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Abstract

This study investigates the impact of embedding Traditional Indigenous Games
(TIG) in the curriculum on primary school students and their teachers. Changes for
both groups will be discussed. The literature review examined four specific areas
related to teaching TIG to children in schools. These areas were physical activity,
Indigenous perspectives, cooperation and self-efficacy. Since TIG are unique to
Australian Aboriginal and Torres Strait Islander peoples, and are intrinsically linked
to their histories and cultures, then playing TIG with children in school should enable
learners to deepen their knowledge of Australian Indigenous peoples, their histories
and culture, as recommended by the Australian National Curriculum.

It is also relevant and important for educators to consider developing cooperation and
team work amongst peer groups within physical activity sessions, in order to provide
opportunities for children to develop positive perceptions of themselves, or positive
self-efficacy. When exploring TIG, besides developing physical skills, the
cooperative nature of these Indigenous games became evident. TIG may provide
students with an opportunity to experience success in physical activity while
encouraging cooperative relationships with their peers, hence contribute to building
children’s self-efficacy. TIG could also assist teachers to embed Indigenous
perspectives in the curriculum, as well as enable them to promote physical activity
and cooperation within their class, contribute positively to children’s self-efficacy,
and ultimately improve the health and well-being of their students. All of these
factors together provided the researcher with a firm rationale for the conduct of this
study.

The methodology employed for this research was constructed around examining
these factors utilising a quasi-experimental between groups mixed methods research
design. An intervention program was created which incorporated TIG and provided
an effective avenue to examine the impact of playing TIG in schools on both students
and their teachers. The program was trialled in five schools within the Fraser Coast
area, Queensland, Australia. An Intervention by Time repeated measures
multivariate analyses of variance (MANOVA) was used to investigate the
quantitative survey data obtained from the students. Paired samples t-tests were used
to scrutinise student reflective journals for evidence of change over the intervention
period. Descriptive statistics were obtained from the teacher surveys, whilst
qualitative data collected from the interviews added depth and insight from the
teachers’ perspectives.

The findings from this research demonstrated playing TIG at least three days per
week at school increased students’ involvement in, and motivation towards,
participating in physical activity. Playing TIG three times a week, enhanced
student’s self-efficacy and their ability to work with others whilst engaged in
physical activity. Teachers reported TIG assisted them to embed Indigenous
perspectives, facilitate regular daily physical activity, and to promote cooperation
and teamwork with their students through physical activity. Overall, teachers felt the
TIG intervention program had been a worthwhile investment of their time, and all
were keen to continue with TIG after the study concluded. All teachers developed
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sustainable ways to continue with TIG, and indeed have become advocates of TIG
within their wider school community.
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Glossary

Collaboration — working and learning together and drawing on one another’s
knowledge and skills

Competitive games — physical activity which involves the expectations that
participants possess a higher level of skill than others, and that individuals attempt to
outperform their competitors

Confidence - a holistic state of assurance and belief in one’s ability to achieve goals
and realise their ability”

Cooperative games — a way of playing games which involves students working
together in groups to complete a specific task or skill

Health and well-being - an individual’s balance between their physical, emotional,
cognitive and social states of health

Self-concept — a collection of information, ideas, attitudes and beliefs we have about
ourselves

Self-efficacy - an individual’s sense of being able to manage a task effectively and
successfully in a particular domain, it is skill specific, and not holistic

Self-worth — the value an individual places on themselves in terms of their
perceptions and attitudes towards themselves, how they see themselves and feel
about themselves as a result

Sport — physical activity which has established rules, timings and boundaries, and is
highly organised, with winners and losers determined on the outcomes of the match

Traditional Indigenous Games (TI1G) — Physical activities which honed skills,
understanding and performance played and practiced by Australia’s Indigenous
people, which focused on the cooperation of all participants for the survival of the
tribe
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1. Introduction

With both heart and mind, we can build caring communities, design schools
that develop children's wisdom and emotional strength along with their
intellect and physical strength, and operate institutions with balance,
intelligence and appreciation for people and the environment. (Childre,
2010. n.p.electronic)

This research exemplifies Childre’s quote (2010) by designing and evaluating an
intervention program aimed at developing the health and well-being of students and
providing supportive professional development for teachers. In this way this
research reflects Childre’s desire to build caring, empathetic communities through
the education of children.

An investigation of the literature revealed the importance of encouraging children to
be physically active, along with the impact of participating in physical activity on the
health and well-being of children. Dodge, Daly, Huyton and Sanders (2012) defined
health and well-being as relating to the physical, emotional, cognitive and social
equilibrium or balance of individuals. Further to this, life experiences directly affect
the health and well-being of individuals (Dodge et al, 2012) and influence their
beliefs about their own capabilities, termed self-efficacy (Bandura, 1994). Along
with physical experiences, the social experiences and relationships an individual has
with their peer group influence their beliefs about their own capabilities, their self-
efficacy. Hence it may be necessary to consider the type of experiences children
have during physical activity sessions, how children relate to and cooperate with
their peers during these sessions, and the combined influence these factors have on
children’s self-efficacy.

Some of the factors known to influence an individual’s health and well-being are:
how they see themselves, their perceptions of self; and how they feel about
themselves, their attitudes toward self (Dodge et al, 2012), in short, their self-
efficacy. Further to this, an individual’s self-efficacy influences their participation in
physical activity, which directly effects their health and well-being. The importance
of investigating ways to increase physical activity and the health and well-being of
children becomes apparent through the findings of the World Health Organisation
(WHO), regarding children and physical activity:

Globally in 2010 the number of overweight children under the age of five is
estimated to be over 42 million, more than double the figure of 20 million
estimated in 2005 ... Childhood obesity is one of the most serious public
health challenges of the 21% century ... one of the fundamental causes behind
the rising levels of childhood obesity is a trend towards decreased levels of
physical activity. (World Health Organisation, 2011)

These WHO predictions have spurred much debate and calls for accountability
across Australian society, for improvements in the health and well-being of its
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youngest citizens and future generations. Schools have been urged to lead the fight
against the obesity epidemic that threatens the health of our nation’s children. Many
government initiatives have been developed within schools to promote participation
in physical activity and raise awareness of good nutrition practices. The “Smart
Moves” initiative in Queensland; the “Healthy Kids Eat Well Get Active” program in
New South Wales; the Victorian government’s “Physical Activity Innovation
Challenge”; and the Australian national “Go for 2 and 5 campaign, are all examples
of the efforts of both state and federal governments in Australia to promote physical
activity. A great deal of emphasis has been placed on teachers, sporting associations
and community groups through such programs, to provide physical activity for
children, both within and outside of schools.

Participation in competitive sports has often been used to increase levels of physical
activity, but the exclusive nature of competitive sport means that in reality, sport is
not inclusive. The term sport refers to physical activity which has established rules,
timings and boundaries, and is highly organised. It also involves the expectations
that participants possess a higher level of skill and that individuals attempt to
outperform their opponents. This concept of sport is widely accepted and supported
by several authors (Carnell, Ireland, Jones, Mackreth & van Wely, 2002; Kirk,
Nauright, Hanrahan, Macdonald & Jobling, 1996; Wesson, Wiggins, Thompson &
Hartigan, 2000). A competitive approach to sport, such as this, through classroom
physical activity, when it is a child’s main or only source of physical activity, can
marginalise the average and less able children, and may have a negative impact on
their perceptions of self (Orlick, 2006). As a result these less able children become
less willing to participate in HPE and sport, as a defence mechanism to protect their
self-efficacy (Orlick, 2006).

The position of Health and Physical Education (HPE) as a key learning area (KLA)
in the Australian curriculum demonstrates the importance of physical activity for all
students. Hence HPE, as a core element of the curriculum, should be inclusive, but it
tends to draw on sports and games models of education which are competitive and
encourage survival of the fittest, as opposed to survival of the group.

Further exploration of ways to minimise the negative effects of competitive sport on
a child’s self-efficacy is needed to ensure the health and well-being of each child. A
more inclusive, cooperative approach to physical activity could generate more
positive experiences for children (Orlick, 2006). Limited studies have explored
children’s perceptions of HPE (Garrett & Wrench, 2010; Jurimae & Saar, 2003;
Martens, Vealey, & Burton, 1990) and the effects of sport on self-efficacy (Light &
Curry, 2009; Weiss, Ebbeck, McAuley & Wiese, 1990). While other studies have
examined the effects of cooperative learning strategies (McCabe & Rhoades, 1992)
and espoused the positive impact these strategies have on children’s self-efficacy. If
more physical activity could be achieved through cooperative games, then children
may be more enthusiastic about participating in physical activity, have a higher self-
efficacy, and generally pursue a more active and healthy lifestyle.

Australia’s Indigenous people played many traditional games that were by nature
cooperative, and aimed to prepare children for life within their cooperative society.
These games were researched, collected and compiled in the Yulunga resource
(Edwards, 2008). The Australian Sports Commission has published Yulunga, which
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contains over 200 of these Australian and Torres Strait Islander traditional games, on
their website in a game card format, for global use. The TIG within this study are all
drawn from the Yulunga resource (Edwards, 2008) and follow the guidelines given
within the resource package.

The researcher prior to the research had taught some of these Traditional Indigenous
Games (TIG) to pre-service teachers and observed high levels of enjoyment and
physical activity displayed by participants. Further to this, these pre-service teachers
made continued requests to play more TIG, especially individuals who had
previously voiced their dislike of physical activity and resultant disregard for HPE in
school. The change in students’ attitudes towards physical activity may be explained
by identifying the stark contrasts that exist between sport and TIG. For example, all
students were invited to take part, with no restrictions placed on their participation.
The timing of the games was flexible, along with the boundaries used within the
games. There was no external rule enforcement, no umpires, since there were few
rules and these were straight forward to allow participants to self-regulate their
behaviour in each game. The games were task orientated, so that the emphasis was
on completing a task successfully, whilst improving one’s own skills, as opposed to
outperforming other students within the group. The marked change in attitude of
these pre-service teachers after their involvement with TIG led the researcher to
wonder whether or not TIG might have a similar impact on school children.

The popularity of TIG spread through the education district as these pre-service
teachers began facilitating the games learned at University within schools whilst they
were on practical placement. Classroom teachers within the schools made several
comments relating to how much both they and their students enjoyed playing TIG.
When reflecting on these initial observations and discussions, the researcher
identified a need within the local teaching community for strategies and resources
designed to increase physical activity with children in school. By playing TIG,
students directly experienced Indigenous perspectives in games and physical activity,
hence the researcher speculated that facilitating TIG might also help teachers to
integrate and develop further opportunities to embed the histories, culture and
traditions of Australia’s Indigenous peoples. In doing so, TIG would assist teachers
to cater for the cross-curricular priorities (Australian Curriculum Assessment and
Reporting Authority (ACARA), 2013) and enhance their students’ learning
outcomes.

The researcher conjectured that incorporating TIG within the school curriculum in a
culturally sensitive manner may unite several government policies. Embedding
Aboriginal and Torres Strait Islander Perspectives in Schools (EATSIPS) policy
(Queensland Government, 2008) and the Smart Moves policy (Queensland
Government Department of Education Training and the Arts Local Government
Planning Sport and Recreation, 2006) are about embedding Indigenous perspectives
and promoting physical activity respectively, and can be woven together through
TIG. Education ideals from the Key Values of Australian Schooling (Department of
Education Science and Training, 2005) outline nine values for Australian schools to
promote, and several of these can be highlighted when playing TIG. For example,
the following values: care and compassion; fair go; integrity; respect; understanding,
tolerance and inclusion, are all necessary for successful participation in TIG, due to
the core cooperative and inclusive nature of the games.
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The Melbourne Declaration on Educational Goals for Young Australians, which was
released by the Ministerial Council on Education, Employment Training and Youth
Affairs (MCEETYA), (MCEETYA, 2008) set the direction of schooling within
Australia for the following ten years. The declaration identified common elements to
be found in Australian schools, and several of these can be specifically promoted
when teaching TIG to children. For example, Goal 1 outlines the need for student
learning outcomes to demonstrate a respect of and appreciation for culture. Since
TIG showcase Australian Indigenous culture, then playing TIG can contribute to
achieving this goal. Goal 2 calls for successful learners to collaborate, work in teams
and communicate; the cooperative nature of TIG provides children with the
opportunity to work together to achieve common goals. In this way, TIG may also
assist in developing active and informed citizens who respect diversity and work for
the common good, which is also highlighted within Goal 2. Further to this, Goal 2
also identifies the need for confident and creative individuals who have a sense of
self-worth and manage their health and well-being. Playing TIG in schools may
provide children with avenues to improve their confidence and health and well-
being, through participating in physical activity, whilst developing their self-efficacy.

The development of the Australian National Curriculum was guided by the
Melbourne Declaration (MCEETYA, 2008) where the learning areas, general
capabilities and cross-curriculum priorities reflected the goals within the declaration.
Since the teaching of TIG could be integrated across several KLAs, for example:
HPE, Geography, History, Science and Technology, then teaching TIG in schools
would similarly support the Australian National Curriculum.

HPE is a core element in the Australian National Curriculum (ACARA, 2012b).

This means classroom teachers within Australia are required to teach HPE to their
students in a way which promotes confident individuals. Some studies have explored
HPE as a source of chronic stress on children’s self-esteem (Chase, 2001; Gerber,
2009). These studies identify the need for further research into providing a variety of
positive experiences for children in HPE to enhance their participation, skill and
enjoyment levels. The SHAPE paper for HPE (ACARA, 2012a) focuses on
inclusion and maximising participation for all children in physical activity.
Therefore, if playing TIG can improve children’s participation in physical activity
through promoting inclusive and cooperative practices, then it may assist teachers to
meet the requirements of the National Curriculum within Australia.

This research is significant, in that it examines a number of key issues and challenges
which face Australian educators, by drawing together federal and state government
policies and developing a strategy to ensure student learning experiences align with
curriculum demands.

The significance of this study in relation to these government policies is represented
visually in Figure 1.1.
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Figure 1.1. Government Policies Influencing the Australian Curriculum in Queensland

1.01 Objectives of the Research Project

This research sets out to investigate ways to improve the health and well-being of
children through an intervention program, which aims to maximise students'
enjoyment of, and participation in, physical activity. The intervention program
involved embedding Traditional Indigenous Games (TIG) in the curriculum, as part
of a daily physical activity plan to improve the health and well-being of children.
Therefore this research examined the effects of playing TIG in schools, on students
and their teachers, in terms of physical activity, cooperation, embedding Indigenous
perspectives and self-efficacy.

The research was conducted within the Fraser Coast region of Queensland, Australia,
as it was convenient for the researcher who was familiar with the environment and
schools which comprise this rural district. Out of all primary schools within the
district, 33% of state schools (n=8), along with 33% of the catholic schools (n=2)
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took part in the research as either trial or control groups. An intervention program
based on facilitating TIG was implemented with schools in the trial group to evaluate
the impact of TIG on primary school students and their teachers. By using a holistic
strategy such as TIG, educators and students may benefit in the following ways:

» Providing quality learning experiences for students by giving
them the opportunity to participate in activities that:

(@]

o O O O

o O

are inclusive;

are enjoyable;

improve fundamental motor skills;

promote cultural awareness and reconciliation;

create greater understanding, appreciation and engagement
of the Indigenous culture by non-Indigenous students;
promote cooperation and team work;

enhance their self-efficacy; and

result in a number of learning outcomes for children
across cognitive, psychomotor, affective and behavioural
domains (see Figure 1.2).

» Providing professional development for staff relating to:

@)
®)

o

o

teaching TIG;

integrating units of work across curriculum areas to
incorporate TIG;

inclusive teaching practices;

promoting physical activity with their students;
embedding Indigenous perspectives within their
classrooms; and

enhancing students’ self-efficacy.
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Figure 1.2. Learning Outcomes for Children and the Whole School Community
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An examination of the impact of TIG on the learning outcomes for children and the
whole school community, as outlined in Figure 1.2, forms the basis of this research
and led to the over-arching research question this study addressed:

How does regular and prolonged implementation of TIG in the curriculum
enhance student attitudes to physical activity, student self-efficacy and
teacher ability to implement the national curriculum requirements?

The over-arching research question was broken down to address the following
research sub questions:

Specifically, how does playing TIG at school:

1. enhance students’ attitude towards, and involvement in, physical activity
and their cooperation with other students?

2. enhance students’ self-efficacy with respect to their ability to engage in
physical activity and work with others?

3. assist teachers to meet the national curriculum requirements with respect
to embedding Indigenous perspectives, cooperative learning and regular
physical activity?

Structure of the Thesis

The following outline will be used to structure the thesis. Chapter 2 reviews and
synthesises the literature relating to physical activity, cooperation and Indigenous
perspectives in schools and how these may influence children’s self-efficacy.
Chapter 3 describes the intervention program that was developed based on the
theoretical framework for this study described in Chapter 2. Chapter 4 presents the
mixed method research design used in this study. Chapter 5 presents the quantitative
and qualitative results obtained. Chapter 6 examines and discusses these results in
the context of the research questions. Finally, Chapter 7 concludes the thesis and
provides recommendations for application and further research.
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2. Literature Review

2.01 Overview

This chapter reviews the literature which is significant to an investigation of the
impact of Traditional Indigenous Games (TIG) on primary school students and their
teachers. As this study pertains to TIG, children, schools and education, it was
appropriate to begin the literature review with a definition of TIG and follow with an
examination of two major elements of Australian education; those being the
curriculum taught and the health and well-being of children. These two elements are
further explored where they intersect within the National HPE curriculum and its
plan for the 21% century learner. Two further tools for the 21% century learner which
were evident in TIG; cooperation and collaboration, and reconciliation and
Indigenous knowledges, are also investigated. The literature review then analyses
TIG and how it reflects these three 21% century learning tools. By drawing these
threads together in a unique way, the literature concludes by outlining the importance
of this study and identifies the research questions arising from this review. A flow
chart of the literature review can be seen below (see Figure 2.1).

VR VR
Australian Curriculum + Health and well-being
drivers drivers

S = =N

Reconciliation &
Indigenous knowledges

TIG in schools

NS

Cooperation Self-efficacy & HPE

Figure 2.1. Literature Review Flow Chart

The traditional Indigenous games which were used in this thesis were gathered from
around Australia and the Torres Strait Islands with the consent of the elders from
each of the Indigenous communities, in a project funded by the Australian Sports
Commission and collated into a resource termed Yulunga (Edwards, 2008). As such,
Yulunga provides a recognised and published account of the games played within
Australian Indigenous society throughout history.
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2.02 Australian Curriculum Drivers -
Government Directions within Australian Education

Since the time of the Ancient Greeks, scholars have been keenly aware of the
interrelationship between a healthy mind and a healthy body (Queensland Health,
2008), and the opportunity for social interaction that athletic events provide
(Swaddling, 1980). Participating in regular physical activity benefits psychomotor,
cognitive, affective and behavioural domains of our being, and hence also impacts on
our overall wellness (Hastie & Martin, 2006; Bailey 2006). In addition to these
studies, an academic review by Bailey, Armour, Kirk, Jess, Pickup, Sandford and
BERA (2009) found similar benefits in these four domains which were associated
with regular participation in physical activity, physical education and sport. It is this
reasoning then, that may be used to explain why HPE in schools is so important for
our children and the overall health of our nation, and why government initiatives to
promote good nutrition and regular exercise essentially arrive at our schools, and
place greater demands on our teachers to deliver this message.

The importance educators and politicians within Australian society place on
students’ health and well-being is demonstrated through the inclusion of HPE in the
school curriculum. This is further evidenced within the intended educational
outcomes for young Australians, identified by the Ministerial Council on Education,
Employment, Training and Youth Affairs (MCEETYA, 2008) as three broad
categories of outcomes. The first of these categories relates to creating a foundation
for knowledge, understanding, skills and values, while the second deepens these
foundations on which further learning and adult life can be built and elaborates thus:
The curriculum ... will also enable students to build social and emotional
intelligence, and nurture student wellbeing through health and physical
education in particular. The curriculum will support students to relate well to
others and foster an understanding of Australian society, citizenship and
national values...
(MCEETYA, 2008. p.13)

The third category outlines general capabilities students need to develop in the way
that they work with others - “flexible and analytical thinking, a capacity to work with
others and an ability to move across subject disciplines to develop new expertise”
(MCEETYA, 2008. p.13). These general capabilities are further identified under ten
separate groups, of which five relate directly to the current HPE key learning area
(KLA) and are highly relevant to this study. They are creativity, self-management,
teamwork, intercultural understanding, ethical behaviour and social competence
(Australian National Curriculum Board, 2009).

Further to these capabilities, the Australian National Curriculum Board have also
included cross-curriculum matters and highlighted Indigenous perspectives as an area
“which will be written into the national curriculum to ensure that all young
Australians have the opportunity to learn about, acknowledge and respect the culture
of aboriginal people and Torres Strait Islanders” (Australian National Curriculum
Board, 2009. p.13).

Page 10| 230



After reviewing the Melbourne declaration and the shape of the Australian
Curriculum, several elements relevant to this study became apparent. The first
element was the identified need for physical education to be taught within Australian
schools. Following on from this, the second element was the need to provide
children with tools that will assist them to effectively communicate, cooperate and
collaborate with others. A third element was to develop cross-cultural understanding
and respect for all people, regardless of race or ethnicity in our society. All of these
factors influence the self-efficacy of children and combine to create confident and
informed learners (MCEETYA, 2008). In summary, four elements: physical activity,
cooperation, Indigenous perspectives and self-efficacy, have been identified through
government ministerial councils and curriculum boards, as being crucial to
developing successful learners, confident individuals and active and informed
citizens (MCEETYA, 2008).

2.03 Health and Well-being Drivers -
Physical activity trends in Australian children

Emerging concerns from the last decade over the health of the Australian nation have
sparked many campaigns alerting people to the negative effects of obesity and
inactivity on health. A number of studies during this time have examined the activity
levels and health of various sectors of the population within the Australian
community. One study in particular, the Child and Adolescent Physical Activity and
Nutrition Survey (CAPANS), conducted in Western Australia, focused on children
and showed there had been a significant increase in childhood overweight and
obesity statistics with an equally significant decline in physical activity participation
rates at school (CAPANS, 2003).

Similarly, a report by Hands and Parker (2003) showed that between 1985 and 2003,
overweight and obesity more than doubled in Western Australian male school
children aged 7-15 years (9% to 23%) and almost tripled in female school children of
the same age (11% to 30%). A later study in Western Australia by Hands, Chivers,
Parker, Beilin, Kendall and Larkin (2011), looked at the associations between
physical activity, screen time and weights of children from 6-14 years, and found
sedentary patterns of behavior in early childhood were predictors of later and
concurrent obesity.

Another study (Olds & Ridley, 2008) showed 76% of children aged 5-12 years report
insufficient physical activity, and children aged 15 years and under spent an average
of 11 hours on screen-based activities per week. Further to this, 95% spent more
than the recommended two hours per day on screen-based activities. Further
investigations into physical activity in children by Olds, Maher and Ridley (2011)
conducted in South Australia, found the least active children were more likely to be
girls; those who have a higher screen time; and those who slept more. These
findings were reflected in a similar study by Magee, Caputi and Iverson (2012)
conducted in New South Wales, which identified over 47% of 6-7 year old children
as having unhealthy behaviours; where unhealthy behaviours were identified as
having short sleep cycles; high rates of physical inactivity; engaged in more than 2
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hours of screen time per day; and a greater consumption of high fat foods and sugar
drinks.

These studies identified only a small percentage of children aged 5-12 met the
Australian Physical Activity Guidelines (Department of Health and Ageing, 2005).
These guidelines were established by the Australian Government and specify that
young people should participate in at least 60 minutes of moderate to vigorous
intensity of physical activity every day and should not spend more than two hours
per day in sedentary activities such as computer games, internet and watching
television (Department of Health and Ageing, 2005).

The Australian Physical Activity Guidelines were established in response to research
which provided evidence of the health benefits associated with participating in
regular physical activity. One such study by Dobbins (2001) showed there was
strong evidence for positive outcomes arising from children participating in regular
physical activity, including the prevention of higher blood pressure, weight
maintenance/loss and enhanced blood lipid profiles; which in turn decreased the risk
of chronic disease such as diabetes and cardiovascular disease.

In response to these findings, a number of government initiatives at federal, state and
local levels have been implemented to combat the obesity epidemic threatening the
health of our society, and the well-being of our future generations. As a result, many
groups have initiated programs to encourage healthy lifestyles within specific
population samples. Several programs to increase physical activity levels have
specifically targeted children, since it has been found that an active childhood is a
strong predictor of remaining physically active in adulthood (Raitakari, 1994).

A notable example of one such program is the Active After-schools Program, an
initiative of the Australian Sports Commission, which is aimed at the children of
working parents, by providing opportunities for them to participate in physical
activity whilst in after school care. The Queensland State Government focus on
increasing physical activity in children was evidenced through the Smart Moves
program (Welford, 2007) which specified an amount of time each day schools had to
spend on physical activity sessions for all children within Queensland schools.
Besides the State Government, local governments operate facility and resource grants
through the State Government Department of Local Planning, Sport and Recreation,
which assists specific groups in the community, such as the elderly, youth and under-
eights to become more physically active. All of these examples are government
generated initiatives, but there are also projects by smaller community groups who
have applied for funding to local council, state or federal government funding
programs, to improve health, nutrition and physical activity opportunities for their
own groups and clubs.

Many of these programs operate within the school system and help to educate
children and their families to take part in regular physical activity as part of a healthy
lifestyle. The Queensland Government within Australia introduced a policy (Smart
Moves) within Queensland schools to ensure students were given greater
opportunities to participate in regular physical activity. The Smart Moves policy
document (Queensland Government Department of Education Training and the Arts
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Local Government Planning Sport and Recreation, 2006) focused on several key
areas for schools to address, namely;

1) required time for daily physical activity,

2) improved access to resources for physical activity,

3) increased capacity to deliver physical activity,

4) the provision of professional development in physical activity,

5) the building of community partnerships to enhance physical activity, and
6) schools’ accountability for physical activity.

The responsibility for the implementation of Smart Moves in schools was the task of
school principals, who had to develop an action plan and report annually to
demonstrate how the school was addressing the six components of the policy.
Primary schools experienced a number of problems implementing the policy as they
lacked the specialist knowledge, resources and facilities to support daily physical
activity for their students (Louth, 2011). A lack of teacher specialist knowledge in
facilitating physical activity has similarly been identified in an Australian study by
Begg, Bright and Harper (2008), as a major determinant which contributes to
overweight and obese children. Another study by Hands, Parker & Larkin (2002) in
Western Australia, specifically targeted the constraints and enablers of physical
activity on children and identified the attitude and personality of the students’ HPE
Teacher a major influence on their regular participation in physical activity. It seems
important then that schools support teaching staff to facilitate HPE by providing
ongoing professional development in facilitating games and physical activity, in
order to have a positive impact on promoting regular participation in physical
activity.

Begg et al (2008) also identified psychological stress and low socio-economic status
as determinants that affected children’s regular participation in physical activity and
contributed to their overweight and obesity. Research conducted in Australia by
Wyn (2009a) found the social conditions under which young people were living
significantly influenced their health and well-being. Further to this Wyn (2009b)
found evidence that curricula and programs that were intended to improve young
people’s health had an adverse effect on their well-being. For example, programs
which focused on “making the right food choices” and achieving “physical activity
goals” heightened anxiety and pressure within youth and encouraged a “blame the
victim” mentality within the classroom. This evidence suggested that such programs
may be counter-productive to enhancing the health and well-being of young people.
The National Heart Foundation of Australia explored the influence psychological
stress has on health in a position paper (Bunker, Colquhoun, & Esler, 2003) which
provided evidence to show depression, social isolation and lack of quality social
support were important risk factors associated with coronary heart disease.

Several studies examined groups of children who were physically active in an
attempt to look at what motivated them. Light and Curry (2009) conducted a case
study on children’s reasons for joining and remaining in a Sydney soccer club in
Australia. The driving reasons for these children joining sporting clubs and their
continued participation were identified as being: enjoyment; meaningful social
interaction; a sense of belonging; the development of self-esteem; and the formation
of identity tied into the club. This reflected the findings of Wyn (2009a; 2009b),

Page 13| 230



Begg et al (2008) and Bunker et al (2003) as to the importance of a young person’s
psyche on their participation in physical activity.

Alternative forms of physical activity might need to be considered as a way to
encourage children to take part in regular physical activity to enhance social and
emotional health. Another Australian study by Francis and Lu (2009) examined the
Eastern approach to physical education and identified four core concepts within it:
mindfulness, simplicity, oneness, and interdependency. They explored and defined
these concepts in relation to physical activity and how they may be used in physical
education sessions to enhance students’ health and well-being. For example, the
mindful teacher encouraged students to be present in the moment, when students
were warming up they were focused on the singleness of feeling, sensation, sound,
movement and thought whilst they prepared for the session. The second concept of
simplicity existed when there was less emphasis on technique and more on the
pleasure and appreciation of movement. The third concept of oneness was
demonstrated through considering the student as a whole person, not merely their
fitness level, leadership ability or being an outstanding game player. Finally, the
concept of interdependency implied that while each student’s uniqueness was
honoured and respected, so too was the group; and the harmony of the whole class
was not forfeited for one self-absorbed student or star athlete. Francis and Lu found
following these four concepts promoted the health and well-being of the individuals
and aligned with overarching personal and social development outcomes within the
physical education praxis.

Research pertaining to children’s participation in physical activity often makes
connections to the health and well-being of children. It is critical therefore, to define
health and well-being in order to gain an understanding of how it may be influenced
by regular participation in physical activity. Dodge et al (2012) defined health and
well-being as encompassing physical, emotional, cognitive and social aspects of the
human psyche. When these elements are in balance, an individual experiences good
health and well-being. Life experiences have a direct impact on this balance and
influence an individual’s perceptions, attitudes and beliefs about themselves. How
an individual perceives themselves and their own capabilities is known as self-
efficacy. Bandura (1994) developed the concept of self-efficacy, and found that it
was affected by physical and social experiences, relationships with others and a
person’s own beliefs about their capabilities. Therefore an individual’s self-efficacy
and their health and well-being are interrelated and reciprocally influenced by
experiences, perceptions, attitudes and beliefs. For the physical education praxis
then it is imperative that enhancing a child’s self-efficacy in physical activity is
considered as an important learning outcome within the HPE curriculum.

Inherent difficulties arise when attempting to measure health and well-being learning
outcomes in terms of performance and achievement. Bradley and O’Connor (2009)
acknowledged these difficulties and explored factors which influenced physical
activity within Australian school settings. They found by raising school
administrators’ awareness of socio-cultural factors that potentially impacted physical
activity in schools, momentum was generated which led to changes in practices and
policies within schools.

Socio-cultural factors affecting physical activity within school contexts were
specifically examined in several studies which focused on groups of students whose
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social conditions precluded them from participating in regular physical activity. A
study by Lehmann, Tennant, and Silva (2003) examined the impact of the provision
of swimming pools in remote Australian Indigenous communities. They reported
improvements in health, increased levels of participation in physical activity and
advances in children’s educational and social outcomes. A project by Rowley, Daniel
and Skinner (2000) had similar success improving the health and well-being of
remote Australian Indigenous peoples by introducing community based physical
activity programs which then were embedded within the school community. In
contrast to rural/remote studies on physical activity and health and well-being within
Australian Indigenous communities, Nelson (2009) explored the attitudes and
perceptions of urban Indigenous young people towards sport and physical activity.
She found the young Indigenous people she interviewed, participated in sport for fun
and for social reasons, more so than a desire to improve their fitness. Participants
identified how their social and emotional well-being was directly influenced by their
participation in physical activity.

These studies reflect the close association of health and well-being to physical
activity and self-efficacy, especially within disadvantaged populations whose health
and well-being is at risk. An examination of these studies reflected a range of
strategies which have been employed to increase physical activity and improve the
health and well-being of participants. Such variety demonstrates the importance of
considering school contexts and the specific socio-cultural factors of each group
when developing strategies to increase physical activity and well-being.

After reviewing these studies relating to children and physical activity, it becomes
apparent that few have examined how these activities can be sustained within the
context of schools. Studies need to be conducted within Australia which relate to
classroom teachers and their ability to facilitate physical activity with their students.
Further to this, limited evaluation has taken place on the impact of government
policies, such as the Queensland Government Smart Moves policy (Queensland
Government Department of Education Training and the Arts Local Government
Planning Sport and Recreation, 2006), to measure the achievement of the intended
outcomes of the policy which focus on encouraging physical activity and well-being.

2.04 Tools for the 215 century

Self-efficacy in Health and Physical Education —Motivating and Inclusive
Practices

Westernised cultures within the modern world display many attributes of capitalist
societies. As capitalist societies function to produce commodities and promote
private gain, competition is vital to growth, and an imbalance of power is frequently
created (Cohen, Manion, & Morrison, 2007). Sport sociologists advocate that sport
1s a microcosm of society, whatever we find in society, we will also find in sport
(Kirk, Nauright, Hanrahan, MacDonald, & Jobling, 1996). Competitive drive is
found in the sport played in Western societies, where winners and losers are created.

Page 15] 230



Current Physical Education in schools revolves around sport and games models of
education, where skill acquisition and competition are foregrounded and underpin the
school physical education experience. The importance of competition within the
Australian sporting culture is a reflection of the wider Australian society. Works of
Kirk et al. (1996) and Coakley and Pike (1998) stress the importance of analysing
broad socio-cultural factors that impact on participation.

Research within the Australian context has explored the impact of organised,
competitive sports through participation in clubs on children’s social development
(Light, 2006, 2008, 2010; Light & Curry, 2009; Light & Nash, 2006; Nelson, 2009).
All of these studies point towards the high priority children place on their social and
emotional reasons for participating in sport, with little emphasis on competition as
being a determining factor in their sustained participation.

Research into children’s competitive sport has reported the positive effects of
exercise on the participants and the sustainability of any such effects. An early
examination of research by Rowley (1987) into the effects of intensive training in
child athletes revealed several studies on the growth and development of young
athletes. The level of enquiry was concentrated on physicality and where research
did delve into psychological aspects, these tended to centre on the psychological
determinants of competitive success. Rowley called for further attention to be paid
to the psychological developmental consequences of prolonged intensive training on
children.

Some studies examined children’s psychological motivators and deterrents relating to
continued participation in sport and physical activity and revealed motivation as a
crucial ingredient in a child’s participation and involvement in physical activity.
Taylor and Wilson (2005) supported several earlier theories of motivation and how it
improves participation and performance in physical activity.

Firstly, Taylor and Wilson (2005) found that motivation to participate in physical
activity can arise from a need to achieve a social goal, in terms of increasing one’s
self-worth. Harter (1978) originally identified achieving a social goal as needing to
behave competently and receive positive feedback from others in challenging
situations. Therefore when trying to increase a child’s motivation to participate in
physical activity it would seem important to ensure children were given the
opportunity to provide one another with positive feedback about their performances.
Traditional Indigenous Games (TIG) were originally constructed to provide peer
demonstrations, feedback and support, so that everyone within the tribe was able to
develop their physical skills to a higher level of proficiency and enhance the survival
of the tribe. For example, if there was a skilled spear thrower, it was his
responsibility to the tribe to teach others to be just as good as he. By teaching others
to perform to the same level of proficiency, the tribe was not dependant on one
person, who was the best spear thrower, for food, hence their chances of survival
were increased. It is feasible to suggest if TIG were played with this same original
focus, positive feedback provided by peers may contribute to increasing children’s
self-worth, thereby achieving a social goal, and acting to motivate children to
participate in further physical activity.

Taylor and Wilson (2005) found a second factor which influenced motivation was
task orientation, which supported findings from an earlier study by Nicholls (1984).
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Task orientation occurs when the focus of the game or physical activity is on the
completion of particular tasks as a measure of success. Taylor and Wilson (2005)
identified the positive influence task orientation had on children’s motivation to
participate in physical activity. Many of the TIG in the Yulunga resource (Edwards,
2008) involve participants working together to achieve set tasks. For example, the
game of Kai (Appendix 5) is played with a group of five to seven children who stand
in a circle facing each other. The aim of Kai is for the team to keep the ball in the air
by tapping it with the hands, for as long as possible. Teams may count the number of
hits they achieve before the ball hits the ground, and each time they try to better their
previous score. The set task involves the group working together to keep the ball in
the air, and is a clear demonstration of task orientation. Many Indigenous games had
a particular task the group had to achieve, which was directly related to improving
the tribe’s hunting and gathering skills to enhance the survival of the clan. Since the
concept of task orientation is prevalent in many TIG in the Yulunga resource
(Edwards, 2008), it is reasonable to suggest that playing TIG with children might
also positively influence children’s motivation to participate in physical activity.

A third factor identified by Taylor and Wilson (2005) as influencing motivation was
the motivational climate (Ames, 1992; Nicholls, 1989) within the given situation.
The motivational climate is the extent to which the environment is oriented towards
promoting task mastery and learning goals, as opposed to social comparison and
performance goals (Ames, 1992). Several studies with children (Biddle, 2001; Duda,
1992, 1993; Roberts, 2001; Roberts, Treasure & Kavussanu, 1997; Treasure, 2001)
have found that when attempting to learn new skills or hone existing ones, then a
mastery climate that promotes task involvement fosters motivation, persistence and
participation in physical activity. As previously discussed, the underlying concept of
the TIG resource was to develop skills through peer teaching, and hence aligns with
establishing a motivational climate of task mastery and achieving learning goals.
Since studies by Taylor and Wilson (2005), Ames (1992) and Nicholls (1989) all
suggest a motivational climate of task mastery and learning goals positively
influence children’s motivation to participate in physical activity, it is practicable to
suggest that playing TIG would similarly have a positive influence on children’s
motivation to participate in physical activity.

Taylor and Wilson (2005) also recognised human motivation was influenced by a
person’s motives for participating, which can be classified as either extrinsic or
intrinsic motivation (Deci & Ryan, 1985). Extrinsic motivation occurs when
behaviour is directed towards the successful attainment of tangible rewards, for
example medals or money, whilst intrinsic motivation is driven by the pleasure or
satisfaction gained from participating in the activity. Studies have shown (Taylor &
Wilson, 2005; Deci & Ryan, 1985) continued participation in physical activity is
more likely to occur when participants are driven by intrinsic motives rather than by
the lure of external rewards. When TIG are facilitated with a focus on improving
skills and working together to achieve tasks, intrinsic rewards are maximised and it is
therefore conceivable that playing TIG may increase children’s motivation to
participate in physical activity through the use of intrinsic rather than extrinsic
rewards.

The literature findings related to factors that positively influence children’s
motivation to participate in physical activity (Taylor & Wilson, 2005; Harter, 1978;
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Nicholls, 1984; Nicholls, 1989; Ames, 1992; Deci & Ryan, 1985) have been
identified as: having a social goal, being task orientated, having a motivational
climate of task mastery and learning goals, and, maximising intrinsic motives. Since
TIG have these four motivational factors present, the potential impact of playing TIG
on increasing students’ motivation to participate in physical activity, warrants further
investigation in schools.

Several studies have also examined the motivational climate created by the coach
and how this climate impacted on children’s self-concept (Brady, 2004; Cumming,
Smoll, Smith & Grossbard, 2007; Miller, 1989; Smith, Smoll & Cumming, 2007).
These studies supported the theory that children and young people participated more
often and more willingly in sport when the coach emphasised mastery of skills rather
than winning or losing. Using this approach provided children with positive
experiences and encouraged continued participation in sport and games. These
studies reflect the crucial role of the teacher in generating a positive motivational
climate when facilitating physical activity with children, in order to capitalise on
student motivation and enhance student participation in physical activity.

Further studies arising from children’s participation in sport and games have
examined self-perceptions and self-efficacy (Brady, 2004; Moriarty, 2013; Noack,
Kauper, Benbow & Eckstein, 2013). These studies all agreed that positive sporting
experiences were beneficial to a child’s self-concept and self-efficacy. Research
conducted within specific groups of children participating in sports have found
similar results. For example, Slutzky and Simpkins (2009) looked at primary school
children and found that those who participated in team sports had a greater physical
self-concept and self-efficacy than their non-participating peers. Findlay and
Bowker (2009) focused on elite athletes and found higher levels of physical self-
concept and self-efficacy when compared to non-athletes with the same demographic
indicators. Rinn and Wininger (2007) and Dishman, Hales, Pfeiffer, Felton,
Saunders, Ward, Dowda and Pate (2006) looked at adolescents and found similar
evidence for the effects of sport participation on increasing the physical self-concept
and self-efficacy of participants.

