AN INVESTIGATION OF THE EFEECTIVENESS OF A
SCHOOL-BASED SPORT LEADERSHIP PROGRAM AND
ITS IMPACT ON STUDENTS’ PSYCHOSOCIAL
DEVELOPMENT.

Petra Plencnerova

BSc (Hons) Psychology
PGC in Early Years and Initial Teacher Training
MSc Psychological Research Methods

A thesis submitted in fulfilment of the requirements for admission to the
degree of
DOCTOR OF PHILOSOPHY

¢ ISEAL

VICTORIA UNIVERSITY
Victoria University
Institute of Sport, Exercise and Active Living (ISEAL)

College of Sport and Exercise Science

June 2017



Dedicated to my brother

When you unexpectedly left us during the final stages of my thesis, | thought I could
never finish it. It was the legacy through the music you left behind that was encouraging

me to keep going. I’ll love you forever.

...AJ ked'’ si na dne, proste musis verit, ze to bude lepsie,

musis vstat’ a bojovat, pretoze kto makad, ma Sance vdcsie.

(Even when you 're down, you have to believe it will get better, you have to get up and

fight, because better prospects are for those who work hard.)

~Zeton Real~



ABSTRACT
Background: This study systematically explored the outcomes and implementation
processes of the School Sport Leadership Program (SSLP), which was integrated into
some secondary schools in Melbourne, Australia. The main principle behind the SSLP
was to train secondary school-aged students to become sport leaders, who deliver
sporting activities to primary schools with the aim to encourage participation in sports
and physical activities and develop their competencies. The overarching aim of this
research was to evaluate the impact of the program utilising rigour methodology design,
and to provide a comprehensive view of the developmental outcomes for the young

people, as well as the program’s impact on the school community.

Methods: Mixed methods research, drawing on multiple data sources, was utilised to
evaluate the SSLP during a period of two academic years. Three schools participated in
the retrospective study (Study 1), and the sample of 36 participants consisted of three
school principals, five teachers, 25 students and three parents. Data were collected
through semi- structured interviews and focus groups. The number of schools increased
to six in the Study 2. The quantitative phase utilised a set of validated measures to
identify students’ and teachers’ outcomes, assessing their self-efficacy beliefs,
engagement and disaffection, perceived physical competencies, together with teachers’
provision of structure, autonomy and their efficacy beliefs. The questionnaires were
administered to six teachers and 143 students, from which 51 students formed a control
group and 92 students participated in the leadership program. The qualitative phase
sought to gain further perspectives of the students outcomes from the students (n=30)
and teachers (n= 6) through semi-structured interviews and focus groups. Finally, the
third phase included video observations from five of the participating schools assessing
the programs fidelity, i.e. determining whether the program was delivered as intended

through an established checklist.

Results: Study 1 revealed five emerging themes, which characterized the program:
Schools’ Struggle, Students’ Transformation, Program’s Effectiveness Requirements,
and Potential of Systemic Change. Despite some of the challenges associated with the
program’s implementation and its delivery, the findings from all sources of participants
converged to reveal that students enhanced their psychosocial and competency
development, proposing it was mainly their increased self-efficacy enabling their

‘transformation’. This noticeable transformation consequently influenced the school



environment, whether it was through teachers’ rewarding experiences, students’ positive
interactions with their peers and family members or schools’ improved partnerships
with primary schools and other organisations. Findings from Study 2 identified that
students who opted to be part of the program had already higher existing competencies
and motivation to school than the corresponding control group students. After the
program was completed, there were no statistically significant differences in the
competency change between the control or intervention group on overall. However,
some significant changes in competencies were observed at some schools, specifically
in relation to students’ academic self-efficacy and the perceptions of their teacher.
Findings from the qualitative phase also indicated that in the school where these
significant changes occurred, students transferred these skills outside of the program
context, achieving the highest stages of the leadership level (Martinek & Hellison,
2009). The video observation showed the program’s content was delivered as intended
at most of the schools, however there were large differences in terms of how the content

was delivered.

Conclusion: It was concluded that the program’s impact on its participants is
contingent on an interaction of factors including its effective implementation and
delivery, teachers’ pedagogical approaches and the principals’ support and approach to
student recruitment. Additionally, it was identified that incorporating crossed-aged
leadership into any sport-based developmental program enhances students’
developmental outcomes. This research further extended the literature related to sport-
based youth developmental programs as well as it also provided practical implications

and recommendations for the stakeholders.
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CHAPTER 1. Introduction and Overview of the Thesis

Introduction

Schools from areas with low socio-economic status (SES) across Melbourne face
concerns with high trends of overweight and obesity amongst children and youth,
together with decline in frequency of Physical Education (PE) and low participation in
school sport (Salmon, Timperio, Cleland & Venn, 2005). These authors have further
suggested that school sport promotion should be one of the priorities in Australia,
particularly in the areas with low SES, where the school facilities, resources and staff
supervision are insufficient. There is extensive evidence demonstrating that physical
activity and sport participation contributes to positive physical development and health
outcomes in children, and youth (e.g., for a review see Biddle, Gorely & Stensel, 2004;
Biddle & Mutrie, 2011, Strong et al., 2005). Participation in physical education and
school sport has also been associated with many positive developmental outcomes for
young people, including social, affective, and cognitive development (for a review see
Bailey et al., 2009). Some researchers refer to these developmental outcomes as ‘life
skills’, as they represent moral, psychosocial, and behavioural competencies which can
be applied or ‘transferred’ to non-sport settings in young people’s everyday lives (e.g.,
Danish, Taylor, Hodge, & Heke, 2004; Gould & Carson, 2008). However, the need for a
provision of meaningful sport programs has been contested, as participation in sport
activities or programs which only offer traditional focus on motor skills development or
sport performance do not explicitly provide the psychosocial benefits associated with
sport participation (Danish, Forneris & Wallace, 2005; McCallister et al., 2000;
Petitpas, Cornelius, Van Raalte, & Jones, 2005; Weiss, Bolter & Kipp, 2016).

A large number of youth development programs in the sport or physical activity
(PA) context have been designed in the past decade, with the aim of enhancing youths’
psychosocial development (e.g., see Gould & Carson, 2008; Petitpas et al., 2005 for a
review). These programs have been employing the Positive Youth Development (PYD)
theoretical framework, which endorses initiatives that help young people to acquire
skills and competencies and positively contribute to their psychosocial and behavioural
outcomes (e.g., Larson, 2000; Lerner & Lerner, 2006). The predominant purpose of the
sport-based PYD programs is to teach competencies or life skills purposely and
systematically, cultivating a supportive learning environment. Relatively few of these

programs have incorporated leadership elements or opportunities for leadership



activities within the community, with a corresponding lack of research into these
initiatives, particularly within the school context (Brendtro, Brokenleg, & VanVockern,
2005; Martinek &Hellison, 2009, Weiss, 2013).

School sport leadership programs have gained increasing popularity in the UK in
the past decade, where a number of programs have been introduced nationally with the
aim of providing opportunities for students’ sport participation as a framework to
facilitate their personal growth (Edwards, 2011; Loughborough partnership, 2009;
Street Games, 2014; Sports Leaders UK, 2011a). The evidence detailed within
government reports (Loughborough partnership, 2009; Ofsted, 2011; Sports Leaders
UK, 2011a; Street Games, 2014) and previous empirical research (Kay & Bradbury,
2009; Mawson & Parker, 2013; Taylor, 2014) reinforces that the school sport leadership
initiatives improve students’ developmental outcomes. Developments have been
observed in relation to personal attributes, including self-esteem, classroom behaviour,
school attendance, academic performance, communication, organisational or problem-
solving skills, relationships between peers and teachers, engagement with communities
or increases in students’ physical activity levels.

Due to the previously described concerns over student’s low participation in PA
and school sport in Australia (Salmon et al. 2005), School Sport Victoria adopted the
UK’s School Sport Partnership (SSP) model in order to promote school sport
participation and contribute to the positive outcomes for young people which are
associated with this initiative (Loughborough partnership, 2009). The Australian
program, School Sport Leadership Program (SSLP), was modified to ‘fit’ the Australian
setting and was implemented within a number of schools in Melbourne, predominantly
located in areas characterised as having low socio-economic status. The main concept
behind this program was to provide sport leadership training for secondary school aged
students, together with opportunities for a practical application of their skills in the local
community and primary schools.

Despite the encouraging potential of sport-based developmental programs and
their positive impact on youths’ psychosocial and developmental outcomes, their lack of
critical evaluation has been highlighted by a number of researchers (e.g., Gould &
Carson 2008; Long, 2008; Sandford, Armour, & Duncombe, 2008; Weiss & Wiese-
Bjornstal, 2009; Weiss, Bolter & Kipp, 2016). Evaluation research, particularly in school
settings, is often overlooked or is lacking in appropriate research methodology (Danish
et al., 2005). It has been recognised that a rigorous research design, evaluating sport-

based developmental programs, should adopt an experimental pre-test/post-test design
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with a comparison group (Weiss et al., 2016), employing both quantitative and
qualitative methodologies (Gould & Carson 2008; Sandford et al., 2006). In addition,
Patton (2012) has identified that any evaluation research should answer how effective
the program was, whether it was delivered as intended (fidelity evaluation), whether the
program’s goal was achieved, and what impact it had on its participants. Work by Weiss
(2013) has further recognised that an effective, in-depth evaluation should examine a
number of the program’s principles. Firstly, an examination of whether the program is
reaching its intended goals or objectives is needed. Secondly, results should translate
the findings and provide recommendations and improvement strategies for the
stakeholders and practitioners. Lastly, the processes underlying the change outcomes
need to be explained. The current research is guided by the above-mentioned principles,
and, by employing both outcome (assessing the program’s success to bring a positive
change for its participants) and process (exploring the aspects of the program associated
with its delivery) evaluation techniques, it aims to systematically examine SSLP’s

effectiveness.

Aims of the Thesis
The overall purpose of this thesis is to evaluate SSLP and determine its impact on
young people’s competencies and psychosocial development, together with the
program’s broader impact on the participating schools. By applying rigorous research
methods, this thesis further aims to extend the current understanding of the psychosocial
outcomes associated with participation in sport leadership programs. More specifically,

the overarching aims of this thesis are:

e To identify SSLP’s impact on the participating students’ psychosocial
development and gain a greater insight into the underlying processes of how
young peoples’ psychosocial outcomes and/or competencies are developed.

e To identify SSLP’s influence on teachers’ practices and the school community.

e To evaluate the effectiveness of the SSLP’s delivery and translate the research

findings to practical applications for the program facilitators.

The detailed objectives and the corresponding research questions for each of these aims

are further described in Chapter 3.



Methodology

In a series of studies, an initial qualitative investigation examined the programs’
impact on its participants and school, and guided subsequent mixed methodology
phases of research. The qualitative research enabled in-depth exploration of the
processes as well as outcomes of the program. Focus groups and individual interviews
were conducted with multiple participants in each qualitative phase, including students,
teachers, principals and parents, to determine their recall of the program content, initial
implementation, teaching methods, and participants’ outcomes. The following
quantitative phase examined the program’s impact on participants’ development,
utilising a number of previously validated questionnaires in order to determine specific
students’ perceived competency development. Quasi-experimental methods, including
intervention and control group with pre-test/post-test measurements, were adopted.
Previous researchers highlighted that employing this research design allows for in depth
exploration for the sport-context PYD topic (Weiss, 2013), as well as addressing both
outcome and process evaluation (Horn, 2011). Another important aspect of this research
was to evaluate the fidelity of the SSLP and examine whether the program was
delivered as intended in each individual school. The use of multiple participant sources,
together with a number of studies, permitted triangulation of views of the impact of
SSLP on the young people, which allowed for a high degree of reliability for this

research.

