaching as a component of
pedagogical practice utilised to help students work towards and achieve formal andlinform
learning outcomegdowever,such utterances also provide insight into the shaping of
teaching practice basedonanindivial 6 s capacity for experienceée
operationalFor theLearnerthis means experiencing the phenomenon at a less complex level
with fewer elements of the phenomenon being discefftee practical implication of thias
outlined by Lam (2018is thatteachers would then be limited in their capacitiesttocture
thelearning experiences of pupitssuchways that the pupilthemselvesnight be restricted
in the development of their capacitiesdiscern the critical aspts of the object of their
learning(e.g. taking advantage of a 3 ver&usstuationin a game of asketball)

To conclude discussion on this category it is important to reflect upon the meaning of
experience ased on its worth as a component of educatf@xperience is a precursor to
expertise as Ha#ti(2003) suggestsanddife wey 6 s (1938) belief that
with andenlarge experienclolds truth then the opportunities that teachers have to be
Learnerswith regards to GBA teachinghould beembraced as fundamental to improving
overall teaching practice and thehievement oéxpertise As a category existing in an

inclusive hierarchy the assumption already exists that teachers at some stage in their GBA
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related teaching practice will be_aarner. Thus,in this contexthe worth of experience as a
Learnerto overalla ¢ hi e v e me netlucatidn goals npoktantinsofar as it s
stepping stone to the further expansion of capacities of awareness relating to ingi8dved
teaching practice.

5.2.2The Collaborator as a way to gperience GBA teaching.

The Collaborator categoryrepresents the view that a focus on using GBAs requires
engaging pupils in collaborative learning endeavours with teachers delegating responsibility
for learning. One of the key variatisnvithin this category (in contrasst theLearner
category) ighe reliving of teaching experientieatdepids ateacher angupil focused
endeavour

There is a ball, you have all the space,

three then go. (Utterance 92)

Utterance 92 offeran insight inteexperience througfreater awareness of more
complex elements within the learning and teaching equdtiassence ireflects recognition
of a learning dynamic that depicts not just the teacher as instrogtaiso the pupil as
contributor tdearning. The utterance makiespparent thathere is no longesole reliance
ontheteacherffor learning Thus the suggestion hereligt the meaning of experience relates
to ateacher and pupil focused endeavour

Dewey (1938kxplains that the chalge for teachers does not reside with the adding
ofnewkaict s to the | esson but more so the probl ¢
exper i @@.re8)fonthedpupil. To that end a focus on the teaamat pupilis required.

Thus, by recognising the pupil within the focal awareness of experience a more complex
understanding of GBAs presented. This expansion of awareness can be seen when
attributes from different categories within the same dimension of variateoconsidered.

For example, within thpurpose of dialogue (POjimension Wterance4 isreflective of
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experience asleearnetril ask specific gr oupsorkinggdsat ar e t
t eam? 060 T hdalogue in thi®exanple primarly for pupils to provide answers

relating to the actions of self and teammaltiésving from alLearnerto Collaborator

perspective, a greater capacity to experience GBA teaching is required, thus utterances

relating to thegpurpose of dialogue (POJimensionbecome more complex, for example:

AWhat are they doi nUterahcefd8).elheevariationtwahinyaihuhegeuy s ? 0
utterances relatds the different elements required todiscerned, specifically what the

requirements are for pupils to be able to answer each quektiempurpose of Utterance 48

is to engage the pupil in reflexive thought. To do this successfully they are required to discer
elements associated with selddarammates as well afhie game being played and the

experiences of othershus, the teacher in thisestario has arguably induced a meaningful

and personal experientar the pupil through a greater capacity of awareness associated with
guestion asking.

As aCollaboratorexperiences of GBAelated teaching begin to more accurately
fifocus on the game aracate learning within modified games traphasizeuestioning to
stimulate thinking and i nt eForeekampleono (Li ght &

So theg are playing little small sided games and because they are small groups in

a big area there is limited opportunity for them not to get involved. (Utterance

32)

Utterance 32 gives indication of two distinct elements of pupil engagement. The first
isengagment i n modified games played atse dAlittle
focus on the game so Athere is | imited oppor
increase in awareness of the elements of GBA teachingrosait@ teachers with

opporunities to respond eagstly to the responsibilities théyave to develop our pupils.
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Dewey (1938) suggests we do this through the shaping of actual experience which is not just
about what welo as teachers, but also about whatdve n & For ekample:
No, | wart to savour that moment and i€all everyone in then you lose the
vi sual exampl eé freeze, nobody move. (Utt
A real sense of pupil centeredness permeates through the attention digen to
learning might unfoldn Utterance 44Thesavauringof a moment t hrough th
instruction to freezescan then listeis clearly intended to promote pupil development whilst
simultaneously representing botlteacher and pupil focused endeavddaving an
awareness of what not to do (e.g. avoiding interrupting too dramaticailyithentic context
of learning) also relates to the development of a more complex understah@Bé
teaching (Light et al2014).Thus,the practical implications fahis appeamutually
beneficialfor teachers and pupils alike so much athe collaborative nature of learning
hel ps pupils contribute towards each otherds
the teacher 6s capaci tlegarnifgaxpatieneef f ect i veness) t
Discussion orhis categorys concluded withreflecion upon the meaning of
experience based on its worth as a component of educatiaxperience GBA teaching as a
Collaboratorholds with it much to be celebrated. | say thilhaneyg o Deweyb6s (193
guestioning of traditional educational experiemce er e by he asks AHow man
rendered callous to ideas, and how many lost the impetus to learn because of the way in
which | earni ng wa s(p.26xlplght of then ahadleahgeb assoctiabted with o
the context of learning and teaching (Northcote, 2009) as well as the tacit resistance that often
accompanies the idea of pedagogical innovation (Bell, 2G@l5)t eacher sdé wil |l i ng
develop and maintaian expanding awareness of elements attributable to improved GBA
teaching holds significant meaning both for the profession as a whole and for pupill

development.
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5.2.3The Catalystas a way to experience GBAdaching.

This categoryepresents the view thtitrough purposeful and collaborative design
and actionteachers using GBAs can batalyst§ or pupi |l sé6 | earning and
beyond the curriculumleaching experience relived as a purposeful endeavour to offer
learning opportunities beyond thenstructs of curriculum providée main variation within
this category with self, collaborative and contextual aspects of experience prominent
elements in focal awareness:

Can they tell me or identify or have that awareness of what they are actually

doingin that 1 on 1 situation? (Utterance 78)

Utterance 78 illustrates a focus of attentjaithin thepurpose of dialogudimension
of variation)on the element adiwarenessvhich suggest a capacity teseek and have
knowl edge fuelled by curiosity and Ainquiry
type of reflective awareness candssociatedvi t h Deweyb6és (1933) persp
t hi nki ng whan active persistent| andecardfciinsideration of any belief or
supposed form of knowledge in the light of the grounds that support it and the further
concusi ons t o whi lhave likeanedtthes assaiation(betweenSayvareness and
reflective thinking to thegromote reflexie thinking (PBR) attribute within thepurpose of
dialogue (PD)imension of variation due to its focus e promotion of complex
understandingMor e t han just demonstrating tone capac
attention (Morin, 2011Yt t er ance 7 8 s uweshgedmsdeveloptwhhen theire ac her 6
pupils a more complex understanding of experience, thus demonstrating a more complex
understanding of experience themselves. Furt
Utterance 78nvolvesthemfi s e e i n g s 0 meekperientgthat isror douldhbe i r ]
different from what one already knows and results in gquasg/inquiry to understanddat

(Chapman, 2015, p. 317) by virtue of offering pupils choice in how they might demonstrate

113



understading. To highlight the development of a more complex understanéiexperience
from a collective perspective two furthexamplesare highlighted below:

I am still looking closely at how the allocated space is shaping play. (Utterance

67)

You could se¢hem picking up each concept as we worked through the different

game situations. (Utterance 23)

Both utterances above reveal, at a collective lemehning aligned ta pupil and
fitheir worldd focused endeavour (LWH)rough attention being offeréd theenvironment
as par t waldatthatgpeacificpdnt in time and alsothe holistt development of
the pupil througldevelopment of conceptual and strategic understandimgquote by
Chapman (2015) below has been used to offer an ifisigivierview of how a teacher with a
more complex understanding of experienaCatalyst performs at thigevel:

Teaches with knowledge of reflective awarenglsk about what is happening

in theirclassrooms rather than mereeacting by jumping teonclusions or

blindly aacepting the situation. They agkiestions to understd, to check their

thinkingands t u d e n thg @nd tb tonsidaitiernativeinterpretations of an

event or behavior. (p. 317)

Indeedthe practie of such teaching behaviowrs itrelates to utilisation of a GBA
supports commentsy Rovegno et al(2001) and Harvey (2009) who suggested thiadugh
the appropriate structuring of the gamepils could offload their gmnition onto the
environmenin order to uséechnical skills to overcome comgléactical problems. This
offloading of cognitionrepresents an outcomeattrelates tall three threads of awareness
(dimensions of variation) as experienced Wyatalyst namely learning intentions dgeed
to enlightenthe pupil(LI-E), having a focus of attention dhelearning environment (FA

LE), and promoting pupils to engagereflexive thinking (PER).
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To conclude discussion on this category | will once again reflect upon the meaning of
experience based on its worth as a component of educét@xperience GBA teaching as a
Catalystis the intentionof GBA el at ed teaching practice and r
198) desire for teacher s -maiterbsethbawiththe ned fAno
subjectmat t er as a rel ated f act olThepractica t ot al and
implicatoo,s of this for the pupil are that a teac
phenomenon of GBA teaching should provide them with more opptesito achieve a
bigger range oflame playdevelopment and performance outwsas well as a more
engaging learning experience to stimulate holistic developridithately, with reference to
the experience of GBA teaching a€atalyst,l believearesponsé o0 Deweyds (1938,
guestioning of types of | earning fdsthatf or ei gn
they would I imit Apower of judgemdntonamdicap
beingoffered.

5.2.4 The Learner, Collaboratorand Catalystas an inclusive hierarchy.

With the outcome space being representative of an inclusive hierarchy it is important
to considethe relationship between each of the categories and what can be learned from their
logical ordering. To&cap, an inclusive hierarchglates tasomecategores of conception
further up the hierarchy being inclusive of previous or lower categonegning that
experience of a phenomenon witinare complex understandigin some way linketb
previous experience of the phenomenon with a less complex understdardiaghe
outcome spacef this study reveals an interconnectedness of experience, ftoem@ar ner 6 s
developing awareness of GBAs, right through @ @a t a lingreased awarenestand
capacity to experiencal aspects of GBAOne way to view this interconrtedness is
through a focus on th@otentialandthe capacitythat each category lends itself to. For

example, as hearnerthere is a clear focus @elf as the teach€FA-S) whenfocus of
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attention(FA) is investigatedhowevera Collaboratordemonstrates the capacity to expand
their attention to include not just them self as teacher bupalsits and their learningFA-

L). The potential for capacity building highlited here supports the notion of an inclusive
hierarchy existing as it demonstrates an internal logical relationship beghotsstial (what
might happen in the futuréor say, d_earnel) and capacity (what is happening in the

presentfor say, &Collaborator or aCatalys).

5.3 Experienceof Variation
Drawing on the ideas of Dewey (1938)afet (1970) and Vygotsky (1978)

teacherdés capacity for experiencing GBA

t eac

experiences as a teacher and of the environmental conditions (e.g. the culture and context)

t hat shaped those experiences. expdinansesarg h e
compl ex, as i s the c maeadind@avaraness of the phénontemow
(i.e. the experience of teaching using a GBA) influences their capacity to experience the
phenomenon. The presence of three categories within thenoeitgpace is suggestive of this
growth of awareness as the constitution of categories (and their description) is based on
variation in how elements of the experience are discefiifeds, the categories bearner,
Collaborator, andCatalystreveal not jusp a r t i dncreasing aveakeness of the
phenomenon (e.g. as pedagogical choice defined by experience) but also their capacity to
experience the phenomenon (e.g. the meaning associated with-ae@B teaching
experience).

An analysis of the differaxes between experiencaisan individual leveis not a
feature of phenomenographical research, instead a part of the analysis framework directs
analysis to be focused upon the differences between categoringsedrnrealistinct but

inclusive meaninggeach meaningssociated witlone specificcategory of experiengare
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presented iTable5.1followed byconsideation ofeach category in relatido variation in

the range ofspets discerned

Table 5.1

Categories and their associated meaning

Categories of Referential (Meaning) aspect

conception

Catalyst A pupil ao@mddit i @icunswd ende
Collaborator A teacher and pupil focused endeavour (TPF)

Learner A teacher focused endeavour (TF)

Note: The three referential aspecs depicted above referto the meaning recognised
within and amongstall sharedutterances

In Chapter 4.3 it was stated that the determination of each dimension of variation
requiredteaches attentionon discernible elements of the phenometwbe apparent not
just within a single category btliroughevery category. @ recapthe three threads of
expandi ng awar eleaensgintemtonséll)focasaotattemtiors (BARaNd the
purpose of dialogue (PChetween teacher and pupligble 4.1 providesan overview othe
three threads of attention constituted from transcript@amataell as the collective attributes
specific to each category of each thieddhus, b investigate any difference in the nature and
meaning of categorigbe range of themeatiscerned become important features of
experience.