A meta-analysis conducted by Spence, McGannon and Poon (2005) examined 113
studies relating to exercise and global self-efficacy and found that participation in
physical activity resulted in small significant improvements in global self-efficacy.
The meta-analysis found that exercise participation is thought to have the greatest
influence on domain-specific self-efficacy, for example physical self-worth and
physical competence. Even though this meta-analysis incorporated research with
adult participants only, where exercise intervention programs had to last longer than
one week, small significant differences in global self-efficacy were found. Other
determinants for the selection of the 113 studies were the inclusion of a non-
exercising control group, and that the outcomes provided quantifiable data. The
research identified several areas for future consideration and development with
respect to research into self-efficacy and physical activity. The researchers proposed
that future studies examine perceived levels of physical fitness and its effect on self-
efficacy, as well as focussing more directly on the mechanisms of change involved in
the self-system, and how this may impact on the design of exercise intervention
programs.
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The findings of this meta-analysis have had an impact on the direction this research
study has taken by highlighting the need to investigate the effect of TIG on children’s
self-efficacy and exploring their self-reflection regarding their perceptions and
attitudes towards their own physical skills and activity. This study therefore
examines TIG as a mechanism to positively impact children’s self-efficacy. It was
hypothesised that TIG might have potential from a practical standpoint, to assist
teachers to promote physical activity whilst enhancing the physical self-worth of
their students, through facilitating cooperative rather than competitive physical
activity and games.

When facilitating sport and games activities for children, the imbalance of power that
is created through competition (Cohen et al., 2007; Woods, 2001) becomes evident to
both participants and spectators. The skills of all children are clearly on display and
easily judged by all present; this visibility of skills can be referred to as open
dialogue. It is essential teachers are aware of the open dialogue that exists within
HPE, so that the negative impact it may have on a child’s self-efficacy, generated and
perpetuated on the sporting field as a result of unchecked competition, is minimised.

Several studies clearly identified strategies which were used to promote inclusive
practices within HPE and generated a positive sense of self-efficacy, and in doing so
identified practices which excluded and isolated less skilled performers through an
over-emphasis on competition. For example, Garrett and Wrench (2010) raised
several suggestions to facilitate inclusive practices such as: increasing knowledge
and understanding of cultural mores, expectations and practices; the inclusion of
traditional and holistic approaches to health and physical activity; the use of peer
teaching and group work; and, the integration of ideas and strategies across the
curriculum. Shilton and Brown (2004) supported their view and also highlighted the
need to incorporate building pride, cultural identity and self-efficacy in physical
activity programs for Indigenous youth.

To promote inclusive practices in HPE, an investigation into more cooperative
approaches to skill development is required. The need to improve physical skills and
activity levels, along with providing opportunities for personal development and
growth becomes evident after reviewing the literature within this area. Orlick (2006)
as a proponent of cooperative games, claims cooperative games provide children
with positive, joyful experiences and set them on a path to lifelong engagement in
physical activities. Kirk et al., (1996) also espoused the need for inclusive practices
and identified fun as the primary motivation for young people to participate in
physical activity. Further consideration should be given to the type of physical
activities, games and sports played in schools, and how appropriate these are from a
child’s perspective, rather than an adult one. Work by Orlick and Mccaffrey (1991)
advocated reducing the significance of winning for children in order to reduce their
stress levels regarding sports participation. An investigation into identifying games
that are inclusive, have few rules and emphasise enjoyment and participation is
warranted in order to examine the effects of physical activity on self-efficacy.

If earlier sport sociologists (Coakley & Pike, 1998; Frey & Eitzen, 1991; Wilson,
1994) are correct in suggesting that sport is a reflection of the social and cultural life
of the society in which they exist, then to find cooperative games, one might look for
a society that relied on cooperation for survival and advancement. Australia’s
Indigenous people historically existed as a cooperative society with a kinship system
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at the core of their community. It was vital to the continued successful existence of
their clan that every member of the group worked together rather than compete with
each other. In this way, Australian Indigenous society was deeply connected to their
spirituality, extended family and the land which sustained them (Cummins, Gentle, &
Hull, 2008).

Australia’s Indigenous peoples played many cooperative games to prepare their
children for life within their society. The ethos within TIG aligns with the mastery
approach to teaching physical activity and games, in that they promote cooperation to
achieve skill mastery and the accomplishment of a common goal. Playing TIG
involves high levels of physical activity, and can allow opportunities for children to
work together and teach one another in a supportive and collaborative environment.
The proposed use of TIG within this study as a mechanism to support and promote
physical activity and self-efficacy is therefore well-founded in the research literature
in relation to inclusivity in HPE.

Self-efficacy in Health and Physical Education - Fundamental Motor Skills and Physical
Activity

The HPE curriculum throughout Australia has a common focus on physical skills,
health and personal development as essential elements of this learning area (Tinning,
McCuaig, & Hunter, 2006). In primary schools, all Australian states refer to
developing fundamental motor skills as a major outcome of the physical skills
component of physical education. These fundamental motor skills are general
movement patterns that children need for living, and are the precursor movement
patterns to more specialised, complex skills in games, sports, dance, aquatics,
gymnastics and recreational activities (Department of Education and Early
Childhood Development 2009). Research into fundamental motor skills (Pangrazi &
Beighle, 2010) has led to the distinction of these skills into two major categories:
locomotor and non-locomotor. Locomotor skills are used to move the body from one
place to another, for example walking, running, leaping and jumping. In contrast to
this, non-locomotor skills are performed without appreciable movement from place
to place and examples include bending, stretching, twisting, turning, rocking and
balancing (Pangrazi & Beighle, 2010).

Early development of skills, such as running, skipping, throwing, catching and
balancing, allow children to establish healthy and safe involvement in physical
activity. These fundamental motor skills have long been practised by children in
their play time, both at home and at school, and include activities like climbing trees,
rocks and fences; throwing, catching and kicking balls; and, running around with
friends, which all help to build strength, fitness and balance. Several recent studies
have noted a decline in the physical activity of Australian children (Olds et al., 2004;
Olds & Ridley, 2008), and one study in particular by Timperio, Salmon and Ball
(2004) indicated that 60% of Australian children had moderate to poor motor skills
and 30% had low fitness levels.

Another study (Department of Education and Early Childhood Development, 2009)
showed that improvements in self-efficacy and confidence associated with a sound
development in fundamental motor skills had a flow on effect to other areas of a
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child’s education. Studies have shown (Hoffnung, Hoffnung, Seifert, Burton Smith,
& Hine, 2010; Pangrazi & Beighle, 2010) that children have developed the physical
and neural pathways for their fundamental motor skills by 12 years of age, so that
during adolescence these skills are honed to develop more complex movement
patterns. Studies gauging children’s perceptions and attitudes to physical activity
(Pangrazi & Beighle, 2010) have found that by the age of eight, children have
already developed a firm perception of their own skill level in physical education,
and have formed a positive or negative attitude towards physical education based on
this perception. Hence a child’s early experiences and perceptions in physical
activity have enormous consequences for their life-long participation in physical
activity and their health and well-being. Further research into the effects these
perceptions have on a child’s self-efficacy would be beneficial in developing
strategies which help to avoid activities which build negative perceptions and
attitudes towards physical activity.

The links between physical activity and self-efficacy have been explored by
numerous researchers where the inter-relationship that connects self-efficacy to
physical activity was demonstrated. The seminal work of McNair, Lorr and
Droppleman (1971) developed a Profile of Mood States (POMS) to measure moods
and their resulting effect on physical performance. The relationship between
psychology and physical performance has since been examined by other researchers
(Berger, Friedmann & Eaton, 1988; Dil.orenzo, Bargman, Stucky-Ropp,
Brassington, Frensch, & LaFontaine, 1999; Leith & Taylor, 1990; Morgan, 1979;
Morgan and Goldstone, 2013; Woods, 2001) who found a number of psychological
benefits gained through participating in physical activity.

Woods (2001) explored these psychological benefits further and determined the
following benefits of involvement in physical activity:

» Increased self-efficacy by developing a sense of mastery, skill and
accomplishment.

» Increased social interaction with others by associating with people to perform
similar tasks.

» Atemporary distraction from other worries is provided.

» Increased production of exercise induced chemicals within the body which
stimulates neurotransmitters.

» Greater psychological improvements for individuals who had lower levels of
mental health.

Counter-views exist regarding the psychological impact of physical activity when
considering the athlete who becomes obsessive and extremist in their attitude
towards participating in physical activity. This can be seen as over-conformity to
participating in physical activity and several studies have examined different forms
of this deviant over-conformity within various sports. Some studies have looked at
evidence of this through over-training and self-injurious behaviour (Howe, 2004;
Liston, Reacher, Smith & Waddington, 2006; Waldron & Krane, 2005), whilst others
look at playing through injury (Hanley & Pearson, 1999; Howe, 2004). Other forms
of this positive deviancy include extreme weight control strategies and disordered
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eating (Beals & Hill, 2000; Patel, Greydanus, Pratt & Phillips, 2003) and taking
performance enhancing drugs (Kidd, 2013; Pitsch & Emrich, 2012), to make extreme
sacrifices in order to further their participation and success. These dysfunctional
behaviours arise from excessive over-commitment to participation in sport and
games, and are not the topic of this study. Suffice to say they have received attention
in the literature and are considered extreme and the focus of this study is to increase
the participation of school students to a healthy, balanced level.

To summarise these studies, the literature supports the beneficial effects of physical
activity on self-efficacy resulting from positive experiences in games and sport. It is
feasible to suggest there could be equally damaging effects on self-efficacy for those
who have negative experiences when participating in games and sport. Early studies
have found direct links between a child’s self-efficacy, their competence in sport and
their own perceptions of their physical abilities (Weiss, Ebbeck, McAuley, & Wiese,
1990). Castelli and Valley (2007) built on these links when they found a child’s
perceived motor competence directly affected their enjoyment of and participation in
physical activity. In fact research by Stodden et al., (2008) supports a causal
relationship between motor skill competence and levels of physical activity.

After an examination of the literature and research pertaining to the development and
mastery of fundamental motor skills and a child’s self-efficacy, the evidence to
support a close relationship is strong. Indeed, a child’s perception of their own skills
is directly associated with their enjoyment of the activity, hence the perceptions and
attitudes of children towards physical activity is of utmost importance when
encouraging children to participate in regular physical activity. The relationship
between mastery of fundamental motor skills and self-efficacy may be a double-
edged one however, which can build or reduce a child’s self-efficacy. A child’s
experiences in developing fundamental motor skills can be positive by being
constructive, enhancing participation and enjoyment and having an uplifting effect
on self-efficacy. The opposite effects on self-efficacy must also be considered for
children who have negative experiences and perceptions. Hence when children have
enjoyable experiences in physical activity, their attitudes and perceptions relating to
their participation in physical activity are constructive, so they are more likely to
experience positive influences on their self-efficacy. It is feasible to suggest that the
inclusive and cooperative nature of TIG may provide enjoyable and constructive
learning experiences which may foster positive self-efficacy in children. The
multiple influencing factors affecting self-efficacy and how TIG may assist in
generating positive self-efficacy are displayed in Figure 2.2.

Physical skills and confidence and their influence on an individual’s self-efficacy
have been investigated in several studies (Tutko & Tosi, 1976; Vealey, 1986, 2001;
Zinsser, Bunker, & Williams, 2001). The results of these studies have identified
close links between self-efficacy and confidence, where confidence was defined as a
‘state of assurance’ and ‘belief in one’s own powers’. The distinction between self-
efficacy and confidence becomes less discernible, as both relate to self-belief, and
both are built up through success. It can be said that self-efficacy is skill specific,
whilst confidence is more holistic. These two terms are used interchangeably in
more recent literature (Taylor, 2001; Taylor & Wilson, 2005; Vealey, 2001; Zinsser et
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al., 2001) where confidence is defined as a “belief in one’s ability to achieve goals
and realize their ability” (Taylor & Wilson, 2005, p. 22).

Positive Self-efficacy Negative Self-efficacy
Perceptions of high skill Perceptions of low skill
Positive attitudes towards physical activity Negative attitudes towards physical activity
Enjoyment of physical activity Dislike of physical activity
Participation in physical activity Avoidance of physical activity
TIG
\
Figure 2.2. Possible impact of TIG on self-efficacy factors

Taylor and Wilson (2005) constructed an emotion matrix, which indicated the
specific influence several emotions have on confidence and improving performance.
They defined a category of ‘Pleasant — Helpful” emotions such as joy, happiness,
excitement and pride, as emotions that motivated the individual to pursue goals and
increased their confidence in their ability to succeed. Therefore, any games which
generated happiness and fun would have a positive influence on the motivation and
confidence of the individuals playing them.

As TIG involve cooperation, team work, collaboration and self-improvement the
rationale for the inclusion of these games in schools becomes apparent. TIG may be
an effective strategy to build social inclusion in physical activity and provide an
opportunity for children to establish a more positive self-efficacy and reap the
psychological, social, cognitive, physical and affective rewards of participating
regularly in physical activity.

Cooperation - Building Social Responsibility

The teaching of cooperative learning strategies has been found to be intrinsic to the
development of thinking skills, where students have to work together to complete
tasks, and are responsible for one another’s learning as well as their own (Slavin,
Hurley & Chamberlain, 2003). Slavin et al., (2003) taught students to cooperate
through nurturing social skills, developing personal responsibility, encouraging
individual accountability and defining terms of engagement for relationships between
learners. They found cognitive processes were enhanced through cooperative
learning as each student had to explain their thought processes, and provide a
justification for their response. Slavin et al., (2003) supported the early research by
Rhoades and McCabe (1992), who found cooperative learning promoted students’
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cognitive development, since they had to think about thinking (metacognition),
create an internal dialogue and share this process with their peers.

Earlier research into cooperative learning (Dalton, 1994; Gibbs, 1994; Johnson &
Johnson, 1992) has shown placing students into groups and telling them to cooperate
is unsuccessful. Gibbs (1994) summarised four key elements that contributed to
effective learning communities as: attentive listening; appreciation/no put downs;
right to pass; and, mutual respect. Later research by Hellison (2003) supported the
effectiveness of these four elements, and adapted the idea of developing personal
responsibility through cooperation within the physical education context. Hellison’s
model encouraged personal, social and cognitive development through physical
activity and scaffolded cooperative learning opportunities that provided self-
evaluation, self-reporting and self-reflection for the individual within the group
context.

The use of cooperative learning in physical education has been found to foster
constructive relationships among students, enhance cognitive understanding of skills,
and foster the social and psychological growth of students (Callado, 2012; Gallahue
& Donnelly, 2003; Goudas & Magotsiou, 2009; Hellison, 2003; Mosston &
Ashworth, 2002). Orlick (2006) found through his work with children as a sports
psychologist, that cooperative games helped children to accept one another, and play
with one another, rather than against one another. Furthermore, Orlick found that
cooperative games eliminated the fear and feeling of failure children associated with
physical activity, and acted to nurture and reaffirm a child’s sense of self- worth.
Several studies have found that increasing a child’s sense of self-worth built their
self-efficacy and directly supported their social and emotional well-being (Mahoney,
Larson, Eccles, & Lord, 2005; McHale, Vinden, Bush, Richer, Shaw, & Smith, 2005;
Simpkins, Fredricks, Davis-Kean, & Eccles, 2006; Slutzky & Simpkins, 2009).

The importance of the overall health and well-being of children within Australian
society can be evidenced through the priority given to children’s health and well-
being by the Australian government in the Melbourne Declaration (MCEETYA,
2008) and the Australian National Curriculum (ACARA, 2012a, 2012b). In addition
to improving the health and well-being of children, the Australian National
curriculum also encourages cooperative learning within Australian schools (ACARA,
2012a, 2012b). Prior to the national curriculum, cooperative learning was combined
with physical education in the Queensland school curriculum in the Queensland
Studies Authority (QSA) HPE Essential Learnings. For example, the Year 5 physical
activity strand stated: “working cooperatively, and being aware of others and fair
play, can enhance the experience of physical activities for individuals and groups”
(Queensland Studies Authority, 2007 pp. 3).

When considering the demands of the Australian National Curriculum in terms of
developing the cognitive, social and emotional well-being of children, it is pertinent
to consider pedagogical approaches which may assist in achieving these demands.
Research findings (Slavin et al, 2003; Callado, 2012; Gallahue & Donnelly, 2003;
Goudas & Magotsiou, 2009; Hellison, 2003; Mahoney et al, 2005; McHale et al,
2005; Simpkins et al, 2006; Slutzky & Simpkins, 2009) regarding cooperative
learning strongly indicate the cognitive, social and emotional benefits cooperative
learning activities bring to all learners. In the key learning area of Physical
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Education, teaching TIG may provide an opportunity to include cooperative learning
strategies to enhance the cognitive, social and emotional well-being of children.

It is worth investigating if the cooperation and awareness of others that is required to
play TIG may be extended to other aspects of the classroom. The inclusive practices
of the games may help to create a more cooperative classroom culture. When
participating in TIG, the more competent, skilful children are required to share their
skills with their group so that all participants are successful. In this way, playing TIG
may provide opportunities for children to think about why they are ultimately
successful, compare and contrast their styles to others and share these with their
peers. The success of a group is often dependent on an individual’s ability to
communicate effectively with their group. As a result of the collaborative process
used within TIG, they may provide a platform for teaching cooperation,
responsibility and personal development, alongside improving fundamental motor
skills through physical activity, which are all essential components of the HPE
national curriculum.

Reconciliation and Indigenous Knowledge

Reconciliation Australia (2005) identified the significant difference in life
expectancy between Indigenous and non-Indigenous people within Australia and put
forward processes dedicated to narrowing the gap in health and educational outcomes
between these two groups. These processes were summarised into four categories:
building mutually respectful relationships; raising awareness and knowledge of
Indigenous history and culture; changing attitudes based on misunderstandings; and,
encouraging action to build better relationships among fellow Australians. The
vision for reconciliation within Australia was given momentum when the Australian
Law Reform Commission established a Reconciliation Action Plan (2009) for a more
harmonious Australian community. This model attempted to address the four
categories put forward by Reconciliation Australia (Reconciliation Australia, 2005)
and highlighted several strategies which informed the action plan. These strategies
involved fostering “respect for Indigenous peoples, participation and representation
of Indigenous peoples, and consideration and understanding of issues that are
important to Indigenous peoples” (Australian Law Reform Commission Australian
Government, 2009 p.1) across all areas of Australian society.

These issues and practices were taken on board by the education community within
Australia and were reflected in MCEETYA (2008). The Melbourne Declaration
identified a major goal for Australian schooling as being the promotion of equity
within schools. The declaration implored schools to ... build on the local cultural
knowledge and experience of Indigenous students as a foundation for learning, and
work in partnership with local communities on all aspects of the schooling process”
(MCEETYA, 2008 p.7).

As aresult, teaching Aboriginal and Torres Strait Islander perspectives within
schools (ACARA, 2012b) has become a cross-curricular priority within the national
curriculum. Several ways to integrate Indigenous perspectives into schools through
the environment, the pedagogy and the curriculum have been suggested (ACARA,
2012b). In practice, teachers still struggle with or avoid including Indigenous
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perspectives within their classrooms for a number of reasons. A study conducted in
New South Wales found teachers did not include Indigenous perspectives because
they felt they did not know the rules relating to Indigenous social norms, were
worried about offending Indigenous and non-Indigenous people, and just wanted to
find safe ground for themselves professionally (Western NSW Region RAET, 2010).

Clearly, from the findings of the Regional Aboriginal Education Team (RAET) report
(Western NSW Region RAET, 2010), further research is needed to provide teachers
with a wide range of methods to integrate Indigenous culture into their lessons.

Some studies have identified Indigenous ways of learning (Donovan, 2007; Hughes,
Khan & Matthews, 2007; Yunkaporta & McGinty, 2009) as being concrete and
holistic, and learning in wholes rather than parts (Hughes et al., 2007; Stairs, 1994).
Studies conducted by Harris (1984) identified a number of learning preferences for
Indigenous people including learning through performance, observation and
imitation, learning by trial and error, learning about people rather than tasks or
information, and connecting knowledge to the land.

Many subsequent studies support this hands-on or kinaesthetic approach to learning
(Donovan, 2007; Flamsteed, 1999; Harris, 1990; Hughes et al., 2007; Robinson &
Nichol, 1998; Stiffarm, 1998; Yunkaporta & McGinty, 2009). Additional studies
(Andersen & Walter, 2010; McRae, 2000, 2002) have identified three key elements
for success in teaching and embedding Indigenous perspectives, namely cultural
recognition and support, skill development and participation for individuals and the
community.

When reflecting on Indigenous “ways of learning” it becomes apparent that hands-on
kinaesthetic learning environments provide crucial support to improve learning
outcomes for Indigenous children. The construction of hands on learning
experiences for children demonstrates a pedagogical approach which caters for the
diverse needs of the learners and promotes inclusive education in schools. The use
of kinaesthetic learning experiences to foster more inclusive educational practices
has been supported by a number of research findings (Hyde, Carpenter & Conway,
2014; Lengel & Kuczala, 2010; Ratey, 2008).

The cooperative nature and hands-on kinaesthetic learning experiences playing TIG
provide for participants, may therefore act to establish a more inclusive classroom.
Indeed, providing a wide range of learning experiences which promote student
participation and engagement is a core ingredient for inclusive education in schools
(Hyde, 2014). The differentiation that is present in TIG occurs through student self-
monitoring, and ensures all students are involved, experience success, and yet are
still challenged to improve their performance. By involving all students in this way,
TIG can cater for diverse learning needs and cultures and promote skill development
and participation in physical activity. Playing TIG would also deepen students’
understanding of Indigenous culture by situating the games in context and
acknowledging the purpose and intent for each game.

TIG are unique to Australian and Torres Strait Island cultures, and as such create
opportunities for children to participate, understand, recognise and celebrate
Indigenous cultures. The cooperative nature of the games, along with the supportive
and collaborative way in which they are taught, would not only assist teachers to
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embed Indigenous perspectives in a non-threatening way, but allow for truly
inclusive pedagogy in the classroom.

2.05 Traditional Indigenous Games in Schools

The topics discussed throughout this literature review provide a context for this study
and together, supply a sound rationale for the inclusion of TIG in schools. These
topics can be combined and presented to form a powerful justification for the
teaching of TIG in schools (see Figure 2.3).

To date there have been several programs conducted within schools to introduce both
students and teachers to Traditional Indigenous Games. The impetus for a TIG
revival came from the investigative work of Edwards (1999) who collected a number
of Indigenous games throughout Australia and published a resource book called
‘Choopadoo. games from the dreamtime’. Following this publication, a TIG
program involving Indigenous communities from Cherbourg and North Stradbroke
Island was funded by Queensland Health. Although this program was enjoyed by all
participants, several flaws existed within the structure and implementation of the
project, in terms of evaluating the impact of the program, and this affected the
sustainability of the games (Parker et al., 2006).
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Further projects were undertaken to implement TIG in schools within Brisbane
(Dickson, 2007; Heerschop, 2009) and Townsville (Johnston, 2008; Kiran &
Knights, 2010) with participation and enjoyment as the primary outcomes for these
projects. Maintaining sustainability seemed to be a recurring problem in the delivery
of these programs. In the Bayside project (Dickson, 2007), a lack of effective
monitoring and ongoing support for the teachers delivering the games at the student
interface was evident. A more rigorous approach to the evaluation of the TIG
program was needed so that outcomes could provide a sound justification for further
projects.

The Wavell Heights project (Heerschop, 2009) attempted to support teachers by
providing a booklet to assist them to implement the games, and also addressed
evaluating the study through surveys. The questions focused on specific elements of
the program and most were in a dichotomous closed ended format, allowing the
participants to give only a ‘yes or no’ response, and hence left no room for a
continuum of responses. Heerschop (2009) reported positive outcomes for
increasing both physical activity and knowledge of Indigenous cultures as a result of
the TIG project. Greater understanding and discussion of Indigenous perspectives
and increased cultural connectedness for students were previously reported by
teachers in a Townsville project, (Johnston, 2008) as a result of their participation in
TIG.

Hence the results reported by Johnston (2008) and Heerschop (2009) both supported
the regular inclusion of TIG in schools, even if their approaches to evaluation of the
various TIG programs might have been improved.

However, an initial study of a TIG program in Townsville in 2007 (Kiran & Knights,
2010) used sound methodology and evaluation techniques, and reported no
significant changes to physical activity levels or cultural connectedness as a result of
the TIG intervention. This may be due in part to the low frequency, intensity and
duration of participation in the games during the intervention. One hour per week
over three months may not have allowed adequate exposure to the games - a point
noted by the researchers. Similarly, summary evaluation reports by Queensland
Health on TIG programs in Brisbane, (Dickson, 2009), identified the need for more
regular delivery sessions to the students.

Further studies which have a greater weekly frequency of TIG sessions, examined
over a longer trial period, is warranted to provide a more detailed analysis of the
effects of a TIG intervention program on children’s physical activity levels.
Additionally, consideration should be given to organising appropriate professional
development for teachers to enable them to effectively and confidently teach the
games. Regular teacher facilitation would directly impact the physical activity levels
of children whilst they are at school, and contribute to more sustainable TIG
programs within schools.

Other publications regarding TIG centred on the use of carnivals and festivals to
showcase TIG to the wider community (Lyons, 2008; Meston & Hickey, 2004).
These manuals do not attempt to evaluate the games or generate support for the
inclusion of TIG into mainstream schools, but suggest ways to make the games
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accessible for all schools to use through a “one-off” cultural celebration event.
These publications provided all schools with ways to organise and access the games
in the form of a carnival, but failed to highlight the deeper significance of the games
to the educational community and Australian society. Further investigations
exploring the cooperative nature of the games and the holistic benefits of TIG to the
health and well-being of the individual, school and community are therefore
warranted.

2.06 The Importance of this Study

Traditional Indigenous Games (T1G) were explored for links as to how they may
contribute to creating non-competitive, non-threatening, inclusive practices within
physical education in primary schools. This research examines the impact of TIG on
students' enjoyment of, and participation in, physical activity through an extended
intervention program. The research also examined the effects of participation in TIG
on students’ self-efficacy, cooperation, teamwork and cultural awareness. In
summary, four elements: physical activity and well-being, cooperation, Indigenous
perspectives and self-efficacy, provided the theoretical framework for this study, (see
Figure 2.4) where it was envisaged that TIG might positively contribute to each
element.

Encouraging Physical Activity - g
and Well-being Perspectives

Traditional
Indigenous Games

Enabling Cooperation Enhancing Self-efficacy

Figure 2.4. Theoretical Framework of the Study

After synthesising the literature relating to Traditional Indigenous Games in schools,
several themes became apparent. There is a need for further studies to conclusively
demonstrate the variety of outcomes that arise from teaching TIG in schools, and
how they may be integrated into various aspects of the curriculum. It is also evident
classroom teachers need support to effectively facilitate playing the games so as to
ensure they are taught in a culturally appropriate and sensitive manner, with support
from the whole school community. If educational institutions and government
bodies within Australia are to support the inclusion of TIG within the national
curriculum, then they must understand the rationale behind its inclusion, and be
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shown evidence to prove this rationale is sound. Furthermore, the effects of
participating in TIG on perceptions and attitudes of students towards physical
activity should be measured and explored to further demonstrate the impact TIG
could have on encouraging children to take part in regular physical activity. It has
been shown that the perceptions and attitudes of students may impact on their
participation in physical education, and influence their knowledge, skills, values and
self-efficacy, which in turn have a direct bearing on their health and well-being.

An emphasis on the health and well-being of all children was supported by the
Australian National Curriculum Board (2009), in the development of the Australian
National Curriculum, which was a direct reflection of the specific goals of the
Melbourne Declaration (MCEETYA, 2008), where the responsibility to assist young
people to achieve these goals was attributed to all Australians.

Goal 1: Australian schooling promotes equity and excellence
Goal 2: All young Australians become:

e Successful learners

e Confident and creative individuals

e Active and informed citizens
Achieving these educational goals is the collective responsibility of
governments, school sectors and individual schools as well as parents
and carers, young Australians, families, other education and training
providers, business and the broader community.

(MCEETYA, 2008, p.7)

This study aims to demonstrate the impact of TIG on primary school students and
their teachers, in relation to increasing physical activity and well-being; enabling
cooperation, enhancing self-efficacy; and embedding Indigenous perspectives. This
study is important since, to date, evaluations of the specific effect of TIG on these
factors, has never been done before.

2.07 Research Questions

Following this review of relevant topics and literature relating to the impact of TIG
on primary school students and their teachers, the following research questions that
drive this study were formulated:

The over-arching research question that this study addresses is:
How does regular and prolonged implementation of TIG in the curriculum
enhance student attitudes to physical activity, student self-efficacy and

teacher ability to implement the national curriculum requirements?

This over-arching research question can be broken down to address the following
research sub-questions:
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Specifically, how does playing TIG at school:

1. enhance students’ attitude towards, and involvement in, physical activity
and their cooperation with other students?

2. enhance students’ self-efficacy with respect to their ability to engage in
physical activity and work with others?

3. assist teachers to meet the national curriculum requirements with respect
to embedding Indigenous perspectives, cooperative learning and regular
physical activity?

2.08 In Summary

The major purpose of this study was to assess the impact of a TIG based intervention
program on children’s enjoyment of, and participation in, physical activity. This TIG
intervention study differs from others which have been conducted within
Queensland, specifically relating to frequency, intensity, duration, teacher support
and evaluation techniques. Furthermore, this intervention program used TIG to
support teachers in achieving specific outcomes for their students related to
encouraging physical activity, embedding Indigenous perspectives, enhancing
cultural awareness, enabling teamwork and cooperation and generating student self-
efficacy. The TIG intervention program developed for this research also considered
Government policy regarding health, physical activity, Indigenous knowledges and
reconciliation, along with the development of fundamental motor skills and
facilitating cooperative learning within the classroom. Unlike other studies where
TIG programs have been conducted in schools, this program involved TIG working
within the school curriculum and context to achieve outcomes related to student
well-being as well as the professional development of teachers.

Further, the intervention program provided a sustainable professional development
resource which integrated TIG into the daily curriculum. This study also
investigated how teachers were assisted to implement national curriculum demands
relating to physical activity, embedding Indigenous perspectives and cooperative
learning. The overarching aim of this study was to provide regular, meaningful and
inclusive experiences in physical activity for children. The next chapter will describe
the design of the TIG intervention program which was used as a basis to investigate
the proposed research questions.
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3. Indigenous Games as an Intervention Design

3.01 Overview

This chapter will outline the rationale for a TIG intervention program, and the
development and implementation of the TIG intervention program used in this study.
The TIG intervention program was conducted over six months and was implemented
with approximately 279 Year 5 students. The intervention was specifically designed
around the theoretical framework for this study outlined in the literature review
(Figure 2.4, p 51), and focused on achieving the following key outcomes for students
and their teachers:

Encouraging student physical activity and wellbeing,

Enabling student cooperation and collaboration across the curriculum,
Embedding Indigenous perspectives across the curriculum, and
Enhancing student self-efficacy.

YV VY

3.02 Intervention Rationale

The review of the literature in Chapter Two suggested there are several national
priorities that all Australian schools should strive to achieve (MCEETYA, 2008;
ACARA, 2012b). Particularly relevant to this research study are those pertaining to
physical activity, cooperative learning, Indigenous perspectives and self-efficacy.

The Australian National Curriculum (ACARA, 2012b) outlined the importance of
self-worth for students and how this enabled students to manage their emotional,
mental, spiritual and physical wellbeing. The paper also highlighted the need for
students to have the knowledge, skills, understandings and values to establish and
maintain healthy, satisfying lives. Indeed, the scope of the Australian National
Curriculum stated “The curriculum... will enable students to build social and
emotional intelligence, and nurture student wellbeing through health and physical
education in particular” (ACARA, 2012b, p. 13). These statements reflect the
importance of regular health and physical activity within the Australian curriculum
and hence Australian schools.

One of the primary goals of the Australian Curriculum is to promote successful
learners and confident and creative individuals. For this goal to be realised, an
individual needs to have positive self-efficacy. Bandura (1977) coined the term self-
efficacy and defined it as an individual’s belief that he or she has the necessary skills
to produce a desired outcome. For students to have positive, physical activity related
self-efficacy, students need to believe they possess the physical skills to enable them
to be successful in sport and physical activity. Bandura’s concept of self-efficacy,
related to physical activity, and the positive effects of this on students’ participation
in physical activity, provided the foundations on which the rationale for this study
developed. The Australian Curriculum Assessment and Reporting Authority (2012b)
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recognised the importance of positive self-efficacy for students and how this
developed a sense of optimism about their lives and the future (ACARA, 2012b).

The Australian Curriculum (2012b) also outlined clear goals relating to assisting
young people to communicate and cooperate in teams in order to become successful
learners. The Australian Curriculum goes further to state that to promote confident
and creative individuals, young people should “relate well to others and form and
maintain healthy relationships; be well prepared for their potential life roles as
family, community and workforce members” (ACARA, 2012b, p. 9). The need for
young people to work collaboratively was also demonstrated through the curriculum
aim to “promote active and informed citizens who are responsible global and local
citizens” (ACARA, 2012b, p. 9). Hence it becomes a recurring theme that the
curriculum needed to provide students with the opportunity to socialise with their
peers in order to encourage the development of communication and cooperation
skills. By enabling students to work with their peers in the classroom, teachers could
cultivate students’ empathy for one another and foster a sense of social justice, where
students relate well to others and possess a greater understanding of their fellow
citizens. The importance of peers working together was reflected in the general
capabilities outlined specifically under “personal and social capability” in the
Australian Curriculum as follows:

Students develop personal and social competence as they learn to understand
themselves and others more fully, and to manage their relationships, lives,
learning and work effectively. This includes recognising and regulating their
emotions, establishing positive relationships, making responsible decisions,
working effectively in teams and handling challenging situations
constructively. (ACARA, 2012b, p. 21)

Another general capability outlined in the Australian Curriculum is “intercultural
understanding” (2012b) which highlights the need for students to respect and
appreciate other cultures and beliefs as well as their own, in order to recognise
differences, create connections and cultivate mutual respect. Intercultural
understanding is seen as an essential feature of achieving reconciliation in Australia,
and was evidenced in the Australian Law Reform Commission’s Reconciliation
Action Plan (2009). The Australian Curriculum sets out to achieve these
reconciliation goals by promoting active and informed citizens who understand and
acknowledge the value of Indigenous cultures, and possess the knowledge, skills and
understandings to contribute to, and benefit from, reconciliation between Indigenous
and non-Indigenous Australians (ACARA, 2012b). The Australian Curriculum
identified Aboriginal and Torres Strait Islander histories and cultures as being a
cross-curricular priority that all young Australians should learn about by directing:

...to ensure that all young Australians will be given the opportunity to gain a
deeper understanding and appreciation of Aboriginal and Torres Strait
islander histories and cultures, their significance for Australia and the impact
that these have had, and continue to have, on our world. (ACARA, 2012b, p.
22)
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For this to be achieved, learning experiences which incorporate Indigenous
perspectives need to be “consistent across the curriculum and reinforced in learning

arcas” (ACARA, 20120, p. 22).

This intervention study focused on TIG as offering a unique solution to the issues of
increasing participation in physical activity and providing opportunities for young
people to work cooperatively, whilst learning more about Australian Indigenous
history and culture. The original aim of TIG was to develop competence in physical
skills within the tribes, so that all members of the tribe were skilled hunters and
gatherers. The survival of each Indigenous tribe was directly dependant on the
ability of all tribal members to be skilled in gathering food and resources for their
clan. For example, if one member of the clan was an outstanding hunter with the
boomerang, then it was his duty to his clan to teach others to be as good as he. In
that way, if anything ever happened to him and he could not hunt with his
boomerang, it would not jeopardise the survival of the tribe, since there were others
who were just as good who continued to hunt, which ensured the continued existence
of the tribe. The ability to share skills and help one another to improve was crucial
to the continued survival of the tribes, so the games they developed to hone their
physical skills reflected communication, support and cooperation with one another,
to achieve a common goal.

The PD sessions within the intervention were conducted with this same focus of
communication, support and cooperation, where the spirit and intent of the games
were task orientated and team members had to work together in order to achieve
success. By establishing a sense of cooperation and skill mastery when participating
in TIG, as opposed to competitive games, which often create winners and losers, a
more supportive team environment was generated. For this reason, the TIG
intervention program was geared towards inclusion and cooperation in order to
increase participation in physical activity.

The game of Kolap (Appendix 3) which comes from the Torres Strait region and is a
throwing game played with teams of 2-6 people, illustrates the cooperative nature of
the games. Kolap encourages communication and cooperation through peer
teaching, since each player must land their kolap on a target, and once successful,
they assist their team mates to accomplish the task by teaching them, not by throwing
for them. The game of Kolap therefore acts to improve communication and
cooperation, whilst also adapting and refining motor skills. Since Kolap can be
played against the clock, with teams getting quicker times as their level of skill
improves, no winners or losers are created, thereby reinforcing the notion of
cooperation with one another, as opposed to competing against one another.

The inclusive nature of TIG promotes participation in physical activity and can be
demonstrated through Puloga (Appendix 4) which is a mock warfare game from
North Queensland. The game is played by two teams within a set boundary, with
each player wearing two tags in their team’s colours. The aim of the game is to de-
tag the opposition, either by removing their tags or by hitting them below the chest
with a soft ball. When a player loses both tags, they step outside the designated area,
replace their tags, and then re-enter the area and continue playing. The continuous
nature of the game combined with the concept of “re-tagging” allows all students to
choose to re-tag more slowly if they require a little longer recovery time from the
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exercise. Puloga demonstrates differentiation since it is up to the student to choose
when they are ready to re-join the game, by allowing them to work at their own level.
By differentiating within the activity all students are then actively included in the
activity. Puloga is usually played for an agreed length of time and there is no way to
discern winners and losers at the conclusion of the game, since the focus is on
playing the game. The concept of participation and inclusion is reinforced through
Puloga and further demonstrates how TIG encourage participation in physical
activity.

Since the purpose of the TIG intervention study was to promote participation in
physical activity and encourage cooperation and teamwork, whilst embedding
Indigenous perspectives, then it is pertinent that TIG were facilitated with children in
the trial schools on a regular basis (optimally one session per day, with a minimum
of three sessions per week, with a session length of at least 30 minutes). The
regularity of the TIG sessions was considered a crucial element of the intervention
program.

The research study used a school based intervention program as this was the most
effective way to study the effects of the program on children. This research sought to
measure the change in attitudes and behaviours of the participants (students and
teachers). According to O’Toole and Beckett (2010), Kervin, Vialle, Herrington and
Okely (2006), McTaggart and Kemmis (2005) and Carr and Kemmis (1986), the
defining element of action research is to find solutions to real problems. The TIG
intervention program was formulated as a possible solution for the problems of
decreased participation in physical activity, negative attitudes towards physical
activity and difficulties associated with embedding Indigenous perspectives within
schools.

This study views positive self-efficacy as defined by Bandura (1977) as being
integral to the participation in, and enjoyment of, physical activity. As children
experience success when playing TIG, their confidence levels are elevated, which in
turn increases performance (McAuley, 1985). The success children experience
enhances confidence and further success ensues (Graham & Stabler, 1999; Jackson,
1996; Ravizza, 1977). An upward spiral of confidence and performance and greater
self-efficacy is created. To apply the notion of upward spirals to this study, it is
thought that as students experience success in physical activity, namely TIG, they
may be more likely to participate repeatedly in the activity. The underlying premise
here is based on positive reinforcement (Skinner, 1971), where participation in the
games is fun and students enjoy it, therefore will be more likely to participate again
in the future. Further, the TIG played during this intervention centred on cooperation
and team work, where all participants were included and achieved success as a result
of cooperating with others.

This study used TIG as a vehicle to promote self-efficacy, participation and
cooperation, and also allowed teachers the opportunity to integrate Indigenous
perspectives. As the need to embed Indigenous perspectives grows within our
educational institutions (Queensland Government, 2008), the practicalities of
achieving this have not yet begun to emerge. Government policies to embed
Indigenous perspectives are gradually being put into place in schools (Australian
National Curriculum Board, 2009; Queensland Government, 2008). The onus has
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been placed on classroom teachers to provide opportunities for children to learn
about Indigenous culture in order to recognise Indigenous perspectives and foster
respect for Indigenous peoples and knowledges (Australian National Curriculum
Board, 2009). Many teachers have the appropriate pedagogical skills and attitudes to
embed Indigenous perspectives, but are hesitant to do so as they feel they lack the
knowledge and expertise needed to do this effectively (Cummins, Gentle & Hull,
2008). The Yulunga resource (Edwards, 2008) allowed teachers to access
knowledge about TIG and both the explicit and implicit culture surrounding the
rationale and conduct of each of the games. In this way Yulunga can be used as a
vehicle to assist teachers to embed Indigenous perspectives and develop integrated
units of work across multiple key learning areas, including HPE.