Chapter Overview

Chapter 1 provides a brief introduction to the purpose of this thesis and its aims.

Chapter 2 explores the topic governing this thesis and provides a review of the
literature related to school-based sport leadership initiatives. The focus of the discussion
is on defining sport leadership, providing examples of different sport leadership
programs and their impact on the participating youth, together with a discussion of the
challenges associated with these programs.

Chapter 3 serves as an overview of the School Sport Leadership Program, and
offers a rationale for this thesis and the theoretical frameworks guiding this research.
This chapter also demonstrates the justification of the methodology and evaluation
framework adopted in this research.

Chapter 4 details the findings from Studyl- ‘Retrospective Evaluation of the

School Sport Leadership Program’. This qualitative research explores the program’s

4



initial implementation, together with its broader impact on the students, schools and the
staff. Sustainability of the program, together with practical recommendations, are also
discussed.

Chapter 5 examines the program’s impact through a prospective Study 2, by
utilising mixed methodology research. This study is divided into three parts,
corresponding to the three research phases. Phase 1 examines students’ competency
development and teachers’ perceptions of the program by using a number of validated
questionnaires. Phase 2 provides further in depth exploration of the students’ outcomes
through qualitative research methods. Phase 3 examines the program’s fidelity through
a number of video observations at each of the participating schools.

Chapter 6 provides a summary and integration of the main findings of the thesis.
Reflecting on the research design and findings, it includes theoretical and practical
implications for this research, program sustainability, and suggestions for future

research directions.



CHAPTER 2. Literature Review

Sport and Physical Activities at Schools

Schools have a pivotal and central role in providing opportunities for physical and
sport activities for young people. Therefore, a number of researchers have been
emphasising the importance of directing greater attention to schools’ Physical
Education (PE) and Physical Activity (PA) programs (Naylor & McKay, 2009; Story,
Kaphingst & French, 2006). The time allocated to Physical Education in the majority of
western schools has been declining, as the time allocation for other academic subjects
has increased (Bailey, 2016; Danish et al., 2005; Hillman, Erickson, & Kramer, 2008),
including the schools in Melbourne (Salmon et al., 2005). These changes have taken
place despite the large support base for the view that participation in sport and physical
activities is associated with improved -children’s physical and mental health
development (e.g., Biddle & Asare, 2011; Raferty, Breslin, Brennan & Hassan., 2016;
Tortolero, Taylor & Murray, 2000) as well as their academic performance (e.g., see
Bailey, 2016 for a review).

There is a strong evidence that physical activity not only improves school-aged
children’s’ physical health (Biddle, Gorely & Stensel, 2004; Strong et al., 2005); it also
enhances cognitive functions such as perceptual skills, attention and concentration (e.g.,
Budde, Voelcker-Rehage, PietraByk-Kendziorra, Ribeiro, & Tidow, 2008; Hillman et
al., 2009; Tomporowski, Davis, Miller, & Naglieri, 2008). Additionally, a number of
intervention studies have demonstrated that children’s academic achievement (e.g., Coe
et al., 2006; Fox, Barr-Anderson, Neumark-Sztainer, & Wall, 2010; Hollar et al., 2010;
Mullender-Wijnsma et al., 2015) and classroom behaviour (Burns, Brusseau, Fu, Myrer,
& Hannon, 2016; Carlson et al., 2015) are also improved by increased PA, including
sport. Further, meta-analysis research has demonstrated a strong relationship between
participation in physical activities and children’s improved mental health, such as
reduced anxiety and depression as well as improved self-concept (Strong et al., 2005).
Other research has demonstrated that the physical and psycho-social benefits of sport
and PA can contribute to children’s mental wellbeing, including improved attitudes
toward school (Marsh & Kleitman 2003), enhanced school enjoyment, and subjective
well-being (Gilman, 2001).



Participation in PA and sport also have an impact on wider social outcomes and
promotion of socio-moral development in youth (Coakley, 2011; Miller, Bredemeier, &
Shields, 1997), including reduction of antisocial behaviour and increases in general
school connectedness and satisfaction (Libbey, 2004; Marsh & Kleitman, 2003).
Particularly, interventions aimed at youth often incorporate sport and physical activities
to address wider social impacts, such as their resistance to drug and alcohol addiction
(Kirkcaldy, Shephard, & Siefen, 2002) or other deviant behaviour (Hartmann & Depro,
2006; Nichols, 1997). Additionally, there is a wealth of literature indicating that young
people’s participation in PA and sports is positively associated with self-image and
increased self-esteem (e.g., DeBate, Gabriel, Zwald, Huberty, & Zhang, 2009; Strong et
al., 2005; Tremblay, Inman, & Willms, 2000). Similarly, Tortolero’s et al. (2000) meta-
analysis research described a positive relationship between youths’ physical activity and
their increased perceived physical competence, health and wellbeing, improved self-
efficacy and self-esteem, as well as a decrease in depression and stress. These findings
are of particular importance as self-esteem during adolescence is specifically malleable
and continues to decline during this period (Robins, Trzesniewski, Tracy, Gosling, &
Potter, 2002).

Youth Development through Sports

Adolescence is regarded as a period of biological, social, emotional and
psychological transitions (Coleman & Roker, 1998), and researchers have been paying a
great deal of attention to the examination of both positive and negative aspects of these
adolescent developmental transitions (Coles, 1995). A variety of efforts have been
adopted by educational institutions and government in order to assist youth through this
transition (Roth, Brooks-Gunn, Murray, & Foster, 1998). A number of researchers and
educators have adopted a new perception concerning adolescent development over the
past years, which has been labelled as Positive Youth Development (PYD; Lerner,
Almerigi, Theokas, & Lerner, 2005). The PYD advocates suggest that
adolescence/youth should be perceived as a resource for cultivating young people’s
strengths, rather than perceiving youth as having deficits which need to be corrected
(Roth et al., 1998). The need for the PYD programs has been widely discussed (e.g.,
Gould & Carson, 2008, Holt, 2008; Larson, 2000; Lerner et al., 2005):



We have a burgeoning field of developmental psychopathology but have a
more diffuse body of research on the pathways whereby children and
adolescents become motivated, directed, socially competent, compassionate,
and psychologically vigorous adults. Corresponding to that, we have
numerous research based programs for youth aimed at curbing drug use,
violence, suicide, teen pregnancy, and other problem behaviours, but lack a
rigorous applied psychology of how to promote positive youth development.
(Larson, 2000, p. 170)

The key principle of the PYD approach is to develop initiatives that build
competencies and skills in adolescents, by exposing them to an environment which
promotes empowering and supportive values and opportunities they might otherwise not
experience (Eccles & Gootman, 2002; Roth & Brook-Gunn, 2003a). The PYD
theoretical framework identifies that effective youth development fosters the building of
strengths and skills which are generalisable to other life domains. The philosophy of
developing competencies and skills in young people through school-based intervention,
in order to improve their psychosocial development, is also known as Social and
Emotional Learning (SEL). Programs promoting SEL have been connected to improved
emotional regulation, social skills, behaviour or academic performance amongst the
students (see Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011 for a review).

Engagement in sport or physical activities has been regarded as an effective tool
or intervention for PYD, in order to help young people with their psychosocial
development and wellbeing (Danish et al., 2005, Holt, 2008; Weiss, 2008). Moreover, it
has been proposed that PYD programs are most effective through utilising sports
(Barber, Eccles, & Stone, 2001), while a number of studies have revealed that youth
participation in organised sports is associated with cognitive, psychosocial, social and
physical developmental outcomes (e.g., Camiré, Trudel, & Forneris, 2009; Fraser-
Thomas, C6té, & Deakin, 2005; Holt &Neely, 2011; Weiss, 2008). Some authors have
specified that these benefits are not found with participation in art, community service,
or other school activities (Barber, et al. 2001). In addition, evaluation studies of youth
programs have demonstrated that programs which receive the highest participation rates
that are sustained over a period of time are those which incorporate sport within their
content (Roth & Brook-Gunn, 2003b). Theokas and colleagues (2007) have proposed

that physical activity or sport-based programs provide an optimal learning environment,



since young people are active individuals and prefer to learn by ‘doing rather than
talking’.

Sport is also believed to be a vehicle for building moral development in youth,
due to the interactive and regulatory principles which promote fair play, safety,
teamwork and leadership (Martinek & Ruiz, 2005). It has been demonstrated that sport
enables young people to develop a number of competencies, including team-building,
communication, physical and organisational skills (Sandford, Armour, & Warmington,
2006), self-responsibility (Hellison, 1995), moral sense (Miller, Bredemeier, & Shields,
1997), decision-making skills (Robertson, 2000), a sense of community (Ennis et al.,
1999), problem solving skills (Moore, 2002) and empathy (Shields & Bredemeier,
1995). However, Petitpas et al. (2005) have emphasised the importance of
differentiating between sport programs and youth development programs with a sport
context. Whilst sport programs apply teaching sport and physical skills to enhance sport
performance outcomes, youth development utilises sport or physical activity to build a
set of life skills in a planned curriculum. These authors have proposed that each positive
youth development program with a PA/sport context should integrate three essential
components to their delivery. Youth needs to be exposed to an environment which
promotes intrinsic motivation (‘context’), and be surrounded by caring adults promoting
positive values (‘external assets’). Lastly, they need to acquire skills (‘internal assets’),
which they can effectively apply to their everyday life beyond the program.

PYD researchers refer to competencies gained through sport as ‘life skills’, and
whilst there are various definitions of the characteristic of these skills (Hodge, Danish &
Martin, 2012), they generally represent “skills that enable individuals to succeed in the
different environments in which they live, such as school, home and in their
neighbourhoods” (Danish, Taylor, Hodge, & Heke, 2004, p. 40). The same authors have
identified life skills as being behavioural (effective communication), cognitive (making
effective decisions), interpersonal (assertiveness) or intrapersonal (goal setting). Some
of the specific life skills include: problem solving, goal setting, communication,
working within a team, performing under pressure and deadlines, and self-reflection
(Goudas & Giannoudis, 2008). These life skills, developed through sport participation,
are believed to transfer to other life situations if they are taught in an effective manner
through demonstration, modelling and practice (Danish et al.,, 2004; Goudas &
Giannoudis, 2008). Moreover, it appears that these skills and competencies are desirable
resources for youth development. For instance, Gould, Chung, Smith, and White (2006)

have identified through a survey of high school coaches that communication, listening,
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personal responsibility, motivation and work ethics were the main areas of
competencies in which youth showed deficiencies. In addition, it has been highlighted
that school programs should promote integration of the life skills into their programs,
particularly for disadvantaged children and youth, as they often lack the support (e.g.,
social and financial support, access to services, equitable education) to develop these
skills (Walberg, Reyes, & Weissberg, 1997).