5.3.1 Experience of @riation as alLearner.

As alearnerexperiencig GBA teaching there wasrange of elementsliscerned
acrossll threethread of expanding awarenegés.g. allfive themef Questioning [Q]
Design of game [DG]Decision making [DM] Engagement [En]andDevelopment
opportunity [DO]that compris¢he thematic field were discerne&urther analysis of this
range, however, reveals limited focus of attention on arguably (from a literature perspective)

the two most important elemerdEGBA teaching theDesign of @me (DG)andeffective
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Questioning (Q)With regards to thBesignof game (DG)Harvey (2009, p. 7) stressed the
i mportance of fAgetting the garmdatedteaghing 0 as a
practice so that pupil s it Ahisnnkportanee skouldrmoto ut , a
be undetvalued as numerous sdars have attestgq@ee Hopper & Kruisselbrink, 2002;
Light, 2014 Pearson & Webb, 2008 There is an art to designing meaningful and purposeful
games that provide pupils with opportunities to achieve specific learning out(dfabb,
Pearson & Forrest®6), yet without it being a prominent focos$ attentionfor teachers
their GBA-relatedteachingwill be experienced predominantly as a novice with a limited
understanding of the nuances associated with GBA teacktiegsame can be said with
regards to m absence of attention on the elemeruaéstioning (Q)Effective questioning
strategies are a central component of the te
Hayes, 2007)yet lowerorder questioimg that focuses on knowledgecall such aghe
guestioning strategies evident in the study by McNeill e{2008) intopreservice PE
teachersmplementation of a GBA on practicum, helps to define GBA teaching experience
within theLearnercategory.

Reflecting comments blyight and Harvey (2015)ho identifiedthe twoareas of
game design and effective questioning as beirgadfcular concern foturrent GBA
teaching practice, the findings of this stuggrticularly within the_earnercategoryexpose
a similarunderstanding of experiencehus, he relationship between these two elements,
that being the effect of game design on effective questioning and vice ajgpsars
synergistic. Pearson and Webb (2008, p. 1) highlight this goioagh their discussiorf a
process for effective question construction

For questioningo be effective, it needs to be planned and specific to the outcomes

that theteacher e qui r es f r o mThe precesp iavolves theitgaehn t s é

analysing the categories of ganfesasion, striking/fielding, net/court and target
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game$ and then choosing a sport from one of these categbn#ewing this the

teachedetermines the elements to be an effective player using the subcategories:

technical, tactical/strategicognitive and rulesGamesare therdesignecaround one

of the subcategories or a combinatiQuestionsare then designed in each of the

subcategories listed aboJemphasis added]

5.3.2Experience of \ariation as aCollaborator.

As aCollaboratorexperienang GBA teaching there was an eviercus of attentioron
all five themes across alltributes. Of prominence wake greater numbeaf meaning
statements (utterancdbt were recognised as being attentive to ddedision making
(DM) as opposed to tHeeamer category. Thus, with a more even attention being given to
key components of GBA teachingcould be suggested th@achers experiencing the
phenomenoias aCollaboratormaintained a developing appreciation of the importance that
different GBAs place on learning tactics alongside sKillseference to Rovegno et,al.
(2001) sich evennesgf attention supports the notion thatallaboratorhas the capacity to
experiencdsBA teaching with aminderstanding of thimterdependence of motor skill
execution andlecision making aelational charactestics of game playThis is an important
development in relation to how teachers experience GBA teachingeasals alevelopng
confidence irpedagogical content knowleddeurthermorewith Pedagogical content
knowledge (PCKbeing one of four aspects of awareness associated with the margin of
awareness (e.g. an aspect of awareness that remains on the periphery but still affecting
experiencejts growing presence as an element of awareness within this cafagapposed
to the Learnercategory) suggests an increasinfjuenceonhowa t eacher 6 s t he matt
and theme of attentias structuredThis developing confidenge pedagogical content

knowledges affirmed by Utterance 18 below:
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It was quite nice in a way and it steme feel a lot more confident with what |

was doing with them and it was good to know they were getting something from

me and | was giving something to theftdtterance 18)

5.3.3Experience of \ariation as aCatalyst

As aCatalystexperienang GBAteaching there was a distirfotus of attentioron the
experience of providing pupils withevelopment opportunities (DCBvidence of what and
how those development opportunities were experienced by teachdys framd in the form
of pupil question askings relived by the teacher

Miss, can we take this line of cones out here? It is too hard. (Utterance 68)
Utterance 6&rovides an insight into GBA teaching as experienced @gtalyst

insofar as the focus of attention remains oratttgand product) of reflexive thinkinghe
experience here of listening to a pugilggestsn appreciation of pupil voice as a meanihgfu
act of learningBut this experience is more than just a focus of attention on the pupil as the
act of providingpupils with a voice gives recotion of their perspective artieir worldas a
valid source and focus of learnindtterance 68 alsdemonstrates evidence of a pupil
Amaking or creating their own gameso s( Quay &
as discussed by Quay and Stolz (2014), is th
experience beyond that thfe confines of the GBA. By providing an opportunity for the pupil
to change the game broadens t h ¢actical awarengss, o n me n
decision making and skill execution, to invo
to be achi eved atThus, asbaciatpdevith GBA teaehing beiag . 23) .
experienced as@atalystis the recognition of experiee@s beinga u p i | and At heir
focused endeavour (PWHR)tterance 24ighlights this focus agaitmrough attention being

placed upon a collective endeavour:
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Wedbl |l try to ¢etheagswarsthgough the pgraetsofthatn d o u't

during thegame you can answer those questions physically on the court.

(Utterance 24)

Light (2013) has stad that one of the main featuieffective Game Sengeaching
is the provision obpportunities for collaborative formulation of ideas/solutions that are
tested and evaluatedtterance 24 speaks directly of this provision as a collaborative
approach has been adopted (e. @ findthe\emswkers tr yéo
throughthepractsé 6) t hat are then testedhosen context
guestions physically on the courto).

As aCatalyst the experience of having a priority focus on providirgyelopment
opportunities (DOY¥or pupilsvaries considerably from theearnerwho experiences GBA
teaching with limited recognition of the impgance ofgame design (D&GndQuestioning
(Q). Yet as an inclusive hierarchy suggetisre is potential to develop a more complex
understanding of GBA teachirag evidenced by a change in what becomes the predominant
focus of attention as well as arpexsionof awarenessf elementsassociated witlthe
theme, thematic field, and margin of awareness of specific phenomena.

5.3.4A summary of what can be karned éout games teaching practice from

discaned elements within and @rosseach ategory.

As alearner, the uneven spread of attention across discerned elements of GBA
teaching experience, specifically a lack of focus on key elements suchleestge of Game
(DG) andQuestioning (Q)suggests a more teacher focused meaning to GBAitgac
experiere.And when coupled with a fewer number of elements being discetredld be
expected that the experience or practice of games teaching from this perspective reflects a
less complex understandinfithe nuances of GBA teachirigrom an existg litergure

perspective, Staland Pill (2014) suggettat teachers new to using GBAs may indeed view
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nuances associated with GBA teaching as lacking significance and distinction within their
overall game teaching practicehus,as Pill (2011) suggestgith many teachers already
teaching in a manner not too far removed from the beginnings of a GBA (e.g. use of small
sided games},earnerexperiences of GBA teachimgay indeed be blighted by a different
path up the same mountain perfunctory feel (Mitchell 5200

As aCollaborator, the even spread of attention across discerned elements of GBA
teaching experience highlighisgrowing confidencan not only self as a developing
pedagogue but alsself as being engaged withpils and their learningThe experience of
GBA teaching as €ollaboratormay also be suggestive of a more supportive community of
practiceat work which reflect&roundwateiSmitnhd s (199 2 )  deachimgessat i on t
social practiceFurthermoreD 6 e o n, Ov délardjng €004, p. d51)dve also stated
thatf te communal aspect of teaching means, among other things, that the prevailing social
norms [of thedepartment/school] have a large role to play instieping of teaching

practiceo Such a p éevessigetochiprieseree aniahfleence gf organisational

h

socialisation on GBA teachingactice As Wrightetal.({ 2004, p. 51) suggest

who wish to us [a GBA to teach games] should get the support of at least one of their
physical education colleagues. That support is most likely given when teachers in schools are
al so educated about the approach. o Idf such
GBA teaching are indeambllaborativein nature with the framework in place to develop a
more complex understanding of the phenomenon.

As aCatalyst the focus of attention across discerned elements of GBA teaching
experiencavas on arguably a moremoplex element of GBA teachirigthat being the
facilitation and promotion dbevelopment Opportunities (DOBuch a focus of attention
suggestthe experience of GBA teaching relates fmugil andfitheir worldo focused

endeavour (PWRyhich requires a capacity to e ¢ 0 g n hosveessfi thenteaching
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contexto (McLaughl i n  LLawieAce dndentteKeerta® (R013)guchc or di n
a capacity can give indication of institutional policies at playhese an di ct at e @At he
ofteach ng t hat ar e Thus, experidnaeg ot @BA te@ching a8&plystand

the discernment of a range of comp2evelopment opportunities (D@jguably shapes

games teaching practioe a manner supported by battdividual agency (Curry & Light,

2014) as well as positiyeerceptions of curricula and pedagogical innovation from an

institutional perspectivesuch a perspective reflects Light and Fawns (2003) argument that

teaching cannot be separateshirsocidand material contexts. It coullsobe argued then

thatthe experience of GBA teaching a€atalystreflectsDewey 6s (1916) noti ol
education through occupatiorihus, & a provider of authentic and productive forms of

occupatiorfor pupilsfound through participation in activitiésat are meaningful tthem

(Quay & Seaman, 20)3a Catalystdemonstratea capacity for complex understanding

endeared to promoting erdeedcatalysinglearning.

5.4The Influence of Context on Experiences d&GBA Teaching

Dewey (1938) suggesthat the nature of lived experience cannot be separated from
the context in which it occurs. Thus, for this study it is important to once again recognise the
contextual influences (e.g. personal, social, and institutlmeleefs and practices) that no
doubt shaped, and continue to shape, GBA teaching experience. | am drawn here to
comments by Curry and Light (2014) relating
departmentvide change to the practice of GBA teamhiSpecifically, | am intrigued bthe
identification of how contextual factors impeded implementation success ofr&Bi&d
teaching practice rather than facilitated its sucdésgas not the focus of this study to
analyse such influencespnar t i c i piemces o GBA ¢eachigdroweven would like

to reflect on participantsd comments held wi
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geniality of contextual influenc&hus, fom an organisational socialisatiparspectivehe
following quotewassymptomatic of influence onlae a r mex@erisnde of GBA teaching:

The Head Teacher athoolwasquite a role model in terms tfe way he did

t h i n geswasé significant influence in terms of shaping my style of teaching,

my way of teaching when | was kind of in that formative 2 or 3 years when you

leave Universitf and he di dnoét LUkeeofprobablyn [ GBAs] s o

subconsciously followed the kind style of what he was doirand | guess the

furtherl got from University, the more comfortable | got with the success we
were having and the way it was working with the b¢ysanscript A2)

Symptomatic of influence o@ollaborator®experience of GBA teachingand also
related to acculturalisation influences) was the presence of a mentor or a cdibeiagpee
and/or guide the development and understanding of -@fated teaching:

My experences as a young person daying met up with a vgrproficient

basketballewho was coaching ih h e ¢ o hisnwbrds yeéonate with me, he

s a iwd dofa lot of stuff that we like to do when we are at trgirineaning

that you do a lot of simulated game situations because you enjoy tHz aadl

Al @okwe want &ndthé kind ef resomated withéne [ T h u s ]

think | used ®@As without even knowing what it was in thatutry to get

through the gameven thougtthe kids have no understanding of what isngoi

on. (Transcript G1)

And finally, thekey contextuainfluence onC a t a leypsriensed® of GBA teaching
related taa sustained period of focus on understanding and implementing this form of
pedagogy during preservice teacher education experiences (or the professional socialisation

phase):
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This does go back to university and studying the PE teaching side of things.

When we were presented with the Play Practice model it was the model that all

student teachers should all try and

madea | o't of sense to me. | t wasnot

apply that in your lessons but the Figure 5.1IMy Voice(5)

more | learnt about it and the more  Coincidently, the adjacent quote
gives reference to the same tertiary
examples that the lecturers programme and lecturer that
influenced me and my experiences
provided us with and then gave us| of GBA teaching. What assumption
about findings that this may

situations to go out into schools influence will be discussed in
Chapter 5.5.
and putitim o practiceé | think |

developed a real appreciation for that and | could see the benefit in using that

adopt

al ways

particular teaching model é It made fee
coach. (Transcript 11)
Curiously thoughCurtnerSmith et al.(2008) labéthe professional socialisation

phase as the least influenti the three socialisation phasebus, he power and influence

of asustainedorogramme oéffective GBA-relatedinduction appears vital to GBA teaching

as experienced asCatalyst Such an understanding is also reflected in the literature with

Pill és (2011) study into teaccQiaabseacegfage ment

experience with, and exposure[@BAs] was a constraint on [teacher] ability to design and

enactthistpe of teachingo (p. 119).

From a location perspectivthat is experiences of GBA teachimngeither southeast

England or southeast Australthe phenomengraphicaésearch design prohibits a

showcasing of contextual difference relating to each sitieess is a focus on a collective

understanding of experience (Thune & Eckerdale, 2009). What was apparent though

throughout transcript data was the lack of distinction made as to which G8BReiay
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relived(e.g. whether or not a TGfU approach was beiilget! by teachers in southeast

England[identified by one participant onlygr a Game Sense approach was being utilised by

teachers in southeast Australia as

reflective of eachappioacire gy —of
For me,Chapter 5.5 supports the essence of
origin). With theunderstanding that there  findings from this study as comments focus
away from GBA teaching experience in

are similarities and differences between | (elation to use of either a TGfU approach or
Game Sense approach, but instead commen
GBAs, in relation to thdocus and design |  relates more to teaching experience based on
partichb ant s6 overall capacit
of this studyit is debateable whether or | and understand the GBA concept as a whole.