The intervention program addressed all four areas of the theoretical framework for
this study. Playing and learning about TIG in this intervention program allowed
teachers to embed Indigenous perspectives in the classroom. The program also
provided classroom teachers with the knowledge and skills to facilitate quality
physical activities that promote participation and inclusion, hence maximise the
opportunity for all children in their class to succeed at, and enjoy, participating in
physical activities. Since TIG promotes inclusion and cooperation, it was theorised
that the intervention program would also allow teachers to foster personal
development and social skills within their students.

The remainder of this chapter will outline the development and implementation of
the TIG intervention, and concludes with a broad statement of the aims of the study
for both children and teachers involved in the research.

3.03 Development of the TIG Teaching and Learning Context

The researcher’s role within the University as a pre-service teacher educator allowed
for key discussions with several disparate groups within the community, those being:
practising teachers, pre-service teachers, Indigenous school support workers,
community Elders, and children. Through discussions, practising teachers within the
local area admitted experiencing difficulties in implementing curriculum demands
relating to regular daily physical activity, group activities and embedding Indigenous
perspectives. Indigenous school support workers raised feelings of frustration as
they felt their roles were valued mainly during National Aboriginal and Islanders
Day Observance Committee (NAIDOC) week, and they wanted to have a more
consistent role in assisting teachers to embed Indigenous perspectives throughout the
year. Community Elders wanted to support Indigenous children in schools so that
they would feel more connected to the school community and, hence, have a better
chance of success in their educational aspirations. Pre-service teachers highlighted
concerns over students’ not getting regular, daily physical activity in schools. They
were also anxious about embedding Indigenous perspectives sensitively and
appropriately in schools. When speaking with children about Indigenous culture,
many wanted to learn and understand more about it, and looked forward to NAIDOC
week where they could experience some aspects of Australian Indigenous culture.
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In order to draw together all of the information from discussions with local education
community stakeholders, a SWOT analysis was conducted which identified needs
and outcomes required by the education community with respect to daily physical
activity and embedding Indigenous perspectives (See Figure 3.1). As a result of this
analysis some key needs were identified as follows:

» Teachers within the local community needed appropriate knowledge, skills
and attitudes to facilitate daily physical activity and to embed Indigenous
perspectives in the curriculum.

» Students within the local schools needed regular daily physical activity.

» Students within the local schools had a desire to learn about Indigenous
culture.

» Local Indigenous Community leaders were eager to assist schools to learn
about Indigenous culture and perspectives.

Strengths Weaknesses

*  HPE specialists within all local schools »  Teacher professional development in daily

»  Mild climate conducive to outdoor physical physical activity not readily available
activity « Difficult to find time for physical activity

*  Local school community receptive to due to other curriculum demands and
regular physical activity pressures created by national testing

»  Accessible Indigenous community programs

*  Very talented individuals within the local »  Lack of knowledge of local Indigenous
Indigenous community community issues

»  Local school community open to * Indigenous people feel alienated from
Indigenous input because of the educational institutions
government legislation involving * Indigenous people feel they have no voice
embedding Indigenous perspectives within and no power within education systems
classrooms »  Teachers worried about causing offence so

»  Local schools respectful to Indigenous not embedding Indigenous perspectives at
perspectives all

«  Higher representation of Indigenous
students in local schools than the Australian

average
Opportunities Threats
*  Provide Professional development » Instilling confidence in teachers to facilitate
workshops to assist classroom teachers to meaningful daily physical activity
facilitate daily physical activity *  Providing adequate professional
«  Up-skill pre-service teachers with the development to increase the knowledge and
knowledge and skills to facilitate regular skills of teachers to embed Indigenous
physical activity perspectives in their current pedagogical
»  Develop a sense of respect for Indigenous practices
knowledges amongst the local community » Schools lack the equipment needed to
support TIG
Figure 3.1. SWOT Analysis of the Education Community in relation to Daily Physical Activity and

Embedding Indigenous Perspectives in the Curriculum

After a detailed re-examination of the local school context, the main barriers to both
daily physical activity and embedding Indigenous perspectives were acknowledged
as follows:

» Access to equipment for daily physical activity.

» Knowledge of “fun” physical activities that appealed to all students on a

regular basis.
» Provision of meaningful daily physical activity for students.
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» Improved understanding of cultural protocols and Indigenous knowledge to
assist teachers to embed Indigenous perspectives within their classroom.

A change in attitude or behaviour as a result of facilitating TIG with children was
hypothesised. A TIG intervention program based on the Yulunga resource (Edwards,
2008) was planned to incorporate ongoing professional development for teachers
over a six month trial period to provide time for a change in the level of knowledge
and expertise of teachers in facilitating TIG with their students. The TIG
intervention program also involved using TIG as a means of providing regular daily
physical activity experiences to students over a six month period, to investigate
changes in learner beliefs and behaviours.

The intervention program was designed to provide professional development in
stages to allow for further adaptation and refinement for each specific school and
class context involved in the research. The professional development continued over
a period of six months to allow teachers the opportunity to seek further assistance
and ongoing support as their confidence and knowledge base grew. Providing
individualised support allowed for a broader knowledge base to be built within each
school over time, and gave teachers the opportunity to practice what they had learnt
and reflect on the outcomes. Sustainability of this intervention program was further
enhanced by using an individualised and ongoing model of professional
development. The diverse needs of teachers involved in the intervention program
were then better accommodated and clarified throughout the duration of the study.

The intervention program ran for six months from April to September 2011, thereby
allowing a substantial amount of time for TIG to be played by students on a regular
basis. The six month time period allowed students to develop and refine their skills
through familiarity and repetition of the games. Learning and repeating the games
would provide the opportunity for students’ to develop success and confidence in
playing the games and perhaps might ultimately have a positive influence on their
self-efficacy and long term participation in physical activity. Prolonged time to play
TIG and exposure to the nature of TIG are crucial factors for children and teachers to
develop an understanding of the cooperative nature of the games. The six month trial
period should provide adequate time for this deeper understanding of cooperation
and collaboration to develop and infiltrate other areas of their classroom teaching and
learning experiences.

A six month intervention program to facilitate TIG within schools provided the basis
for the project. Sagor (1992) supported the use of intervention programs based on
action research as it helped to professionalise teaching, enhance teacher motivation
and efficacy, and assisted to meet the needs of diverse learners by searching for
solutions to ever-changing problems within the school community. Thomas (2005)
discussed the idea that ongoing professional development provided a mechanism
both for individual teachers to improve their practice and for entire schools to
implement reform, and this view was reflected in the aims of the program. The
whole group and school group phases of the professional development workshops
within the intervention program provided an opportunity for teachers to build a
collaborative support network where ideas could be shared and reflected. Dana and
Yendol-Silva (2003) and Ary, Jacobs and Sorensen (2010) believed collaborating in
action research made education a less isolating activity and it enabled teachers to
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support and help one another. It was planned that teachers participating in the TIG

professional development workshops were able to form support networks and share
good practice so that the TIG intervention program could be sustainable within the

local education community, at the conclusion of this study.

The individual class based phase of professional development within the intervention
program provided teachers with the opportunity to reflect on and adapt the program
to the specific needs of their students. The nature of the delivery of the individual
professional development sessions allowed for subtle changes within each specific
school context so that it was relevant to the needs of each class and school
environment. Since there was a unique blend of 534 children and 20 teachers from
across seven schools who participated in the study, rich and diverse learning
environments existed across schools and classrooms. It was therefore necessary to
provide flexible and differentiated professional development to accommodate for the
varying needs of teachers, students and school communities. The establishment of
differentiated professional development in this study, was reflected and supported by
other complimentary experimental researchers (Kervin, Vialle, Herrington & Okely,
2006; McTaggart & Kemmis, 2005; O'Toole & Beckett, 2010) who recognised that
“education occurs in diverse and messy ‘naturalistic’ settings... and the intervention
program allows for subtle changes within each specific school context so that it is
relevant to the needs of each group of participants” (O'Toole & Beckett, 2010, p. 67).

3.04 Professional Development Plan

The intervention program was designed to support classroom teachers to implement
TIG on a daily basis in schools. The program began by providing a series of
professional development (PD) workshops to teachers on TIG and the theoretical
framework of the study. All PD during the intervention was developed and
facilitated by the researcher, who must therefore be considered in the context of the
PD as a participant researcher. Possible risks to the validity of the study due to the
effects of the researcher directly participating in the program, were mitigated by
constantly checking and extending the material used in the program for researcher
bias, and by carefully planning the content and process of the PD sessions. The
advantages of participatory research in the PD sessions enabled the study to take into
account a subjective understanding of the issues and relationships regarding the
research matter. Furthermore, these issues and relationships are important features of
feminist research (Stringer, 2004) and reflect the researcher’s epistemology.

Participating in TIG during the Intervention

Once the trial schools had taken part in the whole group professional development
session, teachers began playing TIG with their students each day for half an hour, as
part of their commitment to achieving government daily physical activity targets for
school children.

One month into the intervention program, school group professional development
workshops were held to further support the facilitation of TIG within each school.
From that point on the researcher visited the schools on a monthly basis to provide
any further guidance and/ or assistance with the interpretation and implementation of
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TIG relative to their specific classroom context. The PD provided during this time
took on the role of “trouble shooting” for any particular areas of concern highlighted
by the teachers implementing TIG with their class. This individualised assistance
continued for the duration of the intervention, which was for a period of six months.
The progressive facilitation of the Professional Development sessions throughout the
intervention period is demonstrated pictorially (In Figure 3.2).

Whole group PD for Individual PD for each
all Year 5 teachers Year 5 teacher in each
in trial schools trial school
Prior to 1 month into Monthly 2n - gth
intervention Intervention month of
Intervention

School based group
PD for all Year 5
teachers in each trial
school separately

Figure 3.2. Flow chart of teacher professional development activities in the trial schools

Professional development workshops and 1:1 sessions were used to inform and
support teachers who were involved in the intervention trial group, and ensured
consistency and reliability of the program. The whole group and school by school
workshops also allowed teachers to network with one another and promoted the
concept of collaboration within and across schools.

Whole Group PD for All Year 5 Teachers in Trial Schools

The whole group one day professional development program was conducted after the
pre intervention teacher surveys and interviews. It introduced teachers to the
intervention study and the Yulunga resource (Edwards, 2008). The workshop
provided a balance between theoretical and practical sessions regarding the TIG
intervention program, and a plan of this can be found in Appendix 1. The theoretical
sessions discussed detailed information accompanied by a PowerPoint presentation
of the rationale behind the TIG intervention study, a copy of which can be found in
Appendix 2.

The practical sessions provided hands-on experience for teachers to play some of the
games and identified solutions to introducing and playing the games in a culturally
sensitive and appropriate way. Several games were identified as age appropriate and
straight forward in establishing an understanding of the games for both teachers and
students alike and were identified in the workshop plan. These games provided
teachers with an initial starting point to implement the games in their class.

The program facilitated alignment of the resource to the curriculum and provided
some sample integrated units of work for the teachers to peruse. Assistance was
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provided for the practical application of TIG to the curriculum, through collaborative
planning, preparation and implementation of the games. The professional
development sessions were conducted with all Year 5 teachers, one HPE specialist
and one principal from the intervention schools; all together 18 participants. The
session was held at the university campus prior to the commencement of the
intervention program and conducted over a whole day. The professional
development workshop allowed the researcher to explain and the teachers to explore
Traditional Indigenous Games and the intervention program, specifically the notion
of “cooperation” as opposed to “competition” within the delivery of TIG. Teachers
were provided a clear picture of the roles and responsibilities of all involved in the
TIG intervention program and its implementation. Specifically, to play TIG each
day during the thirty minutes school curriculum allocated to providing regular daily
physical activity with their students. It was also suggested teachers introduce a new
game each week, to allow students time to become familiar with each game and
increasing their confidence to play the game. The sample of TIG chosen for the PD
had few rules, limited organisation and maximised participation, so that teachers
could easily and safely replicate the games with their students. All TIG used in the
PD demonstrated task mastery, skill development, cooperation and differentiated
learning, so that teachers could provide meaningful and developmentally appropriate
activities for their students.

The whole group PD was developed using the 5E pedagogical approach to teaching
and learning (Australian Academy of Science, 2008) which is based on an inquiry-
orientated teaching and learning model. Using this model, teaching and learning
progressed through five phases: Engage; Explore; Explain; Elaborate; and Evaluate
(Bybee, 1997), which are identified and outlined below. All TIG played in these
sessions were taken from the Yulunga resource (Edwards, 2008).

The Engage phase of the workshop acted to capture the interest of the participants by
playing Kai (Appendix 5) and developed by providing the opportunity for discussion
of the following key issues within the session: inclusive physical activity;
development of fundamental motor skills; connections with Indigenous culture;
working as a team and cooperating; and establishing self-efficacy with children. This
phase culminated with participants making connections between what they know and
the new ideas arising from this study, as well as the theoretical framework of the
research.

The Explore phase involved hands-on activities where participants played the
following TIG together: Keentan (Appendix 6), Kolap (Appendix 3), Puloga
(Appendix 4), Kalg (Appendix 7), Dabi (Appendix 8), Tarnambai (Appendix 9), and
Gorri (Appendix 10). Participants acquired a common set of experiences that they
could later use to further their understanding of TIG.

Once participants had played these games, the Explain phase followed and enabled
participants to begin to understand the concepts and nature of TIG. During this
phase participants deconstructed the Yulunga resource (Edwards, 2008) provided by
the Australian Sports Commission on their website (Australian Sports Commission,
2004) to further their understanding of specific aspects of the games, and they were
given school sets of the resource to enable them to facilitate the games with their
students.
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The Elaborate phase provided participants with the opportunity to apply what they
had learnt about TIG to their specific school and year level setting. Teachers also
had the opportunity to compare and contrast sample curriculum programs and units
of work to their own programs and units, and discussed ideas as to how they might
develop a deeper understanding of TIG.

The final Evaluate phase enabled participants to review and reflect on their own
learning and new understanding and skills. There was an open forum for discussion
about TIG and the framework used for the study. Further direction on the
requirements of data collection for the study was given, along with how teachers
would provide anecdotal notes regarding their perceptions of the effects of the
intervention program on students, their understandings, beliefs and skills. The
learning experiences associated with achieving these educational outcomes were
detailed in the whole group professional development workshop plan (Appendix 1)
and associated PowerPoint (Appendix 2).

School Group PD for All Year 5 Teachers in Each Trial School

Further support was provided to each school in the form of school based professional
development which was conducted one month into the intervention period. This was
held over a three hour block at each individual school and attended by the Year 5
teaching staff from each school. The school group professional development focused
specifically on individual school contexts and cemented the notion of inclusion and
cooperation as opposed to “competition” within the delivery of TIG. The PD
followed a similar 5E approach to teaching and learning (Bybee, 1997) where further
guidance and assistance with the interpretation and implementation of TIG at a
school level was provided.

In the Engage phase, the prior knowledge and experience teachers had gained from
facilitating TIG over the first month of the intervention was sought through the use
of ‘Y charts’ to determine their perceptions of TIG to date. This activity captured the
interest of the participants and provided a focus for the workshop (See Figure 3.3).

Following this, teachers explored a further six games in which they actively
participated, and discussed modifications they might make whilst facilitating these
games with their students. The Explain phase then gave teachers the opportunity to
compare and contrast TIG with current sport and physical activity practices through
‘think, pair, share’ activities. Further discussion during this phase centred on
deepening the understandings of cultural protocols associated with playing TIG.

The Elaborate phase prompted teachers to devise how they might teach and facilitate
the new games within their own school context, and how they might apply these
ideas when planning learning experiences for their students. The Evaluate phase
provided teachers with the opportunity to reflect on their facilitation of TIG and their
students’ response to playing TI1G each day over the first month of the program.

This same structure was followed for each school.
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Feels like

Looks like Sounds like

Figure 3.3. Y-Chart to Describe the Classroom Learning Environment when Playing TIG

Individualised PD for Each Year 5 Teacher in the Trial Schools

Additional individualised assistance was provided to teachers for the duration of the
intervention as, and when, particular needs were highlighted and specifically began
two months into the study. The researcher communicated by email and telephone
with individual teachers involved in the intervention and visited with them on a
monthly basis in an advisory capacity, in order to assist with any issues in the
facilitation of the games they may have experienced. The researcher also assisted
teachers with the practical application of TIG to the wider curriculum and
community.

3.05 Professional Development Aims

The TIG intervention provided support for the implementation of TIG to principals,
teachers and students in the trial schools. These professional development
participants were engaged in TIG through both theoretical and practical activities
which assisted them to introduce TIG to the school community and the students
within their class for the purposes of the intervention study.

The PD throughout the intervention sought to achieve the following broad learning
outcomes:
1. Increased pedagogical competencies in relation to teacher knowledge, skills
and attitudes specifically:
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o Knowledge — up-skilling teachers with an understanding of TIG
through the development of physical skills and cultural competencies,

o Skills - to implement games safely, inclusively and in a way that
promotes the development of fundamental motor skills and enjoyment
of physical activity, and

o Attitudes — to generate a deeper understanding of the games and
recognise the importance of daily physical activity for children and
cultural protocols within the Indigenous community.

2. Confidence and competence in:

o Implementing TIG on a daily basis,

o Addressing cultural and community issues and protocols, and

o Clear understanding of the nature and context of the games, and their
relevance to, and place within, the school curriculum and community.

3.06 In Summary

This chapter described the TIG intervention program specifically designed to assist
teachers to encourage student participation in physical activity, enhance student
cooperation, embed Indigenous perspectives and promote positive student self-
efficacy. The program was developed to align with the theoretical framework
described in Chapter 2, and focused on cooperative learning strategies to facilitate
teaching and learning the games. The next chapter will describe the methodology
which was used to investigate the proposed research questions.
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4. Methodology

4.01 Overview

This chapter will detail the research paradigm; research design principles, including
the choice of subjects, school contexts, the methods employed, development of the
measurement instruments, including scale refinement, data collection methods and
analytical procedures used.

4.02 Research Paradigm

The impetus for this study and the resultant formulation of the research questions
arose from the researcher’s focus on inclusion and social justice. These values and
beliefs grew from extensive experience teaching HPE to children, both in Australia
and the United Kingdom. From this cross-cultural experience the researcher found
similar trends amongst children in their perceptions and attitudes around competition
and self-efficacy and how these affected their participation in physical activity.
Those children who excelled at sport and physical education often appeared to have a
positive sense of self, whilst those who were very weak at sport and physical
education, appeared to feel they were inferior to others and seemed not to like or
enjoy physical activity.

These interactions evoked an emotional understanding for the researcher of what it
felt like for students not to be successful and included in sport and physical activity.
Through connecting with her students and empathising with the way they were
disadvantaged and excluded from participating in physical activity, the researcher’s
perceptions were socially situated within the perspective of the disadvantaged
minority who were subjugated by the dominant, more physically skilled group.
From the researcher’s standpoint, several practices of the dominant knowledge of
physical education, acted to systematically disadvantage groups of students who
were less physically able to participate in sport and physical activity. Four of these
practices involving the less physically able student were observed and identified as
follows: 1) they were often excluded from participating in sport and physical
activity; 2) their understanding and ability was denigrated; 3) their ability was
represented as inferior; and, 4) they were often rendered invisible in the power
relations existing within the physical education classroom. The researcher’s
conceptions of the way in which students’ lack of physical prowess disadvantaged
them in terms of knowledge attribution, acquisition and justification aligns the
researcher to a Feminist Epistemology (Anderson, 2012; Lincoln, Lynham & Guba,
2011).

Anderson (2012) outlines the central concept of feminist epistemology as being
knowledge that reflects the particular perspectives of the minority group. Further to
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this, those who strive to reform these conceptions and practices so that they serve the
interests of these minority groups, adopt an emancipatory outlook (Anderson, 2012).
The notion of trying to effect change for the voiceless minorities, who are not
included, either by ability, gender or race, further demonstrates the researcher’s
emancipatory feminist epistemology (Howie, 2010; Olesen, 2011).

The researcher recognised the need to be more objective and rational in order to
convey the importance of physical activity self-efficacy for all children. In
understanding the duality of the concepts of emotion and reason, and objectivity and
subjectivity, the researcher adopts an a posteriori ontological position (Gironi, 2011),
because the knowledge sought through the research is gathered both through
experience and empirical evidence.

This thesis examines knowledge through an emancipatory feminist epistemology
where the researcher reflects the perspectives of the less physically able students
within the physical education classroom, and a posteriori ontology which requires
knowledge be justified through the examination of experience and empirical
evidence. The instruments used to collect data provided evidence of the impact of
the intervention, using qualitative and quantitative methods, which allowed the
researcher to draw conclusions about the value of the TIG intervention program, and
act as an agent of change to the existing status quo.

Quantitative data collected through surveys and structured interviews, sought to
examine the levels of and liking for physical activity, cooperation and cultural
awareness in children. Qualitative data were collected in the form of teacher
interviews, student reflective journals and teacher field notes, and examined and
analysed the impact of the intervention as perceived by the individual participants.
Differences in the application of the intervention among teachers were also identified
and considered in the discussion of the results.

The researcher’s philosophy of inclusion and social justice was demonstrated by
considering how the intervention might change the social order, through influencing
the self-efficacy of the participants. The researcher’s emancipatory feminist
epistemology and an a posteriori ontology underpin the quasi-experimental between
groups mixed method approach taken within this study. By collecting quantitative
and qualitative data, this research generated a rich tapestry of outcomes that sought
to measure, describe and understand the behaviours of the participants in the
exploration of the impact of Traditional Indigenous games (TIG) in schools.

4.03 Research design

The purpose of this research was to assess the impact of a Traditional Indigenous
Games (TIG) intervention program, as described in the Intervention Design Chapter,
on several dependant variables, those being; 1) student physical activity; 2) student
cooperation and teamwork; 3) teachers ability to embed Indigenous perspectives; and
4) student self-efficacy.
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The overall strategy employed in this study was to locate the research within nearby
schools, as they were easily accessible to the researcher. A mixed methods approach
was adopted and both quantitative and qualitative data were collected. The variety of
data collected in this study afforded the researcher multiple data sources to build a
coherent analysis of the effect of the TIG intervention program. Data were
triangulated by collecting and corroborating information through cross verification
from several sources and this process supported the validity and reliability of the
study.

Triangulation within this study has occurred in three of the four dimensions
identified by Janesick (1994). The first of which is data triangulation which involves
using a variety of data sources in a study. This research demonstrates data
triangulation as the following sources provided data for this study: surveys with
students and teachers, semi-structured teacher interviews, student reflective journals
and teacher anecdotal notes. To further align the data collection instruments, each
source of data built on information obtained from earlier sources. For example the
interview questions with teachers were based on the survey item responses. By
elaborating on each data collection instrument, a wider picture of the context was
gained, and more reliable conclusions were drawn from the data gathered.

Theory triangulation (Janesick, 1994) occurs within this study by using a number of
dimensions to interpret the results of the TIG intervention program. These
dimensions align to the overall theoretical framework of the research (see figure 2.4,
p 51). For example, the data allowed for an analysis of the effects of the TIG
intervention program on several factors, namely participation in and enjoyment of
physical activity; cultural awareness and Indigenous perspectives; cooperation and
collaboration within the classroom; and the influence these had on students’ self-
efficacy.

The third dimension of triangulation identified by Janesick (1994) and supported by
Kanter (2006) is methodological triangulation which was achieved by using multiple
methods to study a single problem. This study takes a quasi-experimental between
groups mixed methods approach and, as such, used both quantitative and qualitative
methods of data collection and analysis. For example, using the student surveys at
pre and post intervention, in conjunction with student reflective journals, reflects the
multiple instruments used to collect data measuring similar constructs at multiple and
overlapping times. In this way, this study demonstrates methodological triangulation
within the research design.

Investigator triangulation (Janesick, 1994) involves aligning multiple researchers
within an investigation. Since the teachers implemented TIG with their students and
provided comment on any effects they perceived the intervention had on their
students, it could be said the teachers were co-researchers in the study. Investigator
triangulation was demonstrated through the interviews with the teachers, since the
interviews provided an opportunity for the researcher to clarify the interpretations of
the teachers’ observations. In addition, the methods, data, analysis and results were
thoroughly discussed with the researcher’s supervisors and this process also
demonstrated investigator triangulation.
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4.04 Participants and Context

The research took place in seven primary schools on the Central Queensland coast of
Australia, around the Fraser Coast area, including Hervey Bay and Maryborough.
The area has been identified by the Australian Bureau of Statistics as having high
levels of unemployment, and is a low socio-economic area (Australian Bureau of
Statistics, 2011). The composition of Fraser Coast’s population, in terms of
Indigenous heritage, is approximately 3.6%, which is higher than the national
average of 2.5% of the Australian population who identify as Indigenous. Children
aged between 0-19 years of age make up 25.2% of the population on the Fraser
Coast, which is close to the national average of 25.8%.

Children in schools from the Fraser Coast were involved in this research, and as
such, provided a non-probability sample, since all schools were from the same
region. These schools were located close to the university campus, and provided a
convenience sample that was easily accessible to the researcher. All primary schools
within driving distance of the campus were invited to take part in the research project
by email to the principals. The researcher met with the principals of the seven
schools who responded, and outlined the requirements of the study along with the
roles and expectations of those involved in the study (see Figure 4.1).

Teacher's Role Student's Role

* To play TIG with * To complete pre and post + To provide professional
students as part of intervention surveys development sessions pre
"Smart Moves" 30 mins - To participate in TIG and post intervention
per day throughout the + To provide ongoing school

* To participate in pre and intervention based support
post intervention * To complete reflective throughout the
surveys, interviews and journals when they learn intervention
professional development a new game + To provide a forum for

* To make weekly teachers to collaborate
anecdotal notes relating within the education
to TIG during the community
intervention - To provide resources to

facilitate participation in
TIG
Figure 4.1. Roles and Expectations of Those Involved in the Study

Principals gauged their ability to participate in the research at a level which was
appropriate for them. Some schools found they could commit to the study as
intervention schools, whilst others could commit as control schools only. Hence the
decision to put schools into either trial or control groups was made through
consultation with principals prior to the study. This resulted in one group of two
schools forming the control group where no TIG intervention occurred, whilst the
other group of five schools were the trial schools who participated in the TIG
intervention program. Although the number of schools in trial and control groups
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was not equal, the total number of children participating in trial and control groups
were roughly equal.

Of these seven schools, six were state schools in the Maryborough/Hervey Bay area
out of a total of eighteen state primary schools in the region. The remaining school
in the study was a Catholic school in the Maryborough/Hervey Bay area, from a total
of seven private and Independent schools in the region. Since this equates to one
third of the primary state schools and one seventh of the private and Independent
schools in the region taking part in the research, the sample provided a fair
representation of schools from the Fraser Coast region.

The target group for the study was Year 5 students and their teachers, from the seven
participating schools. This involved approximately 534 students, 233 male and 301
female students and their 20 teachers. Using this number and variety of schools
provided adequate sample data to investigate the research questions. A breakdown
of the size of each participating school in terms of student and teacher numbers in
both trial and control schools is provided in Table 4.01.

Year 5 students were selected as the target group for this study for several reasons.
According to Hoffnung, Hoffnung, Seifert, Burton-Smith, and Hine (2010), middle
childhood is a time for rapid increases in height and weight as children prepare to
move into puberty. Studies prior to this (Engels, 1993) have also shown that there
was a greater development of the extremities than the torso in this age group. These
factors combined can lead to an increase in clumsiness and can result in the child
becoming self-conscious of their bodies and how they move (Hoffnung et al., 2010).
Furthermore, according to studies of children’s motor abilities (Jurimae & Saar,
2003) the differences between sexes in strength and gross motor skills is minimal at
this age. Hence children between 9 and 11 years of age are more able to take part in
the same sports and physical activities in mixed gender groups, than older children,
whose differences in these areas are more pronounced.

Studies have also shown children between the age of 9 and 11 years were able to do
more complex physical activity (Haywood & Getchell, 2001) involving gross motor
skills because they have greater balance, co-ordination and agility (Kail, 2003) than
their younger counterparts. This fact allowed teachers to choose from a wider range
of Indigenous games for their students.

Targeting Year 5 students ensured most children had already developed the
necessary fundamental motor skills with which to participate effectively in the games
and reduced the need for teachers to have specialist knowledge of teaching motor
skills, so that they just facilitated the playing of the games. The impact of the
teacher’s prior knowledge, skill and ability on facilitating the games effectively with
the children was reduced as a result.

As the primary participants in the program were Year 5 students in seven schools,
their teachers were the secondary participants and from necessity, this defined the
teacher participants. An information session was conducted to allow the researcher
to fully describe the intervention program to the participating Year 5 teachers to
ensure their full participation and cooperation in the research.
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Table 4.01. Size of Participating Schools in Terms of Student and Teacher Numbers

School Year 5students  Year 5 teachers
Trial School

A 76 3

B 38 2

C 64 2

D 44 2

E 57 2

Total (Trial Schools) 279 11

Control school

Z 135 5

Y 120 4

Total (Control Schools) 255 9
4.05 Method

This study collected quantitative and qualitative data at several times throughout the
intervention program on the identified variables namely: 1) physical activity; 2)
cooperation; 3) embedding Indigenous perspectives; and 4) self-efficacy.

Quantitative surveys were administered pre and post intervention with the student

participants from both control and trial groups. Further, quantitative surveys were
used with teacher participants from both control and trial groups prior to and at the
conclusion of the intervention.

Qualitative data were collected pre and post intervention in the form of teacher
interviews, from the trial schools only. This helped to gauge the classroom
atmosphere and the teacher’s feelings towards implementing physical activity and
embedding Indigenous perspectives in their daily classroom activities in the trial
groups as a result of implementing TIG. Teachers were also asked to make anecdotal
notes for the duration of the intervention and these were used to evaluate their
attitude toward embedding the games. For the duration of the study, students in the
trial groups were expected to participate in daily TIG during their normal classroom
lesson time and complete reflective journals each time a new game was introduced.
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Students in the control schools completed pre and post intervention surveys, and
participated in their normal physical activity during school.

There were a number of phases of data collection used in this study, adapted from
Creswell & Plano Clark (2007, p. 82) and displayed in Figure 4.2.

QUANTITATIVE - pre
measure -

QUANTITATIVE - post
measure -

A 4

Survey Survey
Phase 1 Phase 4 Interpretation
based on
QUANTITATIVE
f k - (surveys) and
QUALITATIVE -
\ \ —» (interviews,
reflections &
Qualitative — Qualitative — Qualitative — anecdota.l
interviews reflections & anecdotal interviews- after observations)
pre- observations- during intervention results
intervention intervention Phase 5
Phase 2 Phase 3

Figure 4.2. Data Collection Phases

Phase 1 of the data collection involved emailing teacher participants with two
separate links to the electronic survey site in which the teacher and student surveys
were housed. Teachers completed their surveys (Appendix 13) (approximately 20
mins duration), and then provided their students with the link to the electronic
student surveys (Appendix 11) for completion during class time (approximately 20
mins duration). This same process was followed at the completion of the
intervention program at Phase 4 of the study. During Phase 4 of the data collection,
three classes could not access computers, so students completed paper copies of the
survey, which the researcher later uploaded electronically to the survey site.

During Phases 2 and 5 of the data collection process, semi-structured interviews were
conducted (approximately 20 mins duration) with each trial teacher at convenient
times and places for the interviewees. A closed, confidential environment was used
to conduct the interviews, in a one-on-one situation, after teachers had completed the
survey.

At Phase 3 of the data collection process, copies of student reflective journals
(Appendix 12) were given to teachers, both in hard copy and electronic format, so
that teachers could distribute these easily to their students. Similarly, teachers were
given electronic and hard copies of the anecdotal notes template (Appendix 15) so
that their reflections were structured and organised in a similar format to allow for
ease of comparison and analysis.
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4.06 Measurement and Analytic Procedures Timeline

All instruments were intentionally developed to measure specific aspects of the
theoretical framework proposed in Chapter 2; specifically; 1) physical activity; 2)
cooperation; 3) Indigenous perspectives; and 4) self-efficacy. These variables were
considered of significant importance to the TIG intervention program within a
classroom system used in this study. The TIG intervention program ran for six
months, where participating trial groups were expected to conduct daily TIG sessions
of approximately 30 minutes duration. Table 4.02 illustrates the data collection
instruments used in the study to address each of the research questions.

Table 4.02. Data Collection Timeline and Instruments Used to Address Each Research Question

Research Question Instrument Time Treatment Group

1,2&3 Teacher Surveys Feb 2011 Control and Trial
1&2 Student Surveys Mar 2011 Control and Trial
1,2&3 Teacher Semi- Feb/Mar 2011 Trial

Structured Interviews
1&2 Student Reflective April — Oct 2011 Trial

Journals
1,2&3 Teacher Anecdotal April — Oct 2011 Trial

Notes
1&2 Student Surveys Oct/Nov 2011 Control and Trial
1,2&3 Teacher Surveys Oct/Nov 2011 Trial
1,2&3 Teacher Interviews Nov 2011 Trial

Note: Research questions can be found on p. 20.

The following section outlines the development process for each instrument used in
the study and listed in Table 4.02, including their intended purpose and the rationale
for their development. In Sections 4.07 and 4.08 the psychometric procedures used
to determine the reliability and construct validity of the student and teacher surveys
is presented. The procedures used to create the student reflective journals and
teacher anecdotal notes are described.

4.07 Quantitative Instruments

Student survey design and development

Student surveys were chosen as a research instrument because they allowed for the
investigation of specific dimensions identified by the literature. Items within the
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surveys were constructed for each of the identified variables in the study: 1) physical
activity; 2) cooperation; 3) Indigenous perspectives; and 4) self-efficacy. Surveys
were also an efficient and effective way to collect data from a relatively large group
of people. The use of surveys as a data collection instrument in this mixed method
approach, also aligned with the researcher’s ontology and epistemology in that the
surveys provided an empirical measure of the intervention, from which inferences
regarding the value of the intervention could be made. The surveys were completed
pre and post intervention and allowed a comparison of each variable for each group
across time. The items within the survey were composed in an age appropriate way,
in that the questions and choice of responses used language and descriptors that were
familiar to children. The data from the survey was self-reported and as such has
limitations as to the reliability of the responses. In an effort to mediate these
limitations, students completed the surveys individually, in an effort to ensure
questions were answered honestly and without influence from their peers. Students
were assured by their teachers and researcher that their responses would be
anonymous, and this added to the reliability of responses. Further, the surveys were
completed by both the treatment and control groups, so limitations in the final results
due to mis-information potentially provided by students was countered.

The student survey was electronic and was conducted using Survey Monkey to
administer, collect and record responses from the student participants. The student
survey can be found in Appendix 11 and was divided into six sections: (1) a
statement of confidentiality; (2) demographic information about each student; (3)
perceptions and attitudes regarding physical activity; (4) sport; (5) peer relationships;
and (6) collaboration with others. The six sections of the survey directly related to
the theoretical framework for the study which arose from a review of literature
relating to physical activity, cooperation and self-efficacy. Hence the sections of the
survey were planned and formulated to specifically align with the literature review
and theoretical framework developed within this study.

Sections 3 to 6 of the survey regarding each of the four topics: 1) physical activity; 2)
sport; 3) peer relationships; and 4) cooperation with others; asked a series of
questions designed to measure a child’s perceptions of their abilities regarding the
topic, and their attitude towards the topic. Questions which aimed to measure
perceptions of ability sought to determine “how good” children thought they were at
various tasks, while questions which measured attitudes asked children “how much
they liked” these same tasks. The questions differentiated between perceptions and
attitudes, as these items specifically influence participation, motivation and self-
efficacy of children in different ways.

Perception of ability related to how an individual rated their ability in a particular
topic, compared to their peers, and may not necessarily impact on their levels of
participation, but may impact on their self-efficacy. Attitude related to how an
individual felt about specific topics, which may be influenced by both external and
internal factors. External factors might include success, peers, environment and prior
experience, while internal factors may involve motivation and self-efficacy (Schmidt
& Lee, 2011; Taylor & Wilson, 2005). In other words, a child may perceive his/her
self to be very good at playing physically active games and have a good “game” self-
efficacy, but if his/her peers do not play or value these games, then the child may not
be motivated to continue participating in the games. Hence, in order to clarify results
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regarding participation and self-efficacy, questions were formulated to try to separate
the notions of perception of ability and attitude towards the activity.

Questions measuring perceptions of abilities, required children to judge how good
they thought they were in relation to the topic, using a 5-point Likert scale. For
example, students were asked “How good are you at playing physically active
games?” Response choices gave a measure of their perceived ability, for example,
“I’m really awful”, “I’m not very good”, “I’m ok”, “I’m pretty good”, or “I’m really
good”. Items measuring attitudes asked children to identify how much they “liked” a
topic, again, using a 5-point Likert scale. For example, students were asked “Do you
like playing physically active games?”” where response choices were: “not at all I
hate it”, “not really”; “sometimes”; “most of the time”’; and “yes I love it”. Table
4.03 provides a summary of the dimensions covered within each section of the

student survey.

Table 4.03. Alignment of Topics within the Student Survey to the Theoretical Framework
Section Number Topic Alignment to Theoretical
Framework

1 Statement of confidentiality na

2 Demographic information na

3 Perceptions and attitudes relating » Physical activity
to physical activity » Self-efficacy

4 Perceptions and attitudes relating » Physical activity
to sport » Self-efficacy

5 Perceptions and attitudes relating » Cooperating
to peer relationships » Self-efficacy

6 Perceptions and attitudes relating » Cooperating
to cooperating with others » Self-efficacy

Items within the student survey were formulated after reviewing a number of existing
valid and reliable scales that sought to determine how students felt about themselves.
For example, the Culture-Free Self-Esteem Inventory (Battle, 2002) measures
psychological health in children and adolescents, as does the Piers-Harris Children’s
Self-concept Scale (Dana & Yendol-Silva, 2003). Both of these scales assess self-
esteem or self-concept in a culturally fair manner, in an age appropriate way and
correlate with other measures of self-esteem and self-concept, and are widely used by
school guidance officers and school psychologists in Australian schools. These
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scales provided guiding principles only for the construction of the survey items used
in this study.

Items in this study’s survey were created to establish student enjoyment of, and
participation in, physical activity, along with student cooperation with others in their
class. The items within the student survey directly align with research questions 1, 2
and 3 of this study identified on page 20. Figure 4.3 demonstrates the theoretical
framework which guided the construction of the student survey. Two dimensions,
physical activity and cooperation, were explored within the survey, using three key
factors: time spent participating, perceptions of abilities, and attitude towards, these
two dimensions.

Perception
of ability

(quality
dimension)

Attitude

towards

(quality
dimension)

Figure 4.3. Theoretical Framework for the Student Survey

A total of 24 items were created for the student survey, with 3 of these items
collecting demographic data on name, gender and age, to allow the researcher to
compare changes across time for each demographic variable. The remaining 21 items
were grouped according to the three variables: amount, perception, and attitude
identified in Figure 4.3. Of these, one item asked students to nominate when they
usually participated in physical activity and they could choose from eight responses:
1) before school, 2) during school in the morning, 3) first break, 4) during school
between breaks, 5) second break, 6) during school in the afternoon, 7) after school,
and 8) weekends. This item was treated separately as an indicator of when physical
activity occurred, to identify any changes over time.

A five-point Likert scale was used for the other 20 items, with responses which
ranged from 1) to 5) where different word descriptors were used according to which
of the three variables, amount, perception or attitude, the items were measuring.
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Examples of the word descriptors used for amount / perception / attitude were as
follows: 1) never / I’'m really awful / | hate it, 2) not very often / I’'m not very good /
not really, if | have to, 3) sometimes / I’'m ok / I’m not bothered, 4) often / I’'m pretty
good / | like it, 5) most of the time / I'm really good / I love it.