Youth Disaffection

As previously noted, there is a wide perception that sporting activities contribute
to young people’s development of positive personal and social responsibility and pro-
social skills, reducing antisocial behaviours and the crime rate (Makkai, Sallybanks, &
Willis, 2003; Martinek & Hellison, 1997). A considerable amount of research has
examined the impact of youth sport on social outcomes. More specifically, sport and PA
programs have been recognised as effective interventions for disaffected or underserved
youth, reducing antisocial behaviours amongst them (Kroenke, 2008; Ullrich-French,
McDonough, & Smith, 2012). The concept of youth disaffection is often interchanged
in literature with terms such as ‘disengaged’, ‘at-risk’, ‘disadvantaged’, ‘marginalised’,
‘unreserved’ or ‘troubled’, and are generally used to describe youth who demonstrate a
number of ‘undesirable’ characteristics (Sandford et al., 2004). Youth falling into this
category are primarily characterised as having low self-esteem (Jimerson, Ferguson,
Whipple, Anderson, & Dalton, 2002), coming from economically disadvantaged or
broken families (Steer, 2000), having tendencies for drug or alcohol abuse (Goodman,
1999), being involved in crime (Martinek & Hellison, 1997), or other deviant or
antisocial behaviours (Fraser-Thomas et al., 2005) and having low school engagement
(Steer, 2000).

School engagement is particularly important factor for the disadvantaged youth,
as adolescents’ connectedness to school can predict a long-term effect on the level of
education and occupation they achieve in adulthood (Abbott-Chapman et al., 2013;
Dornbusch, Erickson, Laird, & Wong, 2001). School engagement has been recognised
as being a broad concept and it was conceptualised as comprising of affective (e.g.
enjoyment, interest) cognitive (e.g. academic achievement or performance) and
behavioural (e.g. classroom behaviour, participation, motivation) components or
dimensions (Appleton, Christenson, & Furlong 2008; Abbott- Chapman et al., 2013).

Although these components or dimensions are influenced by many internal or external
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factors relating to school environment (Appleton et al., 2008; Jennings, 2003), it has
been suggested that schools have the capacity to influence youth’s school engagement
through supportive and inclusive practices (Fredericks, Blumenfeld, & Paris, 2004).
One of the schools’ strategies to re-engage ‘disaffected’ youth might include programs
with PA and sport focus, due to the grounded practical concepts these initiatives signify
(Sandford et al., 2006). Sport-based programs are perceived to be particularly effective
for engaging at-risk youth and improve their educational and occupational outcomes in
adulthood (Feinstein, Bynner & Duckworth, 2005; Haudenhuyse, Theeboom, & Nols,
2013). In addition, the sport-based programs might provide contexts in which young
individuals gain competences that help them cope with challenging situations, providing
greater meaning to their life (Haudenhuyse et al., 2013).

Sport and PA are understood to offer a social interaction, in which individuals
work in cooperation and develop personal responsibility (Priest, 1998) together with
moral decision making (Miller, Bredemeier, & Shields, 1997). Hellison and Walsh
(2002) conducted a meta-analysis of 26 studies examining the outcomes of youth
programs for underserved youth, implemented between 1978 and 2001. This review,
consisting of mostly case studies, showed improvements in positive personal
development amongst the participating youth, including self-control and self-direction
improvement, increased sense of responsibility, self-worth, self-esteem, choice making,
autonomy, self-reflection, maturity and problem solving. The authors also reported that
youth enhanced their social development, as shown by development in their sense of
responsibility, interpersonal relations, and other social skills, including communication,
cooperation and teamwork, and that they became positive contributors to the
community. On the other hand, despite the evidence that underserved youth are most
likely to benefit from youth development programs, youth from these backgrounds are

least likely to participate in extracurricular sport initiatives (Posner & Vandell, 1999).

Young people and Self-esteem
While self-esteem in childhood remains relatively high, it has a tendency to drop
significantly once individuals reach adolescence, due to the stressors associated with
this developmental phase relating to biological, social, cognitive or academic changes
(Robins et al., 2002). Self-esteem during this period has a profound impact on the
development of mental health outcomes in adulthood (Steiger et al. 2014). Therefore,

building self-esteem directly or indirectly has been an important feature of many
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initiatives, including sport- based PYD programs (e.g., Larson, 2000; Ullrich-French et
al., 2012; Taylor, 2014).

The interpretation of self-esteem appears to be not clearly comprehended
(Willoughby, King, & Polatajko, 1996), where the meaning behind this concept has
been widely discussed (Tafarodi & Milne, 2002). Particularly, literature within the
occupational therapy discipline highlighted that the concept of self-esteem is often
misinterpreted and interchanged with the different dimensions of self-esteem, creating
confusion in clinical practice (Willoughby et al. 1996). There are many models, theories
or descriptions of self-esteem, with some researchers recognising global self-esteem as
composing of four (Harter, 1983) or three dimensions (Stets & Burke, 2014). However,
global self-esteem is mostly conceptualised as having two dimensions or aspects of the
self, which are a sense of competence and a sense self-worth (e.g., Baumeister, 1997;
Cast & Burke 2002; Gecas, 1982, 1989; Tafarodi & Swann, 1995). Self-worth is based
on the degree to which one perceives oneself as having value or worth as an individual
(Gecas, 1982). Some refer to this dimension of self as ‘self-liking’ (Tafarodi & Swann,
1995), or use the more general term ‘self-esteem’ (Harter, 1999; Rosenberg,
Schooler, Schoenbach, & Rosenberg, 1995). On the other hand, sense of competence,
otherwise known as self-efficacy (Bandura, 1978), is a construct which depicts the
individual’s perception of their own capabilities to control or affect events in their life,
with desirable outcomes or achievements (Bandura, 1978). These two dimensions of
global self-esteem are positively related to quality of life and mental health (Evans,
1997). On the other hand, low global self-esteem in adolescents has been associated
with mental disorders such as depression, anxieties, eating disorders (Mann, Hosman,
Schaalma & de Vries, 2004), as well as maladaptive behaviours such as behavioural
problems in schools (Jessor et al., 1998), aggression and bullying (Schoen, 1999),
alcohol abuse (Backer-Fulghum Patock-Peckham, King, Roufa & Hagen, 2012), or
school dropout (Muha, 1991).

As previously discussed, participation in sport and PA programs has been
associated with a positive development of self-esteem (DeBate et al., 2009; Fox 2000;
Strong et al, 2005) and self-efficacy (e.g., for a review see Cataldo,
John, Chandran, Pati & Shroyer, 2013). These activities have inherent qualities, which
are a vehicle for generating a sense of belonging, positive body image, and competency
development, leading to an enhanced self-esteem (Fox, 2000). However, in order for an
individual to acquire these competencies or skills, strong self-efficacy beliefs are

required (Bandura, 1993). Bandura has further suggested that the level of one’s beliefs
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affects an individuals’ cognitive functioning and their performance success in cognitive-
oriented tasks. A positive evaluation of one’s competence or abilities leads to an
enhanced performance, as opposed to fostering low competency beliefs. Therefore, the
sport-based PYD programs, a key feature of which is to develop a set of competencies
or life skills in young people, have a great potential to increase youths’ self-efficacy and

contribute to their overall well-being.

Effectiveness of Sport Based Programs

The positive outcomes associated with sport or physical activity programs do not
follow inevitably through mere participation (Gould & Voelker, 2010). There is some
evidence indicating that partaking in sport programs can have a negative effect on
young people, particularly when the focus of the program is on sporting outcomes or
competition. For instance, some negative developmental outcomes of such programs
included leaving the youth with lower moral reasoning (Weiss & Smith, 2002), higher
alcohol use (Eccles, Barber, Stone, & Hunt, 2003), experiencing peer pressure (Hansen,
Larson, & Dworkin, 2003), or increased stress (Larson, Hansen, & Moneta, 2006).
Further, Danish, Forneris and Wallace (2005) have suggested that adolescents’ sport
participation can be associated with many ‘risks’ when the delivery’s prime focus is on
athletic performance, without the emphasis on teaching life skills or other competency
building: “The greatest risk is the belief held by many that we can make a difference by
just ‘throwing the ball and letting them play’. It reinforces the belief that their world can
change if they become better athletes™ (p. 42).

It is therefore not conclusive that youth engaging in sport will automatically
receive positive outcomes or the competencies associated with sport-based program
participation. As Holt and Jones (2008) have found, sporting experiences have many
variations or differ in their context. For instance, a young person may receive different
experiences whilst engaging in a team sport as a volunteer, where the coach embraces
positive peer culture and engagement with communities, as opposed to being part of a
highly competitive sport team, whose main focus is driven by extrinsic motives of
winning. Some authors have proposed that team sports provide more opportunities for
PYD as opposed to individual sports, due to the increased social interaction which
naturally occurs with this activity (Pedersen & Seidman, 2004). On the other hand, it
has been previously noted that there is very little literature examining the capacity for

developmental experiences between team and individual sport (Holt & Jones, 2008).
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The benefits associated with participation in sport programs appear to be therefore
context specific, contingent on a number of factors, such as the support received from
the adults (e.g., Bailey, 2009; Holt & Neely, 2011, Weiss & Wiese-Bjornstal, 2009), the
establishment of clear rules and responsibilities (Hellison & Wright, 2003), and
involvement in the decision making (Sandford, Armour & Duncombe, 2007; Walker &
Larson, 2006). Some researchers argue that it is the nature of the process by which
youth engage in a program which determines the outcomes for them, rather than the
specific activities (Bailey, 2005; Sandford et al., 2006). Similarly, Collins (2002) has
emphasised that sport is most effective when combined with programs that aim to focus
on wider personal and social development. Some authors have proposed that sport-
based programs are most effective when they incorporate leadership opportunities for
the youth, as these programs facilitate positive outcomes for their participants and have
the capacity to broadly stimulate positive changes in local communities and society
(Kress, 2006; Martinek & Hellison, 2009).

Youth Sport Leadership

The concept of youth leadership in general has been debated by a number of
researchers (Conner & Strobel, 2007; Dobosz & Beaty, 1999; Ricketts & Rudd, 2002).
Dobosz and Beaty (1999) defined leadership as “the capacity to guide others in the
achievement of the same goal” (p. 133). Boyd (2001) referred to youth leadership as
experimental learning, as the young people ‘learn by doing’ and assessing their actions.
Leadership activities are believed to positively contribute to young people’s
development and competencies, for instance, as they advance their self-esteem,
communication skills, decision making, goal setting, problem solving, and their
belonging to the community (Boyd, Herring, & Briers, 1992; Ricketts & Rudd, 2002;
Wong, Lau, & Lee, 2012). Others have suggested that leadership enables youth to
become socially, morally, emotionally, physically, and cognitively competent (Katzel,
LaVant, & Richards, 2010).