QD

~—+

notthislack of distinctionis important to
overall understanding @xperience of GBA teachinghis distinction may be important,
however, as a mechanism to drive the professional development of teachers and their

pedagogical content knowledge as outlined byefiaand Harvey (in press).

5.4.1 The experience of GBA teaching in southeast England and southeast

Australia.

The purposive recruitment of participants from southeast England and southeast
Australia was designed, amongst other reasons, to allow fpo#siility of difference to
emerge in GBA teaching experience basednfluences relating to socialltural and
materialcontexts. The overall analysis of transcript deden a collective level, however,
uncovered no ovedifference in the experierf GBArelated teaching from a site specific
perspective. Thus, th@milarity in experience within and across categories by teacte
distinctly different contextuaitessuggests global phenomenon of experiendad
although it is important teecogniseéhatthevery nature ofjphenomenographic research
precludes analysis of i n,egvevatacolledive eveldhef f er enc

analysis of experience provided insight into similantextuainfluences at play. For
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examplefrom the experience of GBA teaching akearnerTranscript A2 offers recognition

of contextualnfluencerelating to the issue of GBA mentor access
To use ifGBAs] in school now | would want to do it in a way that | knew
would work by learning from somebotlyat knew how to teach it properly
(Transcript A2)
In addition to the recognition of contextual influence outlined abbraxscript 12

offers awareness afsimilar recognition ofnfluence yet this experience of GBA teaching

as aCatalystoccurred at a different site:
Professionally it is always interesting to engage with other staff members about
their particular approachéesn | esson andé | guess there a
here that utilise that approach more than others and | fiedllyinteresting to
speak to those staff who do use this approach and just hearing about their
experiences with their classeits really good for my developemt because |
constantly think hiwWwhlaat dios | aodgn@d ainde &® o
makethat an option inthe futuke0 Hr | Atan assess the studen
mightworkoé | guess i n profesdionas sharisggthat dfreal s t hat
benefit to my teaching and my sort of planning and enjoyment that | would get
from the lessonqTranscript 12)
The recognition of similar contextual influences on GBA teaching experience at

different sites has implications for both teachers and teacher educators and is discussed in

Chapter 6.

5.5Limitations

As with all qualitative researatudiesthere are assumptions made aboutrth&ire of

findingsbeingindicative and suggestive. Based on comment from Watkins and Bond (2007)
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one assumption of this study was the degree of commonality across category meanings being
based on pimilartexperienpeacontexgsdy. teaching in a secondary school

physical education setting/Nith observation of teaching practice deemed unnecessary for

this study (as the focus was imwestigation othe collective meanings associated with

t e a ¢ h AmrexgpdrienGB and not a verification of authentic use) tharrglof teaching

practice forged fronsimilar experience contexis a supposition of this studdlammersely

(2011, p. 36) also suggeststhahy r esear ch acti vi t ywhiéhitnvol ves
necessaryreliesswi t hout whi ch i t Suclaorhnient freads to feegniiomr s u e ¢
of the myth of the apolitical objective researcher (Griffin, 2004)paraphrase Willig (2012)

the interpretation required within this study contains something that belongs to me as well as
something that belongs to the teRY. providing evidence of my reflexivity and place within

and throughout the study (through a nembfMy Voicesnapshots) | accept the presence of

my own subjectivity as part of this study, although some would consider this a limitation to
findings (see Hammersleg011).

Also, a number of research design aspects should be considered when discussing
limitations of this studyFor example, use of a single research framework (that being the
second order perspective gained from phenomenography) limits understanding that might be
gained from use of a differeapproach, such aspsychephenomenologicapproachwhich
is designed to gplore first order understandird experience.

Another limitation comes from the context of tlesearch setting. Although
patticipants taught in two Engliskpeakingcountriesthere were no participants from non
English speaking countries where GBAs are used to teach gamddsionally, dthough
comment wagrovidedin Chapter s to the potential for GBA teaching experience to
influence student outcomes, the researcigdgsevents anyefinitive claims being pursued

Furthermorewith an emphasis on subjectiviggscription and interpretatidhe concept of
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Figure 5.3Mly Voice(7) generalisation is not a key aspect of

phenomenographiesearch. The transfer

Following on from comment made in

Figure 5.1My Voice (5)no assumed or application of understanding by
significance was assigned to the

coincidence of havi nygachersts otterdsituhtiBrd ishd udy 0s
participants complete the same tertiary
PETE programme as me. The fact that th  jntention of this study, yet the limited
may be similarities of GBA induction
experience does not relate to the focus of  generalisability of findings is still a
this study. Indeed, knowledge of the

participantos GBA e Xjmgafioh 6 finfifgs. background
was only discovered within Interview 1

W|th no assumptions abOU'[ teaCh|ng From a methods perspective a
capabilities made before or after this fact
was known. limitation could relate to whether or not a

past experience @BA couldbe considered precise enough to be the focus of discussion

within an eligtation interview?/ermersch (20083tates thaglicitation interview requires the

focus on a past and singular situation, yet it could be argued that using a GBA to teach games
represented a series or connection of situatiorfacilitate learninglin response | offer my
beliefthat the use of guiding questions asked during elicitation interviews can and did help to
focus verbalisation of lived action on a specific situation, thus helping the interviewee to
remain in a state of evocation surrourgdansingular experience. Yet the act of question

asking and guiding the interviewee in
Figure 5.4My Voice(8)

itself can be problematic. Vermersch

Strivingto accesspar t i c i-efected 6

(1999) refers to this as thienitations level of consciousness is a complex if not
daunting undertakm Even though éngaged
of the mediator hirself. What in a series of seminars and eiveone

workshops to practice and develop confidence
Vermersch recognises is that the act| when using elicitatiomiterview technique,
somediscussion withinnterviewswas more

of facilitating introspetion is 6activity description t

(@)}

difficult; it is a technique that
demands an apprenticeship and requires the progressive development of genuine expertise.

Bridges (2003) also discusses the need for technical competence when enquiry is conducted.

129



As anextension of this premisebkecame awar@hen reviewing intemew transcriptghat
elicitation interviewghat Iconducted later in the interview programme contained a higher
percentage of interviewee time spent in the ddsstate of evocation. Griffin (2004) suggests
that certairlimitations around interview technique training and experience can influence the
integrity of research findings.

Other than the understanding that interview technique was a barrier to participants
accessing and remaining in a state of evocatidiedame apparent that anotbarrierwas
participantsd consi stent andegodb®BAS. Thisat i on
uncovering ofvarianceand doubt n p a r towncundprstanding 6f what GBAs were
may or may not be viewed as a limitation aétstudy(e.g. if this variance and doubt aligns
to help investigate the main research question of this sthdiywhat it does suggest is a
requirement for further peremsdf@BA$ati on of

recommendatiofrom this studyto be discussed further in Chapter 6.

5.6 Chapter Summary

This chapter provided detailed investigation of the different ways in which-GBA
related teaching was experiencedshydy participantas well as discussion about the
meanings associated with experiences as they were logically ordered. Three categories of
conceptiorconstituted from the transcript data were investigated tfeed.earner, the
Collaborator, and theCatalys) with a focusof discussion on thexperiencef variation in
what and how elements of the phenomeolb@BA teachingvere discerned. A summary of
what can be learned about games teaching was presemnédation to each category and the
influence of context was alsasdussed with reference to aspects of socialisatianitasal to
teacher experience. Evidence of epistemologindl personal reflexivitwas also offered

within discussion of study limitations.
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Chapter 617 Conclusion

6.1 Introduction

The findings of this study relate to teac
experience abeing that ofrLearner, aCollaborator, or as &atalyst The collective
meaning of experience associated witbhegategory reflectsteaclseb capabi | i ti es
experiencing GBA teachinyVithin and acros&BA teaching experienceariations inwhat
andhowthe phenomenon can bgperienced ere evidenced through a range of discerned
elementsThus, for each category the nature of experiencecaatextual, inclusive and
reflective of capabilities assated with experiencinghenomenon nuancesth a range of
complexity The capabilitiesnentioned here were deemed to be influenced by aspects of
sodalisation;specifically occupational socialisah for theLearner, acculturalisation
influences for the&ollaborator, and professional socialisation influences for@agalyst
Thereforefindings are suggestive of the presence of varying degrees and forms of social
influence restricting or expanding teachersbo
concept as a whole.

Findings from this study, though, detail more thast publaket understanding of the
influences on GBA teaching experienten deed, the nature of teach:
experience also relateskey aspects of teachinigat teachermay or may not be focamg
upon when using a GBAThese aspects of teachirgyae to what teachers are actually aware
of (and the level of importance they place on such awareness) when experiencing GBA
teaching. Br theLearner,it is limited focus on questioning and the design of garwsch
is reflectiveof amoreteacher focusettachingendeavour. Fathe Collaboratorit is greater
awareness of arfdcus onpupil decisioamaking as part of a teacher and pupil focused
endeavourAnd forthe Catalystit is a heightened focus on providing pupilgh

development opportunitespsart of a pupi |l and Adthdigaces wor | d
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holistic education of the pupil as a highority. It is this understanding of GBA teaching
experience that provides the most salient addition to contemporaryr&éa&#@&d teaching

literaturet hat being teachersdé | i kely experiences

6.2 GBA TeachingExperience
This study shows that t ewanryboasiderablwidBAS t each
demonstrated bthe capacity to experience GBA teaching asarner, a Collaborator, and
as aCatalyst Specific GBA teaching experience in relation to each category, however, was
similar in different parts of the arld suggesting thaht nature of GBA teachingkperience
had limited site specific significanc€his perspective still mgnises the influence of social,
cultural, and material context on teaching experience, yet the strerggthtektual influence
variesnot in relation to site buh determining e ac her sé capacities to e
teaching.
So what does this say about GBA teaching experieifi@€@ w esywiéw of education
is considered, that being a desiranstil in people a will to change their methods and views
(Nebeker, 2002), then tlmerallnature of GBAteaching experienceggardles of any
difference in capaties to experience GBA teaching) suggests engagemehe ligacher
finot simply in the training of individuals, butinthefotma on of t he proper s
(Dewey, 1897p. 8Q. This idea is evidencdd thisstudyt hr ough t eacher sdé awse
active or passivacceptance) dhe complex learning theoriéisat underpin their GBA
teaching experienc eacher sdé willingness to experience
willingness toinclude pedagogical variation their teachinge.g. to use &BA to teach
games ) r e fsloenowilliagndsgonpedggdgic innovation as described\sbeker

(2002):
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In 1891, [Dewey}ried something revolutionary imne of his coursesghallowed free

discussion. So bemused was thaversity community that th®lichigan Daily

repo r t Nodectiires are given, the subject being developed entirely by discussion

among members of the class, stimulated occasionally by questonghe

Professor!'(p. 15)

Thus, GBA teaching experienceflects an attitude to teaching (and |éagh that has
been around sinceell before the evolution of contemporary GBAs some three decades ago.
The manifestation of this attitude, though, varies depending upon teacdqeasity forGBA
teachingexperience. For example Catalystis more likely to reflect and se@pportunities
to shareGBA teaching experience in orderdevelop teachingractice, whereaslzearner,
although open to the concept and philosophy of GBA teaching, is less likehptaee the
potential of curriculum (as offered through the experience of GBA teaching), but instead act
more as its delegat&lébeker, 2002)CollaboratorsandCatalystsalsohave a better
awarenesthanLearnersof what and hoveontextuabaggagecan infuence teaching
experienceThus, ifa range ofGBA teachingexperiences are being accumulated then it is
more likely that the experience of GBA teaching will become more effective as well as more
habit forming The importance of habit was not foreigrltewey (1938, p. 3%ither.

The basic characteristic of habit is that every experience enacted and undergone

modifies the one who acts and undergoes, while this modification affects,

whether we wish it or not, the ditg of subsequent experience

An undestanding of these likely experiences of GBA teachintyirn has

implications for teachers and their teaching practice as well ésddner educators.