Items aligned to the first variable, amount, measured frequency of behaviour relating
to physical activity and working in groups. Two of the twenty items were
constructed by asking students to describe “how much” or “how often” this occurred.
The 5-point Likert scale used the word descriptors: “never, once a week, 2 or 3 times
a week, everyday, 2-3 times every day”.

Items created to align with the second variable, perceptions, asked students to rate
their abilities to determine “how good they thought they were”. Asking students to
rate their abilities provided an opportunity to gauge their self-efficacy in these areas.
Studies by Stodden, Goodway, Langendorfer, Roberton, Rudisill, Garcia, and Garcia
(2008) and Castelli and Valley (2007) have similarly used survey questions to
establish students’ perceived self-efficacy with respect to physical activities. Five of
the twenty items were constructed to measure students’ perceptions relating to
physical activity and cooperation, using the word descriptors: “I’m really awful, I'm
not very good, I’m ok, I’m pretty good, and I’m really good”.

The third variable, attitude, used the word descriptors: “no not at all, not really,
sometimes, mostly, and yes”, to respond to thirteen items which ascertained if
students “liked” or “enjoyed” physical or cooperative activities. Students’ responses
gave an indication of each child’s attitude to physical or cooperative activity and
theoretically how their attitude may affect their behaviours. Previous research which
focused on children’s participation in physical activity (Castelli & Valley, 2007) and
their attitudes towards physical activity (Weiss, Ebbeck, McAuley & Wiese, 1990)
have used similar surveys to identify the likes and dislikes of participants, in an effort
to discover how this was related to their levels of engagement in physical activity.

In summary, besides collecting demographic data, a total of 4 variables were
measured which used different word descriptors for items within the student survey
and these are presented in Table 4.04. The student survey can be found in Appendix
11.

Table 4.04. Item Preparation Variables for Student Survey
Variable Word descriptors Scale No. of Items
Occurrence When physical activity occurs Choice of eight 1
times
Amount Never to 2-3 times every day 5 point Likert 2
Perceptions I’m really awful to I’m really good 5 point Likert 5
Attitudes Not at all to Yes (varying suffixes) 5 point Likert 13

The student survey used at both pre and post intervention was validated using factor
analysis. Exploratory factor analyses were conducted on the pre-test data. This
allowed for an exploration of commonalities among items. It also enabled a large set

Page 56230



of items to be reduced to a smaller number of underlying trustworthy factors, to
explain the theoretical constructs. Confirmatory factor analyses were conducted on
the post-test data, to confirm reliability over time. This process of instrument
validation was recommended by Jamieson-Proctor (1999) and is supported by
Burnett and Dart (1997), Cohen, Manion and Morrison (2007), Newman and Ramlo
(2010) and Pallant (2011).

An exploratory principal components analysis with a VVarimax rotation and Kaiser
Normalization was conducted with the data from 354 Year 5 primary school students
in the Fraser Coast region who completed the pre-test. Four factors with Eigenvalues
equal to or greater than one were extracted. Varimax rotation of the variables
yielded factors, accounting for greater than 60% of the total variance. To enhance
the interpretability of the factors, all items with a loading of less than .3 were deleted,
along with items that loaded on more than one factor at .4 or greater. This process
was recommended by Stevens (1986) and supported by Jamieson-Proctor (1999).
These initial exploratory factor analyses were open and unconstrained for all four
variables. Confirmatory factor analyses were then conducted on post-test data to test
the solutions provided in the exploratory factor analysis.

Further statistical analyses were then conducted to determine the strength of the
relationship among the items within the solutions by using Bartlett’s test of
sphericity (Bartlett, 1954), and the Kaiser-Meyer-Olkin (KMO) measure of sampling
adequacy (Kaiser, 1970, 1974). If Bartlett’s test of sphericity was significant (p=.05)
then the factor analysis was considered appropriate. Cronbach’s alpha reliability
coefficients were then computed for each of the identified factors to evaluate the
internal consistency of the survey instrument.

Variable: Occurrence

The exploratory factor analysis for the eight responses to the item “when physical
activity occurs” was conducted and yielded a three factor solution. The response
“during school between breaks” loaded on two factors and was removed, as students
did not seem to have a clear conceptual understanding of what this meant. Hence
this response was excluded on statistical and theoretical grounds. The confirmatory
factor analysis was conducted on the three factor solution, and these three factors
accounted for 63% of the total variance. Table 4.05 presents the rotated component
matrix of the three factor solution.
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Table 4.05. Confirmatory Factor Analysis for “Occurrence” with a 3 Factor Solution
Extraction Method: Principal Component Analysis.

Rotated Component Matrix?

Component

When the body is moving ... During breaks Out of school During school
at second break 91

at first break .88

after school .85

on weekends .60

before school .59 .30
during school in morning .80
during school in afternoon .65

Rotation Method: Varimax with Kaiser Normalization.
a. Rotation converged in 5 iterations.

Further statistical tests for data suitability and internal consistency were conducted,
as stated previously. Bartlett’s test of sphericity was significant (p=.005) hence the
factor analysis was considered appropriate. The KMO index was .59 which is a good
minimum value for a factor analysis given the sample size was 204, and that it
contained several high loading marker variables (above .80). Table 4.06 presents
these results.

Table 4.06. Factor Analysis on “Occurrence” for Data Suitability

KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .59
Approx. Chi-Square 208.15
Bartlett's Test of Sphericity df 21
Sig. .005

The Cronbach’s alpha coefficients for the three factors showed moderate to high
reliability, with the exception of “during school”, which demonstrated a weak
reliability. This weak reliability may be explained by considering the wording used
within the items, which may not have allowed students to differentiate clearly
between times. For example, students may have interpreted the term “during school”
to encompass the entire school day, from their arrival at school to their departure
from school. In addition to the wording, the absence of a scale for this item did not
allow students to differentiate between the amount of physical activity they took part
in, and is a weakness in the construction of the item. Therefore, the wording used and
the absence of scale in the item may have contributed to a weak reliability for the
“during school” factor. It was concluded however that the survey instrument
measured the three dimensions consistently across student participants; hence the
items within each factor appeared to be measuring the same theoretical construct.
The three factors with alpha, mean and standard deviations are represented in Table
4.07.
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Table 4.07. Reliability Statistics for “Occurrence”

Rotated Component Matrix Move during Move out of Move during
breaks school school

Cronbach’s Alpha 0.81 0.48 0.24
(high) (moderate to weak) (weak)

Mean score 0.52 0.47 0.15
SD 0.46 0.32 0.27

After these tests for reliability and validity were conducted, the three factor solution
was accepted to be both theoretically and statistically sound for the response
category “Occurrence”.

The three factor solution can be identified as follows:

F1: Physical activity during school breaks (Eigenvalues = 2.12) accounted for 25%
of the variance with two items.

F2: Physical activity outside of school hours (Eigenvalues = 1.14) accounted for 22%
of the variance with three items.

F3: Physical activity during school (Eigenvalues = 1.12) accounted for 17% of the
variance with two items.

These three factors align with the theoretical framework explored in this study
around when children participate in physical activity. The three factor solution was
used to provide data to answer research question one which was:
How does playing TIG at school enhance students’ attitude towards and
involvement in physical activity and their and cooperation with other
students?

Variable: Amount

This category was made up of two items: 1) how often do you do physical activity
during class time? 2) how often do you play with other children at school?
Responses used a five point Likert scale, which ranged from “never; once a week; 2-
3 times a week; once every day; 2-3 times every day”. These two items were not
part of a single scale, and this was reflected in the Cronbach’s Alpha score of .15.
This response category was then considered as a short scale because it had less than
ten items, and hence was allowed a minimum of .5 Cronbach’s Alpha, as suggested
by DeVellis (2003). The result still reflected the need to consider the items in this
response category as unrelated, and consequently the data for this response category
needed to be treated as separate items using paired samples t-tests.

Variable: Perceptions

The exploratory principal component analysis was conducted with the theorised five

items within this category and it yielded a single factor solution. This pattern could

clearly be described theoretically and linked to the constructs of the survey by
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explaining how children perceived their own abilities. Table 4.08 presents the
component matrix results of the exploratory factor analysis.

Table 4.08. Exploratory Factor Analysis for Variable: Perceptions

Component Matrix?

How good are you at ... Alpha coefficients
physical games .63
individual sports 57
team sports 71
helping classmates with their school work .65
working in groups with classmates on set task .67

Extraction Method: Principal Component Analysis.

a. One component extracted.

A single factor with an Eigenvalue equal to or greater than one was extracted and
accounted for 42% of the total variance. Bartlett’s test of sphericity was significant
(p=.000) and the KMO index was .7, therefore the factor result was accepted. Table
4.09 presents the results of both Bartlett’s and KMO’s statistical analyses.

Table 4.09. Factor Analysis on “Perceptions” for Data Suitability

KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .70
Approx. Chi-Square 121.05
Bartlett's Test of Sphericity df 10
Sig. .005

The Cronbach’s alpha coefficients showed moderate reliability (.65) with the single
factor for the response category “Perceptions”. Table 4.10 shows the reliability
statistics for the response category “Perceptions”.

Table 4.10: Reliability Statistics for “Perceptions” Variable

Component Matrix Component
Cronbach’s alpha 0.65
Average score 4.05
SD 0.58
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After these tests for reliability and validity were conducted, this single factor solution
was accepted to be both theoretically and statistically sound. The single factor
solution can be identified as follows:

F1: Students’ perceptions of abilities (Eigenvalues = 2.1) accounted for 42% of the
variance with five items.

This single factor aligns with the theoretical framework explored in this study around
how children perceive their own abilities relating to physical activity and cooperation
and team work. The single factor solution also aligns with research sub-question two
for this study as follows:
How does playing TIG at school enhance students’ self-efficacy with respect
to their ability to engage in physical activity and work with others?

Variable: Attitudes

An exploratory principal component analysis was conducted with 14 items theorised
to measure students’ attitudes towards physical activity and cooperation and team
work and yielded a three factor solution. As a result of the exploratory principal
component analysis, six items were excluded on statistical grounds, which were
“How much do you like playing physically active games”’; “Do you think other
children like to play with you”; “How much do you think students in your class help
each other with their school work™; “Do you like helping your classmates with their
school work”; “How much do you work with your classmates in a group on a set
task”; and “Do you like working with your classmates in groups on set tasks”. When
these gquestions were reviewed, it could be suggested that children found it difficult
to understand some of the language used in the items, for example “set tasks”.
Furthermore, students’ interpretations of the items were different, for example
students may have construed that “helping with school work™ was considered
cheating, and this would impact on their results.

A confirmatory factor analysis was conducted with the remaining eight items, which
yielded a three factor solution, which accounted for 59% of the total variance and
provided the clearest extraction, which was both statistically and theoretically sound.
One item (How much do you like playing with other children?) loaded on two
factors, the group activity and the individual activity. Since this particular item
loaded at less than 0.4 in the individual activity, it was not counted within that
component, but as it loaded at better than 0.4 in the group activity it was counted as
part of that component. Table 4.11 represents the rotated component matrix of the
eight-item three factor solution.
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Table 4.11.Confirmatory Factor Analysis for Variable “Attitudes”

Rotated Component Matrix?

Component

Class happiness Group Activity Individual

Activity

Would you like to do more physical activity
at school?

Do you like playing individual sports?

Do you like playing team sports?

How much do you like playing with other
children?

How well do you think children get on with
each other in your class?

Would you like to do more group work in
your class time at school?

How much fun do you have in class
learning?

How happy do you think your class is?

72

.85

.76

.60

74

.68

.70

.78

31

Extraction Method: Principal Component Analysis.

Rotation Method: Varimax with Kaiser Normalization.

a. Rotation converged in five iterations.

Bartlett’s test of sphericity was significant (p=.005) and the KMO index was .69
which is above the minimum value for a factor analysis. Table 4.12 presents the
results of both Bartlett’s and KMO’s statistical analyses.

Table 4.12. Factor Analysis on “Attitudes” for Data Suitability

KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .69
Approx. Chi-Square 192.47
Bartlett's Test of Sphericity df 28
Sig. .005

The Cronbach’s alpha coefficients showed moderate reliability (.61) with the three
factor solution for the response category “attitudes” (See Table 4.13).
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Table 4.13. Reliability Statistics for “Attitudes” Variable

Rotated Component Matrix Class Group Individual

happiness activity activity
Cronbach’s Alpha .61 48 52
Mean score 3.96 4.23 4.14
SD 0.69 0.68 0.91

The validity and reliability of the three factor solution was demonstrated to be
statistically sound and is identified as follows:

F1: Class happiness (Eigenvalues = 2.4) accounted for 22% of the variance with
three items.

F2: Group activity (Eigenvalues = 1.2) accounted for 19% of the variance with three
items.

F3: Physical activity (Eigenvalues = 1.1) accounted for 18% of the variance with
three items.

The “attitudes” three factor solution is in alignment with the theoretical framework
explored in this study around how children’s attitudes affect their perceptions and
participation relating to physical activity and cooperation and teamwork, hence is
theoretically sound. The three factor solution also aligns with research sub-question
one and two for this study as follows:

How does playing TIG at school:
1. Enhance students’ motivation towards, and involvement in, physical
activity and their collaboration and cooperation with other students?
2. Enhance students’ self-efficacy with respect to their ability to engage
in physical activity and work with others?

Summary: Student Survey

This section will give a synopsis of the student survey instrument used in this study.
The items on the student survey were grouped as follows: demographic data, amount
of participation in physical activity, perceptions relating to physical activity, attitudes
relating to physical activity, perceptions relating to sport, attitudes relating to sport,
perceptions relating to peer relationships, attitudes relating to peer relationships,
amount of participation in collaborative activities, perceptions relating to
collaborating with others, and, attitudes relating to collaborating with others. The
items were chosen as a means to measure the students’ amount of participation in,
perception of, and attitude towards two variables; 1) physical activity; and 2)
cooperation. The measurement scale used for the amount of participation was a
nominal scale which allowed for a comparison of changes across time. A 5-point
Likert scale was used to measure attitudes and perceptions, and provided the
opportunity to not only compare changes over time, but to compare differences
between groups, and to give a strength, or weighting to these measures.
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The student survey data provided information which could be analysed to answer
research questions 1 and 2 as follows:

Specifically, how does playing TIG at school:

1. enhance students’ attitude towards, and involvement in, physical activity
and their cooperation with other students?

2. enhance students’ self-efficacy with respect to their ability to engage in
physical activity and work with others?

Student reflective journal design and development

The student reflective journal was completed each time the children learnt a new
game. The journal used a four point scaled response, based on emoticons, that
sought to determine the students’ perceptions and attitudes towards physical activity
and cooperation (Figure 4.4).

N e
v v 00 [ 99 .
% ~~ N’ \ &7
T
Not A Little Most All
Figure 4.4. Four Point Scale based on Emoticons

A four point scaled response was used in the reflective journals, as opposed to a five
or three point scale, as it most closely resembled the language students used to
describe their participation in physical activity. Several formats for the reflective
journal were trialled with a small sample of 12 ten and eleven year old students.
These students found it difficult to differentiate their responses to TIG using a five
point scale, and felt a three point scale did not allow them to adequately comment
fairly on their overall participation in TIG during a lesson. The four point scale
using emoticons was developed to reflect the following base response descriptors:
“not”, “a little”, “most”, and “all”, but used varying stems in line with the question
topic. These emoticons were explained to students who then practiced and became
proficient at using this scale to rate a variety of topics prior to completing the
reflective journals.

Students were asked four questions: 1) Did | play the game today? 2) Did | like the
game we played today? 3) How good was | at the game we played today? 4) Did |
help my classmates play the game today? Students were also asked to show, by
drawing their own face emoticon, how they felt about themselves after playing the
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game. The student reflective journal enabled students to accurately and concisely
differentiate and reflect on their TIG lesson, in a format that could be applied
consistently across all TIG and schools. A copy of the journal format can be found
in Appendix 12.

The reflective journal was readily integrated into the classroom as a reflective tool,
but did rely on the students’ accurate assessment of their levels of participation and
enjoyment of the games and how they felt about themselves. By minimising the time
taken for students to complete the journals, delayed response time was reduced, and
this contributed to the accuracy of student responses. The reflective journal
developed in this study was guided by an ultra-brief outcome measure called the
Child Outcome Rating Scale (Miller, Duncan, Brown, Sparks & Claud, 2003) which
is a valid and reliable scale used to evaluate children’s psychotherapy sessions.

The children completed the journal each time they learnt a new game, as this is when
learners experience the most stress associated with skill acquisition (Martens, Vealey
& Burton, 1990). If students take pleasure in learning the game then they are more
likely to actively enjoy and participate in the activity, and continue to do so over the
course of their lifetimes (Orlick, 2006). The data collected from the student
reflective journals regarding their attitudes and perceptions to their participation and
enjoyment, were aligned to the theoretical dimensions related to self-efficacy in this
research.

The reflective journals were completed by 186 year 5 students involved in the TIG
intervention, and their individual results were matched and recorded throughout the
six month intervention period. Matching individual’s journals allowed for a
comparison of results for each student across the intervention period using
descriptive statistics. Student reflective journals consisted of five questions: Four of
these gquestions were based on a 4-point Likert scale, which allowed paired samples
t-tests to be conducted for each of the four questions. The fifth question was an
open-ended question, which was categorised into one of three responses, those being
either “happy”, “not sure” or “unhappy”. The researcher checked the accuracy of
their interpretation by asking two colleagues to also categorise the results. From this
it was found that there was less than a 1% difference in interpretation of the results,
hence demonstrating high inter-rater reliability. Once the data for the open ended
response was coded in this way, it allowed for paired samples t-tests to be conducted
on each of the five responses.

Means and standard deviations along with paired sample t-tests were calculated
across the intervention period. A paired samples t-test allowed a comparison of
scores over time for each participant. Hence any changes in scores for participants
tested at Time 1 and then again at Time 2 were identified. This method of data
analysis is also known as a repeated measures test and recommended by Pallant
(2011) and Cohen, Manion and Morrison (2007).

The student reflective journal data collection instrument was checked to ensure the
assumptions that apply to paired sample t-tests were adhered to. These assumptions
were: level of measurement, random sampling, independence of observations,
normality of distribution, and homogeneity of variance. Students were asked to
reflect on their own ideas and experiences from their involvement with the specific
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TIG they had just learnt. They were instructed to disregard the views of others
within the class; hence independence of their observations was sought.

As this was a large sample (N=186) it can be assumed that the sample follows a
normal distribution (Cohen et al., 2007; Pallant, 2011), and that the paired samples t-
test is a robust statistical technique (Cohen et al., 2007; Pallant, 2011). The paired
samples t-test used for the student reflective journals tests the same group of students
and matches their responses over two separate times, where Time 1 was the first TIG
the students played in the intervention period and Time 2 was the last TIG students
played at the end of the intervention. A comparison over time allowed changes in
student involvement, perceptions and attitudes to be measured between the beginning
and end of the TIG intervention. The number and variety of TIG each class played
throughout the intervention period varied (between two and ten different games)
according to the preferences of the teachers and their students. Hence comparisons
between specific games would have yielded smaller samples and limited the
reliability of the results. A comparison over two separate times, one early in the
intervention and the other towards the end of the intervention, allowed for a more
consistent and reliable method of data collection and analysis.

Since the same students are used, then the variance within each of the populations is
equal, hence the assumption of homogeneity of variance is met. Since the sample
size for the student reflective journals is greater than 30 (N=186), it can be assumed
that the differences between the two scores obtained for each subject is normally
distributed. Pallant (2011) supports the notion that any individual violations of this
assumption with a sample size greater than 30, is unlikely to cause any serious
problems in analysing the data.

Since the data collected from the student reflective journals met the assumptions for
paired samples t-tests, these tests were then run for each item. The paired samples t-
tests allowed the researcher to compare changes across the intervention program time
by demographic variables. In identifying class groups within schools, it allowed for
group comparisons over time, and a contrast between groups within the same school,
and to groups at other schools. By identifying teachers and class groups, it enabled
the researcher to account for individual differences between teachers in the way in
which they implemented TIG with their class. Further comparisons could then be
made across classes to see if “teacher” was a significant variable in the TIG
intervention program.

The eta squared values obtained from the paired samples t-test allowed for the
calculation of an effect size statistic. The eta squared value then permits comment on
the magnitude of the size difference. The guidelines as outlined by Cohen (1988),
for interpreting this value are: .01 = small effect; .06 = moderate effect; .14 = large
effect; >.2 = very large effect. These guidelines are also verified by Pallant (2011).

This method of analysis was aligned to research questions one and two as follows:
How does playing TIG at school:
1. enhance students’ motivation towards and involvement in physical
activity and their collaboration and cooperation with other students?
2. enhance students’ self-efficacy with respect to their ability to engage
in physical activity and work with others?

Page 66| 230



Teacher survey design and development

Electronic surveys pre and post intervention, were chosen as a means of collecting
data from teacher participants (Appendix 13) to give teachers an opportunity to
experience completing an on-line survey so that they could then draw on this
knowledge to assist students to access and complete the on-line student survey.

The survey was divided into six sections, the first of which was a statement of
confidentiality. The second section collected demographic data about each teacher,
including gender, age and years of experience, while the third section asked teachers
to identify the occurrence of different types of behaviours in their class. A 5-Point
Likert scale was used with the following descriptors: 1) never, 2) rarely, 3)
sometimes, 4) regularly, and 5) almost always. By using this scale, information was
provided on the classroom climate and the relationships which existed within the
classroom, at both pre and post intervention stages, and allowed for a comparison of
behaviours over time.

The fourth, fifth and sixth sections of the survey aligned to the theoretical framework
for this study, where items within each section related to the following dimensions
respectively: physical activity, cooperation, and Indigenous perspectives (see Table
4.14).

Table 4.14. Alignment of Topics within the Teacher Survey to the Theoretical Framework
Section Number Topic Alignment to Theoretical
Framework
1 Statement of confidentiality na
2 Demaographic items na
3 Student classroom behaviors » Cooperation

> Self-efficacy

4 Participation, perceptions, attitudes, » Physical activity
knowledge, skill and confidence relating » Self-efficacy

to physical activity

5 Participation, perceptions, attitudes, » Cooperation
knowledge, skill and confidence relating > Self-efficacy

to classroom relationships

6 Participation, perceptions, attitudes, » Indigenous
knowledge, skill and confidence relating perspectives
to cultural awareness » Self-efficacy
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Items in this survey were created to identify teacher’s perceptions of existing
classroom relationships, along with the frequency, duration and type of participation
in each of the dimensions: 1) physical activity, 2) cooperation; and 3) Indigenous
perspectives. In addition to this, items were also constructed to measure teacher’s
perceptions and attitudes in relation to the three identified dimensions. Items relating
to perceptions included the following: teacher’s observations of students’ enjoyment
and engagement, teacher’s knowledge, and teacher’s confidence in facilitating each
of the three variables. Items connected to attitudes involved how teachers felt about
each of the three dimensions, in terms of their own enjoyment, difficulties they may
have experienced, and assistance they may have received. Figure 4.5 demonstrates
the theoretical principles that guided the construction of the teacher survey. Each of
the three dimensions: physical activity, cooperation, and Indigenous perspectives,
explored the identified variables which align to the theoretical framework for
teachers within this study being: participation, perceptions, attitudes, knowledge,
skills, and confidence.

Amount of

(quantity
dimension)

Teacher's
perception of
child's ability

(quality
dimension)

Teacher's
attitude
towards each
dimension
(quality
dimension)

Figure 4.5. Theoretical Framework for the Teacher Survey

The teacher survey used two response formats; closed scale and a five point Likert
scale. The closed scale was used to identify time, type and barriers for each topic
(select the appropriate response) with the opportunity for respondents to elaborate in
these areas if they chose (see Appendix 13).
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The scaled response format was selected to measure the following categories:
participation, perception, attitudes, knowledge, skill, and confidence of teachers, and
used appropriate word descriptors for each category. Table 4.15 demonstrates the
response sets for each category. The scaled response format provided a consistency
of responses across all respondents and allowed comparison of results across
individuals and groups, at both pre and post testing phases which was supported by
several leading researchers in education (Creswell, 2005; Frazer & Lawley, 2000;
Wiersma & Jurs, 2009).

The data obtained from both closed and scaled responses were analysed using
descriptive statistics which involved calculating the number (n) and representing this
information as a percentage of the total group. Comparisons of percentages were
conducted at pre and post-tests to identify any specific changes over time within each
variable, as a result of the intervention program. The use of descriptive statistics for
the analysis of the teacher survey data was due to the small sample size of teacher
participants. The analytical approach used with the teacher survey data was different
to the inferential statistics used for the analysis of the student survey data, since there
was a larger sample size of student participants.

Table 4.15. Item Preparation Variables for Teacher Survey

Variable Word descriptors Scale No.

Items

Classroom Behaviours never; rarely; sometimes; regularly; 5 point Likert 11
almost always

Participation never; once a week; 2-3 times a week; 5 point Likert 1
everyday; 2-3 times every day

Perceptions and intensely dislike; dislike; indifferent; 5 point Likert 6
Attitudes like; immensely like

Knowledge and none; a little; an adequate amount; quite 5 point Likert 5
Skills a bit; a great deal

Confidence not; hesitant; ok; confident; very 5 point Likert 3
confident

By using the demographic data with the descriptive statistics, research questions one
and three could be addressed.

How does playing TIG at school:
1. enhance students’ attitude towards, and involvement in, physical
activity and their cooperation with other students?
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3. assist teachers to meet the national curriculum requirements with
respect to embedding Indigenous perspectives, cooperative learning
and regular physical activity?

4.08 Qualitative Instruments

Teacher semi-structured interview design and development

Teacher semi-structured interviews were a useful data collection tool in that they
allowed teachers to describe how the TIG intervention was implemented in each
class. The semi-structured teacher interview format allowed the interviewer to
explore the theoretical dimensions of the research through questions in the interview.
It also allowed respondents to use their own words and provided the participants with
the opportunity to reveal additional information throughout the conversation
(O’Toole & Beckett, 2010). The semi-structured interview enabled teachers to speak
at length on the sensitive topics woven into the study, for example, the Smart Moves
(Queensland Government regulation of 30 minutes per day of physical activity for
Primary school students) and EATSIPS (Embedding Aboriginal and Torres Strait
Islander Perspectives in the school curriculum) government initiatives, and how these
have impacted their classrooms, teaching and students. The semi-structured
interview process assisted teachers to clarify their perception of student involvement
in TIG and this added to the richness and detail of the data collected.

The researcher conducted all of the interviews one to one in a private room. The
teacher interview was audio—recorded to allow for ease of data collection and
transcription. During the interview frequent perception checks were conducted. The
interviews sought to ascertain and clarify the perceptions and attitudes of the teachers
to specific criteria within their classroom environment: physical activity,
cooperation, and Indigenous perspectives. An outline of the guiding questions used
in the semi-structured interviews can be found in Appendix 14.

Teacher anecdotal notes design and development

Anecdotal notes were selected as an instrument for data collection from teachers, as
it allowed the researcher a valuable insight into what was happening in the classroom
in response to the TIG program on a continuous basis, as first hand observations
were not possible. The teacher was able to note any unusual aspects that resulted
from, or that might impact on, the research. Teachers from trial schools were asked
to make anecdotal notes at the end of each week for the duration of the study to share
in the post-trial interview sessions. Teachers were given a template (see Appendix
15) on which to compile their notes, for their convenience, and to ensure aspects
important to the research framework were discussed. The format selected for these
notes followed Edward de Bono’s six thinking hats (1990), as it allowed teachers to
reflect in a structured way, through multiple lenses, and collected various
perspectives from the teachers. They were prompted to note particular details on
their class’s experiences with TIG in relation to each of the six thinking hats. For
example, information, facts or figures (white hat), positive changes (yellow hat),
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problems or concerns (black hat), intuitive reaction to the game (red hat), other ways
the games were integrated into the week (green hat) and anything else they felt
should be noted (blue hat).

Teacher anecdotal notes were expected to be completed each week over a period of
six months by the teachers involved in the intervention, so over this extended period
of time numerous observations were recorded from each teacher. These anecdotal
notes added value to the study by enabling each teacher to highlight particular
instances where TIG had directly affected their class, particular students or
themselves. These qualitative notes allowed more depth and discussion to the
analysis of the intervention program so that a detailed picture of the effects of TIG on
students and teachers could be observed.

4.09 Data Analysis

The quantitative data obtained from the surveys and reflective journals were analysed
using version 19 of the Statistical Package for the Social Sciences (SPSS) computer
software package (IBM, 2010).

An Intervention by Time repeated measures multivariate analyses of variance
(MANOVA) was used on student survey data to investigate the research questions.
If the overall MANOVA was significant, (p < .05) it was followed by univariate
analyses of variance (F tests) for each significant dependent variable. Probability
was set at .05 for all post hoc comparisons of significant univariate analyses, so that
experiment wise error could be accounted for. Scheffe comparisons were conducted
to evaluate pairwise between groups comparisons for the treatment group, while
independent t-tests were computed for the within group pairwise comparisons.

Paired samples t-tests were used on student reflective journals which allowed a
comparison of mean scores for the same group of students on two separate occasions.
The first occasion was students’ first experience and reflections on TIG early in the
intervention. The second occasion was their final reflective journal towards the end
of the intervention period. Probability was set at 0.05 for a two tailed test, and
although this increases the risk of a Type | Error, that is rejecting the null hypothesis
when it is true, it prevented the statistical analysis from missing a true difference
between the variables over the intervention period. Eta squared values were
calculated to determine the magnitude of any significant differences that were found
for each of the five paired samples t-tests.

Descriptive statistics were used on the teacher survey data and were compared pre
and post intervention to determine any change in classroom teaching characteristics.
Any changes were elaborated on in the post intervention teacher interviews.

The Qualitative data collected from the teacher anecdotal notes and interview data
were analysed using the nVivo 10 (QSR, 2012) software package for descriptive and
inferential statistics. All qualitative data collected from interviews and anecdotal
notes were transcribed and imported into the nVivo 10 software package. The
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analysis of the qualitative data was based on an interative approach (Bassett, 2010),
where specific themes emerged as a result of continuous meaning making and
progressive focusing of the qualitative data. In the coding of data, a repetitive
sequence of actions occurred, where data were conceptualized, then tagged with a
meaningful code. This sequence was executed multiple times in exactly the same
way.

In this way, a thematic analysis was conducted on the qualitative date using an
iterative approach. Responses were reviewed and coded into several common
groups, termed nodes. The nodes provide a way of organising data around similar
ideas or themes. The researcher manually coded the data and the themes that arose
then provided the basis for the nodes to which data could be coded within the nVivo
program. This method of coding data and ascribing it to a group, termed “node”, is
supported by Maddern (2011), Ary, Jacobs and Sorensen (2010) and Dey (1993).

When the data were coded into nodes, only the teacher’s direct responses or
comments were coded. Restatements of questions by teachers were not coded, nor
were questions from the interviewer. Specific trends emerged through this iterative
analytical approach, where reviewing the data repeatedly to reflect and reanalyse
meanings, gave depth and context to the themes within the data. Once these themes
(nodes) emerged, several queries were conducted through the nVivo 10 software
package to assist in exploring the identified themes within the data. The use of
computer programs in qualitative research does have some limitations regarding the
value of quantifying qualitative data. It has been argued that such software programs
substitute numbers for words; can lose the context and meaning; and reduces the
analytical power of the research. However, Sorensen (2014) supports the use of
nVivo in qualitative research and states it has a strong capacity for use with mixed
methods research. As this research adopts a mixed methods approach, the use of
nVivo allows data to be converted and combined to give a broader and deeper
understanding of the impact of the intervention program.

The use of nVivo in this study to analyse the qualitative data allows the presentation
of both frequency supporting the strength of the theme (TAG clouds) and the
illustrative evidence (quotes) that lay behind it. The use of TAG clouds and quotes
in this mixed method research to demonstrate data analysis is supported by Sorensen
(2014) and Bazeley and Jackson (2013), and forms the justification for its use in this
study.

Using nVivo 10, a word frequency query was used to explore what words were used
in each context from each theme (node). The word frequency was scoped to select a
particular node so that commonly used terms within the node could be identified.
nVivo produced a summary showing the ranking of the 1000 most commonly used
words within the nodes, and this process was followed for each of the nodes which
emerged. The word frequency analyses were represented visually in the form of a
TAG cloud, where the greater the size and boldness of the font, the more often these
words were used within the analysis. Perception checks were conducted on the 8
most common words, by going back to the raw data to ensure the original context of
the teacher statements was maintained. Direct quotes were then used to demonstrate
the context and validity of the analysis, to give further depth to the study.
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4.10 Research Quality

Alignment

The aim of this study was to investigate if daily implementation of TIG in the
curriculum impacted student attitudes to physical activity, cooperation and self-
efficacy and teacher ability to implement the national curriculum with respect to
embedding Indigenous perspectives and HPE as a key learning area. The quasi
experimental between groups mixed methods approach used allowed for data
collection and analysis to align with the over-riding aim of the study. The
instruments used provided the researcher with the opportunity to analyse large
amounts of quantitative data collected from students. The qualitative data collected
from teachers gave personalised examples of how the intervention directly affected
the teaching and learning within specific classrooms.

To ensure the validity and reliability of this study, the instruments used in the
collection of data for this research have been aligned to specific research questions
for this study. Table 4.16 provides a detailed summary of the research questions and
the data collection tools used to answer the research questions.

Research Integrity

This research followed a planned, systematic and thorough investigation of the
effects of Traditional Indigenous Games (T1G) on encouraging physical activity and
wellbeing; enabling cooperation and collaboration; embedding Indigenous
perspectives; and enhancing self-efficacy. The variables have been clearly identified
within this study, and these have been strongly linked to robust theoretical
perspectives (Creswell, 2005; Kumar, 1999; Ravizza, 1977; Taylor & Wilson, 2005).

Implementation of the treatment occurred over a six month period using a large
sample so that trends could be fairly identified and transferred to other populations.
The multiple data sources were compared and helped to build a coherent analysis of
data and reduce research bias.

The measurement instruments were triangulated through data, theory and method
with direct links to the research questions under investigation. All participants,
schools and systems will remain anonymous in any subsequent published report of
the study. In this way, the outcomes from this research may be considered socially
relevant and act to make education more effective for students and teachers.

Validity

Additional measures to address potential threats to internal validity included the use
of intervention and control groups for a comparison of data (Sagor, 1992). Also, the
prolonged engagement of the intervention allowed for deeper understandings of the

relationships that developed as a result of the intervention program. An atmosphere
of trust was created through disclosure, honesty and privacy relating to the research,
which added to the internal validity of the research.
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The participant population involved large sample sizes, and used both control and
trial groups, across multiple sites, groups and perspectives, to ensure external

validity. The methodology employed in this research allowed the findings and
results to be generalised so that similar outcomes would be expected to occur under
the same circumstances to similar populations outside the context of the study

(Ravizza, 1977).

Table 4.16. Method Summary
Research Question Instrument Group 1 - Group 2 - control | Time conducted
intervention
Does playing TIG at school: T S T S Pre D Post
1. enhance students’
motivation towards, and Survey v v v v \ \
involvement in, physical
. . Interview v \ \
activity and their
collaboration and Reflection journal v v
cooperation with other
students? Anecdotal notes
v
v
2. enhance students’ self- Survey v v v v v v
efficacy with respect to their .
. . . Interview v v v
ability to engage in physical
activity and work with Reflection journal v v
others?
Anecdotal notes
v v
3. assist teachers to meet the | Survey v v v v
national curriculum .
] . Interview v v v
requirements with respect to
embedding Indigenous Reflection journal v
perspectives, cooperative
. . Anecdotal notes
learning and regular physical
activity? v v

Legend: T=Teachers; S= Students; Pre=Pre intervention; D=During intervention; Post=Post intervention
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Trustworthiness

The extent to which this research can be relied on was increased by using a quasi-
experimental between groups mixed methods approach, as it allowed for the
collection of both quantitative and qualitative data from participants within the
intervention program to answer the research questions. Through employing a mixed
methods approach within this research and ensuring validity, reliability and
generalisability across all processes, the research design and data collection were
shown to be trustworthy (Thomas, 2005).

Ethical considerations

One of the fundamental aims of this project is to enhance the cultural awareness of
students in schools. To do this, the research follows protocols and demonstrates
cultural sensitivity in its entirety. At all times the Traditional Owners of the games
were acknowledged. Consent to conduct this research using TIG was sought and
given by the local elders at the Community Education Advisory Council (CEAC)
meetings conducted at the University of Southern Queensland, Fraser Coast Campus.
Through collaboration with Wide Bay Burnett Public Health Unit, the researcher
engaged, consulted, sought and received approval through Traditional and Local
Elders. Discussion and support for the study was also generated through the Wide
Bay Burnett Negotiation Table (Department of Communities Queensland
Government, 2006), a process endorsed by Queensland State Cabinet, and
acknowledged as ‘cultural affirmation’ under ‘caring for country’. This formed part
of the Queensland Government initiative to ‘close the gap’ for Australian Indigenous
People in the areas of health, education and employment (Aboriginal and Torres
Strait Islander Services & Department of Communities, 2009).

As the intervention study was conducted within Queensland State and Catholic
Schools, and involved the collection of data from participants, ethics approval was
sought and granted from three separate entities, namely the University of Southern
Queensland (Appendix 17), Brisbane Catholic Education (Appendix 18) and the
Queensland Department of Education, Training and Youth Affairs (Appendix 19), to
conduct the research within the participating schools. The control schools were
offered the intervention at the conclusion of the data collection period if they wanted
to also integrate TIG.

Prior to the intervention study, all potential participants in the study received letters
of informed consent, written in a plain language statement, where anonymity and
confidentiality were assured. All collected data were locked in a secure filing
cabinet and electronic data were password protected. Participant information
statements were issued prior to the study to principals and teachers and to parents
and students (Appendix 20), along with consent forms (Appendix 21), to address the
two groups of participants within the study; students and teachers.

School information sessions were held in each intervention school, so that all
teachers had the opportunity to ask questions or raise any concerns regarding the
intervention study. At the conclusion of the study, following the analysis of data, the
findings of the study were disseminated to the participating schools. Any
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photographs of the participants were only taken and used if talent release forms were
signed prior to the intervention study (Appendix 22).

4.11 In Summary

This Chapter has provided an overview of the methods used within the study. It has
outlined the research paradigm for the study along with the research design, context
and participants for the study. This was followed by a detailed plan for the conduct
of the study along with a summary of the instruments used for data collection. The
construction of the instruments used in the collection of data was described. The
scale development and parametric analysis of the psychometric properties of the
instruments used within the study were detailed. Leading on from this, was an
outline of the methods employed to analyse both the quantitative and qualitative data
sets. The alignment of the choice of methodology with the research questions was
demonstrated, and accompanied by descriptions of the ethical considerations
employed for this study, to complete the Methodology Chapter.

The following chapter provides the results for each research question.
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5. Data Analysis: Results

5.01 Overview

This chapter will begin with the demographic data related to the specifics of the
participant groups involved in the study. For clarity and ease of reference, the results
will be presented for each of the three research questions separately. The research
questions all relate to an Intervention by Time repeated measures methodology,
where differences between control and intervention groups were measured both
quantitatively and qualitatively.

5.02 Demographic Data

Student Participants

The student participants involved in this study were in Year 5 across seven
participating schools. There were approximately 534 students (44% male), with a
mean age of 9.9 years. All seven schools are co-educational regional schools in the
Fraser Coast district, which has been identified by the Australian Bureau of Statistics
(Australian Bureau of Statistics, 2007) as a low socio-economic area due to the high
levels of unemployment in the region. As stated previously, the population of the
Fraser Coast region is made up of approximately 3.6% of Indigenous peoples, which
is above the national average of 2.5% (Australian Bureau of Statistics, 2011).

Each class within the study contained a heterogeneous mixture of student academic
ability levels which facilitated an even spread of aptitude and behaviours among
class groups. Any students whose data was incomplete were extracted from the data
set. This procedure then permitted a direct comparison across time for each of the
groups. The demographic data from the final complete data set is displayed in Table
5.01.