An approach to youth leadership, which is also referred in the literature, is
‘service learning’, a mechanism which “focuses on youth leadership by empowering
students and getting them more involved with helping others” (Mose & Rogers, 2005, p
18). Advocates for this learning strategy propose that, through the engagement of
service-oriented activities, young people gain greater appreciation for community and

develop skills or qualities which enable them to function better in their everyday life

14



(e.g., Cutforth & Puckett, 1999; DesMarais,Yang & Farzenhkia, 2000; Lester, 2015).
This philosophy has also governed youth sport volunteering programs, where social
researchers have started to pay greater attention to youth sport volunteering, particularly
in the UK (e.g., Eley & Kirk, 2002; Kay & Bradbury, 2000; Mawson & Parker, 2013;
Taylor et al., 2003).

Gould and Volker (2010) have indicated that youth leadership development,
which utilises building personal and social competence, is greatly unrepresented within
the sport context. The literature within the sport-based youth leaderships is also limited,
where the most extensive work was instigated by Martinek and Hellison (2009). These
authors suggested that any program, whereby the purpose is to serve youth, should
incorporate leadership development. They have proposed that youth development
programs, which include some elements of leadership, increase the opportunities for
youths’ development of personal-social responsibility, which can further enhance their
personal development and life skills. Their approach to leadership is framed through
Hellison’s (1995) Teaching Personal-Social Responsibility Model (TPSR), which
proposes using sport and PA as a vehicle and aims to teach students life skills.
However, its main purpose is to teach young people to develop personal and social
responsibility and to contribute to the well-being of others by developing compassion
and care. Martinek and Hellison have used the foundations of the TPSR model to create
an instructional model for youth sport/PA leadership development, which has the goal
of empowering young people to become leaders through the desire to help others.
According to their ‘stages of leadership development’, young people become leaders by
progressing through four developmental stages, in which they gradually develop their
personal and social responsibility. Stage one, ‘learning to take responsibility’, is where
the youth start to develop skills and values in respecting others and start developing
effort for engagement in a program. Stage two, ‘leadership awareness’, iS where the
participants integrate the correct understanding of leadership and, thus, the importance
of cooperation, support, guidance and trust. At this stage, students can also begin to
practise their leadership role by leading their peers, but it is only at stage three — ‘cross-
age leadership’ — where they significantly participate in leadership by leading younger
children. Martinek and Hellison have described this model as advanced and believe that
the young leaders start to apply their acquired skills when part of their role is to plan
and evaluate their lessons, teach, and deal with behaviour problems. This stage is also
associated with challenging situations whilst working with a group of younger children,

and youth might find this stage particularly challenging. Through each level, youths’
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empowerment and feeling of responsibility increases, ultimately leading to the last stage
— ‘self-actualised leadership’ - where young people become leaders through intrinsic
motives as opposed to taking their leadership role in order to gain any external rewards
(pleasing the teachers/parents or receiving some form of prize), which Martinek and
Hellison believe is the most effective approach to leadership. In this last stage the youth
need to be provided with opportunities to apply and develop skills outside of the
program context, which connects them to the community.

Martinek and Hellison (2009) have also proposed that every young person has a
capacity to become a young leader when they perceive themselves as a “resource to
others and their community” (p.8). They have further highlighted that youth need to be
guided by five principles or ‘themes’ in order for them to become compassionate and
responsible leaders. The application of these principles is necessary throughout the
youths’ leadership experience, regardless of their current stage. The first theme, ‘power
sharing’ describes empowering the youth by involving them in the decision-making
process and increasing their autonomy. Providing ‘self-reflection’, where leaders can
evaluate their own experience and skill, is also necessary, although it is fairly unpopular
with the youth. Another principle — ‘relationships’ — requires connection and mutual
respect between the young people and teacher/facilitator. Teachers also need to ensure
‘transfer’ of the students’ leadership qualities to other aspects of their lives, and engage
them in further activities outside of the sport context. The principle of ‘integration’
insists that meaningful strategies need to be integrated into each stage of their leadership
development.

The TPSR model has been adopted across schools in the United States and other
countries as part of the PE curriculum (Escarti Pascual, & Gutiérrez, 2012; Martinek &
Hellison, 2009; Wright & Burton, 2008). This framework has been identified as an
effective model, which promotes sport and life skills and encourages the participants to
use these skills beyond the sport context (Petitpas et al., 2005). Hellison and Walsh
(2002) also suggested the model is an effective tool to teach values and responsibility to
‘at-risk’ or disadvantaged children and youth. However, there is a lack of systematic
research investigating the effectiveness of the TPSR model, or “what really goes on in
many of the programs” (Martinek & Hellison, p. 129), and the research is even more
limited within the youth leadership context. One of the first TPSR studies using a case-
study approach reported that participating students became more responsible and
integrated into their everyday lives (Debusk & Hellison, 1989). Other mixed-methods

evaluation studies demonstrated that the TPSR model proved to be effective in
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increasing participants’ self-regulatory efficacy (the ability to resist negative pressure
from peers), and assisted teaching staff with structuring their lesson (Escarti, Gutiérrez,
Pascual, & Llopis, 2010). However, this quasi-experimental design study showed no
significant increase in social or self-assertive self-efficacy. In addition, the qualitative
study indicated no evidence of the students transferring their acquired skills and
competencies outside of the classroom context to other aspects of their life, which is the
final level of the TPSR model. Another evaluation study was unable to demonstrate that
young people, who were engaged in a sport club where TPSR strategies were believed
to be adopted, transferred the TPSR values (self-control, respect and care for others)
into the school classroom (Van Tulder, Van der Vegt, & Veenman, 1993). Gordon
(2010) has examined the impact of TPSR approach on PE classes in New Zealand.
Their qualitative data analysis from various sources revealed that the program had a
positive effect on class climate, behaviour, and student-teacher relationships. In
addition, programs integrating TPSR principles aimed specifically for at-risk youth
demonstrated that participants improved their self-efficacy and reduced their aggressive
or disruptive behaviour (Escarti, Gutiérrez, Pascual, & Marin, 2010).

The TPSR approach to leadership promotes interventions which foster peer-
leadership, otherwise referred to as peer-teaching or ‘crossed-age’ teaching/leadership
(Martinek & Helison, 2009). The peer-leadership approach directs individual students to
teach others. This form of youth leadership enables older peers to naturally develop as
leaders and serve as role models for the younger peers, particularly as they are likely to
come from the same community or schools (Danish et al., 2005). The concept of peer-
leadership was firstly identified as the ‘helper therapy’ principle by Riessman (1965).
This author suggested that an individual (‘helper’) can gain an improved self-image,
sense of control, and sense of being needed through helping or assisting others. Whilst
mutual benefits might occur between the individuals, it is not always necessary for the
person to receive genuine help in order for the ‘helper’ to receive the benefits. Although
the principles of peer-mentoring/leadership of learning have been widely used in higher
education (Priest & de Campos, 2016), there have been only some attempts at
introducing this form of learning in schools, particularly in a sport context (e.g., Danish
et al., 2005; Martinek & Hellison, 2009; Wright & Burton, 2008).
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Examples of Sport-based Youth Leadership Programs

Many parallels can be drawn between the exemplars of youth leadership,
particularly in the sport context with the reference to service learning, volunteering,
positive youth development, or social and emotional learning. This section will
therefore provide an overview of specific youth sport leadership programs that fostered
some form of peer mentoring/leadership in order to develop skills and competencies for
their participants. Due to the limited literature, many of these programs are not directly
school-based; although they include school aged youth.

One of the well-established programs fostering peer leadership is SUPER (Sports
United to Promote Education and Recreation), which aims to develop a number of
skills for the participating youth in order to enhance their sport performance and
subsequently apply or ‘transform’ these skills in other domains of their lives (Danish,
2002a). Apart from learning sport-specific skills together with life skills, students are
engaged in leadership activities through cross-aged peer leadership. Participants also
engage in a series of self-reflective sessions, where they used a specific observation
system on how well they performed. The student leaders receive 10 to 20 hours of
training, which aims to teach them a number of skills, including: how to communicate
in groups, organise a clinic, set goals, teach a sport skill and a life skill; how to be a
good listener; and how to work effectively with teams. The SUPER program has been
adopted and adapted by different initiatives across the world, and, whilst there is some
published evaluation research, each of these studies adopted the program distinctively,
in various forms. For instance, in a study conducted at the American national youth golf
academy (Brunelle, Danish, & Forneris, 2007), youth completed life skills training and
consequently applied these skills to a community service for one year (teaching life
skills and instructing younger adolescents). It was reported that participants
significantly increased their empathetic concerns, social responsibility, and social
interest after their engagement in the program.

An abbreviated version of the SUPER program was implemented in Greece,
where students received only eight weeks of life skill training sessions (Papacharisis,
Goudas, Danish, & Theodorakis, 2005). Their physical skills, knowledge of the
program, and perception about their ability to set goals, problem solve, and to think
positively, were compared with students who also engaged in sport but did not receive
any life skills training sessions. The results demonstrated that participants in the
intervention group displayed more positive attitudes towards their goal setting, problem

solving, as well as performing better in sport when compared to the control group.
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In a subsequent study, Goudas & Giannoudis (2008) replicated the results of
Brunelle et al. (2007) through an experimental study design using self-report measures.
Students who participated in SUPER improved their sport-based skills, knowledge of
life skills, and self-beliefs regarding goal setting, in comparison to the control group. In
addition, students who received the program demonstrated the ability to change their
negative thinking to positive thinking during their practice. On the other hand, this study
failed to demonstrate that students significantly improved their self-beliefs about
applying these skills in other domains in their life.

The program Tai Chi Tiger (Wright & Burton, 2008) incorporated the TPSR
model as a foundation to teach tai chi to youth in an underserved school setting. The
program was integrated into school curriculum as a part of Lifetime Wellness class,
where the participants received a 50 minute session each day throughout the whole
academic year. The sessions comprised a series of lessons such as in self-control, goal
setting, life skills, and stress reduction. Leadership and responsibility opportunities were
also provided for the students, where they could lead a group of their peers. The
qualitative research investigation reported that the program fostered a positive learning
environment, ‘influenced student behaviour’, and provided more structure for the PE
curriculum (Wright & Burton, 2008).

Another example of a program with leadership elements, Sky Living for Sport,
was targeted on a group of young people who displayed difficulties and potential school
disaffection (e.g., disruptive behaviour, low academic achievement, non-participation or
alienation). It was implemented nationally in around 310 UK schools, mostly in areas
with low socio-economic status (Sandford, et al., 2007). This initiative was run by the
Youth Sport Trust, where students were working closely with the teaching staff towards
organising sport events for their peers or younger pupils. A qualitative evaluation study
revealed that some youth in this program enhanced their personal and social
responsibility, ‘self-confidence’; and they improved their behaviour together with
communication and leadership skills (Sandford et al., 2007). On the other hand, it was
noted that some students were not affected by the program and remained disaffected
within the school. Therefore, the authors concluded that programs of a similar nature are
“context and situation specific, and the impact of the programs on pupils is highly
individualised.” (p. 106). They also emphasised that a program is more likely to be
successful when the selection criteria consider students whose needs are matched with
the program objectives, the activities are novel, and students are provided with

autonomy and opportunities to apply their skills in a broader context.
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A program evaluation of a considerably smaller scale service-learning program,
Apprentice’s Teachers Programs, involved an investigation of the psychosocial
outcomes of eleven high-school students, identified as disengaged (behaviour problems,
low attendance and achievement), who were given the task of teaching basketball and
leading younger children in a local summer sport camp (Cutforth & Puckett, 1999). The
mixed methods study revealed that these young people enhanced their ‘self-confidence’,
concern for others, intrapersonal and interpersonal skills, problem-solving skills, and
enthusiasm for learning.