6.3 Implications for Practice
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The findingsof this study havémplications for teachers and ft@acher educators.
Firstly, 1 will discuss implications for wservice PE teacheesd tleir GBA teaching practice.
Following this | will discuss implications faeacher educatosith a focus orthe structure
and provision of induction and developmepportunities witin PETE courses
6.2.1 Teachers
There are foumain implications of findings fan-service PE teacheeand their GBA
teaching practicelhe first implicationrelates to the meaning of GBAachingexperience
insofar aghose who experience GBA teaching dsearner, with a less advanced capacity to
experience the phenomenon, may exhibit continued reluctance towardsTihigsends
support to contemporary GBA literature suggesting a reluctantzablgersat aLearner
levelto acceptind usé5BAs as part of their teaching repertoito{z & Pill, 2014). From a
Learnersexperience perspectivthe discord in current capacity and desired capéeity
capacity that imssociated with experiences of GBA teaching @atalysf implies that an
often basic, less complex standard of curteathingpractice is being offered with
potentially significant effects on pupil so
The secondmplication relates téhe overallenvironmentaind context thathapes and
influencegteaching practicensofar as the roles that colleagues and education institutions
play in supporting GBA teaching. Experiences of GBA teaching@slaboratorand a
Catalystsuggest opportunities are availalbbeengage in a supportive community of practice
whereby reflexive practice is valued and coveted. Indeed, an absence of such environments
whereby teachers feel sociatlisengaged may make facing the complexities of teachifig 21
century students that miuenore difficult (Dewey, 1938ylontiel-Overall, 2005), especially
for those that experience GBA teaching &®arner Yet there is much to be admired in how
teachers from all categories experience GBA teaching as no doubt there are circumstances of

GBA teaching practice that continue in the absence of supporting oaimes of practice.
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The third implication rel at @BA-rdlatedt he i dea
teaching practicenlchapter 2.3.3 the connection betwperceptiorand exgrience was
discussed with the focus being tloaiedoesnot exist in ischtion from the other. It is
important then to once again consider the literature onitearvice PE teachehave
perceived GBA teaching and relate this knowledge to how the perceptionshartea
involved in this study may have influenced theBAsteaching experience. To preface
discussiorl beginwith the findings fromCasy and Dysonwhereby2 009) st uc
seasoneth-s er vi c e Pwnekpereercds ®frG8A teachimgere investigated
Despite fifteen years of teaching experiepoeunit feelings(or perceptionsdf insecurity
and apprehension felt by the teacher wepmrted asbeinge | | f ounded as #dl es
turned out t(@asep&Dyson, @00%, p. $85jet ad thie experience of GBA
teaching progresses it becomes evident that the teaainer Ca s ey a n dactialys on 6 s s
demonstrates more than just a capacity to experience GBA teachihgaser.
The conceptual shift that | made as a teacher andessner to vacate my
central role and my dominant position in the classroom and relinquish these to
my pupils was one of the important outcom@sasey & Dyson, 2009, p. 191)
The aforementioned quotmdoubtedly demonstrates a capatd experience GBA
teaching with a more complex understanding of the intended role of the tegther
perceptions and experience are considered to be mutually interdependent there exists a
chance that initial perceptions of GBA teaching could dominate experience prg\varther
trialling of GBA teaching. | raise this point in light of comments recordedigstudy
highlightingperceptions of GBA teaching apprehension and the barriers these perceptions
could be placing around experience of Gaching with a more complex understanding. As

the following extract from transcriplata reveals there is apprehensarrournling the
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perceived function of GBA teaching to the point where perceptions are being played out
through teaching practice:
The poblem with it, and it was the first lesson, | have had to stop that drill and go
back to a straight partner kick to kicke

is where the games based model falls over, particularly early days within the unit

becaise you cannotexpectalkd é it i s al maoonotgiveanyl i gent of
instruction on how to kick the ball when
when they are movingé that is when | have

stationary kickingand getting them to do some straight out demos and teaching.

(Transcript K2)

The danger associated with this scenario is that it is now a common feature of GBA
teaching |iterature with instances of teach
knowl edge o (2R0¥,9s3i78) astaresult of initial GBA teaching experiences
presenting a concerning trend. The implication here for novicéeacherteachers is that
thejourney to developing a more complex understanding of GBA teaching refleftas
Collaboratoror Catalystmust initially contend with sometimes damning perceptions of
GBA teaching experience.

The fourth implication relates the presence of similar contextual influenoes
GBA teaching experiencat different sites (e.g. isoutheast England and southeast
Australia).Similarities in socialisation experiences and mentor acémsexamplesuggest
that althougtthere are historical and contextual links to the development of different GBAs
(e.g. TGfU in England [see Bunker &drpe, 1982hndGame Sense inustralia [see den
Duyn, 1996]) teachers considering implementation of a GBA can benefit from engagement
with a range of GBA literaturand workshop/professional development opportunitas

around the wrld to help inform their practice. | say this though vattegree ofaution as |
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ammi ndf ul of comments made by Rossi et al
perceptions of a GBAelated training programme. A fictional narrative describimgdeh e r s 6
experiencesvithin a GBArelatedprofessional development programimghlighted
confusion associated with the presentation
the focus of the training programme was the development of knowledge slingtime

mandated GBA practice of Game Concept Approach (GCA) although resources presented
as part of the programnadten referred to implementation of a TGfU approatha
conseque n canebvapfoln the iserviée unsure of whether therewasea i ght 6
or 6wrongdatwvaytt b hg THsCausO(presentdmpPlidajions for

teacher educatoes well with recommendations offerkeder in this Chaptethat consider

the structure of GBA induction opportunities within PETE programmes.

6.2.2 Teacher ducators.

The justification for outlining the differences and similarities of two specific
pedagogical approaches in Chapter 2 @ GfU and Game Sense) relate to my desire
recognise thaistorical and ontextual influences giedagogical approaatevelopmentl
also deemed appropriate to include such discussion as each approach ralgpedt, to the
geographical location of participardbthis study as well as anecdotal and literature evidence
(see Harvey & Jarrett, 201Rill, 2011, 2013, 2014a) that each approach was the predominant
GBA being used by teachers at that location. However, a reality of findings from this study
indicate the experience of GBA teaching as relived by participants had little to da with
specift approach insofar as a lack of approaplecific comment was madathin the
reliving of teaching experienc@ossile reasons for this are variéelg. a conflicted
understanding of what separatesl @efines different approachesa reluctance to expes
limited understanding of a specific appropdivhat | can comment on though &he

potential implications of this for teacher educators.
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Other than remaining with the status quo, two options for teacher educators are
apparent with bothtaeitherendsfo t he fbwh ato n,eadn spectrum. The f
movement away from emphasizing a Anew approa
programmes when offering GBA induction and teaching experiences. As suggested by Pill
(2011, p. 1 2 Dajready teach ig a maarermot o far removed from a TGfU
GS approacho so that by hi-GHdpprapdhthatargalreatyar t i n
evident in teaching practice the refinement of existing practice may give the practice of GBA
teachingnor e traction. The second takes heed of
modification and slippage away from truer versions of approaches may undermine pupil
achievement. Such a perspective gives rise to the need within fBdammes to focus on
developing a practical and philosophical understanding of a variety of approaches to help
preservice PE teacheadsvelop an appreciation for the requirements of more informed
pedagogical content knowleddéwe consider the implementati of a longer moratense
GBA-relatedinductionwithin PETE programng then there is scopithin such
programmeso focus on nuanced undestling of a range @pproachg(e.g. TGfUas well
asGame Senge

Furthermore, from my perspectivdlon 6t want t hephysieakt gener a
educatiorteachers to have the saméial and ongoingexperienes of confusion as | did
whenimplementing a GBAFurtheropportunities to experience and develop teaching
practice and knowledge through tinalling of GBAs also links to quality teaching in other
areas as it relates #ofocus ortheempoweringof pupils andan ability to influencdoroader
educational debateBor example, &roader educational debate mightthe provision of
learning within PETE programmes relating to the implementation of the new Australian
Curriculum in southeast Australiar theinfluence on teaching practioé changes by

Ofstead to the education inspection framework (Gov.uk, 2@l1&utheast England
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Anotherimplicationof study findinggelates tdeacher educatabsitilisation of
awareness f t e a ¢ h eeaxmeidencddf GEAeeachimgdhe implication here is that
there is a lack of awareness from teacher educg@odsdeliverers oh-service PE teacher
professional development opportunitibsised on the limited evolution of GB&lated
learning and development opportunities witRIBTE (and irservice professional
development) programmeshi§ lack of awarenegsrovides furtherjustificationfor the
nature and focus of this study, but it also leads $et ofspecificrecommendations derived

from study findings.

6.4 Recommendations

In this sectiorl draw on the findings of this study to make recommendations for
teacher and teacher educator practice as well as fuethesrchn the field

6.4.1 Recommendationdor practice.

To help teachers experience the phenomenon of GBA teasfting more complex
understandinpp r ange of recommendations from this s
relation to both the teacher and the teacher educator. Firstly, by making teachers aware of
each of the categories associated with the experience of GBA teaching they may engage in
reflexive thought as to their owrategorisation of experiencehis in turn has the potential to
bring aspects of GBAeaching practice into viewhen previously those aspects may have
been unnoticed or avoided. Such an exercise in personal reflexivity retaBBA teaching
experiences and pedagogical content knowledge in general mayadsdeachersiore
aware of theiown and colleaguéshinking and practice around teaching. This may also
create the impetus tlisrupt entrenched practicésappropriatefequired. The highlighting
and showecasing of experience at a collective level may also help teadthérsand across

institutionsto locate mentar and/or colleagues supporfuture GBA teaching practicen

139



line with recommendationsdm Wang and Ha (2012b) aduiar and Light (2015)The
development and administration of professional GBkted communities of practice is
already in vogue at an international level (¢hg. TGfU Special Interest Group

http://tgfuinfo.weebly.con)/but the convening of communities at a more local level

administered by regional education authorities/school district zones should a¢smlasan
i mportant addition t o r aiAsanextgnsioniofthispreraisedar d o
the development aind engagement wiguch communities in southeast England and
southeast Australis arecommendation for teachers involved in this study.

It is also incumbent oteacher educators to hglpeservice PE teaches experience
variation in the way they conceptualise GBA teachirttus, when reflecting on the GBA
teaching experiences relived as preedtwithmf t hi s
PETEprogrammes to focus on developing a practical and sapleical understanding of a
variety of approachgsesnts as a morsuitable inclusion withilPETE programmes$\
considered and progressiRETEprogramme that develops knowledgeaofariety of
approaches and conceptualisations will also help teachereducatoossi d a Adi p i n a
approach to GBA induction @actices that may restrict continuity of development.

Such varied conceptualisations make the task of engaging with ndaeradre on
GBAs (e.g. nuanced by means of literature focusing on either TGfU, or Game Sense, or other
types of GBAs) more accessible and readily available to deaatopre complex
understanding of GBA teaching experience. Yet resources accessitaehersethat
showcase varied conceptualisations of different GBAs are limited. Jarrett and KHarvey
press) offefour separatéesson/session outlingsthe one article as a meansighlight
similarities and differences between TGfU and Game Sense in both teaching and coaching
settings but additional resources for teachers are warrafteslshowcasing of effective

GBA teaching as experienced b atalystis also recommended as both a htmiteachers
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considering the use of GBAs as well as teachers with existing experiences of GBA teaching
seeking to develop a more complex understanding of their own GBA pr&iiicte.
showcasing should also be a featuréeafning within PETE programmestiugh the pairing
of preservice PE teachersm different year group cohorts (e.g.%ykar student being
mentored by alyear or Masters level student) so that observation, trialling and discussion
of practice becomes a key feature of GBA inducticacfpce. Includingstard-alone
unitdmoduleswithin PETE programmes that focus on development of knowledge and
teaching experience specific to TGfU and/or specific to Game Sense should also be
consideredSuch units or modulesould require thelesign of teaching opportunities that
bring to the fore a focus ayuestioningandgame desigmvhich will also help thexpansion
of capacities to experience GBalated teachingl'he length of time and volume of
opportunities to develop and trigliestioningandgame desigpractice will vary amongst
institutions but the GBA teaching experiences relived within this study suggests a longer and
more focused period of induction is requir8dichdevelopment and triallingpportunities
shouldalso be forded to inservice PE teachevgth the inclusion of micrgeaching
opportunities within irservice teachegsrofessional development day&uch opportunities act
as astarting point for the trialling afiew pedagogical approaches whilst simultaneously
promoting the idea of reflexive thinkinghis brings into view the potential need for further
research to inform the development of innovative and contextual professional development
programmes to enhangeservice PE teacheexperiences of GBA teaching.

6.4.2 Recommendations$or research

Aligned with epistemological reflexivity processébave given consideration to
recommendations relating to the design of this research stittyphenomenography
focusi ng on ucolkedivesnstances af wago ft heex pfie (Lindmer& i n g o

Marshall, 2003, p. 272), and elicitation interview technique providing a sustained focus on
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reliving past personal experience, the research design utilised in this study is arguably well
positionedto be used to explore meaning within other educational settings. For example,

pupil s6é experiences of GBA teaching(egor anal
guestioning. Furthermore, use of the research design utilised in this study hastémial to

extend the scope and type of GB&lated research questions to be investigated. For example,

i kerlind states that fAphenomenography is mos
decisionso (2008, p. 6 3 8hbdhededighaftwrtiaryécB ar ch que
courses might benefit from the application of such a research framework.

As a psychegphenomenological approach for data generation, elicitation interview
technique was used in this st udwnexparsienceanpt ur e
a |lived situation. As Gouju et al. (2007, p.
participant alone can really express her relation to her specific universe, thus making her
pointof-view indispensable in collecting databorh e acti on. 0 Thus, i1t 1is
elicitation interview technique and other psygsteenomenological approaches (e.g.
phenomenological narrative approach) have the potential to extend understanding-of GBA
related teaching and learning pastlihrtations of reflection and description of experience
and into a world relived and/or-storied. Such insights into teaching and learning experience
provided by use of elicitation interview technique, and indeed the showcasing of stories of
meaning by \&y of composite narratives, could be the impetus required to develop and
enhance future GBAelated pedagogical practice within schbaked physical education
(e.g. the development and use of hybrid GBAs to better cater for pupil achieyement

Further research recommendations related to this study include the use of a similar
research design to investiggte e s er v i c eexpgerencesefaGBA teactsng/learning.

For example, an outcome space informed by variation in discerned aspects of GBA

teaching/learning experience offered within a PETE programme has the potential to expand
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knowledge of professional sodedtion issues influencing@service PE teacheas that

crucial stage of teacher development. Such a study, done within and d€féss P

programmes from a range of tertiary institutions, could also include investigation of

preser vi ceawl®dhess d eachereedusabor proficiency as facilitators of GBA
related induction practices. Pupstidiedd experi e
through both a crossectional and longitudinal research design with emphasis placed on the

meaning that participation in GB#elated learning holds for them.