Table 5.01. Demographics of Student Participants by Schools
School Participants Gender Research
group
No. % Male Female

No. % No. %
1 46 16.2 22 48 24 52 T
2 39 13.7 13 33 26 67 T
3 44 155 17 39 27 61 T
4 48 16.9 21 44 27 56 T
5 58 20.4 33 57 25 43 T
6 24 8.5 10 42 14 58 Cc
7 25 8.8 9 36 16 64 C

Total 284 100 125 44 159 56

T= Trial group

C= Control group
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Teacher Participants

The teacher participants involved in this study at the pre-intervention phase consisted
of 20 Year 5 teachers across seven participating schools. The 20 teachers at pre-
intervention comprised 9 from trial schools and 11 from control schools. The
demographic data collected from the teacher surveys indicate the majority of teachers
in the study were female (70%). Approximately 70% of teacher participants were
over 40 years of age, and over half had taught for more than 15 years (55%). Post-
intervention there were seven Year 5 teachers across five trial schools, of whom 57%
were female, who completed the surveys. Two teachers from the trial schools, who
completed the pre-intervention survey, left their respective schools prior to the
conclusion of the intervention, hence only seven as opposed to nine teachers
responded post intervention. The 11 teachers from control schools were asked to
complete the post intervention survey, but due to other events taking place within
these schools at the time, it transpired that they did not complete the final survey.
The pre-intervention teacher survey data showed both trial and control groups were
the same on all dimensions, hence the discussion will focus on changes over time for
the trial group. Table 5.02 displays the demographic data collected from teacher
participants through the survey.

Table 5.02. Demographic Characteristics of Teacher Participants (N=20)

Pre intervention Post intervention
(n=20) (n=7)

Characteristics n % n %

Gender
Male 6 30 3 43
Female 14 70 57

Age range

SN

< 30 years old

30-39 years old
40-49 years old
50-59 years old

25
40
30

14
29
57

o oo O -
~ N B O

Number of years teaching experience

<5 years
20
20
25
35

14
14
72

5-9 years
10-14 years
15-19 years

~N o0~ B
o g =

5.03 The Quantitative Data Analysis Process

The quantitative data were analysed using the computer program SPSS Version 19.
Data collected from the student surveys were analysed using an Intervention by Time
repeated measures multivariate analyses of variance (MANOVA) to investigate the
quantitative research questions. This was followed if the overall MANOVA was
significant (p < .05), by a univariate analyses of variance (F-tests) for each
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significant dependent variable. In order to take experiment wise error rate into
account, probability was set at .05 for all post hoc comparisons of significant
univariate analyses. Dependent t-tests were computed for the within group pairwise
comparisons to indicate where and how the differences between groups were
significant.

Quantitative data from the student reflective journals were analysed using paired
samples t-tests (where p = .05 for a two-tailed test) on the difference between scores
at Time 1 and time 2. The Eta squared value was used to indicate the magnitude of
any significant differences that were found.

Teacher survey data were analysed using descriptive statistics, which allowed for a
description of their existing learning environment, along with comparisons between
Time 1 and Time 2 of the trial group to determine if, and in what way, the TIG
intervention had affected teachers and their learning environment.

5.04 The Qualitative Data Analysis Process

Instruments used in the collection of data from the teachers in the form of interviews
and anecdotal notes were designed to allow teachers to describe and interpret the TIG
intervention as they perceived it. The collection and analysis of this subjective
teacher data followed a Phenomenological approach, since the essence of the TIG
intervention was examined through the eyes of the teachers (Ary, Jacobs, &
Sorenson, 2010). The instruments explored the TIG experience and the contexts
which affected those experiences and teacher responses were transcribed into the
nVivo 10 software package for qualitative research. Phenomenological analysis was
conducted by examining significant statements and developing clusters of meaning
and themes, termed nodes, in nVivo (Ary et al, 2010; Bazeley, 2011).

The themes followed five broad topics which were represented as: physical activity;
Indigenous perspectives; cooperation; self-efficacy; and future plans. Since the TIG
intervention targeted physical activity, Indigenous perspectives, cooperation and self-
efficacy, when comments pertaining to these dimensions were made, the researcher,
for the purposes of consistency and clarity, chose to name the themes (or nodes) in
line with the dimensions under investigation within the study. It is interesting to
note the development of a fifth theme which the researcher termed “future plans”.
Comments assigned to this theme related to plans made by the teacher for the
continuation and expansions of TIG within their school, beyond the intervention
period.

Word frequency queries were conducted for each node to identify the most common
words used within the node, and were represented in the form of a tag cloud. The
use of numeric counts within each theme gave a sense of the importance of the words
as they pertained to the theme (Onwuegbuzie & Teddlie, 2003), while the tag clouds
provided a visual representation of these word frequencies within each theme.
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The remainder of this chapter will now present the results of the study for each of the
research questions in turn.

5.05 Research Question 1:

How does playing TIG at school enhance students’ motivation towards, and
involvement in, physical activity and their cooperation with other students?

In order to answer this research question, three quantitative measurement instruments
were used; Student Reflective Journals; Student Surveys; and Teacher Surveys, along
with the qualitative data obtained from teachers through the semi-structured
interviews and anecdotal notes. The student reflective journals and surveys were a
self-reporting measurement, and these were used with the teacher surveys and
anecdotal notes. It was anticipated that using these instruments together would
provide sufficient data from the two different participant groups to answer the first
research question.

Student Reflective Journal

Paired samples t-tests were conducted on each of the four items in the reflective
journal to compare the means of the TIG intervention group across time, which
related to research question one.

Student Participation

For item one, regarding student’s participation level, there was a statistically
significant increase in the amount of student participation in physical activity in the
games, from Time 1 (M=3.69, SD=.65) to Time 2 (M=3.89, SD=.37), t (185) = 3.76,
p =.0005 (two-tailed). The mean increase in student participation was .20 with a
95% confidence interval ranging from-.30 to -.09. The eta squared statistic (.07)
indicated a moderate effect size. Student participation had increased by a moderate,
statistically significant amount, at the end of the intervention program. Table 5.03
demonstrates the results of the paired samples t-test for student participation.

Student Enjoyment

Student enjoyment was the key element for item two, and the paired samples t-tests
revealed there was a statistically significant increase in the amount of student
enjoyment from Time 1 (M=3.16, SD=.97) to Time 2 (M=3.70, SD=.65), t (185) =
7.02, p =.0005 (two-tailed). The mean increase in student enjoyment was .54 with a
95% confidence interval ranging from-.70 to -.39. The eta squared statistic (.11)
indicated a large effect size, hence it can be said that item two measured a large,
statistically significant difference, in student enjoyment at the end of the intervention
program (See Table 5.03).

Student Perceptions of Ability

Item three on the student reflective journal measured students perceptions of their
abilities whilst playing TIG, and the results of the t-tests showed a statistically
significant increase in student’s perceptions of their abilities from Time 1 (M=2.96,
SD=.99) to Time 2 (M=3.46, SD=.70), t (185) = 6.87, p =.0005 (two-tailed). The
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mean increase in student perception was .50 with a 95% confidence interval ranging
from -.64 to -.35. The eta squared statistic (.20) indicated a very large effect size;
hence student’s perceptions of their own abilities had increased by a very large,
statistically significant amount, at the end of the intervention program (See Table
5.03).

Student Cooperation

The fourth item in the student reflective journal measured how much students felt
they cooperated with their classmates whilst playing the games. Results
demonstrated a significant increase in student cooperation between Time 1 (M=3.12,
SD=.96) to Time 2 (M=3.41, SD=.83), t (185) = 4.61, p =.0005 (two-tailed). The
mean increase in students reported cooperation was .29 with a 95% confidence
interval ranging from-.41 to -.17. The eta squared statistic (.05) indicated a moderate
effect size. Hence, the fourth item has shown student’s perception of their
cooperation increased by a moderate, statistically significant amount, at the end of
the intervention program (See Table 5.03).

Table 5.03. Paired Samples T-Test for Student Reflective Journals
Paired Differences t df Sig. (2- Eta
Mean Std. Std. 95% Confidence tailed) squared
diff Devn Err. Interval of the value:
Mean Difference t2/t2 + (N-
Lower Upper 1)
Participation -.19* .70 .05 -.36 -.09 -3.76 185 .000 .07
level
Enjoyment -.54* 1.06 .08 -.70 -.39 -7.02 185 .000 A1
level
Perception of -.46* .98 .07 -.64 -.35 -6.87 185 .000 .20
abilities
Cooperation -.29* .86 .06 -41 -17 -4.61 185 .000 .05

level

NB * significant at p<.05

Teacher Surveys

Attitude to Physical Activity

Teachers’ perceptions of the students within their class, which were obtained from
data collected pre and post intervention from the intervention schools, were
compared using descriptive statistics. When teachers were asked for their
perceptions of their students’ enjoyment of physical activity sessions their responses
prior to the intervention were that 86% of students “liked” or “loved” the sessions.
Post intervention, teachers commented that 100% of their students liked or loved the
physical activity sessions. Table 5.04 demonstrates teachers’ perceptions of their
students’ enjoyment of physical activity class sessions.
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Attitude to Cooperation

When teachers in the treatment schools were asked for their perceptions of their
students’ enjoyment of cooperative learning sessions their responses prior to the
intervention were that 86% of students liked or loved cooperative activity. Post
intervention, teachers commented that 86% of their students liked or loved
cooperative learning sessions. Table 5.04 demonstrates teachers’ perceptions of their
students’ enjoyment of cooperative learning sessions.

Table 5.04. Teacher Perceptions of Student Enjoyment — Treatment schools
Characteristic Pre intervention (n=7) Post intervention (n=7)
n % n %

Physical Activity

Indifferent 1 14 0 0
Like 4 57 4 57
Love 2 29 3 43

Cooperative Learning

Indifferent 1 14 1 14
Like 5 72 5 72
Love 1 14 1 14

Teacher Qualitative Data

Qualitative data collected through interviews and anecdotal notes identified two of
the themes (nodes) as: physical activity, and cooperation and teamwork.

A word frequency was conducted on the qualitative data coded to the physical
activity node where the most common words used to describe the impact of TIG on
physical activity were as follows: “increased” and “students”, followed by
“involved”, “fun” and “games”. Other words arose which also described the positive
impact teachers felt TIG had on the physical activity of their students, but were used
to a lesser extent. Explicit statements made by teachers during the interviews bore
further testimony to the positive impact TIG had on students physical activity, for
example: “TIG undoubtedly increased physical activity and students were more
actively involved in playing the games” (Teacher 1, School 1, Appendix 16); “TIG
increased the amount of physical activity and more students participated, especially
the non-sporty kids” (Teacher 2, School 1, Appendix 16); “TIG increased physical
activity and the games went on for much longer than expected because kids were
enjoying them” (Teacher 7, School 4, Appendix 16); and, “TI1G has made physical
activity more enjoyable for all students” (Teacher 9, School 5, Appendix 16).
Further transcripts from the teacher interviews can be found in Appendix 16.

The results of the word frequency query for the physical activity node are presented
in the form of a tag cloud (See Figure 5.1).
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ability across adapted age aggressive also always amou Nt another approach
atsi attitude away awesome begging breaks building care carried chance cheered
children class non-competitive confidence consistently context continue

contribute dalily definitely different disabilities due easily €fficacy efforts
empathy empowered especially everyone excel feel felt fu N future

gam es go good great group habit happy helps hours improve

included inclusive InCl'eaSGd Involved just

k|dS laughter learn levels loved iunchtimes minutes moves much
now one PlaYIiNg program quite range really regardless regular

school self shy smart StUdentS T I G

timetable US€ variety wanted ways weaker whole yes

Figure 5.1. Tag Cloud of Teachers’ Perceptions of the Impact of TIG on Physical Activity

A similar word frequency analysis was conducted on the cooperation and teamwork
node, where positive words like, “learning”, “helped”, “increased”, “one another”,
“empathy”, and “relationships” occurred most often. Other words also added to
describe the positive impact teachers felt the TIG intervention program had on
students’ cooperation. Specific in context comments teachers made which reflect
this analysis can be seen in the following quotes: “Students enthusiasm for the games
helped the class feel connected and nurtured team work” (Teacher 3, School 2,
Appendix 16); “The positive interactions developed a great sense of community”
(Teacher 4, School 2, Appendix 16); “Really helped students to develop empathy for
one another” (Teacher 5, School 3, Appendix 16); and, “TIG helped to increase their
empathy and cooperation with one another” (Teacher 10, School 5, Appendix 16).
For further transcripts from teacher interviews see Appendix 16.

The results of the word frequency query for the cooperation node are displayed in the
form of a tag cloud for the cooperation node (See Figure 5.2).
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Figure 5.2. Tag Cloud of Teachers’ Perceptions of the Impact of TIG on Cooperation

Student Surveys

Response categories from the student survey data were analysed using a MANOVA
to compare the means of the trial and control groups across time. The response
categories which related specifically to research question 1 were: “Occurrence” of
physical activity; “Attitudes” towards physical activity and cooperation; and
“Behaviours”; and are addressed separately to aid clarity of results.

The multivariate result was significant for the group by time analysis, for the variable
“Occurrence” of physical activity, Pillai’s =.000, F = 8.353, df = (3, 200), p <.001,
which indicated a multivariate interaction effect. The univariate F-tests (ANOVA)
showed there was a significant difference for all three factors; physical activity
during breaks, F =5.276, df = (1, 202), p=.023; physical activity outside of school, F
=19.497, df = (1, 202), p<.001; and physical activity during school, F = 9.071, df =
(1, 202), p=.003; from Time 1 to Time 2.

Scheffe post hoc comparisons revealed significant pairwise differences between
control and trial groups for all three dependent variables (p<.05). The trial group
scored higher than the control group, for participating in physical activity; during
breaks; outside school; and, during school, at the end of the intervention program.
Table 5.05 displays the mean differences, significance and confidence interval for the
trial and control groups for the “Occurrence” of physical activity response category,
between Time 1 and Time 2.
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Table 5.05. Pairwise Comparison of Trial and Control Groups over Time for Variable “Occurrence of
Physical Activity”

Dependent () Group  (J) Group Mean Std.  Sig.P 95%
Variable Difference Error Confidence
(1-9) Interval for

Difference?

Lower Upper
Bound Bound

Physical Activity  Trial Control 27 12 .023 .04 .50
During breaks

Physical Activity  Trial Control .36" .08 .000 .20 51
Outside school

Physical Activity  Trial Control 23" .08 .003 .08 .38
During school

Based on estimated marginal means
*. The mean difference is significant
b. Adjustment for multiple comparisons: Least Significant Difference (equivalent to no adjustments).

Similarly, a MANOVA was used to explore differences across time and between
groups for the student response category “Attitudes”. The multivariate result was
not significant for the group by time analysis, indicating that there was no difference
between the trial and control groups over time. Further analysis of the data also
indicated that there were no significant differences across any of the three variables:
class happiness; group activity; and physical activity.

The student response category “Behaviours” in class time, were analysed using a
paired samples t-test, to compare the two items: physical activity and playing
together, at pre and post intervention. When assessing how often students did
physical activity during class time, the paired samples t-test revealed no significant
difference over time. Similarly, when assessing how often students played with each
other at school, no significant difference over time was found between the two
groups.

5.06 Research Question 2:

How does playing TIG at school enhance students’ self-efficacy with respect to
their ability to engage in physical activity and work with others?

Several instruments, both quantitative and qualitative, were used to answer this
research question. The self-reporting Student Reflective Journals and the Student
Surveys provided quantitative measurements, whilst the qualitative data collected
from teachers would allow their perspective to be considered also, in order to answer
this research question.
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Student Reflective Journals

Paired sample t-tests were conducted on items within the student reflective journals.
Specifically, three items related to this research question, two of which involved
students’ perceptions of their ability in terms of physical activity and cooperation,
whilst the third involved how the students felt about themselves after participating in
the games.

As reported previously in the Section for Research Question 1, the item relating to
students’ perceptions of their ability to play the games, increased statistically at the
end of the intervention program with a very large effect size (See Table 5.03).
Similarly, as previously reported in Research Question 1 Results, the item involving
students’ perceptions of their cooperation, had increased by a moderate, statistically
significant amount at the end of the intervention program (See Table 5.03).

The third item related to self-efficacy reported a statistically significant increase in
how students felt about themselves, from Time 1 (M=2.86, SD=.413) to Time 2
(M=2.96, SD=.28), t (116) = 2.45, p =.0005 (two-tailed). The mean increase in
student self-efficacy was .10 with a 95% confidence interval ranging from -.17 to -
.02. The eta squared statistic (.01) indicated a small effect size; hence student self-
efficacy had increased by a small, statistically significant amount, at the end of the
intervention program. Table 5.06 demonstrates the results of the paired samples t-
test.

Table 5.06. Paired Samples t-Test for Self Efficacy in Student Reflective Journals
Paired Differences t df Sig. (2- Eta
Mean Std. Std. 95% Confidence tailed) squared
diff Dev Error Interval of the value:
Mean Difference t2/t2 + (N-
Lower Upper 1)
Perceived -.09* 42 .04 -17 -.02 -2.45 116 .016 .01

Self-efficacy

NB * significant at p<.05

Teacher Qualitative Data

Data coded to the “self-efficacy” node in nVivo, from the teacher interviews and
teacher anecdotal notes were analysed using a word frequency query to identify
common words associated with student self-efficacy, as perceived by the teachers.
The most common words to arise were: “TIG”, “involved”, “students”, “kids”,
“games”, “increased”, “activity”, “Indigenous”, “self-efficacy”, “fun” and
“enjoyable”. Other words also add to the optimistic flavour of the perceptions of
teachers with respect to the impact of TIG on student self-efficacy. The results can
be found in the form of a tag cloud (See Figure 5.3). Furthermore, the following
direct quotes from the teachers regarding the impact they felt TIG had on students’
self-efficacy also adds value to the data collected: “Shy kids who have never been
interested in physical activity now take part and communicate with others in the
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class” (Teacher 3, School 2, Appendix 16); “TIG increased confidence especially in
the uncoordinated kids who would not have participated in other games” (Teacher 4,
School 2, Appendix 16); “The ATSI students who were normally quite withdrawn
really got involved in TIG and this carried over into their class work™ (Teacher 9,
School 5, Appendix 16); and, “The non-competitive philosophy stopped weaker kids
from shying away from TI1G. They were more willing to participate and have a go;
they wanted to do it, not because they had to do it” (Teacher 10, School 5, Appendix
16). A complete transcript of quotes from the interviews can be found in Appendix
16.

gbilities aCtI V Ity address nonaggressive allowed along akso aklways

one another anyone around atsi ﬁ“ltu de away awesome background begging better
cards CATE carried chance change Class come comfortable NoN-

com pEtI ti V& concept CON ﬂ d ENCe context contribute cooperation CU lture
curriculum describing d E‘U’E|Dp&d diﬁerent disabilities discussicns BEJET easily

SG'f-GfﬁCHCY efforts empathy enjoya ble

especially everyone feel felt found fU N e

g a m e S go good great happy h&lp&d high idea
inclusion increased i nd ige no US initially

u
kl d S laughter izam levels mini murries NOW others part

perspeCtiVES physical piaying proud quite really relate

respect returned shy Sporty successT I G use want weaker
..involved students

Figure 5.3. Tag Cloud Analysis of Teachers’ Perceptions of the Impact of TIG on Students’ Self-Efficacy
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Student Surveys

Two response categories, perceptions and attitudes, within the survey instrument,
measured how students perceived their abilities regarding physical activity and
working with others, and, how they felt about physical activity and working with
others. A univariate analysis was conducted on the data from the response category
“Perceptions”, and no significant difference over time in the perceptions of the trial
group, were found. A MANOVA was performed on the data from the response
category “Attitudes”, for the three factors: class happiness, group activity, and
physical activity. However, no significant differences over time in the attitudes of
the trial group, across any of these three variables, were identified.

5.07 Research Question 3:

How does playing TIG at school assist teachers to meet the national curriculum
requirements with respect to embedding Indigenous perspectives, cooperative
learning and regular physical activity?

The answers to this question were gathered through the quantitative data from the
teacher surveys and the qualitative data collected from the semi-structured interviews
and the anecdotal notes. This question related to the impact TIG had on teachers’
facilitation of three distinct curriculum areas: embedding Indigenous perspectives,
cooperative learning, and regular physical activity. Therefore, to aid clarity, the
results relating to each distinct area will be discussed separately.

Embedding Indigenous Perspectives
Quantitative Data

Survey data prior to the intervention indicated all teachers from the trial schools
acknowledged a lack of knowledge and understanding as the most common obstacle
to embedding Indigenous perspectives in their classrooms. Post intervention, only
57% of teachers felt their lack of knowledge was an obstacle to embedding
Indigenous perspectives within their classroom. Other factors were identified as
obstacles: not wanting to cause offence, ignorance and prejudice of others, and lack
of resources, which all decreased quite markedly in post-trial surveys, except for ‘not
wanting to cause offence’ which remained relatively constant at the post trial
interviews. The results are demonstrated in Table 5.07 below.
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Table 5.07. Obstacles to Embedding Indigenous Perspectives

Pre intervention Post intervention

Obstacles n=7 % n=7 %
Lack of knowledge and 7 100 4 57
understanding
Not wanting to cause 4 57 4 57
offence
Ignorance and 3 43 1 14
prejudice of others
Lack of resources 1 14 0 0

When teachers were asked to identify how much time was spent each day embedding
Indigenous perspectives, prior to the intervention, 29% of respondents spent more
than 10 minutes each day incorporating Indigenous perspectives in their learning
experiences. At the end of the intervention, approximately 57% of teachers spent
more than 10 minutes each day on providing Indigenous perspectives in their
learning experiences. Table 5.08 presents the results for time spent each day
embedding Indigenous perspectives in their learning experiences.

When teachers were asked for their perceptions of their students’ enjoyment in
learning about Indigenous perspectives, their responses prior to the intervention were
that 71% of students liked or loved the sessions. Post intervention, teachers
commented that 100% of their students liked or loved learning about Indigenous
perspectives. Table 5.08 demonstrates teachers’ perceptions of their students’
enjoyment learning about Indigenous perspectives.

When teachers were asked if they enjoyed embedding Indigenous perspectives into
their learning programs, their responses prior to the interventions were that 71%
liked or loved embedding Indigenous perspectives into their learning programs. Post
intervention, 86% of teachers liked or loved embedding Indigenous perspectives into
their learning programs. Table 5.08 demonstrates teachers’ enjoyment of embedding
Indigenous perspectives into their learning programs.

When teachers were asked how confident they felt embedding Indigenous
perspectives into their daily programs with their students, their responses prior to the
interventions were that 71% were ok, confident or very confident embedding
Indigenous perspectives into their learning programs. Post intervention, 86% of
teachers felt they were ok; confident; or very confident embedding Indigenous
perspectives into their learning programs. Table 5.08 demonstrates teachers’
confidence embedding Indigenous perspectives into their learning programs.

Page 89230



Table 5.08. Teachers’ Responses to Embedding Indigenous Perspectives — Treatment schools

Characteristic Pre intervention (n=7)  Post intervention (n=7)
n % n %
Time
0-10 mins 5 71 3 42
11-20 mins 2 29 3 42
21-30 mins 0 0 1 16
31-45 mins 0 0 0 0
46-60 mins 0 0 0 0
Perception of student enjoyment
Indifferent 2 29 0 0
Like 4 57 6 86
Love 1 14 1 14
Teacher enjoyment
Dislike 0 0 0 0
Indifferent 2 29 1 14
Like 4 57 5 72
Love 1 14 1 14
Teacher Confidence
Not confident 0 0 0 0
A little hesitant 2 29 1 14
OK 4 57 3 43
Confident 1 14 2 29
Very confident 0 0 1 14

Qualitative Data

Data from the interviews and the anecdotal notes which were coded into the node
“Indigenous Perspectives” revealed the most common words were “TIG”, “games”,
“good”, “increased”, “understanding”, “helped”, “students”, “address”, “culture” and
“knowledge”. Other less common words arose to give an overall sense of positive
teacher descriptions and perceptions relating to TIG and embedding Indigenous

perspectives. These results are displayed in a tag cloud (See Figure 5.4).

In addition to the tag cloud the following direct quotes from the teacher interviews
provided further elaborations as to the impact teachers’ felt TIG had on embedding
Indigenous perspectives in their classrooms: “TIG provided the opportunity for
students to engage with culture” (Teacher 4, School 2, Appendix 16); “Increased
their understanding of how and why Indigenous culture is important to everyone”
(Teacher 5, School 3, Appendix 16); “TIG PD made me feel more confident and
empowered me to embed Indigenous perspectives more readily” (Teacher 6, School
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4, Appendix 16); and, “Not as much stigma attached to the games and students felt
they could talk about it more openly, rather than the serious issues kids of this age
find difficult to grasp” (Teacher 8, School 4, Appendix 16). For further quotes from
the teacher interviews, see Appendix 16.

activity adaptable address age allowed along around atsi attached attitudes
aware background barriers because behind better broke children chunks Class
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Figure 5.4. Tag Cloud of Teachers’ Perceptions of the Impact of TIG on Embedding Indigenous Perspectives

Cooperative Learning

Quantitative Data

When teachers were asked during the interviews to identify obstacles they faced
implementing cooperative learning, prior to the intervention, most cited difficulties
organising and managing the learning experience, followed by student
competitiveness, lack of resources, lack of time, and a lack of professional
development opportunities advocating cooperative learning. Post intervention, none
cited student competitiveness as an obstacle to implementing cooperative learning in
their classrooms. The results are demonstrated in Table 5.09 below.
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Table 5.09. Obstacles to Developing Cooperation and Teamwork

Pre intervention Post intervention

Obstacles n=7 % n=7 %
Organising and 7 100 7 100
managing the learning
experience
Student 4 57 0 0
competitiveness
Resources 3 43 1 14
Time 3 43 3 43
Limited professional 3 43 3 43

development

Data collected from teacher surveys pre and post intervention did not demonstrate
any noticeable change to each of the following categories: time spent on cooperative
learning tasks; teacher enjoyment conducting cooperative learning tasks; teacher
knowledge of cooperative learning strategies; and teacher confidence facilitating
cooperative learning.

Qualitative Data

The word frequency analysis of the “Cooperation” node demonstrated teachers used
common, constructive words like “helped one another”, “increased relationships”
and “empathy” to describe their perceptions of the impact of TIG on their students’
cooperation (See Results, Research Question 1, Figure 5.2). Specific comments like:
“The games were fun and promoted respectful behaviour and encourage students to
cooperate” (Teacher 1, School 1, Appendix 16); “The games were so inclusive that
students enjoyed playing the games and encouraged them to help their peers”
(Teacher 2, School 1, Appendix 16); and, “TIG really helped to enhance students
communication skills” (Teacher 9, School 5, Appendix 16); reflect the benefits
teachers felt TIG bought to their classroom.

Physical Activity

Quantitative Data

Finding the time to conduct class physical activity was the most common barrier to
providing regular physical activity for students that teachers from the trial group
experienced in both pre and post intervention phases. At pre intervention,
curriculum, knowledge and equipment were also common obstacles to implementing
regular physical activity with their class. At post intervention, these factors were no
longer considered to be obstacles to facilitating regular physical activity with their
students. These results are demonstrated in Table 5.10 below.
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Table 5.10. Obstacles to Regular Daily Physical Activity

Pre intervention Post Intervention
Obstacles n=7 % n=7 %
Time 7 100 7 100
Curriculum 5 71 4 57
Knowledge 5 71 2 28
Equipment 4 57 0 0
Negative attitudes 1 14 0 0
Disruption/ noise 1 14 0 0
Weather 1 14 1 14

A comparison of results from the teacher surveys of control and trial groups at the
pre-intervention phase, revealed 76% of respondents in the control group, compared
to only 29% of respondents in the trial group, spent 20 minutes or more on physical
activity. It can be said that teachers from the trial groups spent less class time on
physical activity than their colleagues in the control groups prior to the intervention.
When considering teacher enjoyment, 85% of respondents in the control group liked
or loved promoting physical activity with their students, while only 58% of teachers
in the trial group reported this same level of enjoyment. Further to this, 63% of
teachers from the control group, compared to only 14% of teachers from the trial
group, reported having quite a bit to a great deal of knowledge about physical
activity prior to the intervention. Teacher confidence also demonstrated
approximately 85% of teachers from the control group were confident or very
confident in teaching physical activity to their students, as opposed to only 14% of
teachers from the trial schools reported these levels of confidence. It can be said that
prior to the intervention, teachers from the trial group spent less time on physical
activity, derived less enjoyment from physical activity, possessed less knowledge of
physical activity and had less confidence in teaching physical activity than teachers
in the control group. Table 5.11 demonstrates these results.

When examining the results of the teacher surveys of the trial group at pre and post-
intervention there appears to have been no change in the time spent on physical
activity during class time. However, teacher enjoyment for the trial group who liked
or loved promoting physical activity to students at pre-intervention was recorded at
58% which soared to 100% post-intervention. The percentage of teachers who had
reported having quite a bit to a great deal of knowledge of physical activity, rose
markedly from 14% pre-intervention, to 57% post-intervention. Furthermore, 14%
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of trial teachers reported being confident to very confident teaching physical activity
pre-intervention, which rocketed to 71% post-intervention. In summary, although
trial teachers spent a similar amount of class time on physical activity at pre and post
intervention, there were marked increases in their levels of enjoyment, knowledge
and confidence relating to promoting and teaching physical activity with their
students. Table 5.11 demonstrates these results.

A comparison of the results of the post-intervention trial and control groups is not
possible, since there was no post-intervention data from the control groups.

Repeated attempts were made with the control groups to return the surveys, but due
to numerous other events and constraints within the control schools, the surveys were
not returned. The lack of data available from teachers within the control group at
post intervention means there is no data to support a between groups study, but still
allows for an across time study for the TIG intervention group. Predominantly this
study looks at changes to the intervention groups as a result of their participation in
the TIG intervention program, hence the lack of post intervention data from the
control group in the teacher survey did not impact on the outcomes of the research.

Table 5.11. Teacher Responses to Physical Activity
Characteristic Pre intervention Post intervention (n=7)
(n=20)
Control Trial Trial

n=13 n=7 n=7

n % n % n %
Time
0-10 mins 0 0 3 42 3 42
11-20 mins 3 22 2 29 2 29
21-30 mins 8 62 2 29 2 29
31-45 mins 1 7 0 0 0
46-60 mins 1 7 0 0 0
Teacher enjoyment
Indifferent 2 15 3 42 0 0
Like 9 70 2 29 5 71
Love 2 15 2 29 2 29
Teacher knowledge of
physical activity
A little 2 15 2 29 0 0
An adequate amount 3 22 4 57 3 43
Quite a bit 3 22 1 14 3 43
A great deal 5 41 0 0 1 14
Confidence in teaching
physical activity
Not confident 0 0 1 14 0 0
A little hesitant 0 0 1 14 0 0
ok 2 15 4 58 2 29
Confident 5 41 1 14 3 43
Very confident 6 44 0 0 2 28
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Qualitative Data

The word frequency analysis of the qualitative data relating to the physical activity
node demonstrated that teachers were quite positive and confident that the TIG
intervention program helped to increase student involvement in physical activity.
This is demonstrated in the tag cloud for the physical activity node (See Results,
Research Question 1, and Figure 5.1). Specific statements teachers made during the
interview, for example “Everyone was involved” (Teacher 6, School 4, Appendix
16); “Students definitely played more often” (Teacher 8, School 4, Appendix 16);
and, “Increased the amount of physical activity during school hours” (Teacher 2,
School 1, Appendix 16).

Overall

The final node, of the five nodes from the qualitative data coded into nVivo, obtained
from teachers: “future plans”, was also analysed using a word frequency query. This
node consisted of comments made by teachers regarding any future plans they had
for TIG, post intervention. The most common words which arose were: “increase”,
“Indigenous perspectives”, “physical activity”, “sustainability”, “year”, “students”,
“continue”, “timetabled” and “learning”. Other words also arose to describe the
enthusiasm which teachers demonstrated to continue to facilitate TIG with their

students. The tag cloud is displayed in Figure 5.5.

Direct comments from teachers regarding any plans they had for TIG in their
classrooms post-intervention demonstrated their enthusiasm for TIG. For example:
“We will use this and develop further resources to integrate TIG into other KLAs and
with other year groups” (Teacher 1, School 1, Appendix 16); “We will conduct TIG
awareness on pupil free days next year and share it with staff at staff meetings”
(Teacher 4, School 2, Appendix 16); “My students are teaching TI1G to younger
buddies in lower year groups in a timetabled activity session” (Teacher 7, School 4,
Appendix 16); and, “There is a school commitment to developing TIG across the
school community” (Teacher 10, School 5, Appendix 16).

Teachers’ willingness to spend time playing and developing TIG post-intervention
further demonstrates the value they placed on TIG and their commitment to
continuing to include it in their teaching schedules.
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Figure 5.5. Tag Cloud of Teachers’ Future Plans for TIG in Their Teaching Programs

5.08 In Summary

The results of this research can now be summarised for each of the research
questions.

Research question 1:

How does playing TIG at school enhance students’ motivation
towards, and involvement in, physical activity and cooperation with

other students?
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The results of the analysis of the student reflective journals indicated there were
statistically significant differences across time for each of the four variables: 1.
student participation; 2. student enjoyment; 3. student perceptions of their abilities;
and 4. student cooperation. There was a very large effect size for students’
perceptions of their abilities, and a large effect size for student enjoyment level.
Student participation and cooperation levels had increased by a moderate,
statistically significant amount, as demonstrated by the eta squared statistics for these
variables.

The descriptive statistics obtained from the teacher surveys have shown that post
intervention, all trial teachers reported their students liked or loved the physical
activity sessions they provided through TIG. Teachers perceived no change in
students’ enjoyment of cooperative learning sessions at the conclusion of the
intervention program, however, reported TIG helped their students to cooperate more
during the physical activity sessions.

Tag clouds were used to represent the word frequency analysis of the qualitative data
obtained from teachers and particularly rich data were obtained from the teacher
comments. When teachers’ perceptions of the impact of TIG on students’ physical
activity were analysed, the words used most often, described TIG as having had a
positive impact on the physical activity participation levels of their students. The
cooperation tag cloud similarly inferred that TIG had an encouraging impact on
students’ ability to cooperate.

The MANOVA conducted on student surveys revealed the trial groups participated
in significantly more physical activity than the control groups at the end of the
intervention program. The trial groups participated in more physical activity during
breaks; outside school; and during school; than the control groups.

Other data collected through the student surveys did not demonstrate any significant
differences over time between the trial and control groups for the variables attitudes
and behaviours.

Research question 2:

How does playing TIG at school enhance students’ self-efficacy with
respect to their ability to engage in physical activity and work with

others?

An analysis of the student reflective journals revealed statistically significant
differences for the variable self-efficacy, but the eta squared statistic for self-efficacy
indicated a small effect size. However an analysis of the qualitative data collected
from teachers, revealed self-efficacy as a main theme within the results. The word
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frequency shows common words like “increased”, “self-efficacy”, “involved”,
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“confidence” and “developed”; were most often used by teachers in the context of
inferring TIG had increased student self-efficacy with respect to physical activity and
how much fun students had together.

Furthermore, as stated in Research Question 1 summary, statistically significant
differences across time were found for the variables student perception (very large
effect size); and cooperation (large effect size), from the analysis of the student
reflective journals. Thus student’s perceptions of their ability to engage in physical
activity were significantly increased. Similarly, students’ perceptions of their levels
of cooperation demonstrated a statistically significant increase with a large effect size
at the conclusion of the intervention.

Quantitative data collected through student surveys and analysed using a MANOVA
however, did not reveal any significant differences over time in the two variables: (1)
students’ perception of ability; or (2) students attitudes; involving either physical
activity or cooperation.

Research question3:

How does playing TIG at school assist teachers to meet the national
curriculum requirements with respect to embedding Indigenous

perspectives, cooperative learning and regular physical activity?

An analysis of qualitative data collected from teachers through interviews and
anecdotal notes revealed the emergence of “future plans” as a theme within the data.
A word frequency analysis of the “future plans” theme identified common words like

“sustainability”, “continue”, “year”, “use” and “future”, were used in similar
contexts relating to teachers plans for TIG, post intervention.

Indigenous perspectives:

Survey and interview data collected from teachers’ pre and post intervention,
demonstrated teachers reported spending more time embedding Indigenous
perspectives in their teaching practices post-intervention. Teachers’ comments also
reflected an increase in the amount students enjoyed learning about Indigenous
perspectives along with an increase in the teachers’ own enjoyment of embedding
Indigenous perspectives at the conclusion of the intervention. Qualitative data
collected from interviews and anecdotal notes revealed teachers felt TIG had been a
positive influence in assisting them to embed Indigenous perspectives into their
teaching and learning programs.

Cooperative learning:
Quantitative and qualitative data collected from teachers through surveys and
interviews, at both pre and post intervention, demonstrated teachers no longer
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identified student competitiveness as an obstacle to implementing cooperative
learning in their classrooms. The word frequency analysis of the qualitative data
within the “cooperation” node, reflected teachers felt TIG had made a positive
impact on their students’ cooperation. Other categories relating to time spent on
cooperative learning, and teacher enjoyment, knowledge and confidence of
cooperative learning tasks, did not demonstrate any noticeable change at the
conclusion of the intervention.

Physical activity:

The teacher surveys and interviews conducted at pre and post intervention provided
quantitative data which demonstrated teachers no longer perceived the curriculum,
their knowledge and use of equipment as barriers to providing daily physical activity
for their students. Results indicate post intervention teachers reported an increase in
physical activity during class time, along with an increase in teacher enjoyment,
knowledge and confidence incorporating daily physical activity in their programs
with their students. A word frequency analysis generated from the physical activity
node, using the qualitative data collected from teachers reflected teachers were very
positive about the contribution TIG made to increasing students’ physical activity
levels. Teachers reported TIG had helped to increase their level of confidence to
increase student engagement in daily physical activity.

5.09 In Synthesis

The data presented in this chapter were analysed over time for the trial groups, and
between trial and control groups prior to the intervention. Changes that occurred
over time for the trial groups were found for both teachers and students who
participated in the intervention. Analysis of the student survey data demonstrated
students spent more time during and outside of class being more physically active
and playing games at the end of the intervention period. In addition to this, students’
perceptions of their own participation, enjoyment, ability, cooperation and self-
efficacy also increased over time, through analysis of the student reflective journals.

Analysis of data collected from teachers in the trial groups demonstrated changes
over time, as teachers’ perceived and reported increases in their students’ enjoyment,
participation, and cooperation in physical activity as a result of the intervention
program. Further changes over time were found for teachers in the trial groups
whose enjoyment, knowledge and confidence in both facilitating physical activity
and embedding Indigenous perspectives, were enhanced as a result of the
intervention program.

These results will be discussed in more detail in the next chapter, with reference to
the research questions. A decision will be made as to how the results from this study
provide answers to these research questions, and directions for further research are
considered.

Page 99230



6. Discussion

6.01 Overview

The major goal of this study was to address and unite a number of key issues and
challenges facing educators within Australian schools. The significance of this study
was to create a quality intervention program based on Traditional Indigenous Games
(TIG) which added value to the teaching and learning environment. The TIG
intervention was facilitated by using a holistic strategy which benefited educators
and students alike by up-skilling teachers to facilitate the provision of quality
learning experiences in physical activity. This was accomplished by providing initial
professional development and then offering a continuous base of support and further
assistance throughout the trial period, whilst also embedding Indigenous perspectives
and encouraging cooperation amongst students.

An assessment of the effectiveness of the program to bring about positive learning
outcomes for students, whilst assisting teachers to deliver on key national
educational reform targets was undertaken. Both quantitative and qualitative
instruments were used to assess the impact of the intervention program and
comparisons across time were made for both student and teacher participants in the
intervention program. This mixed methods approach was driven by the overriding
research question for this study, which was:

How does regular and prolonged implementation of TIG in the curriculum
enhance attitudes to physical activity, student self-efficacy and teacher
ability, to implement the national curriculum requirements?

This chapter will discuss the major impact of the six month TIG intervention
program on the two participant groups; children and teachers. The results will be
discussed in relation to the theoretical framework which evolved as a result of the
review of relevant literature pertaining to this study (Figure 2.4, p 51).

6.02 The Impact of TIG on Students

Encouraging Physical Activity and Well-being

The TIG played during the intervention program involved situations where
participants’ individual skills and physical abilities were challenged, while their
success was also dependant on cooperating with one another to achieve success in
the games. In this way TIG provided ideal conditions for social goal motivation
((Taylor & Wilson, 2005) to become established as a key motivational factor to
participation in TIG. Another key motivational ingredient was the task specific
nature of TIG, as there were no external standards or norm-based comparisons to be
made. The participant’s compared their current progress to their own past
achievements (Ames, 1992). The non-competitive and cooperative nature of the
games allowed participants to be motivated by the desire to master tasks and expand
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their performance repertoire; hence motivation was task oriented (Nicholls, 1984).
Several studies (Duda, 1989; Roberts, Treasure, & Kavussanu, 1997) have
demonstrated that task-orientation motivation encourages participation, effort and
performance. Since TIG were task orientated, then a mastery motivational climate
was established (Ames, 1992; Nicholls, 1989) where participants did their best and
improvement was emphasised, as opposed to competition, winning and being better
than others.