More recent study has examined the impact of youth sport leadership programs on
their self-esteem (Taylor, 2014). A leadership training program implemented in low
SES areas in Scotland, Girls on the Move, aimed to promote physical activity amongst
the female population by engaging young women in 33 hour-long lessons, who then
delivered physical activity sessions (predominantly dance and sport) to their local
community on a weekly basis. The results showed that, through their leadership
experience, the young women increased their global self-esteem. However, there was no
change in self-esteem for those girls who only attended the course and did not take on
leadership activities. Although the training was beneficial for young women’s skill
development, without practicing their leadership roles (as they indicated they were ‘not
ready’) their self-esteem remained the same.

The previously described program was part of Sport Leaders UK (SLUK): a
charity organisation providing sport leadership training in UK school settings on a
voluntary basis (Sports Leaders UK, 2011a). The key goal of SLUK was to increase the
number of sport and PA volunteers across UK, by providing leadership courses to
young people who consequently contribute to their local communities. By engaging in
the leadership training, young volunteers built their competencies, including their
leadership skills, which they further applied within the community. The young people
also had further opportunities to develop their competencies by engaging in five
different levels or leadership awards, corresponding to the level of their leadership
experience. Research found that this program contributed to students’ improved self-
esteem, developed their leadership, communication or organisational skills, and opened
up new career pathways (Mawson & Parker, 2013).

Another initiative developed and coordinated by SLUK, ‘Step into Sport (SIS)’
promoted sport volunteering amongst the youth (Kay & Bradbury, 2009; Sports Leaders
UK, 2011a). Similar to previous programs, this project provided leadership training for

young people, together with volunteering opportunities with progressive pathways and
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awards. This program was based in schools and facilitated by PE teachers as a part of
the national School Sport Partnership (SSP) framework. Qualitative data, drawn from
the interviews with the volunteers and relevant stakeholders (SSPs coordinators, PE
staff), demonstrated that the young people developed a number of skills and
competencies; including organisational skills, improved ‘confidence’ and ‘social
connectedness’, where the young leaders developed a greater awareness for the needs of
others (Kay &Bradbury, 2009). One of the criticisms of this initiative was that the post-
curricular volunteering minimised the participation opportunities for school disaffected
or economically disadvantaged youth (Kay &Bradbury, 2009).

A project aimed at a more isolated community, Cooperative Street Games, was a
volunteering program which targeted young people from disadvantaged areas to enable
sport participation in their communities (Street Games, 2014). The program provided
training and qualifications towards the SLUK leadership for the youth from these areas,
as well as providing some paid opportunities or part-time work to practise their sport
leadership. The evaluation report detailed that the program helped the participating
youth to increase their confidence and self-efficacy, together with their organisational
and problem-solving skills. Young volunteers also built friendship and enhanced their
career prospects. In addition, the program helped to reduce youths’ anti-social
behaviour and it increased their interaction with their communities (Street Games,
2014).

The promising outcomes of the UK sport programs which adopted a leadership or
service-learning approach have inspired other initiatives internationally. Specifically, in
Australia School Sport Victoria (SSV) — an organisation promoting school sport for all
Victorian schools and supporting schools’ programs by fostering partnerships between
education and state sporting associations — instigated a similar program to that described
above, predominantly inspired by the School Sport Partnership (SSP) and SLUK. SSP is
a government initiative, which was launched nationally in 2000 across all schools in
England, to increase the quality and quantity of PE provision, as well as sport
opportunities for the students (Ofsted, 2004; 2011). The SSP created links between
secondary and primary schools that worked in a partnership to deliver school sport. This
initiative was centrally coordinated by a Partnership Development Manager, who was
managing School Sport Coordinators (usually a PE teacher released from each
secondary school for two days a week) and ‘Primary Link teacher’ (teacher released
from primary school 12 days per year). The primary aim was to ensure that students in

each school engaged in a minimum of two hours per week of high quality PE education
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and school sport, within and beyond the curriculum for 5-16 years old. A typical
partnership would then include around eight secondary schools with 45 primary schools
clustered around them (Ofsted, 2004).

As a part of these partnerships, students of all ages were provided with the
opportunity to undergo training to become sport leaders and consequently help with
running sporting activities, clubs and competitions for their peers and communities.
Even though this initiative is no longer provided, with funds withdrawn after 2011, the
SSP demonstrated that it could deliver many positive outcomes for the schools and
support the students’ personal development. It was reported that by 2008 this program
had: brought a new structure to PE; increased students’ PA and participation rate in
after-school clubs, competitions and festivals; improved their school attendance,
behaviour and school attainment; as well as it improved relationships between students
and their teachers (Loughborough Partnership, 2009). Government reports outlined that
the SSP had an impact on students’ interest in learning, as well as their academic
achievement, ‘personal organisation, attitudes and behaviours towards others’, and their
engagement with communities (Ofsted, 2004). Other benefits included a significant
increase in students’ participation in PE and school sport, increases in the range of PE
and sport activities provided for the students in both primary and secondary schools
(Edwards, 2011; Quick, Dalziel, & Bremner, 2005), collaboration and planning between
the primary and secondary schools, provision of professional development for the
teachers, and provision of pathways from schools into community sport clubs (Ofsted,
2011). The program also seemed to benefit the teaching staff, as they reported gaining
professional development together with new skills and increased confidence,

particularly those who were working with primary school age children (Ofsted, 2004).

Barriers to Youth School Sport Leadership Programs

Although the existing literature provides evidence of the great benefits that sport
and PA programs with leadership context have for youth, there are a number of
limitations with regard to the nature of program implementation and evaluation
research. It has been recognised that gathering credible data from evaluation research
within school settings is extremely challenging (Sandford, et al., 2008). Evaluation is
often undermined in school settings or across the practitioners, and as a consequence
school programs struggle to receive “acceptance and wide spread adoption” due to the
lack of rigorous evaluation, as well as a lack of applied research in which findings are

translated into practice (Danish et al., 2005, p. 56). In addition, many government
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funded program evaluations are often lacking in solid research methods, providing a
lack of comprehensive evidence to support their claims (Long, 2008).

While the empirical evidence continues to grow, there is a lack of systematic
evaluation of the outcomes for the student participants. Evidence-based research often
relies on students’ or teachers’ self-reports without any formal validated measurements,
and lacks quantitative or mixed-methods studies that evaluate these programs. Long et
al. (2002) also criticised this type of research and questioned whether case-studies or
qualitative studies of small sample size (often including reflections from the program
facilitators) should be considered as credible data or evidence. Similarly, PYD
programs, appealing to teach life skills through sport, lack theoretical explanation for
how, when, and under what circumstances these skills develop (Gould & Carson, 2008).
Similarly, most of the literature investigating youth sport volunteering predominantly
focuses on investigating action outcome, such as social relationships, social
responsibility or citizenship attributes (e.g., Eley & Kirk, 2010), and little attention has
been dedicated to an in-depth investigation of the psychological impact on the
individual. Researchers therefore highlight that, in order to determine PYD programs’
effectiveness, there is a need to measure the impact it has on young people’s

development:

The test of any effective intervention is whether it contributes to positive
growth. Because all children have inborn needs for attachment,
achievement, autonomy, and altruism, our education and treatment models
must address these needs. Otherwise they fail (Brendtro, Brokenleg, &
VanVockern, 2005, p. 133).

Some authors have also noted that sport-based youth programs involve a lack of
evidence for determining a causal relationship between the programs and their positive
impact, as there is a possibility of other possible factors that might be accountable for
the observed outcomes (Maxwell, 2004; Weiss et al. 2016). Weiss et al. (2016)
therefore highlighted that any PYD evaluation research in a sport context, which aims to
improve youths’ psychosocial outcomes should use pretest-posttest design with a
control group, in order to assess whether the developmental outcomes were due to their
participation in the program. Further, the assumption that life skills learned through the
PYD sport programs transfer to other aspects of young people’s life needs to be
investigated (Gould & Carlson 2008; Weiss et al., 2016). Programs aiming to teach life

skills such as leadership should endeavour to adopt both qualitative and quantitative
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methodologies with validated measurements focusing on the examination of young
people’s psychosocial development (Gould & Carlson, 2008). In addition, it is also
necessary to examine the program’s effectiveness and recognise the context in which
the program was delivered, such as the program structure, its participants and teaching
styles. Theoretical frameworks, which would explain how the life skills or other
developmental outcomes occur, are also needed (Gould & Carlson, 2008).

Another concern is that most of the PYD initiatives within a sport context are
delivered as extracurricular activities, with only a few programs being incorporated into
the school curriculum or PE classes (Escarti et al., 2010b). A number of authors have
pointed out that young people of higher socio-economic status and of white ethnicity are
more likely to participate in leisure time or afterschool sport programs, including youth
sport leadership initiatives (e.g., Coalter, 2007; Kay, & Bradbury, 2009, Kress, 2006;
Miller, Melnick, Farrell, Barnes, & Sabo 2005; Whittaker & Holland-Smith, 2014).
School sport leadership programs incorporated within the curriculum have the capacity
to mentor youth and promote inclusion and diversity, as opposed to recreational
activities, which often involve financial cost and disadvantage the low-income earner.

Lastly, another criticism is that most of the sport PYD research predominantly
focuses on the students’ outcomes and undermines the research targeting the impact of
those individuals who facilitate the leadership programs (Martinek & Hellison, 2009).
Numerous studies have highlighted that, without a caring environment created by adults
or supportive communities, the psychosocial development in youth is minimised (e.g.,
Astbury, Sabatelli, & Trachtenberg; Beauchamp, Barling & Morton, 2011; Eccles &
Barber, 1999; Fraser-Thomas et al., 2005; Martinek & Hellison, 2009; Petitpas et al.,
2005).

Chapter Summary

The promotion of positive youth development programs in a sport context has
gained increasing attention in the past years. This chapter has provided an overview of
the potential benefits associated with these initiatives, together with their limitations.
The effectiveness of these programs, as well as the mechanisms through which youth
obtain positive outcomes, has been discussed, particularly in relation to life skills
development and TPSR sport leadership model. Programs which incorporated peer-
leadership in their delivery have been outlined as one of the most effective approaches

to youth development in a sport context. The need for pragmatic and robust evaluation
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of programs aimed at youth development in a sport context has been highlighted. The
next chapter introduces an Australian sport leadership program, which was implemented
in some schools across Melbourne, and outlines the evaluation processes this thesis
aims to adopt in order to determine the program’s effectiveness and its impact on the

participating students.
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CHAPTER 3. School Sport Leadership Program: Current Study

Background and Research Aims

School Sport Leadership Program

The School Sport Leadership Program (SSLP) is an initiative developed by SSV,
with the aim of promoting sports and participation in physical activities in both
secondary and primary schools. The program was adopted and modelled from the UK’s
SSP program outlined in the previous chapter. SSV acknowledged the UK’s SSP and its
encouraging outcomes, and recognised this initiative as a potential program which
would be particularly beneficial for schools in Victoria, where the provision of PE and
inadequate opportunities for physical activities and sport have been previously criticised
(Jenkinson & Benson, 2009). Victorian State secondary schools are required to
implement compulsory PE in their curriculum, and provide at least 200 minutes per
week of PA and sport opportunities from Year 7 to Year 10 (approximate ages 12-16).
However, there is evidence that this mandatory requirement is not always met
(Jenkinson & Benson, 2009). SSV therefore, attempted to adopt the SSP model in
Melbourne, and developed a program SSLP, with the broad aims of increasing the links
between secondary and primary schools, and increasing students’ opportunities for
physical activities and sports. On the other hand, compared to the UK’s program, the
SSLP was implemented on a considerably smaller scale, due to the limited funding
available, although SSV anticipated its future expansion.