6.5 Concluding Remarks

For me there is objective importance in how the findings of this study are utilised to
inform teacher education programmes. In ordeaise the profile of physical education in
schools andlevelop practice across the profession, collective understaaithdevelopment
of researckinformed practice is aentralrequirementThe findings of this study offer such
an opportunity whereby insight into the collective experiences of GBA teaching obtained
through empirical research can be used to inform theiteaphactices of the next wave of
physical education teachers in schools. This is important bedsuptate of physical
education in the curricul unExpesencasofpaysicar oss r o
education in the school curriculunby teachers, pupils and other stakeholders in the school
community- will play a significant rolan the subjectsontinued inclusion in the school
curriculumwith thefindings of this study brinigg furtherattentionto the need for reflexive
consideration of PCK development opportunities within current PETE programmes.

Thus, it goes without saying that the needréflexive consideration on practice also
extends to me my current role as a deliverer of PETE amgl own GBA teaching practice.
At the beginning of this thesis | shared beliefs and perspectives relating to my own

experiences of GBA teaching within which | had reason to question my craft. Lingering
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feelings of pedagogical uncertainty were at the heart gbensonal early teaching practice

and it holds true that to a certain extent this uncertainty has remained throughout all of my
subsequent experiences of GBA teaching. Thus, from a collective analysis perspective (such

as the one offered throughout thisdst)y it can be argued that my experiences of GBA

teachingare similar to the experiences of others investigated in this study. And although a

range of beliefs, assumptions and contextual differences underpin experiences of GBA

teaching (and teaching in general), the understanding of collective meaning assodmted wit

mi ne and othersé GBA teaching experiences to
practice. That benefit comes in the form of a knowleolgge from which teachers and

teacher educators alike can begin to disrupt any likelihood of the current GBhntga

outcome spee being present in the future.
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Appendix A I niqtuieaslt i@ 6 questionnaire

Extract from Initial Questionnaire

Please circle the appropriate response to each of the questions below:

1 Have you ever tried using a game based approach (GBA) in your YES /NO
teaching?

A GBA reflects a more student centred learning
orientation and aims to develop awareness of technical
and tactical game play knowledge simultaneously
through appropriate game construction, question asking
and opportunity for reflection.

Whichfrom of GBA have you used (please tick):
T Teaching Game for Understanding (TGfUllN

1 Game Concept Approach (GCA)
T Tactical Games Model (TGM) ]
|| Game Sense (GS) [ ]
1 Ot heréééeéeéeéeéeté
2 Do you currently use a GBA to teach games? YE
S/
NO
3 | Are you prepared to be a participant in a st(edg. complete two YE
interviewg? S/
NO

If YES, please include your name and email address below and
return this completed questionnaire.

rrrrrrrrrrrrrrrrrrr

rrrrrrrrrrrrrrrr

Emai | Contact ééééeéééeéeécéeeéeéecéee.
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Appendix B Anonymised details of participants
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Participant A | Southeast England | 10+ 0 (not at all) TGfU T Pupilséo 1 Understanding
T Pupilsbd 1 Experience
1 How often you 1  Structure/lesson
teach that class planning
Participant B | Southeast England | 5-10 | 3 TGfU 1T Pupilso 1 Understanding
GCA 1 Pupilsé 1 Type of game
1 Accessto 1 Knowledge of game
resources 1 Confidence
1 How often you 1 Student resistance
teach thatclass | ¢  Structure/lesson
planning
1 Negative judgements/
verdicts from higher
authorities
Participant C | Southeast England | 1-5 4 TGfU 1 Pupilso 1 Understanding
TGM 1 Pupilsé 1  Experience
1 How often you 1 Type of game
tech that class 1 Knowledge of game
ParticipantD | Southeast England | 5-10 | 4 TGfU 1 Pupilso 1 Knowledge of game
GCA 1 Pupilsé 1  Confidence
1 Accessto 1 Facilities
resources
1 Time (length of
unit)
Participant E | Southeast England | 5-10 | 4 TGfU 1 Pupilsbo 1 Understanding
1 Time (length of 1 Experience
unit)
Participant F | Southeast England | 0-1 3 TGfU T Pupilsbéo 1 Confidence
PP 1 Time (lengthof | 1 Facilities
GS unit) 1  Negative judgements/
1 Other: P verdicts from higher
behaviour authorities
1 Need to stick to a
certain curriculum
Participant G | SoutheasBustralia | 10+ 5 TGfU T Pupilsbd 1 Nothing
PP f Pupilso
GS 1 Pupilsbo
1 Accessto
resources
1 Time (length of
unit)
1 How often you
teach that class
Participant H | Southeast Australia | 1-5 4 TGfU T Pupilso 1 Type of game
TGM 1  Accessto 1  Knowledge of game
GS resources
TDLM
GCA
Participant | | Southeast Australia | 510 | 4 TGfU T Pupilsbéo T -
GS
PP
ParticipantJ | Southeast Australia | 10+ 6 (highly TGfU 1 Time (length of 1 Type of game
familiar) GS unit)
IGCM
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Participant K | Southeast Australia | 10+ 4 TGfU 1 Pupilsb 1 Knowledge of game
GS f Pupilsé |9 Confidence
1 Accessto
resources
1 Time (length of
unit)
Participant L | Southeast Australia | 5-10 | O (not at all GS T Pupilséo 1 Knowledge of game
familiar) T Pupilso 1 Negative judgements/
verdictsfrom higher
authorities
1 Needtosticktoa

certain curriculum
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Appendix C Prototype GBA questionnaire

GBA Questionnaire

Instructions:

Please circle the most appropriate answer

Some questions may invite more than one answer

Please indicate if furthelarification of question is required

If unable to answer certain questions please move on to the next question
There are 2@uestions and answering them should take no longer than 5 minutes

1. How many years of PE teaching experience do you have?
0-1 years 1-5 years 5-10 years 10+ years

2. How many schools have you taught at?
1 school 2 schools 3 schools 4+ schools

3. How personally familiar are you with the term GBA?
Not at all 1 2 3 4 5 Highly familiar

4. Where did you learnabout GBAS?

| have never heard of GBAs

During teacher training (placement)

At university (module/unit)

During an educational course

At a conference

From a colleague

From a student teacher

Reading literature

Social networking/media (e.g. facebook, twitter)
Internet or practitioner website

5. Which if thesegame based approaches do you recognise?

Teaching Games for Understanding

The Tactical Games Model

Play Practice

Game Sense

The TacticalDecision Learning Model
The Ball School

The Games Concept Approach

The Invasion Games Competence Model
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6. How many hours in total would you say that ya have spent learning
about GBAs?

Never learned A few hours 5-10 hours 10-15 hours 15+ hours
7. How often do you currently use a GBAIn your teaching?

Never Occasionally Regularly

8. What would you say is your persoml level of expertise using GBA3

None 1 2 3 4 5 Expert

9. Give a rating of how confident you are using GBAs

Not confident 1 2 3 4 5 Very confident

10.Has theamount of GBAsyou apply in your games teaching increased or
decreasedsince you first began using GBA3

Decreased 1 2 3 4 5 Increased

11.1dentify which aspect/s ya personally associate with GBAs

Modified/conditioned games

Competition

Fitness

Developing game performance
Developing knowledge of games
Personal/social development
Studerntcentred learning

Tactical development

Skill development

Small sided games

Holistic learning

Training drills

Opportunity for pupil interaction/discussion
Other (please specify )

12.Indicate which aspect/s you associate with studentsarning within a
lesson based around a GBA

Fun/excitement
Excitement
Motivation
Inspiration
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Boredom

Off-task behaviour

Quiality learning

Personatievelopment

Performance improvement

Task mastery

Other (please specify )

13.Indicate the primary role/s of a teacher utilising a GBA

Organiser

Monitor

Performance coach

Motivator

Critical question asker

Engagement prompter

Abdicator (from the learning exchange)

Constant constructor

Other (please specify )

14.Indicate which aspect/s of pupil development that yw associate with the
use of a GBAto teach games:

Strategic game knowledge

Technicalskills

Physical ability

Social enhancement

Physical literacy

Mental weltbeing/health

Fitness

Other (please specify )

15.Give a rating of how inefective/effective you think a GBAIs in
promoting the development of technical skills:

Ineffective 0 1 2 3 4 5 Effective

16. Give a rating of how inefective/effective you think a GBAIs in
promoting the development of tactical skills:

Ineffective 0 1 2 3 4 5 Effective

17.Give a rating of how inefective/effective you think a GBAIs in
promoting the development of social skills:
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Ineffective 0 1 2 3 4 5 Effective

18.61 h adaeGBAWwMhen teaching the foll owing game

Invasion games
Target games
Net/wall games
Balling/fielding games

19.What are the aspect/s that (might) influence your preparation/@nning
of a lessorbased on a GBA

Pupil sd6 age
Pupil s6 gender
Pupilsdé ability

Access to resources

Time (length of unit)

How often you teach that class

Other (Please specify )

20.What thing/s do you feé prevent you from using GBAswithin games
teaching?

Your age

Your understanding

Your experience

Type of game

Knowledge of game

Confidence

Student resistance

Facilities

Structure/lesson planning

Negative judgements/verdicts from higher authoriteeg. HoD, colleagués
Your need tapply/stick to a certain curriculum
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Appendix D Overview of interview programme questions

Interview (1)

Interview (2)

Focus: Exploration of background

Journey into teaching

1 Tell me about yourself? What were your
experiences of school, of teacharsl of
learning?

1 What do you remember about your
experiences of physical education and
playing sport?

1 Was playing sport important to you? Was
important to your friends?

1 Was success in physical education/sport
important?

1 Were your parents supportivéymu
playing sport?

1 When did you start thinking about
becoming a teacher?

Beliefs about teaching and learning

1 Why did you become a teacher?

1 What is important to you when you are
teaching?

Analysis and interp
event 6 t defskagspnhptionseabobt
teaching

1 Describe an event that has had a major
impact on how you teach.

1 Describe a relationship that has had a me
impact on how you teach.

1 Describe what it is like to be a successful

teacher.

Focus: Experiences of GBA use

Exploration of knowledge/interest/use of

GBA pedagogy

1 What is your understanding of GBAs?

1 How useful have they been in helping to
achieve set learning outcomes?

Past experience of use (elicitation interviev

1 1 want you to think about an occasion

when yai are using a games based

approach in your teaching [pause]. | war

you to take your time and tell me where

you are right now.

What you are doing at this moment?

To what are you attentive to? What are

you doing/thinking/feeling/seeing?

1 Perhaps you are feeg/seeing/sensing
something? Or perhaps not?

1 Right now when you hear/feel/see this,
what are you thinking?

1 What barriers or challenges are you
overcoming right now?

= =

Factors affecting implementation

1 What is/was its appeal?

1 What barriers still exist?

1 Why did it fail?/ What shapes this failure|

1 Why continue with it?/ What shapes its
continued use?

1 How have others influenced your use of
GBAs?
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Appendix E Analysis of transcript data

Utterancesidentified as meaning statements

1 LQY | 0AdG ySNW2dza | 62dzi y23G NBlIff& dzyRSNERGFIYRAY3I gKIG 6SQNBE R2Ay3a 06SOI dzg

2 it was that kind of games teaching session rather than a lacrosse session

3 GKFiQa dK&@aL ¢cDRAYy P SOl dzaSX ¢S RARY QU KI @S (2 L}l & t1 ONPaasS NMz Sa

4 aleoS AdlQa y2G ¢DF! | (goldelif LwfIdd3hKaA & KFIG&0RS yRIXE AY YK G y2GX R2 @2dz GKAY]

5 al 0SS kKF&0% HKI G L OoOSA yi=h a200M! | GASSR &2 FI NI NBY2OSR FTNRBY 6KI G @2dzQNB SELISOI

6 | wanted them to work it out for themselves

7 ¢CKS aGdzRSyidaX L KIFIYRSR 2@0SNJ (2 GKSY FyR S0 G4KSY YI1S RSOA&AA2YA

8 L a1l aiddzRSyida G2 INEHKX RSOARS 2y swokiigho® tNemiivh& was Kot vidrkingramiShey gava alladrts dRfEedbiack ardl yifH
people gave feedback

9 they were taking charge which was working and then when they went back into it the outcomes were very different

10 | afeeling of slight helplésy S&da FNRBY (GKS LRAYy(G 2F OASS GKFG 200A2dzate Al ¢ & azhdi$hé GBAVHAL it
GKS 2dzi02YSa IINB 32Ay3 (2 6S GKSNB FyR LQY y20 Ffglrea adnNB GKFIG GKS& I NI

11 | No one seems to notice the cold.

12 [NA3IKG 3Fdz2a ¢S INBX F2Ay3 G2 LIXlFe | 3I+LYS 2F mADAlI @ 2k5 MBX £ 0 0Ba R SFSdERANIIE (&K
gl & &2dz 32X

13 |6 KS8 RARY QO NBFffe dzy RSNEAKYRAS 30 dalK I MK MK SA8a geSKNIBI  GINBALYYFG SIRRX

14 |6SOFdzaS (GKS@& IINB y2i 1ljdzZAGS dzy RSNERGFYRAY3I gKI G Aa 39pickd whayiXgoihgos | yi G2 ai g

15 | I brought them in around me and described to them exactly whywere doing this.

16 | | explain to them obviously the need for ball speed

17 | | questioned more than told because | wanted to understand exactly what they knew and how | could best help them.

18 | it was quite nice in a way and it made me feel a lot mmwaefident with what | was doing with them and it was good to know they were getting something from me ang
giving something to them.