The TIG intervention program was constructed using motives identified in the
literature, which capitalised on enhancing participation and creating a climate of
cooperation amongst participants. This study found conclusive evidence that
students participated more often in physical activity, that their attitudes towards
participating in physical activity improved, and that their perceptions of their ability
to participate in physical activity increased. These findings support the literature
relating to the positive effects a mastery motivational climate has on increasing
student participation, effort and performance in physical activity (Ames, 1992;
Nicholls, 1989; Biddle, 2001; Treasure, 2001; Morgan & Kingston, 2010;
Braithwaite, Spray & Warburton, 2011).

This intervention study provides evidence of a large increase in student enjoyment in
physical activity when playing TIG. The significant increase in student enjoyment
would explain why students participated more during and out of class time, because
they were enjoying playing TIG. This line of thought reflects existing literature
regarding motivation, where enjoyment has been identified as a key contributing
factor towards an individual’s motives to participate in physical activity (Biddle,
2001; Duda, 1992, 1993; Roberts, 2001; Roberts, Treasure & Kavussanu, 1997;
Treasure, 2001; Taylor & Wilson, 2005). These motivational theories linking
enjoyment as a motive, may explain why children were more physically active
during break times and outside school. Students were playing TIG at lunch times
because they enjoyed playing them so much during class time they chose to continue
to play TIG voluntarily in their break times, and before or after school.

Since students were motivated to play TIG both in and out of class time, for no
external rewards, it can be said that students were motivated to participate by
intrinsic factors. The intrinsic factors gained from playing TIG were the high levels
of enjoyment students’ reported experiencing from TIG. Intrinsic motivational
factors were identified by Deci and Ryan (1985; 2000) as having a positive influence
on participation in physical activity. Taylor and Wilson (2005) further discussed the
importance of intrinsic motivators to improve participation and performance in sport
and physical activity.

Intrinsic motivation was a vital element in the construction of the TIG intervention
program. The games were played so that no winners or losers were created, that the
weaker participants stayed in longer, so that they had more time to practice and
improve their skills, and that participants were not weighed down by a fear of failure.

The intrinsic rewards gained from playing TIG, along with the cooperative nature of
TIG fostered in participants’ intrinsic motivation towards accomplishments (Deci &
Ryan, 1985; 2000). The positive impact the TIG intervention program had on
students’ levels of participation in, and their attitudes and perceptions towards
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physical activity, further aligns with the literature identified in a meta-analysis by
Braithwaite, Spray and Warburton (2011), regarding mastery motivation, task
orientation and intrinsic motivation and their positive impact on participation, effort
and performance in physical activity.

This study provides evidence that students involved in the intervention program were
intrinsically motivated to achieve success when playing TIG. Regarding physical
activity, for the previously less enthusiastic or skilled student, TIG provided them
with the opportunity to receive positive feedback from their peers in situations they
found challenging, that is, playing skilful games. Participants’ motivation came from
a desire for self-improvement and to be part of a community. This provides social
goal motivators for students since TIG allowed students to gain approval from their
peers and their success to be admired by the group and supports the literature which
identified motivation as a function of social goals (Taylor & Wilson, 2005; Cheng &
Lam, 2013; King & Mclnerney, 2012).

The presence of social goals and intrinsic rewards in the TIG intervention program
can help to explain students’ motivation in terms of self-worth (Harter, 1978: 1998).
Taylor and Wilson (2005) also identified the important influence increasing one’s
self-worth has on motivation to participate in physical activity. Student’s self-worth
was measured in terms of their perceptions of their physical abilities and revealed a
very large statistically significant increase in students’ perceptions at the end of the
TIG intervention program. It is likely that since students enjoyed playing TIG this
resulted in more positive perceptions about their own physical prowess, and
encouraged further participation. In addition, the focus on task mastery in the TIG
program meant that winners and losers were not created, and this may have increased
students self-worth, since they were not always the loser. This study supports the
literature surrounding motivational theories with respect to physical activity and the
impact on self-efficacy (Biddle, 2001; Deci & Ryan, 1985; Duda, 1993; Roberts,
2001; Roberts, Treasure & Kavussanu, 1997; Schmidt & Lee, 2011; Taylor &
Wilson, 2005; Treasure, 2001; Harter, 1978; 1998), by providing compelling
evidence to support the reciprocal influence that enjoyment, perception and
motivation have on attitude and self-efficacy.

When considering the results of the study, combined with the existing literature on
motivation, participation and self-worth, it is feasible to suggest that the positive
perceptions students developed from playing TIG in the intervention program
affected their self-worth, and therefore increased their motivation to participate. This
supports findings from a meta-analysis of studies which examined motives and self-
regulating factors influencing physical activity conducted by Teixeira, Carraca,
Markland, Silva and Ryan (2012). Further justification is given then, to the positive
influence the TIG intervention program had on students’ motivation towards and
involvement in physical activity. Since students’ sense of self-worth was improved
through their participation in TIG, it can be said that the TIG intervention program
enhanced students’ health and well-being, and supports current findings within the
literature (Teixeira et al., 2012).

The evidence collected from students who participated in the TIG intervention
program is also verified by their teachers’ observations. Teachers felt the TIG
intervention program helped to increase student involvement in physical activity by
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promoting involvement, fun and inclusion and teachers felt that participating in TIG
enhanced student self-efficacy and had a positive impact on their health and well-
being.

All of these results demonstrate that the TIG intervention program boosted students’
levels of participation in regular physical activity; improved their attitudes towards
physical activity; and, raised their perceptions of their own ability in physical
activity. Since the control group did not experience an increase across time, it could
be concluded that the TIG intervention program was a mitigating factor in increasing
levels of participation in regular physical activity by maximising enjoyment and
inclusion. The control schools experienced a decrease in levels of participation in
regular physical activity over the test period. This apparent decrease may support
research indicating the decrease in physical activity levels which occurs at
approximately 10-12 years of age (Pangrazi & Beighle, 2010). Reasons for the
decrease in physical activity in children as age increases, are not the focus of this
study, but open up avenues for further investigation in the future.

Enabling Cooperation

Existing research into effective cooperation identifies the importance for team
members to enjoy the social interactive processes within the team, and to be
reflective about their own personal practices which contributed to the effective
functioning of the team (Friend & Cook, 2010; Idol, Paolucci-Whitcomb & Nevin,
1995; Pugach & Johnson, 1995). Cook and Friend (2010) recognised a number of
components which were crucial to the development of effective cooperative teams
that apply to all team members, and are as follows: 1) voluntary engagement; 2)
equal power and value; 3) common goals; 4) shared responsibility and decision
making; 5) shared resources and information; and 6) equal accountability for
outcomes. These components were supported by Kasser and Lytle (2013) and arose
from earlier research into facilitating effective team practices and cooperative
processes (Bradley, 1994; Brehm & Kassin, 1996; Edmonson & Thompson, 2001;
Pugach & Johnson, 1995).

When examining the dynamics that existed within TIG the six crucial components
outlined by Friend and Cook (2010) were evident. Participants were encouraged to
play, not forced, and all players had the same value and power within the game.
There were no set ‘positions’ to which different values were attributed within the
games, and all team members had to work together in order to experience success in
the games. There were no officials to referee the games, and since there were only a
small number of rules, participants shared the responsibility of monitoring the rules
of the game. These ideals demonstrated the components identified by Friend and
Cook (2010) that existed within TIG, namely, a sharing of responsibility, decision
making, resources, information and accountability.

The ethos of TIG promotes the values of cooperation, inclusion, empathy, fun,
versatility and adaptability, which therefore, according to Orlick (2006),
distinguishes TIG as an example of cooperative games. For these reasons, several
instruments were used to measure any changes in the level of cooperation exhibited
by students over the TIG intervention period. The results from the student reflective
journals suggested students were more cooperative when playing TIG during their
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lessons at the end of the intervention program, than at the start of the program. This
is supported by the qualitative data from the teacher interviews, whereby teachers felt
the TIG intervention program enhanced students’ cooperation with one another
during physical activity sessions. These results combined demonstrate that playing
TIG at school enhanced students’ cooperation with other students during physical
activity sessions.

When examining how the TIG intervention program influenced student cooperation
in academic work within the classroom, the results from the student surveys showed
no significant difference across time in students’ attitudes towards; and, perceptions
of, group work. This may be explained in that most students liked playing and
working with each other and wanted to do more of this at the pre-test phase, which
left little room for improvement at the post-test phase. The results from the teacher
surveys similarly supported these findings, where students’ enjoyment levels with
respect to group activities was high to begin with and did not change over the course
of the intervention program. These results are probably best explained by
considering the age of the students and their stage of development. Students desire
to work with their peers remained consistently high at pre and post intervention
phases. Children of this age want to communicate with their peers, and engage with
them in a variety of activities to enhance their social skills (Rubin, Bukowski &
Parker, 2006). Therefore, it comes as no surprise when students report their
continued need to play and work with their peers. Further reasons for the lack of
definitive results for this variable are elaborated on in the limitations section of the
conclusions chapter.

In summary, the results of this study provide conclusive evidence to support the
claim that playing TIG at school did enhance students’ motivation towards, and
involvement in, physical activity and their collaboration and cooperation with other
students.

Enhancing Self-efficacy

Self-efficacy was defined in the seminal work of Bandura (1977) as an individual’s
belief that they possessed the necessary skills to produce a desired outcome. It
follows, if a person feels they have the skills to succeed, then, it is likely they will
choose to participate in the activity. Bandura (1997) also found the greater a
person’s self-efficacy, the more success they experienced. These events were all
interrelated and built on each other where success added to participation, which
added to self-efficacy, which added to further success. It can be said that a positive
cyclical relationship between participation, success, confidence and self-efficacy
generated further self-belief. Several studies (Tutko & Tosi, 1976; Vealey, 1986,
2001; Zinsser, Bunker, & Williams, 2001; Taylor & Wilson, 2005; Stankov, Lee,
Luo & Hogan, 2012) have provided evidence that close links exist between self-
efficacy and confidence.

The TIG intervention program was planned to increase the confidence of children
when playing the games by providing them with the opportunity to experience
success in a cooperative, non-threatening environment. The TIG intervention
program focused on task orientated goals where success was based on mastery of
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tasks. Research into confidence-building experiences (Bandura, 1997; Cook, 1992;
Vealey, 2001) has found mastery, demonstration of ability, physical self-
presentation, social support, feeling comfortable in the environment and being in a
favourable situation, as factors which act to build confidence.

The TIG intervention program found statistically significant increases across time in
students’ perceptions of their own physical ability and cooperation with others, along
with an increase in student self-efficacy. The TIG intervention program was
facilitated with all of these factors present, and provided children with opportunities
to experience success. These results support the literature relating to confidence
building (Bandura, 1997; Cook, 1992; Vealey, 2001) and its effect on self-efficacy
(Vealey, 2001; Zinsser, Bunker & Williams, 2001; Taylor & Wilson, 2005; Stankov,
Lee, Luo & Hogan, 2012).

Student emotions were another factor contributing to student self-efficacy within this
study. Previous studies (Cerin, Szabo, Hunt, & Williams, 2000; D'Urso, Petrosso, &
Robazza, 2002; Hanin & Syrja, 1995a, 1995b, 1996; Jones, 1991) have determined
the impact of emotions on an individual’s confidence and performance. This study
provides compelling evidence of high levels of enjoyment, happiness, excitement
and pride generated in participants as a result of the TIG intervention program. The
presence of such high levels of these “pleasant, helpful” emotions (Taylor & Wilson,
2005), combined with the statistically significant increase in student self-efficacy as
a result of the TIG intervention program, provide powerful support for the existing
literature on the existence of a reciprocity spiral of confidence, performance and self-
efficacy in physical activity.

Teachers involved in the TIG intervention program added further support for the
positive effects they believed TIG had on their students’ confidence, performance
and self-efficacy. Teachers felt students really enjoyed playing TIG; that their
students were happier about themselves; and that their students’ self-efficacy had
improved as a result. These results indicated the presence of an upward spiral of
confidence and performance in students’ who participation in the TIG intervention
program. This concurs with previous studies (Cerin, Szabo, Hunt & Williams, 2000;
McAuley, 1985; Taylor, 2001), where positive emotions arising from participation
created an upward spiral of confidence and performance.

Further results from the TIG intervention program suggest the increase in confidence
students experienced and reported through participating in TIG, did not translate to
increasing students’ holistic confidence across all tasks. The reason for the non-
transference of the situation specific positive self-efficacy from TIG to students’
overall confidence may be that this transfer takes time to infuse into other areas of a
child’s psyche. The six month time period of the intervention program may not have
been long enough to generate a knock-on effect from self-efficacy to confidence for
the students. A study by McAuley (1985) recognised that the upward spiral of
confidence and performance that is created through success could be situation
specific, and this may take time to diffuse to other areas of a child’s life. This is
echoed by other studies (Cook, 1992; Taylor, 2001) relating to the time needed to
prepare and develop confidence. Orlick (2006) also emphasises the need for
repeated exposure to cooperative games, along with enlightened supervision, to ease

Page 105|230



the transition process and allow students to begin to play cooperatively. These
theories may act to explain why the results of this program indicated changes in
situation specific self-efficacy, but not in holistic self-efficacy as a result of the TIG
intervention program.

In summary, the results from this research align with several theories surrounding
factors which influence self-efficacy, and provides evidence which demonstrates that
playing TIG at school enhances students’ self-efficacy with respect to their ability to
engage in physical activity and work with others.

6.03 The Impact of TIG on Teachers

Embedding Indigenous Perspectives

Aboriginal and Torres Strait Islander histories and cultures are a cross-curriculum
priority within the Australian National Curriculum. Specifically, all students should
be provided with the opportunity to gain a deeper knowledge of Australian
Indigenous cultures, through the development of considered and focused content that
fits naturally within learning areas (ACARA, 2012b). Prior to the TIG intervention
program teachers identified a lack of knowledge and understanding of Indigenous
issues, along with a lack of confidence to address Indigenous issues as their main
barriers to embedding Indigenous perspectives in their classroom learning
experiences.

Teachers who participated in the TIG intervention program felt playing TIG with
their students gave them more opportunities to discuss Indigenous culture and issues
with their class. Teachers reported greater confidence, knowledge and
understanding of Indigenous culture and issues, as a result of the TIG intervention
program. Teachers also felt this enabled them to embed Indigenous perspectives
more readily in the learning experiences they planned for their class.

The literature regarding confidence discussed earlier in this chapter indicated the
existence of an upward spiral of confidence, performance and further success
(McAuley, 1985). It is reasonable to suggest this spiral also influenced teachers in
the TIG intervention program. The success teachers experienced embedding
Indigenous perspectives through playing TIG may have assisted them to build on,
and continue to look for, further ways to include Indigenous cultures and histories in
the learning experiences they planned for their students. Since the qualitative data
demonstrated that this was indeed the case, then playing TIG in class acted as a
catalyst for teachers to address national curriculum requirements relating to
embedding Indigenous perspectives as a cross-curriculum priority. Further, when
teachers were provided with the TIG resource package and professional
development they were able to integrate the national cross-curriculum priority of
Indigenous Perspectives in the curriculum with confidence, and specifically in
relation to health and physical education. Thus, ongoing support to gain knowledge
about Indigenous perspectives and assistance with integrating the new knowledge
into the curriculum will assist teachers to overcome the barrier of time.
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Enabling Cooperative Learning

In addition to the cross-curriculum priorities, the Australian National Curriculum
identifies several attributes to be developed across all learning areas. These are
termed general capabilities (ACARA, 2012b) and of these, personal and social
capability specifically relates to the need for children to work in teams and
communicate effectively. Teachers identified time as a major barrier to developing
activities which promoted cooperative learning with their students, and this was
reported at both pre and post intervention. Teachers involved in the intervention
program felt the cooperative nature of TIG encouraged students to help one another
and work together to achieve common goals. Students had become less competitive
with one another, and were more focused on improving their skills. The emphasis
on task mastery in TIG built a more cooperative classroom climate where students
were encouraged to improve on their previous efforts, rather than compared to the
abilities of others in the class. Teachers also felt TIG stimulated positive
relationships and empathy for one another, and provided a solid basis for them to
promote cooperation with their students.

Teachers felt TIG paved the way for more productive class relationships, but felt the
time it took to organise and integrate cooperative learning within their classroom
practices still remained a barrier to more regular group learning. Teachers reported
that finding suitable resources which promoted cooperation amongst their students
was less of a barrier post-intervention than pre-intervention, and probably due to
their use of the Yulunga resource (Edwards, 2008) and their growing confidence in
facilitating TIG with their students. Several authors (Gibbs, 1994; Glover &
Midura, 1992; McCabe & Rhoades, 1992; Orlick, 2006) emphasise the need for
cooperative learning in schools, and recognised the time that needs to be invested
into establishing simple cooperation within a classroom. They also supported the
notion that effective cooperation comes from a sustained effort that is not
coincidental, but planned to occur across all learning areas. When considering this
literature, along with the results which indicated that the frequency of cooperative
learning experiences had not changed, it is reasonable to assume the intervention
period was not long enough. A longer intervention program which further targeted
cooperative learning may have given teachers the time and opportunity to respond to
the positive influences TIG had on students’ cooperation, by influencing teachers to
plan and facilitate meaningful cooperative learning experiences on a regular basis
across a variety of learning areas. TIG helped teachers to assist students to
communicate more effectively and to work cooperatively whilst playing the games,
but this did not transfer to an impact on classroom practices across other key
learning areas across the six months of the TIG intervention. The notion of
sustained and ongoing professional development for teachers in cooperative learning
was evident in the results of the teacher surveys, since even after the PD sessions the
intervention provided, teachers still reported they felt did not get enough PD to
enable them to plan effective learning experiences for their students.
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Encouraging Regular Physical Activity

HPE was a key learning area the TIG intervention program was targeted to
influence. Results specifically demonstrated teachers felt the TIG intervention
program encouraged them to conduct regular, daily physical activity with their
students. Teachers felt TIG increased students’ involvement in the games and
attributed this to the fun students had playing the games. These findings support the
literature regarding the reciprocal influence of enjoyment and participation in
physical activity (Glover & Midura, 1992; Orlick, 2006; Taylor & Wilson, 2005).
Teachers also enjoyed the positive atmosphere TIG created and this similarly
encouraged teachers to conduct more regular, daily physical activity with their
students.

The results of the TIG intervention program demonstrate teachers felt more confident
and enjoyed teaching TIG, and since they could see how much the children enjoyed
playing TIG, then they were more motivated to conduct daily physical activity
sessions. This reflects the theory put forward by McAuley (1985) and supported by
Taylor and Wilson (2005), on the upward spiral of confidence and performance that
is created when one experiences success. Since teachers were more motivated and
confident to conduct daily physical activity sessions, their actions boosted their
students’ levels of participation in regular physical activity.

A comparison of results from the teacher surveys between control and trial groups
prior to the intervention, revealed teachers from the trial group spent less class time
doing physical activity, enjoyed teaching physical activity less, had less knowledge
and less confidence than their counterparts in the control group. The positive impact
the TIG intervention program had on teachers from the lowest group, with respect to
amount, enjoyment, knowledge and confidence relating to physical activity across
time is noteworthy.

Implementing the national curriculum

A central theme which emerged during the teacher interviews was one which related
to the sustainability of TIG at the end of the intervention period. All teachers in the
trial schools discussed ways in which they would continue to facilitate TIG with the
children they taught. All teachers commented that their reasons for continuing to
play TIG with their students, and indeed with other students throughout the school,
was because it helped them to conduct daily inclusive physical activity, to embed
Indigenous perspectives, and to help students to cooperate more with one another.

A lack of time was noted as a major barrier for teachers when implementing physical
activity, cooperative learning and Indigenous perspectives in their daily classroom
activities. Yet it seems with the support given to teachers within the intervention in
the form of ongoing professional development and the TIG resource package,
teachers indeed found the time to facilitate TIG with their students.

Furthermore, teachers from the intervention schools planned to continue to facilitate
TIG in their classroom; to introduce TIG to other year levels within the school; and
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to integrate TIG into other key learning areas. At the conclusion of the intervention
program teachers continued to invest their time and energy facilitating TIG in their
schools with other year levels and teaching staff. In reality, once teachers had
participated in the intervention program they all found time to expand TIG within
their school communities. The TIG intervention study allowed teachers to observe
first-hand the positive outcomes that increasing physical activity, encouraging
cooperative learning and embedding Indigenous perspectives had on their students.
By witnessing these successful learning experiences, teachers were no longer
focused on barriers, but on ways to share TIG within their school communities.
Their commitment post-intervention, strongly indicated teachers believed TIG
provided worthwhile learning opportunities which assisted them to achieve key
deliverables from Australia’s national curriculum.

The results from the research demonstrate the TIG intervention program helped
teachers to assist children to achieve key goals from the Australian National
Curriculum, regarding physical activity, Indigenous perspectives and cooperation.
More specifically, TIG enabled teachers to encourage and nurture a sense of self-
worth within their students, and to have a positive impact on the emotional and
physical wellbeing of their students (ACARA, 2012b). The results of this study
provide conclusive evidence that prolonged use of TIG assisted teachers to meet the
Australian national curriculum requirements with respect to embedding Indigenous
perspectives, cooperative learning and regular physical activity. However, to
achieve these results, TIG must be played in accordance with the original philosophy
of TIG, which focused on cooperation, inclusion, participation and enjoyment, and
ideally, on a daily basis.

6.04 In summary

This chapter contains a detailed discussion based on the results that were presented in
the previous chapter and one that is linked to the literature surrounding the themes
and the theoretical framework for the study (Figure 2.4, p 51). The examination of
the results are centred on the study’s overarching research question and present a
case for either accepting or rejecting these findings. That is: that regular and
prolonged implementation of TIG in the curriculum enhanced attitudes to physical
activity, student self-efficacy and teacher ability to implement the national
curriculum requirements.

The final chapter will present the conclusions that can be drawn from this study,
including the contribution to knowledge this study makes, as well as practical
recommendations, along with limitations of the study and possibilities for further
research. This will be followed by a reflexive account of the research process to
conclude the dissertation.
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7. Conclusion

7.01 Overview

This chapter concludes the dissertation by drawing together the threads of the
research study by considering how the aims of the research have been met, and how
the study provides an original contribution to existing knowledge within the field of
education. Some practical recommendations are made, coupled with a discussion of
the limitations of the research and possibilities for further research. It concludes with
a reflexive account of the research process and what the researcher has learned as a
result of the process.

7.02 Examination of aims

The purpose of this study was to assess the impact of a TIG intervention program on
children’s enjoyment of, and participation in, physical activity. The research
involved close examination of the effects of participation in TIG on students’
physical activity, cooperation and self-efficacy. In doing so, the study also
investigated how TIG assisted teachers to implement national curriculum demands
relating to physical activity, cooperative learning and embedding Indigenous
perspectives.

The results discussed in the previous chapter clearly identified how the research has
achieved the aims of the study. The TIG intervention program increased daily
physical activity levels in students, and impacted positively on their self-efficacy and
how they work with others whilst playing the games. Teachers involved in the TIG
intervention program reported on the assistance the program has given them to
achieve Australian national curriculum requirements. In light of the findings from
this research, it is appropriate to state that the aims of the study have been achieved.
The TIG intervention program provided regular, meaningful and inclusive
experiences in physical activity for all children. The TIG intervention program also
provided professional development for teachers to assist them to meet key national
curriculum deliverables around encouraging physical activity and well-being,
embedding Indigenous perspectives, enabling cooperation and enhancing self-
efficacy.

7.03 Contribution to knowledge

This study investigated the impact of traditional Indigenous games on primary school
students and their teachers. It was developed in an attempt to solve some of the
problems teachers faced implementing Australian National Curriculum requirements.
In particular, the difficulties teachers faced embedding Indigenous perspectives into
key learning areas, facilitating regular physical activity, and assisting students to
grow and develop socially and emotionally through their interactions with peers,
teachers and the school community.
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The use of TIG as a vehicle to achieve regular physical activity; embed Indigenous
perspectives; and assist students to cooperate with one another; enabled both teachers
and students to integrate these topics across the curriculum. The TIG intervention
program in schools had two target audiences, students and teachers. This research
recognised the importance of both groups and was structured to address issues that
were unique to each group.

The questions surrounding student participants in this study focused on physical,
emotional and social well-being, all issues which are clearly raised in the Melbourne
Declaration (MCEETYA, 2008) and reflected in the Australian National Curriculum
(ACARA, 2012b). The results of this research indicate the need for more attention to
be given to widening children’s experience and exposure to TIG, through schools, as
a way to support and develop students physically, emotionally and socially.

Teacher participants in this study reported difficulties meeting the requirements of
the national curriculum relating to embedding Indigenous perspectives and
facilitating regular physical activity. These teachers reported the main barriers to
achieving these targets as time and curriculum demands, coupled with a lack of
specialist knowledge in these areas. It is pertinent for TIG to be used to integrate the
requirements of the national curriculum, into a more manageable, time efficient and
enjoyable learning experience for both students and teachers.

This study provides an original contribution to knowledge by connecting the key
areas of physical activity, cooperation and Indigenous perspectives through the
common theme of TIG. By synthesising physical activity with Indigenous
perspectives and cooperation, through playing TIG at school, the research provides
innovative solutions to issues relating to promoting regular physical activity;
embedding Indigenous perspectives; and, stimulating cooperative learning
environments.

The form of professional development (PD) delivered in this program is crucial to
the success of the program. All of the dimensions that changed were due to the PD
program delivered, and the ongoing support it provided. The Yulunga resource on its
own is not enough to assist teachers to facilitate TIG with their class. Similarly, the
Indigenous perspectives statement in the Australian National Curriculum is not
enough to assist teachers to integrate traditions and culture that are foreign to them.
The model of PD implemented in this study which provided ongoing support to
teachers proved to be successful.

The benefits of participating in the TIG intervention program, based on the PD
model provided, for students and teachers, can be summarised as follows:

Encourages student participation in regular physical activity,

Embeds Indigenous perspectives in a non-confrontational way,

Encourages social and emotional learning through the cooperative nature of
the games,

Enhances students’ self-efficacy with respect to physical activity and
cooperation with their peers,

>
>
>
>
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» Provides teachers with a wider knowledge base to plan comprehensive
learning experiences for students, and

> Builds teacher confidence and capacity to: facilitate regular physical activity;
embed Indigenous perspectives; and, provide opportunities for cooperation
and team work with their students.

The TIG intervention program provides an original approach to establishing a
platform for teachers from which they can facilitate the physical, social and
emotional growth of their students, and hence contribute to supporting the health and
well-being of their students.

The methodology used within this study was successful and the instruments used to
collect data from both groups of participants proved to be powerful tools. The
instrument developed for the collection of teachers’ anecdotal notes proved to be an
easy way for teachers to record their reflections. Since the template for the teachers’
notes was based on deBono’s thinking hats (1990), it stimulated teachers to think
deeply and critically about the effects of TIG on their students. These data collection
instruments can be applied to any research methodology which requires participants
to think deeply and reflect on their experiences.

The students’ reflective journal was developed to examine changes in students’
perceptions and attitudes of themselves and proved to be a very useful instrument in
this study. The use of faces enabled students to rate their responses accurately, since
students could easily identify, understand and respond to the questions in the journal.
The small time impost required for the students to complete the journals, along with
the reflective practices the journals developed with students, meant teachers readily
encouraged students to actively complete the journals. The teachers’ enthusiasm to
complete the journals, combined with the child-friendly, simplistic nature of the
journals for students, meant a large amount of valid and reliable data from each
individual student were collected. Since the journals measured changes in the
attitudes and perceptions of students over time, specifically relating to physical
activity, the quantity of data gathered through this instrument permitted more robust
data analysis.

The student survey instrument was theoretically constructed and statistically
validated and provided crucial data relating to students for each area under
investigation, that is, physical activity, cooperation and self-efficacy.

All the instruments developed within this study can be adapted for use in further
studies which rely on collecting data across time from both children and adults. The
rigorous methodology employed in this study, along with the unique, valid and
reliable instruments created, have never been used in other studies investigating TIG.
Furthermore, the instruments, PD framework and methodology used in this study can
be applied to the wider research community.
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7.04 Practical Recommendations

This study specifically targeted schools through the teachers and students who
participated. The results of the study indicated regular and prolonged
implementation of TIG in the curriculum enhanced attitudes towards physical
activity, student self-efficacy and teacher ability to implement the requirements of
the Australian national curriculum. For this reason, it is recommended that teachers,
principals, school boards and education officials consider using the TIG intervention
program as a way to address similar issues that may exist within their context.

The realistic implications of this study specifically relate to each participant group
targeted in the study. The TIG intervention program successfully engaged students
in meaningful, inclusive, enjoyable physical activity, while the nature of the PD
delivered throughout the program was crucial to the success both teachers and
students experienced. The consistency and duration of the ongoing support the PD
provided was integral to the success of the program, along with the emphasis on
providing a cooperative rather than competitive structure to the games. Ideally,
teachers were encouraged to facilitate daily TIG sessions with their students, but
realistically, not all teachers followed the study’s guidelines. Some teachers had
difficulties running sessions each day, and scaled the number of sessions down to
three per week. Even under these circumstances, the results of the study still
demonstrate the effectiveness the TIG intervention program had on achieving the
aims of the study.

Furthermore, the overwhelming evidence of the success of the TIG intervention
program was generated from a relatively small sample which involved five trial
schools. If a larger study was conducted on a national scale, which employed the PD
model used in this study and also focused on the TIG intervention program, it may
add further weight to the findings within this study as to the benefits the TIG
intervention program brought to students and teachers alike.

The positive outcomes for the participants in this study demonstrate the huge
potential for TIG and programs like it, to enhance the health and well-being of
children and youth. The production of a teachers’ guide to implement the TIG
intervention program may well be an effective way to disseminate this positive life
enhancement program not only within Australia, but throughout the world.

If the TIG intervention program were built into the Australian National Curriculum
then the practical implications this would have for students and teachers would be
numerous. The program would give direction and support to teachers, while
nurturing physical activity, cooperation and self-efficacy in our children, the future
leaders of our society.
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7.05 Limitations

When reflecting on the conduct of the research, it becomes apparent there were some
areas where the research could have been improved. Although the aims of the study
were achieved, these may have been too broad, and made it necessary to use a
number of data collection instruments to adequately address the aims of the study.
Specifically, when considering the effect TIG had on students’ cooperation and
collaboration, and how they worked with others, it was difficult to measure this
quantitatively. Instead, the study considered the teachers’ perceptions of the impact
TIG had on student cooperation, and this may have been open to researcher bias.
When teachers discussed the effects of TIG with the researcher at the conclusion of
the intervention program, they were very effusive about TIG and enjoyed it so much
they had become advocates for TIG in their schools. Therefore any questions
regarding their perceptions, especially relating to cooperation, which were not
directly measurable by the other instruments used in the study, may have been
coloured by the teachers’ enjoyment in facilitating, and their students’ enjoyment in
playing TIG. Qualitative research would argue that this, indeed, is a valid tool to
measure the effectiveness of the program, as it demonstrates the richness of the TIG
experience and the perceived value TIG brought to the classroom by the teacher
practitioners.

Another aspect of this study which may be considered a limitation is that the results
were dependant on the strength of enthusiasm for the project by the teachers at each
school. The commitment each teacher had towards the program, along with their
enthusiasm for implementing the program, would definitely affect the learning
outcomes and experiences of the learners, and ultimately influence the results of the
study. Previous research indicates very strongly that the single, most important
factor which influences learning outcomes for the learner is their teacher (Chetty,
Friedman & Rockoff, 2011; Hanushek, 2011; Harris & Sass, 2011; Leithwood,
Patten & Jantzi, 2010; Supovitz, Sirinides & May, 2010). In the case of this
research, it is acknowledged that a limitation of the study is that the level of
commitment and enthusiasm each teacher brought to the intervention program varied
according to each individual. However, individual teacher’s enthusiasm for and
commitment to their work, is a factor which remains outside of the control of the
researcher.

The convenience sampling method employed in this study can be seen as a
limitation, since it created an inherent bias to the sample. It is recognised that
random sampling is preferable as a way to eliminate bias and have a fair
representation of the population, but in this case, was not practicable nor possible for
the researcher. However, the percentage of schools, year 5 students and teachers
within one school district was quite large and in many respects would overcome the
impact of a non-random sample.

An analysis of the student survey data revealed no significant differences were found
in the variables which measured perceptions and attitudes. Several factors related to
the survey instrument may have impacted on the lack of definitive results for these
variables, including the style of survey used, the language used within the survey,
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and student’s interpretation and response to the question. Each of these factors
require further exploration to identify if they were a limiting factor within this study.

The style of survey used asked students to report on their own perceptions of their
participation and ability, along with how they felt about certain activities. The
results of the research were reliant on the student’s ability to honestly respond to the
questions, rather than to respond in a manner that pleased the adults or peers who
were present at the time they completed the survey. The accuracy of the students’
responses may have also been affected by the students’ inability to be introspective,
and view themselves from a neutral perspective.

The subjective nature of the responses could also be open to the influence of outside
factors, unrelated to the TIG intervention program. For example, when students were
asked “how much they liked playing with others in their class”, or, “how well did
they get on with children in their class”, their responses may be driven by what has
happened to them in their immediate circle of friends and series of events on the day
they completed the survey.

The language used within the student survey could have also contributed to the
inconclusive results obtained through this instrument. For example, the terms ‘sport’
and ‘physical activity’ were used in the items, but no definition of these terms were
provided to allow students to differentiate between physical activity and sport. Itis
quite feasible children saw sport and physical activity as the same entity, and used
these terms interchangeably, without understanding the fundamental differences
between sport and physical activity, outlined previously in the introductory chapter.
The exploratory factor analysis conducted on the student survey data provided
evidence to support this idea, in that the items relating to sport and physical activity
were grouped together, and fell within the same factor. It is quite probable then, that
students did not discriminate between sport and physical activity when responding to
these questions, and this may be why no significant changes over time in students’
attitudes relating to sport and physical activity were found in the student survey data.

Additionally, the results of the student survey were also dependant on the student’s
ability to interpret the question in the way the researcher intended. For example, one
of the items which measured the variable “attitude” asked students if they wanted to
do more physical activity during school. For many students who enjoyed playing
TIG, they thought they needed a lot more physical activity at school. Since the
results from the student reflective journals indicated playing TIG was a pleasurable
experience for students, it is understandable students wanted to take part in even
more TIG. This effect is as an example of the seminal work of Atkinson with his
Achievement Motivation Theory (Atkinson, 1957). This theory has been supported
over time by further research into the concept of motivation where an individual’s
drive to participate and their perseverance, stems from a need to repeat pleasurable
experiences. The enjoyment derived from the experience stimulates the individual to
seek further success through repeated participation (Biddle, 2001; Duda, 1993;
Roberts, Treasure & Kavussanu, 1997; Treasure, 2001). This would explain
students’ responses where they felt they needed more time to play TIG, since it had
been a pleasurable experience for them, and one they wanted to repeat more often.

The same effect may have been present with similar items which measured “attitude”
towards playing with others. Results indicated most students liked playing with
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others and wanted to do more of this at both pre and post-test phases. Since students
were quite positive about playing and working with others at the pre-test phase, it is
difficult to identify further positive increments in their attitude over time. Students’
interpretation of the question might also have differed from the intended
interpretation of the researcher, and may have contributed to the lack of clarity
within the results from the student survey pertaining to the variables “attitudes” and
“perceptions”.

An additional limitation of the student survey may involve students’ responses to the
general nature of the questions, rather than specifically targeting their participation in
TIG through direct questions. For example, instead of comparing students reported
levels of cooperation at pre and post intervention to determine if their cooperation
with others had changed, a direct question could have been used to ascertain if
students felt TIG had influenced their cooperation with others. However, the use of
direct questions could equally bias results, since participants may tell the researcher
what they think the researcher wants to hear. In the case of this study, the chances of
bias through direct questions were thought to be high, because of the age of the
participants, hence a general approach to questions was used to provide a comparison
across time.

After considering these examples within the student survey regarding the style of
survey, language, problems regarding interpretation of the questions and student
responses, it is feasible to suggest these factors may have contributed to the
inconclusive results obtained from the student survey data regarding attitudes and
perceptions and limited the results of the research.

7.06 Further research

When considering the limitations of this research, some possibilities for
consideration and further research arose. Since teachers are one of the most
important factors influencing curriculum content and delivery, a follow up study
investigating the sustainability of TIG in the trial schools from this research would be
interesting. This type of longitudinal investigation may provide deeper insights into
program planning within schools. Furthermore, this may give an indication into the
transferability and permanency of intervention programs and the uptake of these
programs by the wider school community.

Results from this study indicated positive situation specific effects of TIG on
students’ cooperation and self-efficacy. Further areas for investigation may involve
the transfer and permanence of situation specific concepts and ideals to the students’
wider context. Specifically, when students demonstrate cooperation in TIG, how can
this be transferred to increasing students’ cooperation in the classroom?

Further research into the concept of learning transfer could be based on the SOLO
taxonomy of Biggs and Collis (1982) where the existence of levels of shallow and
deep learning were identified and discussed. Based on the theories provided by
Biggs and Collis (1982) in their SOLO taxonomy, it could be said that since TIG
were new to students, they had to learn the games and how to cooperate to play them,
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then they were still at a shallow level of learning. It follows that students were at the
multi-structural level of learning in the SOLO taxonomy, where they were able to do,
combine and describe TIG and the cooperative skills needed to play them. Students
had not achieved deeper learning, where they could apply their cooperative skills
from TIG in a new setting.  Since the PD which drove the intervention program
related to playing TIG cooperatively, then teachers focused on achieving this
throughout the program. Further research could investigate the effects of making the
cooperative learning skills students developed through playing T1G obvious and
explicit to students, therefore enabling an analysis of the effect of transfer from TIG
to classroom possible.

Current research into the transfer of learning have similarly identified situations
where learning transfer has failed to take place. Larsen-Freeman (2013) refers to this
phenomena as the inert knowledge problem and suggests ways to overcome this
problem lies in adapting and transforming the learning environment. Further
research arising from the TIG intervention program may be to identify any inert
knowledge learners might acquire as a result of the TIG program, and examine ways
to overcome these problems.

Goldstone and Day (2012) conducted an analysis of existing literature regarding the
transfer of learning and identified three common themes. Firstly, the importance of
considering the learner’s perspectives, secondly, how little attention had been
previously paid to the effect of motivation on learning transfer, and thirdly, validated
teaching techniques which focused on facilitating learning transfer. These three
themes are also evident in the TIG intervention program, and suggest pathways for
further research into each specific theme, in relation to the transfer of learning from
TIG to other key learning areas within the curriculum. For example, the effect of
TIG on the learner, in terms of increasing situation specific self-efficacy, and how
this might be transferred to other learning areas, reflects the first theme relating to the
learner’s perspectives. The positive effect TIG had on the learner’s motivation links
to the second theme identified by Goldstone and Day (2012), whereby incorporating
task mastery, social goals, intrinsic motives, enjoyment, cooperation and skill
development certainly opens the door for further studies which could examine the
effect of each of these on the transfer of learning.

The third theme from the work of Goldstone and Day (2012) related to teaching
techniques which facilitated learning transfer. Research by Kalyuga (2013) also
examined teaching strategies which facilitated learning transfer and identified
explicit teaching and instructional sequencing as key factors to consider. These
studies could inform further research arising from the TIG program to target
increasing cooperative learning in the classroom. Subsequent professional
development provided to teachers would be explicitly aimed at cooperative learning
and hence would have an entirely different focus and context, and may provide
further strategies which support the transfer of learning.

Additional studies could also be conducted to examine the transfer of situational
specific self- efficacy in physical activity to other areas of a child’s life. Future
research could examine this transfer, and if there was some effect on a child’s
psyche. Further research into these types of studies may refine future intervention
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programs so positive effects could be transferred from specific situational tasks, to
infuse across other areas of a child’s life. In this way, the TIG intervention program
could support the holistic development of a child’s physical, social and emotional
well-being.