The program was initially implemented in three schools located in the City of
Brimbank, an area which has one of the lowest socioeconomic status levels of the State
of Victoria, high unemployment, low school retention rates, and high levels of
perceived lack of personal and community safety (Brimbank City Council, 2010). The
program was deliberately targeted at this area of Melbourne, as SSV identified the
communities in this specific demographic region to be in need of such initiatives.
During the program’s initial implementation, SSV recruited one coordinator, whose role
was to introduce the program to secondary schools in the form of an afterschool club.
The main objectives were to establish peer leadership in schools and to promote sports
to primary schools through secondary students. Firstly, students were engaged in a
series of 10 lessons (consisting of six specific modules/topics), where they were taught

specific ‘leadership skills’ (see Table 1). The six individual topics were delivered in a
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space of 10 weeks, where the facilitators had the flexibility to dedicate the individual

topic during several weeks.

Table 1: Summary table of the initial training students received as a part of their Sport

Leader award.

Topics

Topic’s themes

1. Introduction: What Makes a
Good Sports Leader?

The program and the peer leaders are
introduced. Participants engage in a number
of team-building activities.

2. Communication Skills

Participants explore the different means of
communication (verbal, non-verbal) in a
sport specific context, together with
different strategies on how to manage a

group.

3. Fair Play

Participants learn the principles of being a
good example when carrying out their duties
and responsibilities both on and off the field
(e.g., self-control, respect, listening, dealing
with failure and success, avoiding drugs).
Students further engage in practical session
where they can recognise good or bad
practices.

4. Role of the Official

Students engage in an observation of an
‘official in action’ and identify the qualities
and techniques required of any efficient
referee.

5. Opportunities in Sport &
Recreation

The students take the first steps towards
making a greater contribution towards
assisting with the organisation of activities.
They gain greater awareness of the wide
range of sporting and recreational activities
available to them in the local community.

6. Plan Primary School Session

Participants select two different sporting
activities which they will deliver in the
following practical session. They develop a
lesson plan and deliver it to a group of their
peers, followed by a self-reflection activity.

The training prepared the students to become young sport leaders who would

deliver different physical activities and sports to primary schools or communities during

their curriculum time. These sessions were delivered by the teachers of their school, in a

form most suitable to them, with the recommendation to deliver the training in one full
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term and dedicate the peer-led practice session in the following term (minimum of six
sessions). As each individual’s skill level developed and their confidence increased, the
students were given greater responsibility in the leadership task.

Upon the completion of the training, students were required to lead at least six
sessions within their own peer group, and those who ‘demonstrated a higher level of
competence’ were encouraged to deliver sessions to younger peers, ultimately leading
sessions in primary schools, in order to receive the Sport Leader status. Students could
then achieve further statuses through increasing the amount of their leadership practice
and further progression in the course. Table 2 provides an outline of the different levels
offered in the program, together with the requirements and responsibilities students had
to meet to receive the opportunities.

Table 2: Summary table of the Sport Leadership Rewards available for the participating
students in the secondary schools.

Corresponding
School Years Requirements and Opportunities
Level

Leadership
Reward

e Complete 6 sessions course.

e Deliver fundamental motor skill
Sport Leader Year 9 and 10 tests and lead a minimum of 6
sessions (peer-group or Cross-
aged group).

e Undergo Sport Club/Association
training.

e Deliver additional 4 sport-specific
lessons in primary schools.

Sport Ambassador Year 10 and 11

e Deliver Intra Competition in
Secondary School.

Gold Ambassador Year 11 and 12 e Opportunities for 'Active After

School Communities'

employment and training.

Platinum Year 12 e Coordinate workforce.

Ambassador e Inspire new young leaders.

Once students achieved their Sport Leader status, they participated in an
‘Academy Day’, where students from all participating schools met at the grounds of a
particular sporting organisation/club. They were asked to select two different sports in

which they wished to receive training by the sport professionals. The training comprised
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detailed features and rules of the sport, together with further guidance on how to deliver
these sports to young people in a variety of activities. The next level, Sport
Ambassadors, provided students with further opportunities for training and awards
within their school. If the students felt enthusiastic about the program and continued
with their delivery to primary schools or local communities, they had the option to
receive Gold or Platinum Ambassador reward. These two rewards enabled students to
engage with Active After-school Communities (AASC), a Government initiative which
has operated in Australia from 2005 to 2014 with the aim of providing primary school-
aged children access to free sport and ‘other structured physical activity programs’
(Australian Sports Commission, 2015).

After the initial implementation, two of the participating schools implemented the
program in their curriculum, followed by another six schools from various regions of
Melbourne. As the demand for the program increased, the program was further
developed, and its content was adopted to suit the curriculum. For instance, the
individual lessons were spread out over the entire academic year, as opposed to one
term, and students were able to achieve the succeeding levels within one year if they

acquired the required amount of practice hours.

Research Questions and Aims

Program Evaluation Frameworks

The rationale of the present study is based on previous reports that rigorous
evaluation of sport/PA programs promoting young people’s development is needed
(Danish et al., 2005, Gould & Carlson, 2008; Horn, 2011; Jones, Edwards, Bocarro,
Bunds & Smith, 2016; Petitpas et al. 2005; Weiss et al., 2016). As previously
mentioned, studies have highlighted the need for research designs that analyse the
process through which youth obtain their positive outcomes (Coalter, 2010; Gould &
Carlson, 2008; Jones et al., 2016; Petitpas et al., 2005). Although the majority of
scholars highlight the importance of evaluating both the implementation process and the
outcomes, few studies actually do so (Danish et.al., 2005; Hellison & Walsh, 2002;
Wright & Burton, 2008). Whilst most of the evaluations emphasise the program’s
outcomes (Danish et.al., 2005; Jones et al., 2016), process evaluation provides insights
into the implementation practices and whether a certain program is delivered as
intended, which is a valuable vehicle for the integration of the results from an outcome

evaluation (Graczyk et al., 2000; Rossi, Lipsey, & Freeman 2004, Patton 2012). This
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framework can identify changes to a program and provide opportunities to identify
contributing factors for the program’s improvement. Process evaluation is also
commonly being used in school services, where the stakeholders seek to identify
whether a program’s implementation has been effective (Gomby & Larson, 1992).
Outcome evaluation explores all the characteristics affecting a specific program in
order to asses a program’s ‘outcome level’ (outcome at some point in time) and
‘outcome change’ (differences between outcomes at two or more different points in
time), (Rossi et al., 2004). This type of evaluation is mainly concerned with whether a
certain program delivers a desirable behavioural change in participating individuals.
Furthermore, the outcome evaluation highlights that, in order to establish a link between
a program and its influence over the observed outcomes, it is necessary to eliminate any
alternative explanations contributing to the outcomes. Without the data to measure the
difference that the program is having on students’ achievements, it becomes
questionable to judge if the program is having the desired impact. Long et al. (2002)
emphasised that it is essential to determine a baseline at the beginning of the evaluation
research for all the participants. On the other hand, generating pre-test and post-test
data, particularly in multiple school settings, where the staff have flexibility in the
programs’ delivery in order to meet the needs specific to their students and school, is
associated with many challenges (Sandford et al., 2008). Nevertheless, the current
research has adopted both outcome and process evaluation techniques through a series

of studies, ensuring rigorous systematic evaluation of the SSLP.

Aims and Design of the Thesis
The main aim of this study is to evaluate the SSLP by examining its impact on the
participating students, together with its broader impact on the school. In particular, by

using thorough experimental methods, this research aims:

e To identify SSLP’s impact on the participating students’ psychosocial
development and gain a greater insight into the underlying processes of how
young peoples’ psychosocial outcomes and/or competencies are developed.

e To identify SSLP’s influence on teachers’ practices and the school community.

e To evaluate the effectiveness of the SSLP’s delivery and translate the research

findings to practical applications for the program facilitators.
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The utilisation of a mixed methods approach facilitates the exploration of
students’, teachers’, parents’ and principals’ perceptions of the program, as well as
examining the program’s fidelity. In order to achieve this research’s overarching aims, a
rigorous research design has been adopted and individual objectives were set out,

entailing both process and outcome evaluation frameworks:
Objectives addressing Outcome Evaluation

a) Investigate what skills and competencies, together with other psychosocial
outcomes, students gained during their participation.

b) Determine the processes by which students’ outcomes and competencies were
developed.

c) Investigate the program’s impact on students’ school engagement.

d) Investigate the program’s impact on the teachers’ pedagogical practice and
professional development.

e) Investigate the program’s broader impact on the school.

Obijectives addressing Process Evaluation

f)  Evaluate the program’s fidelity.

g) Outline the implications related to the program’s future sustainability.

This research aims to address these main objectives in two studies. The first
qualitative study (Study 1) comprises a retrospective evaluation of SSLP, using semi-
structured interviews and participant focus groups that included students, teachers,
school principals and parents, who provided their perceptions about the program. Adult
participants were interviewed through semi-structured interviews. It was decided to use
focused groups interviews with student participants in order to provide a space for
participants to express their views on topics that were not covered by questions in the
interview schedule. By conducting interviews with the school staff, this study examines
other factors which may have contributed to students’ outcomes (e.g., teaching
technique, teachers’ approach and their relationship with students, and school missions
and aims). This study also explores the program’s initial implementation and the factors
which might safeguard the program’s sustainability. Three research questions were

formed in order to meet the objectives for Study 1:
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1.1. What impact did the program have on the participating students and their life;
and what were the processes behind these outcomes? (Objective a, b, ¢)

1.2. Did the program have a broader impact on the participating schools and
school personnel? (Objective d, €)

1.3. What factors determine the program’s future sustainability? (Objective Q)

The second study examines the program’s outcomes, employing both qualitative
and quantitative phases. A third additional phase investigates the effectiveness of the
program’s delivery through video observations. Three main research questions were
formed that framed the specific study phases of this research. This study collected data
from participants who were actively involved in SSLP, and who had achieved Sport

Leaders or Sport Ambassadors levels.