19 |L aLR1S G2 GKSY F3FAY Fo62dz2i K2g G(GKSe (K2dAKGI GKS& KIR ARCHINE GSRX ¢gKIF G 6K;

20 [¢KS® IINB fA1Ay3 GKS ANPRPdzL) RAAOdzaaA2Yy L &dzlJLJ? & SIXK laieX G(HKySR L NBK A&y2{NJil RAFa all R

21 | Instead of having 2 goals you have one goal to focus on now, normal hockey, right way you go

22 | What are we doing well, what so we need to improve on? Someone said we are going very direct, we want to goattieX G KSNB A& 2yfe 2y S
Ay GKSNBX 3I22R3I a2 ¢KIaG OFry ¢S R2 (2 YI1S GKAa O0SGISNENFROGKSE2 al ARS & Sdzf
said this time you havto make sure you go through one of the goals on the side line before you can score a goal in the middle and it jUsréomokhedre.

23 | you could see them picking up each concept as we worked through the different game situations

24 | S Qf fgetiyolByuysit@find out the answers through the practice so that during the game you can answer those questions phytieatigut

25 | ... we started to delve into their understanding of what do | mean by pressure, what is the purpose of them drgsg.aVhat are they trying to get out of it.

26 |[L Fal GKSY gKIG Aa Al GKetieydoind Nty bodlotdus? GNEAY I R2 GKFGX gKIFG | NJ
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27 |K2gX gKIFEG gl & Ad @2dz 6SNB GNRBAy3 G2 | OKAS@®S

28 | | am listening to the conversations off the court

29 | after 10 minutesillLJdzf £ G KS LJdzLJAf & ol O] ARohgtotdR v 2S5 FHIAKKS LI NRed#a5R) A A B Sidhi 2 (ke INES B @ Az2@xNB (0 K |
GKSe KIFE@S 320 GKS FyasSN 0KIF G (KS toombiSthaRtalking andd@ndRratikglit dzy dd G KIF G GKS&@ FSSf

30 | they struggled with the task but it was probably most beneficial out of the 3 cause id ask why are you struggling, whatgwasogg

31 | They just scored from a live turnover, so what are we going to aageeteam as our rule?

32 | so they are playing little small sided games and because they are small groups in a big area there is limited oppothemtynfatrrto get involved

33 | keeping my fingers crossed that when | spoke to them next they woulchsagaime thing that | would like them to say about what has gone wrong in the games.

34 | | have given them some time in their 4 little teams to think for themselves about what they think they were doing wedbas antd what they think they need to detter
as a team

35 |dzf GAYFGSt& L R2 3ASG GKS NBalkRyaS L Y K2LIAyYy3 F2N gKAOK Aa ¢S ySSR (2 alLl

36 | we have just had a conversation about what they will do as a class

37 | | have given them another couple of minutes to go back and weave what veedpeken about into their more conscious mind

38 | So | have given them a clear instruction about how close they are allowed to be to any other person on their own teatimat any

39 | Itis having an effect on some of them but what is happening for mb#iem is that they are thinking about it, they are thinking about where they should be, but now|
FNB GKAYQ1Ay3 lo2dzi Ad a2 YdzOK GKF{d GKS@2QNB y20 ySOSaal NAfeé& o6SAy3d dza STdz

40 | there are kids that are still barrellinginontopofh o f f 2dzad tfA1S 0STF2NBX G2 06S K2ySaid GKSNBX (KSe ¢
should be.

41 | | start off with LO, what we are aiming for in the lesson

42 |ANJ Rdz ft & GKS& 3ISG Iy dzy RSNARGI YRAY3IAX

43 |LQ@S I O] y B éut tBeRrBBIRe HaSfound the space but not saying anything about it

44 |b23> L glyld G2 al @2dzNJ GKIG Y2YSyd FyR AF | OFff S@OSNRB2yS Ay (GKSy @2dz f 24/

45 |LQY f221Ay3a (G2 aSS 6KSUKSN) iKSe KI @S NBALRYRSRX

46 |YesS@SyldzZ tfe GKS@& &dFNI GKAY{Ay3 lo2dzi LI aaiy3ad GKS ol ffX

47 | others in his team are probably now thinking he is quite useful now and we can pass him the ball, he is scoring sorNd tris fX

48 |WoKIF G IINB (KSe R2Ay3a RAFTFSNBYyG (2 (KS @2dz 3deRaQ

49 |LQY Q2NMGS\W 3 2y GKS FddGFO1SNE YR ¢KIFIG GKS& INBE R2Ay3 Ayt Shdpeisan wahShe ball i
doing, in terms of their DM as to when to release the ball.

50 | Istopthe game atthatpoiri SOF dzaS 4l yi G2 YI 1S dz¥YX | o6Ad 2F || RAaAOdzAaA2Y | 062dzi gKSNBE |

51 |[LQY aléeAay3d SEFOGfe GKIGZ AY &l éAy3a 6KSyYy &2dz I NB | 0284 dzi R BB AYIKRS OKSEY e
FNB LI aaiay3da G2 | LIXIF&@SNR>YS FyR L alAR WgStt gKSNB Oly @2dz GKNRg (KS ol ff

52 | I then after saying where else is the space, then end up telling them is there space behind the player?

53 | So | now am concentrating on reallywarding and highlighting the concept of moving to space in order to receive the ball.

54 | so they are coming up with strategies to when to bounce the ball and when to throw the ball to their partner.

55 | Their involvement in the game seemsto be, theyséemdo A i Y2NB SEOAGSRE F o6A0G Y2NB dzyYX O2YF2NIlofS od
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56 | | guess the motivation level starts to rise a bit.

57 |0KSNB A& | oAl 2F SyidKdzZAl &Y FNRBdzyRZI AY GKAY (1 Ay3 AthaOthey cakBacticdSiedeSKils tha? thelyIeane]
been developing over a few weeks.

58 |[L SELXIAY &42YS Y2RATFTASR NHzZ S& F2NJ 6KSYX SYLKIaA&AYy3I (Kliketd eethein Ktllisg thém welSin g
game

59 | alot a kids have migrated towards the centre of the ground which is not what | had originally wanted at this stage,\dngrtohathink a few things so we are going to
start playing in a second and | have to start thinking on my feetagd ha. Ol y OKI y3S (KAa FyR 3ISG GKSY G2 oS | oA

60 |[LQY 3IAGBAY3IA | FSg AyaldNHzOdGAz2yad LX 3ISGE GKSY Ayd2 (S Imdfeldiand RdowrRback kst sb we get bitimg
stNHzO (i dzNB X

61 [LQY KSENAYy3 || o6AlG Y2NB @2A0S G(GKFIy L SELISOGSR (2 KSINIL GKAY1® ! f20 Y2NX

62 | LnfXrying to picture as | planning to put the cones down what is going to be an effective grid area

63 | Whilsti KAy 1Ay 3 f I NBSalsgtonkioghoid itavih Sréak dodn td.ir@ividual groups, the area that | allow in that space, so that it can hopefully cegate th
competitive 1 on 1 situation to give the attacker enough room if they are successful in making that quick change of thectian actually get past the defender.

64 | there are conversations about what the nature of the game we are doing

65 | what they are doing in accordance to the instructions | have given.

66 | | offer praise and encouragement in the context of what hasfubt LJLJIS y S R X

67 |LQY aiGAff f221Ay3a Ofz2asSfteée i GKS K2¢g GKS |ff20FGSR aLl OS Aa &Kl LAy3a GKS

68 |Waraa OFly ¢S GF1S GKAa fAYyS 2F O2ySa 2dzi KSNB>X AlG Aa (22 KIFNRQ

69 | lan thinking good, you are thinking about this

70 | ( K Sny'thirkif)g to myself how canwipdzA O1f & | f G SNJ G KA& &AldzZ GA2y gAGK2dzi KI @Ay3d aiGdzRSyida ai

71 | how can | minimise time and disruption here

72 | | use the opportunity to actually get students to rotate and to find a new partner

73 | Lnfxthinking about the social interactimswd f ¥ ( KS& | NB nlalways ¢oSsBlousol detiing thémytdchdnd® who they work

74 | | just want to bring it to the students attention then and there

75 | so | wanted to check for understanding

76 | | say to them what strategies are you find successful here in trying to run past your opponent?

77 |LQY aSyaAiy3ad gKSOGKSNI 2NJ y2G a2yYS addzRSyida (1y2¢6 K2g G2 OSNDBIFfAAS oKFG AdG

78 | Can they tell me or identify or have that awareness of what they are actually doing in that ditoiation

79 |[LQY aléAy3d weSas J22RQ> GNBAy3d (G2 Ayaldlydafte 3FA0S K mystha goy fekdRoShyaks & beliegabld S S LJ

80 | So now | am looking around and can see that a lot of the students cginlide ¥ & A G K GKIF G LI NIAOdzE F NJ aGNIF G§S3IeX | yR A
olaiSaolff 2M) ¥38HIRF BSHASF A L@ | LIINBOAIGAZ2Y GKFIG FfGK2dAK GKSANI 61 O 31

81 |thefral t Saaz2zy A& YS AyaidNHzOGAy3IX

82 | All groups are doing their own thing, independent activities. There are some groups that are involved in a full on ity aative and running and moving and being a
FNRPdzy R KS 02 dzNI X

83 |/ YX | f 20 dsho npddYobrie taisfedk\dthe group as a whole
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84 |L Fal ALISOAFTAO INRdzLJA WoKIG INBE GKS AaadzSaK ! NS @2dz g2NJAy3a a | GSIYKQ

85 |LQY O2yalOAz2dza 2F AG o6SAy3a | 3JILYS o6laSR fSaazyX

86 [2S adGINI gAGK F fAGGES IFLYS 2F LINILYSNI KFYRoOoFEET gAGK GF O1fAy3aX

87 | L (Fekling that there are kids in this class that have never handballed before

88 | ok, get a partner and get one ball between two and | want you to hand pass the ball and run anywhere you like in thitedesigagust hand balling back and forth
partner. There is no demonstration, the only rules are you must be jogging and stay in the area

89 |[AAYAfFINI G2 GKFIG ¢S 32 Ayid2 {AO1AYyaAX ! 3ALAYS y2 AYaAUuNHzOGA2y 2y K2g (G2 1AO0]

90 | so that is where the games based model falls pparticularly early days within the unit

91 | now we have an opponent and we kick to a lead and now we also have a defender

92 |[¢KSNB Aa | olffsx @2dz KF@S Fff GKAa &LJl OST aSS @2dz feteis BuydvaranteSwitiRsKily But thieg G K |
dzy RSNE Gl YR ¢KI G GKS& I NB NBIdZANBR 2 R2 FyR (GKS& FINBE GNRBAYy3 G2 R2 AdX

93 | So when it comes to finish after a couple of minute | bring them in for about a minute and say this is what we are daeing thedlis whatve need to focus upon.

94 | | am modifying the game so it is not as wide as the proper pitch length or width.

95 |2 A0dK2dzi (22 YdzOK AyadNdWzOdAz2y L 2dzad RIFI@& w3alyYS 2yQ yR L airAid ol O]l FYyR gl |

96 |L Y 4GSy firshfe miguds | A ddallioviin§ my whistle and trying not to talk too much @ndust walking around through them and just watching 4
watching positioning and what they are doing off the bah Wwatching who is talking, how are the backs settipgewveryoneelseX L Y y2G &2 02y
carrier and what they are doing, it is more looking at their vision.

97 |L ONAYy3I GKSY Ay FyR 3S0G GKSY Ayid2 GKSANI INRdzLJA® L ale O2F OKSaxXr 3ISG GKSY

98 |Whatlamseeingig2 i &2 YdzOK GKS O21 OKSa GFf{Ay3 odzi LINBGlGdGe &a22y SOSNEB2YyS Ay 0621

99 | | am seeing that they are all not happy with the way it is going, they think they can improve and that is not me sagihg@t3y Qi al AR | ye@ i KAy 3

100 | If you have the ball and are standing still it is easy for the opposition to pick up where you are passing so when dhiittitiknig dngles so the defender has to move. Thg

are the little steps that | am trying to implement to make the way that yo@plar yR G KS GAYS G(GKIF (G @&2dz K- @S 2y GKS ol ff
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Initial grouping of meaning statements (similar responses with similar attributes)

1 LQY | o0Al ySNW2dza | 02dzi y20 NBIGKRA dYRPNE IKYRAYADG KT Ay R SHRNEt KRN E v& 02 dy

10 [ FSStAy3a 2F atA3IKG KStLX SaaySaa FNBY GKS LRAyG 27T ordbebadse ol dlvinys hap&tha? tHedGBA thg
the outcomes are goingtob&tSNBE YR LQY y20 Ffgle&a adaNB GKIG G§KS@& | NB

35 |dzf GAYFGSfe L R2 3ASG GKS NBalLkRyaS L Y K2LIAyYy3I F2N gKAOK A& 6S ySSR (2 alLl

40 |[GKSNB IINB {AR& OGKFG FNB adAtft oFNNBftftAy3d Ay 2y 2L ¢2AT Ki KIK SO [oflff 2 deayliR 1 ANUSS
should be.

56 | | guess the motivation level starts to rise a bit.

57 |[GKSNB Aa | o0AG 2F SYlKdzZAAlI &Y | NRdzyRZI AY (KAY{1Ay3 A badtheycakfBacticaShede Skilsithagthdl Jeave]
been developing over a few weeks.