Any further studies which involved sustained participation in TIG would also act to
support the holistic development of children. This research has identified intrinsic
motivational factors that exist within TIG and have contributed to achieving
successful learning outcomes for both students and teachers. Recent studies by
Schmidt and Lee (2011) espouse that intrinsic motivational factors have a longer
lasting effect on participation and performance in physical activity, than extrinsic
motivators. Furthermore, those who participate in physical activity for personal
satisfaction and intrinsic motives were more likely to continue their participation
throughout their lives, than those driven by external rewards. Future research into
physical activity could examine the role intrinsic motivators may play in encouraging
lifelong and life wide participation in regular physical activity.

Further studies may consider a whole school focus on the impact of TIG by selecting
a broader age range of participants and examining the effects of TIG on the whole
school community. This may help identify optimal participant ages for this type of
intervention program where motivation, transference and permanency could be
maximised. This type of age wide research, combined with a longitudinal study
within schools, would extend the breadth of the research and may provide further
evidence which supports the benefits of TIG in schools.

There are also additional opportunities to extend the depth of the study in the future
by conducting case studies on specific individuals in the intervention program.
Issues of individual differences such as gender, ability and ethnicity could be
explored further in relation to students’ experiences and how TIG may have had a
specific impact on them.

The foundation for the rationale for TIG in schools already exists within the
Australian National Curriculum through the inclusion of the need to assist children to
develop their physical, emotional and social well-being (ACARA, 2012b;
MCEETYA, 2008). Any further positive outcomes from these studies could provide
strong justification for the inclusion of TIG in the school curriculum and the
associated benefits to the wider Australian community.

7.07 Reflexive account

Throughout the course of this research there have been a number of factors which
have affected the way in which the subject matter was analysed and interpreted by
the researcher. The study began by focusing on ways to encourage children to be
more physically active and to participate more fully in class physical activities. This
arose from the researcher’s experience teaching HPE to secondary school students
for over twenty years. During this time the researcher developed an interest in
examining and understanding students’ attitudes and behaviours regarding sport and
physical activity, and how these affected their performance of physical skills within
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games and sports. Ways to encourage maximum participation and effort from all
students during class physical activities, whilst developing empathy and respect
within the class group, were continuously sought.

When the researcher began to explore TIG, it became evident there were several key
factors built into the ethos of these games which she believed encouraged
participation, skill development and respect for others. Certainly the absence of a
win at all costs mentality from the ethos of TIG could be a crucial factor in student
engagement and enjoyment. After playing TIG with pre-service teachers at the
University where the researcher lectures, it became apparent TIG seemed to dispel
the fear of failure and dislike of sport, HPE many of the students possessed.

Observations made by the researcher led to speculations about how TIG would be
received by children in schools. Since the researcher was an experienced teacher this
influenced her perceptions of how teachers might be encouraged to play TIG with
their students. The researcher identified links between current curriculum demands
and TIG and developed a sound rationale for their inclusion into the daily learning
program. An intervention program was used as the medium through which the
research was conducted, so that data from the field would help to justify the inclusion
of TIG in the curriculum.

During the course of the study, the researcher provided regular updates to the local
Indigenous community through the University’s Community Education Advisory
Committee (CEAC). This afforded the researcher the opportunity to develop rapport
with local community elders and, through them, the wider Indigenous community.
These connections provided the researcher with the opportunity to gain greater
knowledge and understanding of the perspectives of Australian Indigenous people.
The researcher gained greater insights into the way Australian Indigenous people
were disadvantaged in education, which excluded them from career pathways which
required tertiary educational qualifications. The deeper knowledge, understanding
and experience the researcher gained as a result of these connections with the local
Indigenous community, further strengthened her feminist epistemology.

The researcher developed multiple collaborative projects with the local Indigenous
community to act on the knowledge and understanding of Indigenous issues she had
gained as a result of the relationships she had built with the local Indigenous elders
within the community. These projects addressed the imbalance of knowledge,
education and career pathways that existed for them as a voiceless minority group.
Through these multiple projects the researcher strove to reform conceptions and
practices to enable local Indigenous people, a minority group, to gain greater
opportunities to access the dominant societal groups’ education and knowledge
structures and provide wider career pathways. These actions taken by the researcher
further support and demonstrate her emancipatory feminist epistemology.

One such project arose as a result of the PD and ongoing support the researcher
provided to trial schools during the study to explore Indigenous perspectives in other
key learning areas. Several schools not involved in the study, made inquiries for
similar assistance to embed Indigenous perspectives in their school curriculum. In
response to these requests the researcher developed projects which celebrated local
Indigenous knowledges through conducting festivals for the school community
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within the area. Local Indigenous elders facilitated activities at these events, where
the context of sharing cultural knowledges and learning and playing together were
key ingredients.

Following on from these projects schools and teachers have since used the researcher
as a conduit to assist them to embed Indigenous perspectives in the learning
experiences they facilitated for their students. The researcher has also conducted
regular PD sessions for educators to embed Indigenous perspectives in the Australian
National Curriculum. The actions taken by the researcher further demonstrates how
the TIG intervention research aligned with the epistemological stance of the
researcher.

Throughout these projects the researcher observed an increase in confidence of the
Indigenous facilitators, who then began to identify and connect with the University.
Further discussions with local Indigenous people led the researcher into the area of
recruitment and retention of Indigenous peoples within the tertiary sector. The
researcher developed further programs in conjunction with the Community
Education Advisory Council and the University’s Indigenous Education Unit, to
nurture the educational aspirations of Indigenous secondary school students. These
projects helped to establish a sense of connectedness to the University with local
Indigenous peoples. The course of action followed by the researcher further
demonstrated and reinforced the researcher’s epistemology.

The subtle changes in the course of the researcher’s area of interest, directly
demonstrates how the researcher has impacted on the social setting in this study. Her
research pathway has moved to incorporate not only encouraging maximum
participation in physical activity and embedding Indigenous perspectives in schools,
but expanded to encouraging maximum participation in school and education to
Indigenous peoples in the area.

Correspondingly, the participants have affected the perspective of the researcher in
that she sought to ensure Indigenous perspectives were embedded within the courses
she taught. The researcher encourages pre-service teachers to examine their
practices so that they too embed Indigenous perspectives in the learning experiences
they create for their students. In this way, they can begin to foster positive
relationships, and a sense of empathy and respect amongst their students.

Over the course of the TIG intervention study, the researcher developed associated
programs to effect change for voiceless minorities, for example children and
Indigenous people, who were excluded from physical activity, knowledge, education
and future career pathways. All of these projects reinforced the researcher’s
emancipatory feminist epistemology. Further to this, the knowledge the researcher
collected and analysed prior to, during and at the conclusion of these projects, was
gathered through both experience and empirical evidence, and as such, further
supports the a posteriori ontology of the researcher.

The research process stimulated the researcher to continuously reflect on her own
teaching practice, so that an atmosphere of cooperation and respect became normal,
expected practice. By establishing this type of supportive environment, the
researcher has found people work together more often, and strive to achieve their
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personal best in their chosen career pathway, whilst acknowledging and respecting
the different choices and pathways others may take.

As a direct result of this study, the researcher has formed many networks based on
communication and respect for individuals. The researcher has become increasingly
aware of the circle of influence within which she works, and the need for reflective
and selfless leadership to truly empower those people within her circle of influence.
The researcher’s emancipatory feminist epistemology and a posteriori ontology has
been strengthened as a result of this research and demonstrated through the ongoing
research and methodology she continues to undertake.

Through this study, the researcher has learnt effective leadership can involve
working beside people, rather than leading from in front, or pushing from the back.
From this sidelong position, leaders are aware of their impact on their surroundings
and how they influence others. By adopting an understanding of the perspectives of
others, leaders can assist people to take ownership of their own ideals and strive to
achieve them, without having to follow the same path that the leader has chosen.
This type of leadership is really togethership, where the leader becomes an activist
for the empowerment of individuals, and reflects an emancipatory feminist
epistemology. Through developing a network of support and empowerment, the
researcher has found people can be inspired to take ownership of their personal
challenges and work simultaneously to overcome these to the best of their ability.

The TIG intervention exploration has reinforced the researcher’s emancipatory
feminist epistemology and strengthened the researcher’s a posteriori ontology. As a
result of these new understandings, the researcher reflects on issues through multiple
lenses, thereby gaining insights from the perspectives of others, in order to see issues
differently. In doing so, the researcher recognises the power of both experience and
empirical evidence to provide these insights. The following final quotation
acknowledges and exemplifies the reflexive impact this learning journey has had on
the researcher:

In finding new ways forward, efforts to placate a driving or unforgiving ego
can prevent us from finding space for compassion, connection and being in
the moment. The ego is not the whole self. It is freeing to find ways to put a
space between one’s ego and one’s self, in order to do the work of liberating
leadership. (Sinclair, 2007p.182).
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Appendix 1
TIG Intervention Workshop Plan (Pre-Intervention)
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PROFESSIONAL DEVELOPMENT IN TRADITIONAL INDIGENOUS

GAMES

Engage: 45 minutes

Outcomes

Activities

Resources

» ldentify, understand
and outline the nature
of the research study

» Play Kai

» Powerpoint
presentation on
Birrbam gambay

» Two material balls
» SL powerpoint

Explore: 45 minutes

Outcomes

Activities

Resources

»  Deconstructing the
Yulunga resource

Go through Yulunga cards and
discuss

e acknowledgement vs
welcome to country

Sets of Yulunga cards
per school set

e background
e language
e  description
e equipment
e rules
Explain: 2 hours
Outcomes Activities Resources

» Play, Participate and
enjoy a number of
TIG

» Compare and contrast
TIG with current
Sport and physical
activity practices.

»  Groups report back
and share their
experiences of each
game.

» Understand and model
data collection
procedures

The first two activities will be
modeled by facilitator

1) Kolap

2) Puloga
The following 5 activities will
be developed and modeled by
PD participants. Participants
will be divided into 5 sub-
groups, and each will lead the
whole group in the game.

3) Kalg

4) Keentan

5) Dabi

6) Gorri

7) Tarnambai

Yulunga cards

1) Hoops(4), bean
bags(25), Markers(8)

2) Gator skin ball (4), oz
tag belts (2 sets), bibs
(2 sets), markers (8)

3) Bats (20), small air
flow balls (4)

4) Gator skin ball (2),
markers (8), bibs (2
sets)

5) Hockey sticks (20),
large air flow balls
(2), markers (8), bibs
(4 sets)
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To model data collection for
the study, at the conclusion of
the games, participants will be
asked to
» choose a game and
complete a “student
reflective journal”
» review prompters for
“teacher’s anecdotal
notes”

6) Tennis balls (40),
markers (8), large
balls (2)

7) Tennis balls (10),
markers (8)

H/O student reflective journals
for completion

H/O teacher prompter guide
for anecdotal notes

Elaborate: 1 hour

Outcomes

Activities

Resources

»  Devising how the
games can fit into
their current school
units of work for the
Year 5 cohort in
Terms 2 and 3.

» Judge how
effectively the
games can be
incorporated into
integrated units of
work.

» Provide 1 example of
integrated unit of work
— discuss KLA’s —
relevance,
manageability,
appropriateness, time

» Evaluate how TIG have
been written in to work
sample provided

NB: TIG not an “add on” —
not extra “volume” but
integrated into pre-existing
good practice. Can be viewed
as “purposeful learning time”
—working smarter with Smart
Moves and EATSIPS

»  Further examples
provided and group
discussions by schools
as to how this has been
done.

» This can also be
demonstrated through
the Healthy
Communities website.

»  Also supplement this
with resources from
Wide Bay Public
Health — Nutrition —
Anthea Oorloff

» Experiment with some
of the games for ways
that they may mesh
with some of the units
of work you may be
doing with your
students in a similar or
better way.

» Group feedback: Share
one idea your group
has come up with
regarding TIG.

1. Provide 4 samples of
units of work where
TIG has been used.

2. Provide “Healthy

Communities”

website material as a

bonus resource for

their use.

Nutrition resources

4. Schools bring their
units of work for
Term 2 and 3

w
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Evaluate: 45 minutes
Outcomes Activities Resources
» Judge how TIG can influence | Measuring the impact of TIG Handout of
a child’s : » How have things changed for Table to
o Participation, teachers and students? demonstrate
attitudes and » How effective has TIG been in | data
perceptions of changing: collection
= PA = Participation | points
= Cooperation = Attitudes Handout of
= Cultural = Perceptions | reflection
Awareness Of: journals
= Self-esteem o Physical activity | Handout of
and self- o Cooperation example
efficacy o Cultural topics to
awareness reflect on for
o Self-esteemand | anecdotal
self-efficacy notes

Recap on data collection requirements
of the study
» Teachers — surveys, interviews,
anecdotal notes — pre and post
»  Students — surveys — pre and
post and reflection journals —
after first experience of each
game

Further questions???

Opportunity to regroup at the end of the
study as a professional working group?
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Appendix 2
TIG Intervention Power Point Presentation — Initial Teacher PD
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Outcomes & Significance

»Inclusive physical activity
»Develop fundamental motor skills

» Connecting with Indigenous culture
» Working as a feam and cooperating

> Establishing Self efficacy
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Psychological Benefits of
Physical Activity

» A Self efficacy through developing a
sense of mastery, skill and
accomplishment.

» Interacting with others to achieve a
task.

»Distraction from other problems.

> A production of endorphins which
stimulate neurotransmitters in the
brain.

Cooperation and Collaboration

» Metacognition

»Nurturing social skills

»Personal responsibility

» Individual accountability

Cooperative Vs Competitive

Sociology tells us that sport and physical
activity are reflections of the social and
cultural life of the society in which they
exist.

‘mm

Indigenous Knowledge &
Reconciliation

»Recognising and celebrating Indigenous
culture

»Using kinaesthetic learning styles to
promote skill development

»Connecting to the land through a
rationale for each game

»Inclusive and cooperative nature of the
games -ETATa

=N

Reconciliation Australia
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Fundamental Motor Shills
& Self Efficacy

Perceptions of high skill

Positive attitudes
towards physical activity
Enjoyment of physical
activity

Participation in physical
activity

Perceptions of low skill

Negative attitudes
towards physical activity
Dislike of physical
activity

Avoidance of physical
activity

TIGS

Yulunga

et w0t
oy oA

te e

Dr. Ken Edwards from
USQ researched,
collected and compiled
the games which will be
used in this study from
across Australia in
consultation with and
approval from local
communities and Elders.

L o The project was funded by the Indigenous Sport

Program ofthe A ports(

Theoretical Framework

Encouraging Physical

Activity and Wellbeing

Traditional
Indigenous
Games

Enabling Co-operation

and Collaboration

Enhancing Self Esteem
and Generating Self
Efficacy

Intervention Program
Duration of intervention—6 months

Daily TIGs participation—30 mins Smart Moves / da
Participant Tool Pre-test
v

Teachers Survey
Interview

Professional
development

Anecdotal
observations

Students Survey
Reflective journal

TIGs participation

v

v v
v v
v

v v
v
v
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Teacher’s Role

»To play TIGs with students as part of
"Smart Moves” 30 mins per day

» To participate in pre and post
intervention surveys, interviews and
professional development

» To make weekly anecdotal notes relating
to TI6Gs during the intervention

Student’s Role

» To complete pre and post intervention
surveys

» To participate in TIGs throughout the
intervention

» To complete reflective journals when
they learn a new game

Researcher’s Role

To provide

»professional development sessions pre
and post intervention

»ongoing school based support
throughout the intervention

»a forum for teachers to collaborate
within the education community

»resources and equipment to facilitate
participation in TIGs

Traditional Indigenous Games

Changing the mindset ?
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Kolap
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Al schook-age groups K-12)

Background

This object throwing game was observed being
pfayed on Mer island in the Torres Stralt reglon in
the nineteenth century. More recent versions have
also been chserved

Short description

A game basad an throwing accuracy. Teams of one
to two players throw cbjects, attempting 10 make
them Iand on a target on the ground.

Players
« Two players form a team to compete againgt

another team, or the game can be played with
one player against another.

Playing area
« Adesignated indoor or outdoor area surable for
the activity

Equipment

« Two mats (softball bases, carpet squares,
rubber mats or small tawels) placed
5.7 metres apart

« Beanbags, coing, large buttons o fat bocoe bakls
to represant the kofap beans

Game play and basic rules
« Two players it (or tand) behind each mat,

« The players who are pariners are disgonally
oppasite each other.

» Each player has four koigps, which he or she
attempts to throw to land on the mat opposite,

+ One player has a turn, The kofaps are codlectad
and then the player on the opposite team at the
other mat nas a tum, Continue in this manner.
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Scoring
A combined total of 20 feishes the gas for 8
veam. The kolap must land completely on the mat
to count.

Varlations

Use woaden markers such as used In the game
of draughts.

Plapers stand 10 play the game and use rudber
mats or carpet Squarnes.

Theaw O or 8t bocos markers onto large
carpet squares, of into hoops.

Sklls practice — conseculive throws

Players take turns 10 5ee how many tTmes in 8
row They can land the Aokep beans {markars| on
the mat. Flay from a standing pasition.

Tabhoo! Aol Prayers (twa 10 sic) e up bebind

each other and take & in turns %0 attempt o land
the Aokige on the mat, Treowers Colct the kolun

8nd gve it 1o the next player. Count the number

n a et time (2-3 minutes).

Teaching polnts

Lre up behind the mat.

Teams 1aco each other,

First thromer ready. Go.

Uncerarm or shdesm Yeows Be caraful, Aim for
the target. Bend the inees a bit.

Good treow. 'Watch e Larget. Point your nand
and follow through,

Next tum. Keep playng.
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Appendix 4
Puloga
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Background

Regular mock combat soumaments took place
inthe Carowell and Tyl fover areas of rorth
Queersiana. The Mallarpara pecple calked this a
prun, It was essentially 2n entertanment actiity,
IOUEN 18 oooeTuNity was [awan 10 9etile doutas,
real ar imaginary. It also gave the men a chance

to show off ther prowess and cournge befors

the womaen,

AL Carng the Yidig paogle calked these
athaties puings.

Short description

A game of mock war fare nekd belween tvo groups.
win playars usvg ‘sofl’ Bals in & altampt 1o

contact an oppasing player.

Players

+ Two teams of eight to 15 players o more. Use
animal names such as 'emu’ and "cockatod’
fof 1eam namas.

& o .ooo

Equipment
« A number of size 3 gotor san balls or smilar

» A belt and two Lags, Such a8 those used in Odag,
for gach playar 10 wear

« A number of coloured team bins

Playing area
* AN 908 sporoalimataly 30-40 metres wida and
60-70 metres long

Duration
« Play a game of frve to ten minutes.

Game play and basic rules

o Plipivs 0r£STE P10 two 1RaMs and Starl by
fasing 6ach ot from opposite @nds of the
playing area. Teams wear dtferent coloured 1ags
to ientify their team (clan)
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« Each pldyer has one to two soft babs, and on
the start Sgnal mowe Mo th playing ares and
atiempt 10 cantact a player of the opposing teams
Dolow D shoudders try trvowing the ball, For
older and stronger players hrows may be hirited
1o undersrm throws. For safety reascns, throws
Shoukd ot be made from closer 1han 3 metmes

and only with moderate force.

Plgy In the game = continucus and players

G ratrieve 1 ads Urown by other plapers,

¥ 3 player &5 contacted by a ball theown by an
opposing player the contacted player must drop
tha ball/5, na o $ha Nas and remive one of the
tags ~ but can then cantinue in the game, Tha
romowd Lag » dropped on the ground,

Flayers with of without & bal can attempt Lo
remove a tag from oppasing players (no physical
CoNBct allowed). Players may not profect ther
tags from being remoned,

A pliayer who loses two tags — elther by being
Nt with & bt and/or having a tag removed by an
opposing player — will be raquired to colect tw)
1ags from the ground and go to the side of the
playing area for 8 el Ume (count soud 1o 30 by
‘one and two and threa') befare pusting on fis or
eér L agom and rexning the game.

Varlations

+ 'Capture the flag version. Mark circdes with @
charmetér of 10 metres at asch end of the plyyrg
arca and place a Nag In the miodle of this ares,
Defercing players may not be ¥nside thelr own
aren, ABCHng players sismpt 1o erter the crcke
at the other end of the pladeg aras and retum Lo
their awn crcle with the fag. Wren a plager with
thes Bag i5 ither hit by 8 boll or Tagged’ the Sy
Is retumed to the circle,

A player who 1s nt with 2 bal — loss af tag — o
Ngs 8 Lag ramoved by 8n opposing player must
1etn to his o her tesm's and of the fiekd befoce
bairg allowed to contrwe in the game.

Comment

Tnis game warks wall for pryscal
oducation classes,

Safety
Fair play is smpoetant in this game.

Teaching points

« Toams raady. Lined up and ready.
« Collocs the bats, Amady, Go.

» Throw and coogn.

* ML, drop a tag.

» Good throws. Neep moving.

w Try o 13 Tag the other players.

= Koap going. Watch out for other phéyers

« Codge and move,
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Kai
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a0 o
Wir T Pest-schoal i
1-8 10-12

Background

In this game ¥om the Tarres Strat igands, &
e O ployers slood In & choe and mang the

kaf wed |bal song) a5 they NE 2 ball up in the ar
Wi e pakns of their haras, The gams was played
uzing the tvck, oval, deapred frat of tha Ll tree,
wWhEh & cuite g whan dry

Language
B/ e, 3z used a2 Ramut wed for atrieg Sgure
“bak playing’,

o fupllnw abmnk kal o stimed Kok ko ¢
oV sirive wehout cmppony 1t

O P 2N I R

Short description

Tris is o hand hittegd (wolley) game in which
players attempt 1o keeo tha ball v the alras
ke o3 thay con

«0°' 0O

« Groups of four 10 giEe plagens

Playing area
« Adesgnated indoor of ouldoor aren watable for
the acthity

Eaulpment
o Alenns bl amall besch ball, psveto or & wmall,
s0f bak

Game play and basle rules

« Pragers frm a crcde, The bell 1s thrown inlo
the ar and each player passes it to another
by S RING 1o ball upwards witn the pelm of
the hand.

« The ball s usually psssed around the trcke
(players ot least 1.6 metres apert) but the game
G D@ Dlayed by Nitting 10 any: player in the cirche
other than the one next to the pla!u.

Scenng

In 2 team contest, the game Is won by the group
that is 30 b0 kyep the hal going the bast and
dows nol aliow £ 1o hit the ground. If the bal hits
the ground whike amempting to achicwe a aesignatad
[An gt seora, onlnue e stor
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Varlations

« Group Kal: Use a sponge ball, beach ball or other
1ight D, Phayers hit e Bl — with honds and
arms only — around the playing area (30 metnes
X 15 matres) 10 each other, of dvide inlo two
Leams ond attempt 10 hit (volley} ®he bl past
the baseing (or a wall) to scone. After 8 600 the
Dl is hit back to the other tesm 10 cortinue play.
Oty one hit ot a time 15 aflowed Tor players in
genarad play No prwsical conadt 1s slowed,

* Atow ployers (o make two CoNtacts (one 10
contral the bal and one 1o kit 1)

» Team Xal: Tvs con be pfayed as & cooperative
game in which players a5 a grovp attempt to
M3k 38 Miany has o8 ey Gn Wilthout missng,
Players stand in a orcle about 1 metre apart.
ane plager theaws the Dl Inlo ™ ar, %3 e
playens 1ake Wms MItRg L upwands with the
paim ot one hand. They may not catch the bal,
DUt must kaep their kands open and N, A player
muy not it the bal twioe » o row. Flayers may
SNg A 50ng or recite the siphabet 8s they play
{ong etter for each he),

= The ball must be hit to at least hiad heght for
OGR! phayurs ano 3L Mad! 1 malre s
head helght for more expenenced or cider
players. Wien the hall hits the ground the gare
i8 reslivind, The game con be played with the
players taking tums In a set order, randam hitting
(With the ball roL N by the same player IWos ©
o row), or iIndividun players attem pting 1o hit the
ball the most number of Tines.

* Individus contest or practice ka: Players
pompete 10 see wha can hit the bal into the ak
(abowve head height) mah their band the most
number of tmes without it Niting the ground.
This can D ayad uSing either hand, slamatng,
or coerined with other sturts /skilis such as
threugh the legs. etc.

Suggestion

« Use as a practice actviy for p0rts sueh a3
e, towuch foottall, Australian rules football,
wileybal and speedodll,

« In a physical education dass the game can ke
plaped With & rumber of modications ss part of
2 hiting siolll actwty. Progressions are:

= Players h it the Ball around in 8 orcle
[either direction)

= Flagers hi the Ball 1o oter players 'who call
Ul Dhetr e, Atlempl 10 work through the
whole team.

~ Plipers waork 85 8 106m 10 hil the bl in the
akr and O through the letters of the alphaber.
NO playar 15 &llowad 10 touch X twice in
SUCOASKION O recene 1t straght back from

ancther player,
= Give mach player B number and work through
the numieers N 3 %2t order.

~ One player SLards in the middh of the circle
and the bl |5 detlected to the other players
wha in tuen hit it back 1o the middhe player.
Change Ume macdle pliper sach Ume oy player
makes on error. The aim Is to keep the centre

plaperin @8 long &5 pogsbis,

Teaching points

« Playans in @ Grcda, Paims of hand up, Hit to stary,
« Hit to dfferent players.

Hit and move back out of the way

Court: the volieys. Keep golng. Let's start again,
* Good work. Call for the nal,

Waich cut far each other.

« Diroct the bt %o enothor player,
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Keentan
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~
Al schoz-age groves (K-124 m

Background

A httorowny gave Of Catcntall was played
everywhers by both gencers in the nortrmest certral
disteicts of Quasnshand. 3acase the action of e
plamers jUMping up R0 catch the ball resembled the
movements of a kangarco, the Kakadoon people
sornbmes descnbad NS Rams 88 the "kargarno
Ay, The ball nsed was made from possum,

wad lwiry Un Mgt guat Qo PEUM Ly U wWELD Evine,

Language

Koentan s ‘play’ in the WhMurgkan language from
rortnem Queensland. This name has been used in
the ybeence of an idem facle Kakadoon word for
\I' rlu

Short deseription

This s a runnng, pessng and catcheng team
kioD-swiy fane

0" 0

Playess

o Taams af four 10 Algne nlves

Playing area

« Adesgnated area suitabie for she actaty

Equipment
« Abo¥such as 8 529 3 foothell (sotoer bell) o
ko skan ball

Game play and basic rules

« Wren ths game |s plawed In teams trhe bl IS
Uhromen Trom one piaaur 10 anather player of the
same team. The players ot the opposing team
tempt 1o intercept the balk whike they ang off tne
ground (coly & smail ume 18 needed), The bel is
only gared If it & caughv wiile the deferder &5 In
the wr

If the bl |5 dropped or inocked to the ground
Dy & cddynr ActRmoting 10 cathy i, tha otner Team
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EANS POSIASHON, A Changs of possesion also Comment
“ﬁ'g’"’;m ball falls '::f::m This game could be used as a sl game In sports
VRAURhON: Nb Jume soman St 85 DG, baskEHI, AUSUAIEN ndes
» Players cannct siop oppasing players fom ool rugly league and rugy unke.
Mg 8ound the ares — no interfanince i
dlowad Passes must be a minimum of 3 metres.
Teaching peints

The player in paasesson of ™he bal may run
around the playing area for up 10 & metres, This
playsr canot be guarded (makio) o obsiructag  * PASE and maw,

« Teams ready. Go

while he or she is attemptig to pass the ball — « Call for the ball
D0 QORNR VAT D9 § IRRST 1 MATre Bwiy. o Mave to 0pen spaces. Keep mavng,
Varisth + Nocontacts, Walth the pusrding
o Ar KNG 0 bill 5 player mey pht « Quck passes. Jump 10 pass, e 1o catch
on one foat only (25 in nethal. Opposing * Gl for the b,
players must be a1 least 1 mete awqy whie o
POBS i altémpled,
= All playarz (toam n Jon and defandorc)

AMUEE D 1 U dar (twd foat ofT th ground) to phay
the ball - throwing and catching, Players jump to
cateh (receiv) the ball and jump to pass the ball,
{Tris |s recommended 88 the most successtd
way 10 play the game. )

Suggestions

* FTacICe oUmies: Rracuise in pans or witn coe
plirer standing 5-10 metres cut n front of a fne
of players, Tne player in font theows the ball for
the Nest player in o 0 run ot and jump Into
Ty i 1o Caten |, At caneting he Dok e
lancing on the ground the plrper then jumps n
1he air 3nd passes It 1o e theower — payors
may take  few steps with the bal If they wish,
Ployore may alen javp inta tho av to cateh the
bl and throw it bsck 1o the throwe: before they
iand on the ground.

Tearn geactioe. Groups of four to sx prayers
form a team by running around and passing in a
playing area. Toams could count the muvber of
supcesshd passes or play o cooperative game
for fun,
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Appendix 7
Kalg
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S0 S
YOARS YOS Peat-schoal sge
-9 19-12

Background

This was a spear game cbserved haing played by
s0ms Aborgingd groups on Caps York Peninsusts

in noeth Queensiand. The men used a theowng,
SOCK (moomers) 10 profect o DIE kiling spesr (Ralg)
towards the nest player. The spear would traves
Sound the drcle of men, who were smed only
with their woomera, which they then wsed to defect
U Spear 10 e raxt plaper. When the small boys
plaped they used spears with blunted ends.

Language

Although no name was gheen (o s game in the
SO £ Nas been naved sfer the word for spesr
[kalg) In the Bnguage of the YirYorors paopks from
north Queansiang,

Short description

This 5 a cooperative team game In which pliayers
use a8 bat or racquet to continuously Mt {vobey) a
ball in the ale, The game outined 15 & modfied form
of kaka fur yourger playens,

Players
« Four to six glayars foem @ ovcle about 2-3 metres
apart — the dstance depends on age and ablIRy.

Playing arca
o« A desipnaned indoor 0 cutdoce area suitable for
e vty

Equipment

+ Each player hus 8 sl bat or 8 tenrvs racquet.
« Usa a tannis bad or ariow ball,
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Game play snd baslc rules

» Playors s0and in 3 clcde,

+ The aim of the game Is 10 attempt to hit (walley)
the bat without it Nting e ground. The bak
may not bounce on the ground between hRs. An
underarm hitting action Is the most sucoesshul
ang tre bl must o soows hesd Pl and
travel at least 2 metres 1o ancther player —
playars wil taha turns 50 hit the Ball In the ak.

+ For younger players twd hts — one to conrol the
DAk & & 5ec0nd 10 pRKS It — may be used.

Varlations

« Players stand in a semiorcle with a playes
2-3 metres in fronl, This front plaper lobs the
ball to the frst player, who attempts to hit it to
g gt plaree and around 1heed 10 four payers
In the semicrde and back to the thrower, who
carches the ball. Repeat i the other cirection
and swap over, Tre group ‘Wins' If thoy can go o1
the way arourd and back to the thrower.
SR roung positions.

For yourger players allow the bal to bounce
on the ground batween his, Plaers may atso
be slowed 8 couple of walley hits to contrel it
before hitting It

Hit the ba¥ sround the arcle of players withost
alowng I to touch the ground <« a pliger hits
e 0l 1o the plager nest 1o tham in & set
clrection. Repaat in the ather direction.

« A5 3 Eroun, am for the Mghest nurber of
consecutive hits (for example, 21)

« Count the most Nts (nof Congaciutive) made
within a s+t Ume lime,

Suggestion

This game could be used a5 a practios activity for
1Bnnis o olher rasquet sports.

Teaching points

« Plagers i 8 cirche. Racquet facss up,
« Dvop the ball and ht.

« ML 1D Oiffevant players,

« Hit ang move back out of the way.

+ Countt the voleys, Koo going.

« Lot's start again.

+ Good work, Cafl for the ball

+ Watch out for each other.

» Direct the ball 1o anotee pliyer
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Dabi
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, SN SO
YO YoM Post-achoal sge
7-8 w-12

Backgrownd

VANous Notkey hHpe fames ware pliyea m many
orens of the Tarres Strat and Papua and New
Guanga, A hockey game calud kokan wis pliged on
Mabulag Isfand,

The kokan (e Dak) was struck with & rough bal o
ch®, bakain or datr, which was ususly cut from
bambeo. On Mabuiag Bland the game was paged
by both gencers,

Language
TS gama is namad aMer the sUeK [balwiin or dati)
used i the game as part of the game of kokan,

Short description

This IS a practice wersion of kokan (hockey), where
phayecs S0 allowed two touches of the bat —
usually one to contrad the bal and anceher hit to
0E53 10 Bnuther player &3 part of 8 cortiruous
activity. Moreskiled plipers could use ane
Gontact only

oo. o

Players
+ Teams of four o Ive pliypers

Blaying arca

+ Anar tanns court of Smiler sized aca

Equipment

« Eacn plager nas & NOckey Or unihos stck (for the
paiain or dady).

« Usa s sofibul-seed, perforsted ball {unihee) of a
tennis bl of Larger, 1ght ball as the kokan

Duration
v Play for 57 minaes per game.

Gamse play and baslc rules

+ Players it the kokan to other pliyers within the
playlng area as part of & continuous and sodom

passng activity,
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« Tho object of the game & for the plyers to
pass the Aokan around among themseives while
moving Rround the playing sres, Usa one or
two contacts. The team counts the mumber of
PASHES MK in & 008 @Natar parod of tme (for
example, one minute]. The kokan must traved
at keast 2-3 meties 10 count &5 & pass, It is
recommenced that plupers use push passes only

Vastations

« One 188 may challerge another team o find
awnner of @ number of teams can compate
AZHNET @ time limit,

Two teams usa the same area and perform
the same acthity — ane Dl for aach team in
the area,

« Koopawiy dabi: Two teams in the playeg area
attempn Lo pass o other pliers on the same
team. Count the number of passes up to ten.

Flayars noeght Do rostricted 1o dress of the courl.
For example, two defenders who stay in thel
own half, two attackens who stay n the attacking
hatl and & centre who con go anywhere (instead
of a centre, a goalkeeper may be used). Plyers
otate sround posiions, The gasdl & 1-2 metms
wde.

-

Satety

« Fliyers ane apectad to giay the game with some
consideration for other players,

« For safety rea30ns (he game shauid be played
Wit 10 swings of the stick above walst high
a0 The DK cannot be hit oe bowrced above the
knees at any tme.

Teaching polnts
+ Reaty, Go,
« Pass and move. Two hands on the stick.

o Newp the sticks below the walst, Bal below
the ankles.

« 00 50 control, 0n@ 1o pass, Push and pull on the
stk to pass,

« Call for T biall, Mowe 10 50306,

« e coreful of others.

« Count e passes.

« Do not use your body 10 Stop the b,

« Py or. Keep gang. Good, A fast game Is @ good
game, Sprosd oul

+ Pags to everyone.
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Tarnambai
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WM achook-agr proups K-12)

Background

ARNOEN noL & rsesd otivity, athietics lype
ety were comrmen. On Tiwd (Batrurst| Island the

chilren collectod the sead heads of the ‘spring Short descrigtion

roling grass’ (Spinfex Mrsutis) thist grew on the

sand hils near the coast. Trese wore taken to the This s a nunningand chiasing game In which 2 ball
bacch et rolessag, The chidren slowed these 16 % roted and recumed 1o the sTarting line,

be blown along by the wind and after o start chasad

Ao tham and pickad tham w0 wWhils rurning a1 full Game play and basio rules

A + Players rol o ball oway from Wher pieines,

In e 5ame acea the cliben compted in naning who sprint after I, pick it up on the run atter

ani jumging, it ereases @ ine 20 matras awdy, sn0 feaum

In the Batavia area of narth Queansland running to the starting dne. Time the atiampts, hoki

(tavnamiban) 38 will 08 egumping (vdacha) wirs & TeEM gy, or use this as 2 Tabikid gwnt n

often indulged In, small groups (two 1o four piayers) with & =at lime
(2-3 minses),

language

Tarrvrreal maans ‘ruening’ in tho IANGaga usead N

whe Batava area of north Queensiand.

0" o

Page 167 | 230



Varlstions

« Playurs roll 8 ball 50 It passes o no 20 metres
awiry. As Soon as 1L IS releasad they chase and
fetriave the ball and mtum acroes the starting
Iine. Players time sach other, Add the time
togathar for all players to sat 3 tass o ‘world'
record. Aepest for & rumber of tums or o1
another sime.

« A version of thes sctivity has been successfuty
used by speciabnesds students who use
woseichisrs. The sludent works with § pariner
and after roling the bak is either pushed or
Becompaniod 10 retrieve the ball, The b is
placed n the lap of the player in the wheekchar
v Doth pliners wtum 10 the start,

Suggestion

This aetivity could De nchudad 85 part of 3 rack-
andteld camnivyl evert, recognising tradtonal
Indigencus Australian play culture,

Teaching peints

» Flayers reacy. Roller with the ball. Rurrer ready.

Go,
« Run. Lot & cross the dne. Piok It wp. Run hard

« Change over. Try your best,

* Good work. Time your rils to Shelr Spesd §0 your
pariner picks it up 38 N crosses the ine,
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Gorri
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.-

Background

Bomtingaal or disg games ware ol by Aboeginal
bays and men in o parts of fustralin, A plece

of rounced bark (dsc) was rolied by one of the
wiayees for the other boys 1o use &% & langet ke
ther shart spears.

A wersion of thes sclivily 13 sUN gldged n the
Kimberey area and Northern Tenitory (and perhaps
armhem) usng Benod tin 15 a5 tagats and
H0Ne3 Or ather misalies.

Language
Govr! was & dscbowing game played n
oantsal Austraia.

Short descenption

This is & gams invelving the throwing of & ball
(for a spear) ot a movng target,

- . .OO o

Players
« A goup of players of o 10 70 or moce

Playing area

Usn an anea goo 15-30 matras krg, Markers
e ploced at aach end of the yres, and throws
fmary Orly B made by players when tha target Is
between thase mirkers,

Equipment

v Marbir CONes Ang UEC 10 08SENE18 e
daying wea

+ Large m balls

+ Two tnnis Daks for aach player

Game pluay and basic rubes

+ The playee who wit rol the targel ol stands
5-10 matres 10 0ne sioe of the daying anea,
away from the throwing madey, and sbout
10 mytres or moce 1 front of the other plipers.
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» The plipees who e o trow #t the targst stand
behind a Ine along one side of the playing area
00 paralll 10 the dimcthon that the ball is o

be theown,

These players cafl cut fr (ke ball 16 be relled
when they are 8| ready,

The thrower calls out “goakgnol’ and §1arts the
bal robing lowards the other end of the area.

A the targe: bal rofe botwoon tho Mo in
he playing ares the players either throw of rol
thelr tennis balls at the target In an attemgt to hit
. Playars s10p rowing whin e robed byl goss
past the marker at the other end of the arca.
After thesr turm ahavers wait until tld and then
cobect the balls they have theown. (A whistie is
wseful here.)

Vary the sposd, distarce and angle of the rolls
and the rumber of balls relled. For younger
PlayBs Bome aLitionary 1nE0Ls might be used.
Note: When a pliryer makes a it he o she is
froeted with spplase, Successiul pluptes are
eapectad 10 be modest sbout their achievement.

.

Varlatiens
+ Spea the hoop. Use a smafl hulahoop or
rUbDer QUOR @6 e Larget and 1-metre eces
of mediumsized dowel that can be marked
with differant colcurs. Players stand Deting a
I marend 5 metres away from 8 Langet area,
WOICT 1S 1U-15 MIEIES I0NG. ING AM 15 1D e
Mk thaa haoo (a1 quoits stop roking, of to throw
through 1t
o HUman govr. Hawe plars eithr 50w of the
oy and 195 metres apart. Players gently roll a
coft bat undararm at & 100gat Moyor &0 thoy e
Unough the ama between tham. Players must
be hit below the knees. This can be played with
Teee 1ams (two Yvowing &nd one running).
Attach a cargboand ba to a long kergth of sirceg
TWANR AN BB IE T GEh e Ereind Aran

+ Usze spear throwers (woamesas).

« Gorn pontest: Conduct 3 condest for & sat Time or
rumber of s, Each playes or team has a set
murbar of bals. The plaer Or team that hits the
target the mast number of times Is the winner,

Satety

The area 10 be usad should be marked out and
payers who roll the ball hive no chance of @ thrown
Bl bkt Imetndg Toman thams Ths plaps
shoukd not move after they haver thrown their balks,
Wbl 5 3igral 10 faliaw e Dals is gen,

Teaching polnts

o WL for the signal,

» Piok your target. Stand side on. Ball in your
fingers,

« Ready. Ball back behing the ear, wrist bort,

* Stup, eloow keads, points the Sngers,

« Throw and follow tvough.