2.1. Did the program influence students’ competencies and their psychosocial
development? (Objective a,c)

2.2. How did the program affect relationships at the school level together with
teachers’ practices? (Objective d,e,Q)

2.3. Was the program’s content delivered as intended? (Objective f)

A compound outcome evaluation was adopted for the quantitative phase, where a
number of validated questionnaires were selected to follow the expected change in
students. Measurements which tapped into students’ self-efficacy, school engagement
and disaffection, together with physical self-description, were administered in pre-test
post-test format for student participants who completed the course, with a
corresponding control group. These measurements were selected based on the previous
evidence that PYD programs in sport context have a capacity to positively impact
youths’ self-efficacy and physical competence (Escarti et al., 2010a; Taylor, 2014), and
their school engagement or behaviour (Cutforth & Puckett, 1999; Fraser-Thomas et al.,
2005). Additional measurements were also incorporated, such as students’ perceptions
of the control and autonomy support (the degree to which youth feel they initiate their
own actions) and structure (having clear expectations or rules) they received from their
teachers. It has previously been proposed that having autonomy or ownership of any
PYD program, together with appropriate provision by the facilitators, are essential
criteria in influencing participants’ outcomes (Martinek & Hellison, 2009; Sandford et
al., 2007). Teachers also completed a set of questionnaires investigating their provision
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of autonomy and their perceived efficacy in their roles, as Bandura (1993) has suggested
that teachers’ efficacy beliefs can directly impact students’ motivation and
developmental outcomes. In addition, investigations of the facilitators’ outcomes are
often undermined within the sport-based PYD literature (Martinek & Hellison, 2009).
The second phase of Study 2 involves a qualitative investigation of the program’s
impact on the students and teachers. Whilst Study 1 provides overview from a broad
selection of participants, including students from all of the program’s leadership levels,
Study 2 investigates the program’s impact on the students from the first two levels, and
incorporates interviews with teachers and students only. The third phase of Study 2
explores whether the program delivery was as intended. Video observations of one
lesson of the SSLP were conducted at each school. Using a checklist based on the
program’s teacher’s pack, it was identified whether teachers of the individual schools
addressed all the objectives and learning outcomes. This provided an overview of how

each school implemented and adopted the program.

Design Rationale: Mixed Methods

Integrating both qualitative and quantitative approaches has previously received
strong support, especially within the evaluation research literature (Escarti et al., 2012;
Greene, Caracelli, & Graham, 1989, Tashakkori & Creswell, 2007;). Mixed methods
research has been defined as “research in which the investigator collects and analyses
data, integrates the findings, and draws inferences using both qualitative and
quantitative approaches or methods in a single study or program enquiry” (Tashakkori
& Creswell, 2007, p. 4). Despite the growing popularity of adopting mixed research
methods, some researchers have indicated that the way this approach is being utilised in
a practice is not cohesive with the research rationale, where the decision about why this
methodology was employed is often not very clear (Bryman, 2006). Therefore, a
justification of why this research integrates both qualitative and quantitative methods is
needed. In the present research, adopting both quantitative and qualitative methods was
considered both appropriate and important, given the variety of participants of interest
in this study, together with the broader research questions. It is important that the voices
of the participants were also heard rather than relying on quantitative data collection
only. Furthermore, a mixed methods approach allows for identifying links between the
constructs identified by the quantitative and qualitative results and thus building on the
findings (Bryman, 2006). It also provides for triangulation: by assessing the
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correspondence of results between the two methods, it complements and informs each
data source, and allows for “new perspectives of frameworks” and expands the “range
of inquiry” (Greene et al., 1989, p. 259). Therefore, both the qualitative and quantitative
methods employed in this research provide valuable and credible techniques to answer

the research questions.

Chapter Summary

This brief chapter provided a context to the current research, which aims to
evaluate the Sport Leadership Program delivered in Melbourne and commissioned by
School Sport Victoria. This program was implemented in a number of secondary
schools, with the aim of promoting participation in school sport and enhancing
secondary students’ skills and personal development. This research aims to evaluate the
SSLP and identify its broader impact on participating students and schools, and to
examine the effectiveness of the program’s delivery. The objectives of this research are
investigated in two studies, with a number of independent research phases. The next
chapter presents Study 1, which explores the SSLP’s initial implementation process, itS
broader impact on the students and schools, and a discussion of the factors required for
the SSLP’s future sustainability.
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CHAPTER 4. Study 1: Retrospective Evaluation of the School Sport
Leadership Program (SSLP)

Introduction
This qualitative retrospective study aims to explore the SSLP’s initial
implementation phase and identify its impact on the students, teachers, and schools in
general. More specifically, three research questions have been formed to address this
study’s aims:
1.1. What impact did the program have on the participating students and their
lives, and what were the processes behind these outcomes?
1.2. Did the program have a broader impact on the participating schools and
school personnel?

1.3. What factors determine the program’s future sustainability?

Methods

Participants

Three secondary schools in the west of Melbourne, which had been involved in
the SSLP during the years 2011-2013, participated in the evaluation (The invitation
letter to the School Principal is available in Appendix A). In total, 36 participants who
had been previously involved in the SSLP took part in the study. The sample consisted
of three school principals, five teachers, 22 students (Year 11 to 12), who were
identified by the teachers, and three parents who reported interest in the study.
Participating students were required to have achieved at least ‘Student Ambassador’
level, and they were representative of all upper levels of the program (Sport
Ambassador, Gold Ambassador, Platinum Ambassador). The cohort of participants was
equally represented from each of the three participating schools (School 1, n = 10;
School 2, n = 12; School 3, n =15). The PhD candidate interviewed two groups of five
‘Sport Ambassadors’ (M =5, F =5), two groups of Platinum Ambassadors (M =4, F =
3), and two groups of Gold Ambassadors (F = 4). Individual interviews were conducted
with ‘Gold Ambassadors’ (M = 3) and with one ‘Sport Ambassador’ (M = 1). All
interviewed participants provided their written consent for their participation in the
study, and parental consent was sought from the student participants (A sample of the

parental package and student consent forms are available in Appendix B).
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Interview Guide Development

The process of generating the interview guide was in accordance with Boyce’s
and Neale’s (2006) recommendations for conducting interviews in evaluation studies.
The interview guide was constructed so that it would allow for in-depth exploration of
the research questions. Guided by the three research questions, different themes or
categories were developed, which represented the topics to be explored during the
interviews. Subsequently, the key questions for each category were constructed into a
semi-structured interview guide (available in Appendix C), as well as adapted for each
participant category. For instance, the questions for the teachers and principals had a
focus on the program’s organisation and its potential impact on the schools and their
participating students and teachers. Interview items for the student participants were
focused on their personal experiences. In addition, the clarity of language, interview
setting, and the process of building positive rapport were particularly considered, as
these aspects have been recognised as having significance when conducting interviews
with student participants (Punch, 2002). The interview guide developed for student
participants was also used for the focus groups. The pre-determined interview questions
remained the same throughout the data collection; however flexibility was allowed for
emerging ideas, follow-up questions, prompts and notes, in order to adequately capture

the respondents’ experiences (Turner, 2010).

Preliminary Interviews

Two practice interviews were conducted prior to the data collection to enable the
PhD candidate to trial the constructed interview guide and ensure the questions were
appropriate for each participant category. Both interviews were undertaken with an
independent researcher, who had previous experience with SSLP coordination, and
some suggestions and modification were applied, based on the constructive feedback

received.

Procedures

The PhD candidate collected the data over a period of three months in the formats
of the semi-structured interviews and focus groups. All the procedures took place in the
school environment, at available locations assigned by the school staff. All interviews
and focus group conversations were recorded through a digital voice recorder. Adult
participants were interviewed individually, with one exemption of two teachers being

interviewed simultaneously. Each interview lasted between 30 to 60 minutes. Interviews
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with students were conducted in focus groups (ranging from two to five students) or
individually, contingent on their availability. Teachers allocated a suitable time for the
PhD candidate and student participants to meet, so that the interviews did not interfere
with their regular curriculum. Focus group interviews lasted up to 40 minutes and
individual interviews for 15 minutes. All participants responded to the same group of
questions. Interview questions addressed the participants’ receptivity to the SSLP. They
were encouraged to give personal points of view and were also given an opportunity to

offer any feedback regarding the program.

Data Analysis

All recorded interviews were transcribed verbatim and were analysed by adopting
a Thematic Analysis approach (Braun & Clarke, 2006). Firstly, the data were managed
by the NVivo 10 software program, through which the initial coding process was
facilitated. After extensive analysis, common themes and key issues were identified by
the selective coding process to address the focus of the current research; namely, to
evaluate the program’s impact on the students and schools. Firstly, the data were
analysed at the participant level; thus common themes were found for principal, teacher,
student, and parent participants. Consequently, an integrated analysis was performed,
providing an overview of common themes between the different participant categories.
In this particular study, a rich description of the data set was presented, as this method
of analysis is recommended for conducting under-represented research (Braun &
Clarke, 2006).

Reliability and Validity

Rigorous techniques and methods for data analysis were applied in order to
achieve strong research reliability, which were in line with Patton’s (1999)
recommendations for valid and reliable methods for qualitative data analysis. In this
study, ‘triangulation of sources’ was utilised where different data sources were
collected, such as triangulating principals’, teachers’, students’, and parents’ views, in
order to compare their perspectives about the program. Analytical triangulation (Patton,
1999) was also employed, where the research supervisors reviewed the PhD candidate’s
findings. Firstly, each supervisor received a randomly selected interview transcript, for
which they reviewed the applied coding process. The agreement between the applied
codes was found to be adequate in each case. Further, the PhD candidate developed a

set of tables for each theme, and the process of merging the themes for each participant
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category identified by the PhD candidate was also reviewed by the research supervisors.
Example of this process is available in Table 3.

38



Table 3. An example of the process of identifying the theme ‘Schools’ Struggles’. This table illustrates an example of how each individual theme was formed.
This process was validated by each researcher through analytical triangulation.

Super-
ordinate
Themes Themes Subordinate Themes Second order coding Example Quotes
« State schools struggling with sport In the school like this, state schools always struggle with expertise with
related expertise and access to resources coaching and also equipment, facilities, access to grounds (p1).
It’s a whole different thing too now and in society now, I reckon probably
« Students part of disadvantaed half of our Year 11 and 12 kids have a part time job. They do that for variety
Lack of Resources and communit P g of reasons. So in some ways, their parents support them to do that. In a
opportunities ity - disadvantaged community, you know, that helps. But doing that comes in the
* Part-time work as a priority ) . .
expense of things and maybe local sports is one of those. We don’t get many
« Preference for a work to sport . ; . . ;
Disadvantaged participation kids connected to local sports. There is not a one kid and it’s a big school,
Communities and there’s been not a one kid drafted to play for AFL football. Not one. And
we 've been here for 30 years. (p3)
Chll.drer.l s low : StUd.entS. In dlsac?vantage_d ?reas I’ll be honest, the kids in this area often and I mean often, don’t have a lot of
motivation and self- experiencing low 'self-belief' and - S o . X
A self-belief and motivation and aspiration to do something beyond what their
esteem due to motivation , ) ,
. L . parents have done....You know, I'm from (suburb), I can’t succeed.’ The
Schools? disadvantaged * Students not believing to achieve ‘self-put down’ is a significant factor in some of these kids’ lives. (p1)
Struggles' communities « 'Self-put down' as a significant factor P & P
I personally like to see more, but what gives to allow that to happen is the
*Battle across the curriculum issue. Ehm, because the math teachers will also say they haven'’t got enough
*Curriculum time constraints time. The English staff will say they haven’t got enough time. So it’s a battle
Battle across the across the whole curriculum' (p3)
crowded curriculum -
In the past, that’s been an issue because we often speak of the crowded
. *Crowded curriculum curriculum that there are many elements to the curriculum that we’ve got to
Curriculum tr P
o y to fit it. (p2)
opportunities
Anyway, so | think there are issues at the school level with equity, who does
« Financial equity issues at the school level | it? Do we-- you know 2000 bucks don’t grow on trees. Yeah, this is a big
Financial equit * Limited budget school, there’s a huge budget. You would think there’s money everywhere,
quity *Principals desiring to distribute finances | but I got to account for it. I can’t just say, ‘I'm going to give two grand to
equally to all subjects those kids and two to those.’ There’s equity issues over who gets to do that
and so on, what are our priorities(p3)
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Findings from Principal Interviews
The interviewed principals had a positive approach towards the program, and
provided some insights about the program’s impact on their schools. Three main themes
were identified from the interviews: ‘Schools’ Struggles’, ‘Program’s Sustainability
Demands’, and ‘Potential of Impacting School Climate’. More details about the
identified themes and their sub-themes are provided in Table 4. In this result section, the
school number corresponds to the principal’s identification; for instance, Principal 1

was associated to School 1.