59 | alot a kids have migrated towards the centre of the ground which is not what | had originally wanted at this stage,\dngrtohathink a few things so we are going to
start playing in a second and | have to start thinking on my feet and how | can change this and get them to be a bitiridiedtNE R 2y G KS 2 @I f X

71 | how can | minimise time and disruption here

81 |[GKS FTANRG fSaazy Aa YS AyadaNHzGAy3aX

83 |! YX I f esiher@iFnoigedTor me to speak to the group as a whole

85 |LQY O2yalOAz2dza 2F AG o6SAy3a | 3JILYS o6laSR fSaazyX

90 | so thatis where the games based model falls over, particularly early days within the unit

2 it was that kind of games teaching sessiather than a lacrosse session

3 OKFiQa ¢Ke L GKAYy]l AdQa ¢DF! 06SOFdzaSX 6S RARYQU KIFI@S G2 LXIFe fFONRP&&AS NI

5 aleoS kkKFé03% HKIG LOOS aa20AFGSR a 60SAy3a ¢DF! Aa a2 FINI NSY2OSR FNRY

15 | | brought them in around me andescribed to them exactly why we were doing this.

33 | keeping my fingers crossed that when | spoke to them next they would say the same thing that | would like them to sayatoas wone wrong in the games.

58 |[L SELX IAY &2YS Y2 épfasishi theNdytthihgs we Bakd béel{ ®orkiig on in previous weeks and that | would like to see them utilise thentias
game

74 | | just want to bring it to the students attention then and there

79 |LQY aleé@Ay3d wWeSas 3IzhBnRéhidentceNdkeep Blkitgand keé@akxplaining add kékp $h&ing and he says that you need to make it believable

84 |L lFal ALISOAFTAO INRPdzLJA WoKIG FINBE GKS AaadzSakK ! NB @2dz g2NJAy3 & | GSIYKQ

86 | We start with a little game of partner handball, with tagkl X

4 ale@oS AdlQa y2G ¢DF! | (goldeif LwfIdd3hKaA 6 KFIG&0MS yARIIXE AY YK G y23iX R2 @2dz GKAY]

16 | | explain to them obviously the need for ball speed

26 | laskthemwhatisitthatapressistryiRg G KIF G X gKIF G FNB GKSé& 3J2Ay3a (42 GNB (2 R2 (2 dz&A®

35 |dzf GAYIFIGSfe L R2 3ISG GKS NBaLkRyaS L Y K2LAyYy3I FT2NJ 6KAOK A& ¢S ySSR (2 aLJ

38 | So | have given them a clear instruction about how close they are allowed to be to any other person on thearavah any time. |
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52 | I then after saying where else is the space, then end up telling them is there space behind the player?

60 [LQY 3AABAY3I | FSg AyaiaNHOGAzyad LX 3ISGE GKSY Ayid2 S mdfeldand Rdodwrnbacjist sd we geta Hitimg
a i NHzO i dzNB X

74 | | just want to bring it to the students attention then and there

84 |L lFal ALISOAFTAO INRdzLJA WoKIG INB GKS AaadzSaK ! NS @2dz ¢g2NJAy3a & | G4SIYKQ

93 | So when it comes to finish after a couple ahmte | bring them in for about a minute and say this is what we are doing well and this is what we need to focus upon.

100 | If you have the ball and are standing still it is easy for the opposition to pick up where you are passing so when dhilitléng angles so the defender has to move. Thé
are the little steps that | am trying to implement to make the way that you play and the time that you have on the b&llla®th SNJ I yR (2 KSf L) &2

6 | wanted them to work it out fothemselves

9 they were taking charge which was working and then when they went back into it the outcomes were very different

14 |6SOFdzaS GKS@& IINB y2@ 1ljdzZAGS dzy RSNRGFYRAY3I gKI G Aa 3I9pickdwhayiXgoihgos  yi G2 ai g

13 |[GKS@ RARYQU NBIFffeé dzyRSNARUGIYRAY3I gKIFEG (GKS@ 6SNB GNBAYy3a (2 | OKASOS odzi

18 | it was quite nice in a way and it made me feel a lot more confident with what | was doing with them and it was good théynweré getting something from me and | wé
giving something to them.

21 | Instead of having 2 goals you have one goal to focus on now, normal hockey, right way you go

31 | They just scored from a live turnover, so what are we going to agree as a team ate@ur r

32 | so they are playing little small sided games and because they are small groups in a big area there is limited oppotheritynfatrrto get involved

37 | | have given them another couple of minutes to go back and weave what we have spokerinabdigir more conscious mind

42 |ANJ Rdzl fté& GKS& 3ISG Iy dzy RSNARGI YRAY3IAX

43 |LQ@S 1 O0ly26f SRAISR KS A& 2dzi GKSNB YR KS KIF&a F2dzyR GKS &LJ OS odzi y2i al g

44 | No, | want to savour that moment and if a call everyone in then you los@thei dzt £ SEI YLX S¥ FTNBST S5 y202Re& Y20SX

47 | others in his team are probably now thinking he is quite useful now and we can pass him the ball, he is scoring sorNd tris fX

50 |[L ad2L) 0KS 3FYS |G GKFEG LRAY(G 0SOldard $ KAINGIH (KBS ML) DSdzR% 1320 KK SYK | RA & Odz

70 |GKSY AY (GKAY1Ay3d (G2 YeaStF K2¢g Oly 6S ljdzAO(1fte FFfGSNI GKAA &aAlddzZ GA2Yy 6AGK;]

88 | ok, get a partner and get one ball between two and | want you to hand pass the ball and run anywhdifeeyin this designated area just hand balling back and fort
partner. There is no demonstration, the only rules are you must be jogging and stay in the area

89 |AAYATFINI G2 GKFIG ¢S 32 Ayid2 {AOlAYyIXydBSIMKR 32 ¥ 2K IAWRGINHIONWRY 2y K2g (G2 1 AO0]

91 | now we have an opponent and we kick to a lead and now we also have a defender

92 |[¢KSNBE Aa | olftfx &2dz KF@S ff GKAa aLl OSz aSS &2dz feteisBudgdvarayodith skif, Wietheg A (G K |
dzy RSNE Gl YR ¢KIG GKS& INB NBIdZANBR (2 R2 FyR (KS@& IINB (GNBAyYy3a G2 R2 AlGX

95 |2 A0lK2dzi (22 YdzOK AyadNHzOGA2y L 2dzad RIFI@ Ww3alLYS 2yQ yR L aAid oFO1 FYR gl |

7 ¢KS &aidzRSyidaX L KIyRSRakedeSshdsi 2 GKSY FyR S GKSY

12 |NRAIKG 3Fdz2a ¢S FNB F2Ay3 G2 LXFe + 3JLYS 2F mADHAl @ 2K5 MR X {0 KBa RSHFDSdZRANE (&K
gl & e2dz 32X

20 [¢KS®@ INB fA1AYy3 (KS ZPNPIIKS &R ALANFIzA332ANTY 21T aadrldlA2yaRB Xi KSe ¢6SNB R2Ay3 (GKA&X GKS
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25 .. we started to delve into their understanding of what do | mean by pressure, what is the purpose of them doing a patsse\Wiry trying ® get out of it.

28 | | listening to the conversations off the court

36 | we have just had a conversation about what they will do as a class

39 | Itis having an effect on some of them but what is happening for most of them is that they are thinking atieey ére thinking about where they should be, but now th
FNBE GKAYlAy3 Fo2dzi Al a2 YdzOK GKIFG GKSe@QNXB y2i ySOSaalNxteée oSAy3a dzaSTdz

41 | | start off with LO, what we are aiming for in the lesson

43 |LQ@S I Ol y2¢ft SRI3SHe hds Hund the spadelbut ck <ANIg anlytlying about it

45 |LQY f221Ay3a G2 aSS 6KSGUKSN)I KSe KI @S NBALRYRSRX

46 |, Sax S@SyldzZ tfe GKS& aidlFNI GKAY{Ay3d o2dzi LI aaAiy3d GKS ol ffX

49 |LQY O2yOSYyGNrdAy3a 2y GKS FdGFr Ol SNASEPRAGKY G20 KSaSVELﬁ() SAFHRI ODF B NRSNOQW2 I
doing, in terms of their DM as to when to release the ball.

53 | So | now am concentrating on really rewarding and highlighting the concept of moving to spaderitoaeceive the ball.

54 | so they are coming up with strategies to when to bounce the ball and when to throw the ball to their partner.

56 [¢KSANI Ay@2t @gSYSyid Ay GKS 3IFYS aSSya (2 0S: (GKSe cofpeiivelr oAl Y2NB SEOAGSRS

61 |LQY KSIFENAYy3 || oAl Y2NB @2A0S (GKIFLy L SELISOGSR G2 KSFENIL GKAYy1® ! 20 Y2NX

64 | there are conversations about what the nature of the game we are doing

65 | what they are doing in accordance to the instructions | have given.

69 | Im thinking good, you are thinking about this

72 | | use the opportunity to actually get students to rotate and to find a new partner

77 |LQY aSyaiy3d gKSUGKSNI 2NJ y2d &a2YS addzRSyida (y26 K2g (2 @S -t AasS gKFEG Al

80 | Sonowlamlookingaroundy R Oy &aSS GKFG F 23 2F GKS &aiddzRRSyda Oy ﬁeéy H—'apsymﬁe&p’érierﬁbe(ih
basketball or netball | guess im sort of getting an appreciation that although their backgrounds axeRlifféi GG KSe Ol y NBfFGiS G2 GKIF

82 | All groups are doing their own thing, independent activities. There are some groups that are involved in a full on ¢eity aative and running and moving and being a
FNPdzyR G KS 02 dzNJi X

87 |LQY T SS fere grakidd iK thisi clagskhat have never handballed before

98 |2 KIG L Y &ASSAy3d Aa y2iG a2 YdzOK uKé 021 OKS&a Gl f1Ay3 odzi LINBilGdGe az22y S@S|

99 | | am seeing that they are all not happy with the way it is going, theyfif (G KS& Oly AYLINR @GS FyR GKIG Aa y2d4d YS al @

8 L a1l aiddzRSyida (2 | NHKX RSOARS 2y 6KSGKSNI GKSe& KIFR YI & gave al Softshof féedback andl dffgrd
people gave feedback

17 | I questioned more than told because | wanted to understand exactly what they knew and how | could best help them.

19 |L alLkR1S (2 GKSY F3ALAY lo2d2i K2g G(GKS@ (K2dzZ3K0G G(KS@& weleReykffedtid® OSRX oKI i 6K

22 |2 KFEG FNB S R2Ay3 ¢Stft3 gKIG a2 6S ySSR (2 AYLINRZS 2y Kisdng onsgogl Bow ivé jisRvam tB gel
Ay UGKSNBX 3I22R3I a2 ¢gKIF{i KSR 68 RRR 26 tYFAYS (KKS\ af [0aSHG GFONW fHfy R6 1 a4 LINBSI R G KS 3
said this time you have to make sure you go through one of the goals on the side line before you can score a goal itethadritdds took off from there.

27 |K2¢gX gKFd gla Al &2dz 6SNBE GNBAYy3 (2 I OKAS@S
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30 | they struggled with the task but it was probably most beneficial out of the 3 cause id ask why are you struggling, wbhaigwasong

34 | | have given them some time in theilitle teams to think for themselves about what they think they were doing well as a team and what they think they neebetibetg
as a team

48 |WgKI G FNB GKS@ R2Ay3d RAFFSNByYy(d (2 GKS @2dz 3d22aQ

51 [LQY &leAay3d SEFOGfe GKIFGIIRE AIKSAYE {4 KBKSNBdzI INBS el2a2 dzit 3@ y3Is GKIG A& Y@
FNB LI aaiay3da G2 | LXIF&@SNRS FyR L alAR WgStt s6KSNB Oly @2dz GKNRg (GKS ol ff

75 | so | wanted to check for understding

76 | | say to them what strategies are you finding successful here in trying to run past your opponent?

95 |2 AldK2dzi G22 YdzOK AyadaNdHzOGAz2y L 2dzad RI& W3IFLYS 2yQ FyR L aiaid ol Ol FyR &1 |

11 | No one seems to notice the lth

62 | im trying to picture as | planning to put the cones down what is going to be an effective grid area

63 | Whilst thinking large number overall im also thinking how it will break down to individual groups, the area that | ahaivspace, so that can hopefully create that
competitive 1 on 1 situation to give the attacker enough room if they are successful in making that quick change of thieycttan actually get past the defender.

67 |LQY aiGAftft f221Ay3a Of 2a &ehapingiheplbKS K2¢ GKS | £f20FGSR aLl OS

73 | im thinking about the social interaction as well, they are a mixed class and im always conscious of getting them to chaney wibrk

94 | | am modifying the game so it is not as wide as the proper pitch length or width.

96 |[laml GOSYGA @S G2X F2N GKS FANRG FAGS YAydziSa L Y &gl tf 2dthrgugh thém and jusk &aichiry arl
watching positioning and what they are doing off the ball. Im watching who is talking, ®w & KS o6 01 a aSddAy3 dz) SGSNER2yS St
and what they are doing, it is more looking at their vision.

23 | you could see them picking up each concept as we worked through the different game situations

29 | after 10minutes ill pull the pupils back in and Q each player i.e. your going to talk to the group about that, your going todafk anoK 4 X L F¥SSt K/
KIgS 320 GKS | yasgSN GKIG KSe Q@S R AtHaOdAkdeandbdemohdiratimgtd® G KF i GKS&@ FSSf Y2NB

62 | im trying to picture as | planning to put the cones down what is going to be an effective grid area

63 | Whilst thinking large number overall im also thinking how it will break down to individual groups, the aréaliioat in that space, so that it can hopefully create that
competitive 1 on 1 situation to give the attacker enough room if they are successful in making that quick change of thieyctian actually get past the defender.