* \Wak, Retrieve,
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Student Survey

Page 172|230



1. Birrbam Gambay - Student survey

Thank you for taking the time to participate in this study.
The survey is being conducted using Sursey Monkey which is based in the United States of America. Information you

provide on this suney will be transfemed to Survey Monkey's server in the United Siates of Amerca. By completing this

survey, you agres to this transfer.
Flease note that all data will be confidential and only the researchers with the login and pasweord will have access to the
data.

Oince again, thamk you for your response.

2. Birrbam Gambay - Student Survey

Demagraphics - This is general information conceming you.
Pleasa dick on the answer that describes you.

1. Name:

2.1 ama
Oglrl Ob'“

J.1am

O younger tham 5 years ald

D older than 11 years old
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3. Birrbam Gambay Student Survey

Howw miuch phiysical activity | do:-

1. Choose the answers that describe when yvour body is moving and you get out of
breath.

(ou may choose more than 1)

|:| Eefore school

|:| during scheool In the moming

|:| first break

|:| durng sChool between breaks

D second break

|:| during school In the afternoan

2. How often do you do physical activity during class time?
O e

() once 2 wees

() zor3smes aweek

() wverpmay

O 2 or 3 tmes everyday
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4. Birrbam Gambay Student Survey

Howw much | like doing physical activity and how good | am at phiysical activity--

1. Do you like playing physically active games?
C',I Mo nok at all, | hate 7

l::_‘:l Mot really, only If 1 have bo!

O Sometimes, I'm mot bobhered, | don't really cares!

O Miost of the Hime, 11k moving and playing games!

O Yes | ove moving and playing games!

Wity do you llke or don't llke physicaly active games?

I
2. How good are you at playing physically active games?

O I'rei really anwfal!

How do you know you ame good ator not so good at playing physically active games?

I
3. Would you like to do more physical activity at school?
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5. Birrbam Gambay Student Survey

Howwe misch | like sport and how good | am at physical activity--

1. Do you like playing individual sports? (e.g athletics, tennis, etc?7?)
() we not az i, 1 hate them:

() wotreany, oniy it 1 have to!

() 2emetmes, rm notbotnereq. | sont reay care:

() mast of the time. 1 ke playing individual sportst

@) T ——

Flease explain why you like or don't 1k playing individual sports.

2. How good are you at individual sports?

() v reaiy swhat
C} '/ not wery good!
() rmone

() rem pretey goo:
() rm reaiy gooa:

How do ¥ou know you are good or Rot so good at playing individual sports?

3. Which individual sport are you best at?
-|
El
4. Do you like playing team sports? (e.g netball, football, hockey, etc??)

O Mo not at all, | hates them?

O Mof really, only I | hawve to!

O Bometimes. I'm ot bothvered, | don't really care!
C} Miost of the @me, 1 1Ke playing team sporis?
I':jl Yz | love t=am sporis!

Flease explain why you ke or don k= plaging beam sports.

5. How good are you at team sports?

O rm reaity amwta
() rm ot very gt
O rmone

() rm pretey oo
() rm reait gooa:

How do you know you are good or not 5o good at playing t=am sportsT

I
6. Which team sport are you best at?
=l
El
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6. Birrbam Gambay Student Survey

How much | like playing with other students:-

1. How often do you play with other children at school?
O rever

() ance 2 wees

() zorammez awenr

() ance evenmay

O 2 or 2 tmes everyday

2. How much do you like playing with other children?

O Mot at all - | kabe I

O Mot wery much - 1 don't ke 1B
O Sometimes - If | feel ke 0

O Often - 11ke 1o play with others?

O All thie time - | love o play with others!

3. Do you think other children like to play with you?
O Mo, they stay away from me!

O Mot usually, | play on my own a lot!

O Zometimes other chilldren Join in with me2

O Miost times other chilldren like to play with me!

[:jl All of the me other chlidren want 1o play with me!

4. How well do you think children get on with each other in your class?
O They really do not like =ach ofer.

O They do not llke =ach other.

O Zometimes they like =ach obher.

[:jl They ke each other.

O Thiey really llke =ach other.
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7. Birrbam Gambay

How my classmates and | work together-
1. How much do you think students in your class help each other with their school
work?
() et 3t i - we e not heip each otner
() mot afen - we rarsiy neip zach atnert
() 2ametimes - when we nave 12t
() onten - we neip each otner

O Miost of the time we help each other!

2. Do you like helping your classmates with their schoolwork?

[:jl Mo, not at all, | kabe 112

O Mot really, only If | hawve bo!

OI somefmes, 'm nof bofhered, | don't really cans!
C} Miost of the Bme | 152 heiping my classmates!

O Yes, | lowe helping my classmaies!

Fiease expiain why you llke or don't ke heiping your classmates with schociwork.

3. How good are you at helping your classmates with their schoolwork?
CI e really awful!

[:} Im not very good:!

[:} m ok!

D I'm pretty good!
O I'm really good!

How do you know you are good or Rot good at helping your classmates wih their schoolwork?

I
4, How much do you work with vour classmates in a group on a set task?
() ez ara
() wt very mucn:
() zametimes:
O omen
() most atsne tme:
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5. Do you like working with your classmates in a group on set tasks?
O Mot af all - | hate I

O Mod really, anly I 1 have to!

O Bometimes -1I'm nof bothered, | don® really care!

O Most of the time | ke working with my dassmates!

O Yes | love working with my classmates!

Fiease explain why you [lk2 or don't llke working I groups wEh your classmates on set fasks,

6. How good are you at working in a group with your classmates on set tasks?

O i really awhul!
O I'm net very geod!
O I'm ok!

O I'mi pretiy good!
O rm really goed!

How do you know you are good at or not o good at working In a group wih your classmiales on set tasks?

|
7. Would you like to do more group work in your class time at school?
[::;I Mo - not at al?

D Fometimes!
O Yz - & lok miorne!

8. How much fun do you have in class learning?

[::;I Mone at all
[::;l A litthe bR of fun.

O Sometimes havwe fun.

O Have fun.

O Most Bmes we have fun.

9, How happy do you think your class is?

CI Wery unhappy.
[:}I Mot happy.

O Zometimes happy.
O Often happy.

O Reeally hapoy.
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Appendix 12
Student Reflective Journal
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NAME:

ACTIVITY: DATE:

Please circle one face that describes you.

1. Did I play the game today?

CAC) 90
S~ | —
| did not play at | played a little bit | played most of | played all of it!
all! of it! it!
2. Did I like the game we played today?
) 90
~ | —
| did not like any | liked a little bit | liked most of 1 liked it all!
of it! of it! it!

3. How good was | at the game we played today?

vy 90

o~ N
| was no good at | was sort of ok at | was pretty I was really good
all! it! good at it! at it!

4. Did I help my classmates play the game today?
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v ] 9 0
) - =
Not at all! A little bit of the A fair bit of the Most of the time!
time! time!

5. How I feel about ME after playing the game today!

Draw a face that shows how YOU feel! DRAW YOUR FACE.
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Teacher Survey
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1. Birrbam Gambay - Teacher Survey

Thank you for taking the tme to participate in this study.

Thie sureey is being conducted using Sursey Monkey which is based in the United States of Amernca. Information you
prowvide on this survey will be transfemed to Survey Monkey's server in the United States of America. By completing this

survey, you agree to this transfer.
Please note that all data will be confidential and only the researchers with the login and paswond will have access to the

data.

Oince again, thank youw for your response.

2. Demographics

Demographics - General information conceming school context.
Pleazs select one response anly.

1. Please identify gender.

O Male O Female

2. Please identify age range.

O =3yrs {::} 30-35yrs 1:::]- 40-45yTs O S0-5Syrs O *ESyrs
3. Please identify number of years teaching.

D =5yTs O S-Sy O A-14yrs O 15-15yrs D =15yrs

4. Please list your tertiary qualifications.
«|
i |
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3. Whole class group behaviors in your classroom.

For each of the following behawviors please rate the frequency of occumences within your whole dass group.
Flease select one response anly.

1. On task behaviour

O REVEr O rarely S sometimes O s [HE L Q almost always
2. Turn taking

O REVEr G rarely D sometimes l:::l s [HE L I:::I almost always
3. Cooperative learming

O REVEr O rarely G sometimes O s [HE L O almost always
4. Democratic decision making

l:jl REVEr O rarely S sometimes O s [HE L O almost always
5. Focused problem solving
O REVEr O rarely

6. Respectful discourse

l:__} REVEr O rarely S sometimes I:_“;I s [HE L l:jl almost always
T. Off task passive behaviour

O REVEr O rarely G sometimes O s [HE L O almost always
8. Off task disruptive behaviour
O REVEr O rarely

9. Disagreements

l:jl REVEr C} rarely Cj sometimes (::I s [HE L l:::J almost always
10. Heated discussions

O REVEr O rarely G sometimes O s [HE L D almost always

11. Total communication breakdowns

O mEVEr O rarely G sometimes D regularty O almast always

sometimes l:::l regularty I::;I almost always

@)

sometimes O regularty I::::I almost always

Q
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4. Physical Activity

To gain a sense of time spent. type of acthities undertaken and perceptions of physical activity.
Pleazs select one response only, except for question 8.

1. How often do you do physical activity during class time?

() rever

() ence s mees

() 2ors sme s e
o

O I or 3 tmies Everpday

2. For how long do yvour students undertake physical activity each day in your class
time together? (Where they are moving their body and getting out of breath?)

O 0~ 10 minutes O 11 - 20 milnutes O 21 - 30 mimub=s O 31 -45 minubes G 45 - 60 minutes O * 60 minuies

3. How is this time made up?

O Fart praciice (several short sessions (10 mins) epeated throughout e day]
O Whole practice {one large sesskons (30 mins) durng the day)

O Comibination of bo throughout bhe week

Oter (please specfy)

|
4, How is class time physical activity delivered to your students?

I:} Incorporated wkhin integrate=d uniks of work
O Taught 2= s=parale lessons/actiibes
D Used a3 an energlser

Oter (please specfy)

|
5. How would you rate your class's level of enjoyment as a group when participating in
physical activities?

D st IntEnsely O dsliz G Indifferznt O Ixz'enlay O Imimznsely

dislikz likeden|oy
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6. Do you enjoy promoting and actively encouraging your students to undertake regular
physical activity?

O‘ Iméensely disllke G [= EIL G Indif=r=nk O Ik=/enjoy O mimensely

llkeienjoy

Flease explain wivy you llke or dslike epoouraging yours students o undertake regular physical activity.

7. How much knowledge do you have in regards to engaging children in physical
activity?

C,l FrfE G & litie G an adequale O quite a bit l:::l a great deal

amaunt

8. How confident do you feel incorporating physical activity into your
program/curriculum with your students?

O‘ rot confident G & Ittie heskant S ok O confident l:::l very confident

9. Please identify some of the difficulties you may be experiencing implementing regular
physical activity with your students? (You may choose more than one)

|:| Time |:| Egquipment |:| Miotivating studenks
D Enowledge D Inkegraking Inte curmculum D Motivating yours=il
|:| Experience |:| Making it meaningful

Otier | please sparity)

=)

|
10. How much professional development have you had to assist you in delivering
physical activity sessions to your students?
O 0 sessions In the past year O one session in the past O w0 o Tour sessions In the O mrore tham four sesshons in

year st year e past year

11. What assistance, if any, do you feel you need to actively encourage and support

children to be physically active every day?
-1
=l
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5. Classroom relationships

Teacher chsenations and perceptions of relationships within the cassroom reganding communication, cooperation and
fteam work.
Fleass select one response only, except for questions 3 and 7.

1. How long do you estimate that your students spend engaged in cooperative learning
tasks each day in your class time together?

O 0 -10 milnutes O 11 - 20 minutes I:::I 21 -30 minutes O 31 - 45 mimutes D 45 - 50 minutes O * 60 milnutes

2. How is this time made up?
l:::l Fart pracice (several short sessions (10 mins) repeated throughout e day]
D '‘Whole practice (ons lange sessions (30 mins) during the day)

C::I Comblnation of bo throughout the week

Otrer (please spaoity)

3. Which of the following processes do you use to facilitate opportunities for discussion
and group work within your classroom?
{You may choose more than one)

D Eralmsiorming D Frosicons!guestions

|:| Haot potxio acthitiesieach student sdds their ideas) |:| Group Inquiry

Otrer (please spaoity)

=]
[ -]
4, How would you rate your class's level of enjoyment as a group when participaitng in

co-operative learning?

l:::l Inkensely dislike j disli= Cj Indiffer=nk E::I Ik=ienjay l::) mmansely

lketen]oy

5. Do you enjoy planning cooperative learning experiences for your students?

OI Intensely dislike O dislioz G IndHferent O Ik=fenjoy O mimansely

lkeiznjoy

Fieane explain why you e or disike encoursging your students b work cooperatively in class?

6. How much knowledge do you have in regards to facilitating cooperative learning?

O RORE O a little O an adequate O quite a bit O 3 great deal

armount
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7. How confident do you feel teaching children to "work cooperatively”?

O rat confident G @ little heskant S ok I:::I confident I:::I vary confident

8. Please identify some of the difficulties you may be experiencing when incorporating a
cooperative learning framework into your classroom,.
(You may choose more than one)

|:| Time |:| Equipmiznt |:| sbotivating studznts
D Enowledge D Integrating Irio curriculum D Motivaking yoursel
|:| Ewperiznoe |:| Making | meaningful
Otiver {please speiify)
«|
| |
9, How much professional development have you had to assist you in facilitating
effective cooperative leaming strategies in your classroom?

Ol [ 18 G & little S an adequate O quie & Bt O a great desl

amaunt

10. What assistance, if any, do you feel you need to include cooperative learning
approaches in your classroom?

=

- |
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6. Cultural awareness

To idendfy cumrent knowledge of Indigenows Culture and gain some understanding of percepions of cultural awareness
and how this can effect reconciliation.
Flease select one response only, except for question 8.

1. How much time do you spend each day incorporating Indigenous perspectives in
your classroom?

OI 0 - 10 minutes O 11 - 20 minuies I:::I 21 - 30 minubes O 31 -45 minutes G 45 - 50 minutes O > 60 minutes

2. How is this time made up?
I:::l Fari pracice (several short sessions (10 mins) epeabed throughout e day)
I:::I ‘Whole practice (one large sessions (30 mins) durng the day)

O Comibination of kot throughout the week

Oitfver | please spedify)

3. How are Indigenous perspectives addressed in your classroom?
O incorporated wEhin infegrated unks of work
O Taught as separate lessons/actibes

Ot {please sp=Cify)

4, How would you rate your class's level of enjoyment as a group when engaging with
Indigenous perspectives?

O Irsznsely diziiks O dslie G Indifferent O ImeErnjay O mmensely

llke'=n|oy

5. Do you enjoy embedding Indigenous perspectives in your lessons?

D Imtensely disllke O dslikz O Indifferent O IEzenlay O mmensely

llke'=n|oy

Wiy or Wiy rot? [Flease elaboraie)

. How much knowledge do you have of Indigenous culture?

OI RiORE O a litEle G an adeguate O gulte a bt O a great deal

armsaunt

7. How confident are you to embed Indigenous perspectives within your classroom?

O rat confident O a Iitie heskant O ok O confident O very confident
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8. Please identify some of the difficulties you may be experiencing embedding
Indigenous perspectives in your lessons.
(You may choose more than ong)

D Time D Equipment D Az slustions arise Wat mesd o B2

addreszed
D Enowledge D Inkegrafing Imto curdculum

D Experience D Making it meaningfu

D Miotivating students
D Mobivating yoursed

Ot |please specity)

]

H
9. How much professional development have you had to assist you in embedding
Indigenous perspectives within your classroom?

(:} FeOImE Ej & litle {j an adequate |:::| quite a bt C::' a great dea

amdunt

10. What assistance, if any, do you feel you need to actively encourage cultural
awareness and support reconciliation within your classroom active every day?

“I
=
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Appendix 14
Teacher Semi-structured Interviews

Page 192|230



Birrbam Gambay — Teacher Semi-structured Interview Questions

A. Perceptions and attitudes of physical activity:

1.

How

Do you enjoy helping your students to be more physically active? Why?
Why not?

Do you feel children in your class get 30 mins per day of physical
activity? Why? Why not?

How do you achieve “smart moves”? Why? Why not?

What things have you tried as part of increasing students’ participation in
physical activity? Did it work? Why? Why not?

B. Perceptions and attitudes of personal relationships, cooperation and
teamwork:

1.

2.

3.

How would you describe the classroom relationships that exist within
your classroom?

Do you use cooperative learning as a way to facilitate better relationships
and learning in your classroom? Why? Why not?

What measures have worked, or not, to enhance cooperation and team
work with your students?

C. Perceptions and attitudes of cultural awareness and reconciliation:

1.

2.
3.

How do you address and embed Indigenous perspectives in your
classroom?

Do you feel this is enough? Why? Why not? Obstacles?

Do you feel you have adequate knowledge, skills and attitude to facilitate
embedding Indigenous perspectives? Why? Why not?
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Appendix 15
Teacher Anecdotal Notes
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What time was spent on TIG? How did you teach TIG this week? Were
there any children who did not participate?

Did you notice any positive changes to the children that could be
attributed to the games?

What problems/issues/concerns did you encounter with TIG this week?

Were the games appropriate for your class this week? Would you continue
to teach this week’s games in your curriculum?

Did you integrate the games into other class work this week?

Is there something else about TIG you think is important for me to know?
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Appendix 16
nVivo transcripts
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Sample Transcripts of Teacher Interviews

Dimension

School

Teacher

Statement

Physical
activity

1

1

TIG undoubtedly increased physical activity and students
were more actively involved in playing the games

Simple and inclusive nature of the games allowed everyone
to participate

TIG increased the amount of physical activity and more
students participated, especially the non-sporty kids
Students are having more fun because they are not
competitive. Students feel empowered to learn.
Sessions were energetic and active where everyone got
involved

Increased the amount of physical activity during school
hours

Increased amount of physical activity during school hours
High energy, non-competitive games helped to establish
maximum participation

Short introductions maximize engagement and include
students with disabilities

Increase amount of physical activity and the children loved
it.

Everyone was included regardless of ability.

Students always wanted more than just 30 mins.

Great variety of games.

TIG has enabled me to give students a range of games to
play

We have played TIG every day and it has increased their
activity levels

Everyone was involved.
TIG helps us to meet daily physical activity goals.

TIG increased physical activity and the games went on for
much longer than expected because kids were enjoying them
Some continued to play at lunchtimes and at home.

Students definitely played more often. They are more active
and not realising it as they are having so much fun.

TIG has made physical activity more enjoyable for all
students
Increased participation levels

10

Children loved it, everyone could excel at one game or
another.

TIG has especially helped to get the girls to participate in
physical activity
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Dimension

School

Teacher

Statement

Cooperation
and
teamwork

1

Increased and were more tolerant of each other’s views.
The games were fun and promoted respectful behaviour
and encouraged students to cooperate

Had more empathy for one another
The games were so inclusive that students enjoyed playing
the games and encouraged them to help their peers.

Students enthusiasm for the games helped the class feel
connected and nurtured team work
TIG definitely increased their levels of cooperation.

The positive interactions developed a great sense of
community
Worked together much better

Really helped students to develop empathy for one another
TIG increased their cooperation and children can laugh at
themselves and enjoy playing

Students had a better understanding of one another

My students all get along very well now since TIG

My students are more friendly and helpful to one another
since TIG

SN

Developed much more empathy for one another.

Listened to each other and got along much better as a
group.
Increased peer teaching through TIG

TIG really helped to enhance students communication
skills

Their cooperation has improved and they are learning to
get on with it by doing TIG daily

10

Really helped to develop empathy for one another

My students are highly motivated and very competitive,
and TIG helped to increase their empathy and cooperation
with one another
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Dimension

School

Teacher

Statement

Indigenous
perspectives

1

Indigenous students identified with their culture and
were proud of these Indigenous games

TIG gives great background information about the
activity, the meaning, purpose and significance of the
games within Indigenous communities

Increased discussion. Students less reluctant to discuss
issues and more aware of how this impacts upon
Indigenous peoples.

TIG gives prominent links to Indigenous culture

TIG is really good for kids, it is a great resource. Wide
variety of games that relate well to kids.

I try to integrate IP’s through TIG now into a number of
KLAs

TIG provided the opportunity for students to engage with
culture

I am more comfortable now that I have a better
understanding of the cultural significance of the games

| teach a unit on the stolen generation through history
and TIG has helped to identify culture and games.
Increased their understanding of how and why
Indigenous culture is important to everyone.

Increased student understanding of survival and
Indigenous teachings.

Playing TIG made it much more adaptable and broke
down many barriers.

TIG PD made me feel more confident and empowered
me to embed Indigenous perspectives more readily.

Increased the awareness of the games and why they
were played.

TIG has made me more confident to discuss Indigenous
issues, and shows | am trying and that | recognise and
respect other cultures.

Indigenous students identified with their culture and
were proud of these Indigenous games

Not as much stigma attached to the games and students
felt they could talk about it more openly, rather than
the serious issues kids of this age find difficult to grasp.
Small informal chunks of discussion worked better.

Easily integrated TIG into curriculum. Increased respect
and attitude for the ATSI culture. ATSI students were
very proud of their own culture and games and this
increased their confidence.

10

Good to have a subliminal embedding of Indigenous
perspectives

Allowed for deeper understanding of cultural issues
through games and they helped to understand the non-
competitive idea of why cooperation was important.
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Dimension

School

Teacher

Statement

Self-efficacy

1

1

Different levels of challenge helped students to improve
their technique and they were really proud of their efforts
Students want to participate in TIG.

Weak students are also wanted to participate in TIG.
Great inclusion value for students.

Students with no chance at all now have a chance.
Games are entertaining and enjoyable.

The improvements in their social interaction and their skill
and co-ordination helps their health and well-being

This has increased for the non-sporty Kids.

Increased the sporty kids respect for others abilities.

Shy kids who have never been interested in physical activity
now take part and communicate with others in the class.
Games were fun and the laughter was infectious
Self-efficacy increased especially for the kids with negative
attitudes. They looked forward to TIG and were really
involved and started to laugh at themselves.

TIG has helped to build self-esteem, fitness and friendships
TIG Increased confidence especially in the uncoordinated
kids who would not have participated in other games.
Encouraged kids to change their aggressive style, and
developed more empathy for weaker ones.

TIG has helped with students social and emotional learning
Students loved it and felt great and happy after playing TIG.
Especially weaker students who really felt they had
something to contribute to the success of the games.
Students loved playing TIG and cheered each other on.
They always returned happy and smiling and had lots of fun
playing TIG. They didn’t care if they won, just that they
had fun playing.

There is a high Indigenous population and the Indigenous
kids were very interested in TIG and it helped them to get
involved with others.

Students felt good about themselves after the games and
they enjoyed playing them.

TIG has helped student develop empathy for others

Gave students better social skills at lunch times. The variety
of games allowed different kids to shine. Increased the idea
of group success and everyone found a game that they
particularly liked.

Gave students better social skills at lunch times. The variety
of games allowed different kids to shine. Increased the idea
of group success and everyone found a game that they
particularly liked.

The increase in physical activity increased confidence of
students. They were begging to go out and play TIG.
The ATSI students who were normally quite withdrawn
really got involved in TIG and this carried over into their
class work.

10

The non-competitive philosophy stopped weaker kids from
shying away from TIG. They were more willing to
participate and have a go, they wanted to do it, not because
they had to do it. The different context provided a different
attitude in the kids.

All students had a go and were eager to do so due to the
non-competitive nature of the games. The kids felt like they
were not letting anyone down.
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Dimension

School

Teacher

Statement

Future plans

1

1

We will continue to play TIG because they are
excellent

Will use this and develop further resources to
integrate TIG into other KLAs and with other year
groups.

We will look at applying for grants for further
equipment too.

We will make a commitment on the daily timetable
to play TIG

Continue with teaching TIG.

Expand TIG through the school and teach other
staff more games.

Apply for more funding for games equipment.
Allows for a non-tokenistic approach to embedding
Indigenous perspectives and for increasing physical
activity.

We will use TIG to construct units of work
Definitely repeat this in future years.

School timetabled TI1G with a school wide program
Continue with it next year.

We will conduct TIG awareness on pupil free days
next year and share it with staff at staff meetings.
Wrote a science unit of work which related directly
to TIG. This involved picking a game and
acknowledging history and origins and rules and
had to self-reflect as to why they enjoyed this so
much.

Trying to relate to IPs. Mini murries has developed
from this where Indigenous pre prep come along
and play TIG.

Continue this in future years. HPE teacher used
TIG to improve their fundamental motor skills.

SN

Set aside specific time in the day for TIG

Find out what games the local Indigenous
community might know of or have played in the
past

Mentoring year groups to play TIG.

My students are teaching TIG to younger “buddies”
in lower year groups in a timetabled activity
session.

Give students ownership of the games by allowing
them to create variations for games.

Integrating them more fully into the curriculum.
Expanding across age groups.

Kids running TIG themselves at lunchtimes.

Linking Indigenous students to games from the
areas they are from

Resourcing has been a major factor contributing to
the success of TIG.

The students are teaching younger students so that
it is sustainable and that it runs across age groups.

10

Students teach the staff the games so they too can
play them with their students

Would like to implement TIG at lunch times with
other age groups.

There is a school commitment to developing TIG
across school community.
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TOOWOOMBA QUEENSLAND 4350 CRICOS: QLD 00244B NSW
02225M
AUSTRALIA

TELEPHONE +61 7 4631 2300

www.usq.edu.au

OFFICE OF RESEARCH AND HIGHER DEGREES
William Farmer
Ethics Officer
PHONE (07) 4631 2690 | FAX (07) 4631 1995
EMALIL ethics@usq.edu.au
Tuesday, 20 January 2015

Sharon Louth
Faculty of Education
USQ Fraser Coast Campus

Dear Sharon

The USQ Fast Track Human Research Ethics Committee (FTHREC) assessed your
application and agreed that your proposal meets the requirements of the National
Statement on Ethical Conduct in Human Research (2007). Your project has been
endorsed and full ethics approval granted.

Project Title Birrbam Gambay: An investigation of the impact of
traditional indigenous games on primary school students.

Approval no. H10REA238

Expiry date 31/12/2013

FTHREC Decision | Approved as submitted

The standard conditions of this approval are:
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(@) conduct the project strictly in accordance with the proposal submitted and
granted ethics approval, including any amendments made to the proposal
required by the HREC

(b) advise (email: ethics@usq.edu.au) immediately of any complaints or other
issues in relation to the project which may warrant review of the ethical
approval of the project

(c) make submission for approval of amendments to the approved project before

implementing such changes
(d) provide a ‘progress report’ for every year of approval
(e) provide a ‘final report’ when the project is complete
(f) advise in writing if the project has been discontinued.

For (c) to (e) proformas are available on the USQ ethics website:
http://www.usq.edu.au/research/ethicsbio/human

Please note that failure to comply with the conditions of approval and the National
Statement may result in withdrawal of approval for the project.

You may now commence your project. | wish you all the best for the conduct of the
project.

William Farmer
Ethics Officer
Office of Research and Higher Degrees
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Ed{%aatgggc A11.071 LE:pp ref: 2010/112

Archalocess of Brisbana 17 November 2010

Ms Sharon Louth
PO Box 910
Hervey Bay QLD 4655

Dear Ms Louth

Thank you for your application regarding permission to approach

ALL CORRESPCNDENGE: Brisbane Catholic Education schools to conduct your research on

) ) ‘Birrbam Gambay: An investigation of the impact of traditional indigenous

prisbane Cat;f;itcfx games on primary schools students’. Permission is granted fo approach
Brisbane QLD 4001 the schools listed below:

Phone: (07} 3033 7000

Faxc (07) 3844 5101 > Star of the Sea School, Torquay > Xavier Catholic College, Hervey

www.bne.catholic.edu.au
ABN 49 991 006 857 Bay

| would ask you to contact the principals of the respective schools

& seeking their involvement in the project.
Please note that participation in your study is at the discretion of each of
the principals.
OFFICE LOCATIONS:
Dutton Park If you have any further queries, please contact me on (07) 3033 7427.
243 Gledstone Road

Phane: {07) 3033 7000
ot End Yours smcerely

198 Montague Road
Phone: (07) 2033 7000

North Lakes
12 Endeavour Blvd Mrs Lisa Eastm
Phone: (07) 3490 1700 Research Coordinator
Catholic Education
Springwood Archdiocese of Brisbane
57 Lauwrinda Crescent

Phane: (07} 3440 7800

Fr Bernard O'Shea
Inservice Centre, Wilston
12 Lovedale S5t

Fhona; (07) 3033 7411

Ngutana-Lui Aberiginal and
Torres Strait Islander Cultural
Studies Centre, Inala

100 Lilac 5t

Phene: (07) 3033 7200

Teaching Challenging Transfarming
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Queensland
Government

29 November 2010

Mrs Sharon Louth

University of Southern Queensland

Department of
PO Box 910 Educalionnand Training
Pialba Qid 4655
Dear Mrs Louth

Thank you for your application seeking approval to conduct research titted “Birrbam
Gambay: An investigation of the impact of Traditional Indigenous Games on primary
school students”in Queensland State schools. | wish to advise that your application has
been approved.

You can approach principals of the schools nominated in your application and invite
them to participate in your research project, and as detailed in the depariment’s
Research Guidelines:

* You need to obtain consent from the relevant principals before your research
project can commence.

+ Principals have the right to decline participation if they consider that the research
will cause undue disruption to educational programs in their schools.

¢ Principals have the right to monitor any research activities conducted in their
facilities and can withdraw their support at any time.

This approval has been granted on the basis of the information you have provided in
your research proposal and is subject to the conditions detailed below.

* Any changes required by your institution’s ethics committee must be submitted to
the Department of Education and Training for consideration before you proceed.

» Any variations to the research proposal as originally submitted data collection or
additional research undertaken with the data, or publication based on the data
beyond what is normally associated with academic studies will require the
submission of a new application.

+ Perusal of and adherence to the department's standard Terms and Conditions of
Approval to Conduct Research in departmental sites is required as outlined in the
document available at http://education.qld.gov.aulcomporatelresearch/terms_conditions. pdf

* As part of these terms and conditions, at the conclusion of your study you are
required to provide this Office and principals of participating schools with a
summary of your research results and any associated published papers or
materials in hard copy. You are also requested to submit the documents in
electronic format, or provide a link to an online location if possible, to
research.stratpol@deta.qld.gov.au. Failure to provide a report on your research
will preclude you from undertaking any future research in Queensland State
schools.

Education House

30 Mary Street Brisbane gooo
PO Box 15033 City East
Queensland 4o02 Australia
Telephone 131 304

Website www.deta.gld.gov.au
ABN 76 337 613 647
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Please note that this letter constitutes approval to invite principals to participate in the
research project as outlined in your research application. This approval does not
constitute ethics approval or support for the general and commercial use of an
intervention or curriculum program, software program or other enterprise that you may
be evaluating as part of your research.

Should you require further information on the research application process, please feel
free to contact Dr Chris Diamond, Principal Research Officer, Strategic Policy and
Research on (07) 3237 0417. Please quote the file number 550/27/1013 in future
correspondence.

I wish your study every success.

Yours sincerely

Jo# by

Dr John Dungan

Director

Strategic Research

Strategic Policy and Research
Trim ref: 10/320581
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University of Sothern Queensland

The University of Southern Queensland

Participant Information Sheet
TO: Principals and Teachers

Full Project Title: Birrbam Gambay: An investigation of traditional indigenous games programs.

Principal Researcher: Sharon Louth
Associate Researcher: Associate Professor Romina Jamieson-Proctor
Associate Researcher: Dr. Patrick O’Brien

| teach at USQ Fraser Coast Campus in the Faculty of Education, and have begun a postgraduate degree in the Doctor of
Philosophy program. | would like to invite you to take part in this research project.

You are invited to participate in this research project because it has a regional community focus and your school is an
integral part of the Fraser Coast community. The study is aimed towards Year 5 students and their teachers in schools
across the Fraser Coast. The project also draws on government initiatives which your school supports.

Please read this Plain Language Statement carefully. Its purpose is to explain to you as openly and clearly as possible all
the procedures involved so that you can make a fully informed decision as to whether you are going to participate. Feel
free to ask questions about any information in the document.

Once you understand what the project is about and if you agree to take part in it, it is asked that you sign the Consent
Form. By signing the Consent Form, you indicate that you understand the information and that you give your consent to
participate in the research project.

1. Purpose of Research

The purpose of this project is to create a professional development resource package to assist teachers to facilitate and
promote physical activity, inclusiveness, self-confidence, self-esteem, cooperation, teamwork and cultural awareness by
embedding Traditional Indigenous Games through an integrated curriculum. The research will go towards a Doctor of
Philosophy postgraduate degree.

Current concerns over children's health with respect to the amount of time children spend taking part in physical activity
have led to responses from various levels of government to encourage healthy lifestyles and physical activity through
initiatives within and outside of schools. Participation in sport addresses physical activity levels, but through the very
nature of competitive sport, is not inclusive of the whole population. Health and Physical Education as a key learning
area in the curriculum, should be inclusive, but does draw on sports and games models of education, which are
competitive and encourage survival of the fittest, as opposed to survival of the group. The negative impact this approach
has on a child's self-esteem and their resultant perception and willingness to participate in HPE and sport needs to be
addressed if we are to promote health and physical activity to our children. Australia's Indigenous people played many
traditional games that were by nature cooperative, and acted to prepare children for life within their cooperative society.
These games were researched and collected by Dr. Ken Edwards with support from the Australian Sports Commission
and compiled to produce the "Yulunga"(2008) resource. The intervention project will occur within Fraser Coast and be
trialled in five primary schools, targeting year 5 classes, and compared to five control schools and their year five classes,
with similar demographics.

2. Procedures

Participation in this project will involve

» Participating in professional development sessions prior to, during and post test phase.
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> Initial PD sessions will be conducted over two days.

» Teachers of year 5 classes will be asked to complete pre and post-trial electronic surveys which will take
up to 15 mins to complete.

» Teachers of year 5 classes will also be interviewed pre and post-trial which will take up to 30 mins and
these will be audio recorded.

> Teachers will use class teaching time allocated to “smart moves” to teach Traditional Indigenous Games to
their students over 2 terms.

» Year 5 students will be asked to complete pre and post-trial electronic surveys which will take up to 15
mins to complete.

> Year 5 students will participate in TIG during their normal classroom lessons. Students will complete a

reflections scale after a selection of these.

» The research will be monitored via email communications with participant teachers and the principal
researcher, and supplemented with fortnightly support and resource meetings.

» The study will promote a holistic strategy that addresses the health and well-being of both teachers and
students in schools. The project will provide support and professional development to teachers by creating
a multimedia resource package so that they can facilitate participation in physical activity for their students,
enhance the confidence and self-esteem of their students, promote cooperation and team work amongst their
students, and embed indigenous perspectives into their classroom. The project will enable children to enjoy
being physically active, enhance their perceptions of "self", and have a greater understanding, appreciation
and engagement of Indigenous culture.

» Playing Traditional Indigenous Games will involve physical activity hence can involve collisions, slips,
trips and falls, which are the normal risks associated with and Health and Physical Education lessons.
Normal precautions will be adopted to minimise such risks. | anticipate a positive experience that will be
enjoyed by all.

> Benefits of enjoyment, participation in physical activity and social cohesion to enhance health and well-
being outweigh minor risk of collision, slips, trips and falls, as is currently seen in practice within schools
in Health and Physical Education lessons.

3. Confidentiality

The data from the surveys will be collected electronically and stored in password protected computer files. Data collected
manually, via surveys (if no internet access is available) and interviews (including transcripts and audio files) will be stored
in a locked filing cabinet. Data will be destroyed after the mandatory 5 yr term on completion of the study.

All data collected from surveys and interviews are confidential. Neither individuals nor schools will be identified. If any
participants wish not to be included in the photos this can be done.

In any publication, information will be provided in such a way that you cannot be identified. Talent release forms will be
used prior to collecting photos.

Voluntary Participation

Participation is entirely voluntary. If you do not wish to take part you are not obliged to. If you decide to take part and
later change your mind, you are free to withdraw from the project at any stage. Any information already obtained from
you will be removed and your data withdrawn.

Your decision whether to take part or not to take part, or to take part and then withdraw, will not affect your relationship
with the University of Southern Queensland.
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Before you make your decision, a member of the research team will be available to answer any questions you have about
the research project. You can ask for any information you want. Sign the Consent Form only after you have had a chance
to ask your questions and have received satisfactory answers.

If you decide to withdraw from this project, please notify a member of the research team.

4, Queries or Concerns

Should you have any queries regarding the progress or conduct of this research, you can contact the principal researcher:

Sharon Louth

Faculty of Education

University of Southern Queensland
PO Box 910

Hervey Bay QUEENSLAND 4655

Telephone: 4194 3107
Mobile: 0402 240 200

Email:louths@usg.edu.au

If you have any ethical concerns with how the research is being conducted or any queries about your rights as a participant
please feel free to contact the University of Southern Queensland Ethics Officer on the following details.

Ethics and Research Integrity Officer
Office of Research and Higher Degrees
University of Southern Queensland
West Street, Toowoomba 4350

Ph: +61 7 4631 2690

Email: ethics@usg.edu.au
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Universit of Southern Queensland

The University of Southern Queensland

Consent Form
TO: Parents and Students

Full Project Title: Birrbam Gambay: An investigation of traditional indigenous games programs.
Principal Researcher: Sharon Louth

Associate Researchers: Associate Professor Romina Jamieson-Proctor

Dr. Patrick O’Brien

I have read the Participant Information Sheet and the nature and purpose of the research project has been
explained to me. | understand and agree to take part.

e | understand the purpose of the research project and my involvement in it.

e | understand that I may withdraw from the research project at any stage and that this will not affect my
status now or in the future.

e | understand that while information gained during the study may be published, I will not be identified and
my personal results will remain confidential.

e | understand that I will be videotaped / photographed during the study.

e | understand that photographs and videotapes from the study will be used in a professional development
package within schools and published with research findings.

Name of partiCipant. ... .. ...,

If you have any ethical concerns with how the research is being conducted or any queries about your rights as a participant

please feel free to contact the University of Southern Queensland Ethics Officer on the following details.

Ethics and Research Integrity Officer
Office of Research and Higher Degrees
University of Southern Queensland
West Street, Toowoomba 4350

Ph: +61 7 4631 2690

Email: ethics@usqg.edu.au
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TALENT RELEASE Job Number

o PHOTOGRAPHY o AUDIO o VIDEO

EVENT or PROJECT:

Permission is hereby given to The University of Southern Queensland (USQ) to take photographs,
vision and or audio of me, archive works, make copies of works, sell the same, and publish the work
in any form, in whole or in part, and distribute by any medium including, but not limited to, print
media, Internet, CD-Rom, other multi-media uses or graphic representation, vision or audio.

Permission is given for The University of Southern Queensland to use my photograph, record vision
and/or sound of me for:

a. the production of resources/programs that will assist USQ in its educational mission,

b. promoting and advertising resource materials, productions, activities that would assist USQ
with further educational and promotional requirements,

c. the promotion of the USQ its courses, programs, services and activities; and

d. any commercial distribution of the resulting educational or promotional
products/resources.

The University of Southern Queensland undertakes not to use material in any way that would cause
embarrassment or misrepresent the intent of my participation. USQ is not obliged to make use of the
material. The University of Southern Queensland understands that I own the intellectual property rights
of sound or music created by my and this release form is not meant to transfer my ownership or
copyright.

Name (Please Print)

Address:

Telephone:

It is understood that no fee or payment will be provided for giving this permission and any claim for
remuneration, residuals, royalties or any other payment in respect of usage by USQ is waived.

Participant’s

Signature: Date:

[print name] [signature]

[NB: If Participant is under 16 years of age the Parent/Guardian must sign on behalf of the
Participant]

Parent/Guardian: Date:

[Circle which is applicable] [print name] [signature]

Media Services ® Distance and e-Learning Centre ® Division of Academic Information Services
The University of Southern Queensland @ Toowoomba ¢ Queensland « 4350
Email: Photography@usg.edu.au e Audio@usqg.edu.au e Video@usg.edu.au m Fax: 074631 2028
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