73 | im thinking about the sdal interaction as well, they are a mixed class and im always conscious of getting them to change who they work

24 |6SQff GNB (2 3S0G @2dz 3dzea (2 FAYR 2dzi GKS | yasgSNE ( KoNyBicel KrihéidsBt LINI OG A OS 3

29 | after 10 minutes ill pull the pupils back in and Q each player i.e. your going to talk to the group about that, your goingtp | 6 2dzi G KF GX L FSSf
KF@gS 320 GKS FyagSN GKI i yiies $ér@ddbfortRole dhéx 2alkiSgNidRlemboristratey i ® G K| G G KS

66 |L 2FFSNI LIN} A4S FyR Sy02dzNl 3SYSyid Ay (GKS O2yGSEG 2F 4gKIG KI& 2dzad KIF LIISY S

68 |Waraa OFly ¢S GF1S GKAa fAYyS 2F O02ySa 2dzi KSNB>X AlG Aa (22 KIFNRQ

78 | Can they tell me or identify or have thawareness of what they are actually doing in that 1 on 1 situation

97 |L O6NARy3d GKSY Ay FyR 3SiG GKSY Ayid2 GKSANI INRdzLJA® L al & O2F OKSasx 3Si (KSY
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Determination ofreferential and structural aspects, dimensions of variation akey attributes, and categories of conception | Ref | Struc | DV | Att | Category
Referential: Structural: Internal Horizon Structural: Internal Horizon Structural: External Horizon =
Apupill Yy K SR®INI 62 NI RQ F 2WRjiz&a Themeg Extending the pupi(ExP Thematic Field Questioning (Q) Margin of Awarenesg a \% g
A teacher and pupfbcused endeavar (THF) Themeg Engaging the pupil (EpP Thema_tic Eielat Des_ign of game (DG) Other ways of teaching (OWT) N @ :J,')’
A teacher focused endeavour (TF) Themeg A new way of teaching (NWT) | Thematic _Flelfzt Decision making (DM) Cu_rnculum content (CC) % S %
Thematic Field Engagement (En) Pedagogical content knowledge (PCK) o
Thematic Field Development Experience of teaching (ET) 8 O
opportunity (DO)
Dimension ofVariation (DV)g Attribute (Att) ¢
UtterancegMeaning Statements Learning Intentions (LI) To clarify instruction and action IjC
2 it was that kind of games teaching session rather than a lacrosse session TF NWFDOET LI a L
3 GKFiQa ¢Keé L GKAYy]l AdQa ¢DF! 06SOFdzaSX 6S RARY QO Kl @9 TF | NWEDGOWT | LI a L
5 aledoS kKFréad »KIG LQOS aa20AIGSR a 6SAy3 ¢DF! A& 3§ TF | NWFDGOWT | LI a L
15 | I brought them in around me and described to them exactly why we were doing this. TF NWTERET LI a C
33 | keeping my fingers crossed that when | spoke to them next they would say the same thing that | would like themto s{ TF NWTQ-ET LI a L
about what has gone wrong in tlgames.
58 |L SELXIFAY a2YS Y2ZRAFASR Nz S& F2NJ 6KSYX SYLKIaAaAy3a| TF NWTDM-CC LI a L
would like to see them utilise them well in this game
74 | | just want to bring it tahe students attention then and there TF NWTFERET LI a CAT
79 |[LQY aleéAy3a wesSax I22RQX GNBAy3 G2 Ayaldlydate 3IABS Kayyl TF NWTERET LI a CAT
that you need to make it believable
84 |L lal ALISOAFAO INRPdzLJA WoKIG FNB GKS AaadzSaK ! NS e2dz| TF NWTQ-ET LI a L
86 [2S aGFINI gAGK | fAGGES IFYS 2F LI NUYSNI KFyRolftX Al TF | NWEDGPCK | LI a C
Dimension of Variation (DVq Attribute (Att) g
UtterancegMeaning Statements Learningntentions (LI) To focus on pupil developmentE)
6 | wanted them to work it out for themselves TPF EnRDM-ET LI PDe C
9 they were taking charge which was working and then when they went back into it the outcomes wetiffergnt TPF | EnRPEROWT LI PDe C
14 |6SOFdzaS (GKS& IINB y2id 1ljdAGS dzy RSNRGFYRAY3I gKIG Aa 3IA TPF| EnPDOPCK | LI | PDe C
pick up what is going on
13 [GKS@ RARY QU NXBI fiif S adzyeRSNER Gl NBRMYWTH (62K HTGOKA SPS odzi (KL G| TPE EnRERET LI | PDe C
18 | it was quite nice in a way and it made me feel a lot more confident with what | was doing with them and it was good t| TPF EnRDOET LI PDe C
they were getting something from me and | wgiging something to them.
21 | Instead of having 2 goals you have one goal to focus on now, normal hockey, right way you go TPF EnRDGPCK LI PDe C
31 | They just scored from a live turnover, so what are we going to agree as a teaum age? TPF EnRDM-ET LI PDe CAT
32 | so they are playing little small sided games and because they are small groups in a big area there is limited oppor] TPF EnREnPCK LI PDe L
them not to get involved
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37 | | have given them another couple ofinutes to go back and weave what we have spoken about into their more cons TPF EnRDM-ET LI PDe L
mind
42 |ANI Rdzl ffe& GKS@ 3IS0G Iy dzyRSNARUGIYRAY3AX TPF EnRDM-ET LI PDe C
43 |[LQ@S 1 O0ly26f SRAISR KS A& 2dzi G KS NBythihg/aBoutitS KI & T2dzy R { TPF | EnRDOPCK LI | PDe C
44 | No, | wan to savour that momentand ifOF £ f S@SNEB2yS Ay G(KSy @2dz f2aS (KS | TPF| EnRDOPCK LI | PDe C
47 | others in his team are probably now thinking he is quite useful and/we can pass him the ball, he is scoring some trie§  TPF EnRDOET LI PDe C
dza X
50 |[L adG2L) 6KS 3FrYS 4 GKFEG LRAYyG 0SOlFdzasS sFyid G2 YIF1S d TPF EnRQ-PCK LI | PDe C
70 | 0 K Sny'thinkigtomyselk 2 6 OlF'y ¢S [jdzA Ol f & FfGSNJ GKA& aAddz2 GA2Yy 4 TPF EnRDGET LI | PDe CAT
88 | ok, get a partner and get one ball between two and | want you to hand pass the ball and run anywhere you likg TPF EnRDGPCK LI PDe C
designated area justand balling back and forth to partner. There is no demonstration, the only rules are you must be |
and stay in the area
89 |AAYAETFNI G2 GKIFIG ¢S 32 Ayid2 {AO]lAy3aX ! AKAYRoOoOWERf AYANNY TPF| EnPDGPCK | LI | PDe C
91 | now we have an opponent and we kick to a lead and now we also have a defender TPF | EnRDGPCK LI PDe C
92 |[¢KSNBE Aa | olffx &2dz KF@S Fff GKAa aLl OS:z a Sduitesveldmt t || TPF | EnRDOPCK LI PDe C
GKSNB A& Kdza3S @FNRARFYyOS gA0GK &A1 Aff>S odzi GKS®@ dzy RSNEG I
95 | Without too much instruction | justls@ W3+ YS 2y Q YR L aAd ol OAydzr&a%!| 4§ OK TPF EnRERET LI | PDe C
Dimension of Variation (DVg Attribute (Att) ¢
UtterancegMeaning Statements Learning Intentions (LI) Toenlighten (holistic development of pupil(E)
23 | you could see them picking up each concept as we wottkemligh the different game situations PWF EXPDOET LI E CAT
29 | T4 SNJ malpotthg plggilSsr LAQY 'y R v ST Oginglidl tdlk&oSHedgraud S db 28d2idzQipRlg o] PWF | ExPDOET LI E CAT
GFrft1 lFlo2dzi GKFGX L FSSt GKIG 6KSYy LlzLJAta FSSt GKIF G red
comfortable that talking and demonstrating it
62 | LnfXrying to picture as | planning to ptlte cones down what is going to be an effective grid area PWF | EXPDGPCK LI E CAT
63 | Whilsti KAy 1 Ay 3 f I NESalsy tbinkiaghbhd itavill Brésk dodvn téHndividual groups, the area that | allow in EXRDGPCK LI E CAT
space, so that it can hopefully createattcompetitive 1 on 1 situation to give the attacker enough room if they are
successful in making that quick change of direction they can actually get past the defender.
73 | Lnfxthinking about the social interaction as lyehey are aY A E SR O fml-aivlys dons&ousLof)getting them to chanl PWF | EXPDOET LI E CAT
who they work
Dimension of Variation (DVq Attribute (Att) g
UtterancegMeaning Statements Focus of Attention (FA) On self as the teacher (S)
1 LQY | ORO2¥YABNP2dzA NSt te& dzyRSNEGFYRAY3 gKIFIG gSQNS R2AN TF | NWFDOOWT | FA S L
10 [ FSStAy3a 2F atA3IKUG KSf LI SaaySaa FNRBY (KS LIRAy(G Ddored TF NWTDOET FA S C
because you always hope that the GBA th¥tiitK S 2 dzi O2 Yy Sa I NBE 3I2Ay3 (2 6S GKS
35 |dzf GAYIFIGSfe L R2 3ISG GKS NBalLkRyasS L Y K2LAy3I TFT2NJ 6KA TF NWTQET FA S L
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40 |[GKSNB IINBE {AR&a GKFG INB adgAatft oFNNBftAy3 Ay 2y Gz2ithl 2 TF NWTERET FA S L
0KS olff FYR INByQi GKFEG 020KSNBR ¢gKSNBE (GKS@& akKzdzZ R
56 | | guess the motivation level starts to rigebit. TF NWTERET FA S L
57 |0KSNB A& | oAlG 2F SyidKdzaAl ay I NRdzyRXI LQY (GKAylAy3 Al TF NWTDOET FA S L
that they can practice these skills that they have been developing over a few weeks.
59 [ 234 + 1ARa KIF@®S YAINIGSR (26l NRa G(KS OSYdNB 2F (KY TF | NWFDGPCK| FA S L
having to rethink a few things so we are going to start playing in a second and | have to start thinking on my feet land
Oy OKIFy3aS (KAa FyR 3ISG GKSY G2 0SS F oAl Y2NB aiNHzO
71 | how can | minimise time and disruption here TF NWTERET FA S CAT
81 |GKS FANRG fSaazy Aa YS AyadaNuzOdAy3ax TF | NWFEROWT | FA S L
83 | YX | 20 dsho neddYobrie taisfedk\dthe group as a whole TF NWTERET FA S L
85 |LQY O2yalOAzdza 2F AG o60SAy3a | 3LYS o6llaSR fSaazyX TF NWTFDM-ET | FA S C
90 | so that is where the games based model falls over, particularly early days within the unit TF NWTDGET FA S C
Dimension of Variation (DV) Attribute (Att) ¢
UtterancegMeaning Statements Focus of Attention (FA) On pupilsand their learning (L)
7 ¢tKS aGdzRSyidaX L KFEYRSR 2@0SNJ (2 GKSY FyR £SG G4KSY YI {| TPF| EnRDM-OWT | FA L C
12 |rightguysweardd2 Ay 3 G2 LXFeée + 3FYS 2F n 3J21f KSNDB X-bibs jon il bel] TPF | EnPDGPCK | FA L C
RSFSYyRAYy3a G(GKSasS (g2 3J21faX YR y2N¥YIf K201Se& NMzZ Sax
20 [¢KS@ FNB fA1Ay3a (KS 3INER dzL) NEA 82Gdzaaal Ae2Ayy I (G8KA3LSLI268SINE  aR22 Al TPF | EnREROWT | FA L C
GKAY1l GKA&a FYyR L GKAYy]l GKFGX
25 | ... we started to delve into their understanding of what do | mean by pressure, what is the purpose of them doing a pi  TPF EnRQET FA L CAT
What ae theytrying to get out of it?
28 | | listening to the conversations off the court TPF EnRERET FA L CAT
36 | we have just had a conversation about what they will do as a class TPF | EnRDM-OWT | FA L L
39 | Itis having an effect on some of thelut what is happening for most of them is that they are thinking about it, they| TPF | EnRPDOPCK FA L L
GOKAY1Ay3 F02dzi 6KSNB (KSe& akKz2dAZ R 0Sz odzi y2¢ GKS& I N
the game anymore.
41 | Istart off with LO, what we are aiming for in the lesson TPF EnREnRCC FA L C
43 |[LQ@S 1 O0ly26f SRAISR KS A& 2dzi GKSNB FyR KS KIFI& TF2dzyR (| TPF| EnRPDOPCK | FA L C
45 |LQY f221Ay3 (2 aSS 46KSGKSNI 6KSe KIS NBalLRyRSRX TPF EnRDM-ET FA L C
46 |, Sazy SoOSyldz-fte GKS@ AadGFNIL GKAY{Ay3a Foz2dzi LI aaiay3ad GK TPF EnRDM-ET FA L C
49 |LQY O2yOSYiNYGAy3a 2y GKS FGdFO1SNBR YR gKIFG GKS@& | N TPF EnRDM-ET FA L C
watching what the ball, th@erson with the ball is doing, in terms of their DM as to when to release the ball.
53 | So | now am concentrating on really rewarding and highlighting the concept of moving to space in order to receive th{ TPF EnRDOET FA L C
54 | so they are coming up with strategies to when to bounce the ball and when to throw the ball to their partner. TPF | EnRPDOPCK FA L L
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