Table 4: Summary table for the main themes and sub-themes identified from principals’
interviews.

Main Themes Sub-Themes

Curriculum opportunities
Schools’ Struggles

Disadvantaged communities

Sustainability concerns

Program’s
Sustainability School staff engagement
Demands Financial context

Growing students

Potential of Impacting o .
School Climate Contribution to school climate

New partnerships

Schools’ Struggles

During the interviews, principals understandably discussed issues concerning their
school. Although these issues seem to be independent to the program, they closely relate
to the program’s outcomes for the students, and they need to be taken into consideration
in terms of underpinning the program’s implementation and sustainability. Principals
referred to these issues as ‘struggles’ or ‘battles’, and they would frequently raise these
topics throughout the interviews. They framed their concerns in relation to what they
perceived as the defining characteristics of their schools; i.e., being ‘disadvantaged
communities’ or ‘state schools’. Other concerns raised included the struggles around the
perceived inequity between the subjects, which some referred to as the ‘crowded

curriculum’.
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Curriculum Opportunities

As the topic of PE and physical activities was initiated by the researcher at the
beginning of the interview, principals presented their perception on this subject. Each
principal observed a number of inconsistencies within PE, whether it was through
inconsistent curriculum delivery across the different schools, students’ engagement, or
conflicting views between principals’ values and the national requirements. Principals
of all three participating schools highlighted the importance of PE for children’s
development and identified their school as being particularly enthusiastic about this
subject, as well as having a high interest in sport. On the other hand, all of the principals
expressed that PE is not particularly effective in its current form, and that they would
welcome improvement in its content as well as the frequency. They were concerned that
this desired improvement seems to be unattainable due to a high demand of other ‘key’
subjects employed in the curriculum. In particular, the principal from School 3 reported

that PE is not deemed an equal subject across the educational domain:

‘The importance of sport activity, being involved in PhysEd, that just gets
lost in that argument because they’ll just say, ‘well they’re all equally
valued.’ But they're not. The reality is the data that you see is all literacy,

numeracy.’ (Principal 3)

Principals also considered that the current curriculum does not allow for meeting the

demands and objectives of all the subjects:

‘... We often speak of the crowded curriculum, that there are many elements

to the curriculum that we've got to try to fit it.” (Principal 2)

‘...It’s a battle across the whole curriculum.’ (Principal 3)

Two of the principals noted that the mandatory requirement for PE is not currently
attainable, and they proposed that schools should receive more autonomy in assigning
certain hours to this subject. Some believed that the delivery mode of PE generally
differs from school to school, which consequently influences the outcomes children
receive from this subject. According to the principals’ observations, the attitudes
towards PE amongst students in each individual school also seem to differ. While
Principal 2 described students of his school as an ‘active cohort’, Principal 1 and 3
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reported concerns over the physical activity levels of their students. Principal 1 noted
that participation in PE was a particular challenge at his school, as students generally do

not favour engagement in physical activities or any sport programs:

‘So, it’s an on-going battle to get all of the students involved in every Phys
Ed class every day. Some are better than others. Some year levels are better
than others. Ehm, Years 9 and 10, it’s difficult to keep them all engaged in

activities on a daily basis.” (Principal 1)

Disadvantaged Communities

The identified reasons behind the unfavourable students’ attitudes towards PE
and sports were the fear of embarrassment, peer pressure, and demands for children to
have a part-time work. Principal 1 particularly highlighted that the lack of engagement
was not exclusively related to sport and physical activities. He suggested that the low
engagement in their schools was potentially due to the absence of positive role models
in students’ family lives. As a result of this, students experienced low self-esteem, as

well as lack of aspiration:

‘U’ll be honest, the kids in this area often, and I mean often, don’t have a lot
of self-belief and motivation and aspiration to do something beyond what
their parents have done. You know, I'm from (name of a suburb), I can’t
succeed... The self-put down is a significant factor in some of these kids’

lives.” (Principal 1)

Because this embedded low self-esteem was affecting students’ engagement and
behaviour in schools, School’s 1 main agenda was to inspire the students to broaden

their horizons and encourage them in pursuing ambitious career paths:

‘One of our values is aspire to achieve. Our school’s motto is ‘create the
future.” What we re trying to do, and ['ve only been here three years, but
what were trying to do and getting it slowly is to change the thinking of the
kids so that they can achieve whatever they set out to do’, (Principal 1).
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Principal 3 also identified students of his school as being part of a ‘disadvantaged
community’. He proposed that students were generally encouraged by their families to
attain part-time work, which consequently reflected on their sport participation in a

negative fashion:

‘I reckon probably half of our Year 11 and 12 kids have a part time job.
They do that for variety of reasons. So, in some ways, their parents support
them to do that. In a disadvantaged community, you know, that helps. But
doing that comes in the expense of things and maybe a local sport is one of

those. We don’t get many kids connected to local sports.” (Principal 3)

In addition, Principal 1 expressed that schools located within the ‘disadvantaged areas’
were predestined with a lack of resources and opportunities, which also contributed to
students’ low sport and physical activity participation: ‘In the school like this, state
schools always struggle with expertise with coaching and also equipment, facilities,

access to grounds’, (Principal 1).

Program’s Sustainability Demands

Sustainability Concerns

Principals dedicated a significant amount of time to discussing their concerns
about the program’s sustainability, and they offered their perspectives on the key
advantages and current limitations of the program. One of the most common themes to
emerge from the principals’ interviews was their concern with regard to the program’s
implementation and its future sustainability. While principals agreed that the
implementation within the curriculum appeared to be the most successful strategy, some
feared that this process would be rather challenging due to the high demand on the
curriculum. Although Principal 3 reported a preference for the possibility of the
program being implemented within existing subjects, he was concerned about how the

program would integrate into the curriculum:

‘Next year, there’s another group of subjects that come on board and the
vear after. I'm not sure whether, where health and PE is, for example, but in
order to justify the sports leadership program, you would need to cross

reference that with what the national curriculum is.” (Principal 3)
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In addition, Principal 3 questioned the program’s applicability to other school settings,

as well as school principals’ ability to comprehend the program’s objectives:

‘I think there’s a lot of potential for growth within this sort of progress, but
I’'m not convinced of what | know of principals in other schools. That they
necessarily understand how it will all work.” (Principal 3)

All principals reported concerns with regard to their school’s capacity to maintain
the program in the future. The rationale behind their concerns included: potential loss of
the staff involved in the program, continuous change in school’s infrastructure,
teachers’ work load and availability, and anticipating a lack of finances. The desire to

have a strategy for program’s implementation and sustainability was demonstrated by
two of the principals:

To ensure that continuity, we need almost a succession plan to keep things
going at that level. Otherwise, we 'l just fall back to a basic PE program,
which I don’t think is anywhere near as valuable.’ (Principal 1)

‘We got it at that level and it’s our strategic plan, but we haven’t got the
fine grain all narrowed down, so if we had all that, then it will stick. That’s
the next step...You get into the argument of time and choice and who does it.
How many classes do we have? Is it first semester? Is it second semester?
They put it in demands on the timetable. Does it have to be adjacent to their
lunch time? So, you can get an access to. So yeah, there’s all of that comes
into play.” (Principal 3)

Further concerns included perceived students’ low participation rates in the
program. While Principal 1 and 3 reported the school had been receiving ‘good take-
up’, they reported concerns over the students’ general enthusiasm towards sport or
physical activities, and Principal 2 anticipated that it would take a long time to
accommodate large numbers of students within the program: ‘/t’d be great to be able to
have a broader capacity of students involved in the program, but we’d probably gonna

have to do that sequentially over a couple of years.” (Principal 2).
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On the other hand, principals also stated they would welcome a larger capacity

within the program:

It would be that we can’t get all the students through it. In an ideal world,
it would be great to have them all doing this program, but I couldn’t

possibly found how you can do that but the actual program.’ (Principal 1)

In addition, Principal from School 3 desired a ‘purposeful approach to leadership’ and

clear understanding of each program’s objectives and its purpose in the curriculum:

‘1'd feel a lot better if we had everything we do in purposefully. A
purposeful approach to leadership. | feel better if we had that kind of
prioritized and clearly mapped. And this sort of --they all kind of cross

each other, so I'm not comfortable with it.” (Principal 3)

School Staff Engagement

All three principals indicated that the program’s successful implementation had
been due to the high competency and commitment of their teaching staff. They all
highlighted that a program’s success is reliant on the teaching staff, with whom they
were very satisfied: ‘I feel it all depends on your personnel. As to how effective it is, it
could be hardly effective, or it could be very ordinary.” (Principal 1). In addition,
principals indicated that their personal support and a certain level of engagement with

the program are also critical in order to ensure program’s sustainability:

‘So really, you've got to get the principal to at least investigate and be
involved and then probably through a teacher who can be demonstrate
enthusiasm... that’s probably the way in but it has to have principal support.
Otherwise it won'’t --and that is with any program. If the principal doesn’t

support it, well it’'ll just die.” (Principal 3)
All of the principals presented themselves as having high interest in sport, which

consequently influenced their decision to implement the program in their schools. In

addition, the principal from School 1 seemed to be actively engaged in the program’s
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delivery by delivering motivational speeches to students, as well as working closely

with one of the leading teachers:

‘I’ve actually presented some sections on leadership in terms of what makes
a good leader, and walk the kids through that section to help develop them

and get them thinking about what is a good leader.’ (Principal 1).

Financial Context

Despite principals identifying the teachers as being very capable, principals from
Schools 2 and 3 observed the program affected the teachers in a less favourable way,
particularly with regard to their workload. Since both of these schools delivered the
program outside of the curriculum, teachers’ availabilities became automatically

limited:

‘I know that it would be great to be in a position to increase the capacity of
the program here at the college. That’s driven by teacher time and

availability. So that’s an issue,’ (Principal 2).

As a result, the principals reported that they had experienced problems with resourcing
their staff for the program delivery:

‘I think if I look at the disadvantages, probably the biggest issue would be
the viability of resourcing and making sure that it would be possible to
resource staff time in the program and that’s in the competing demands of

school budgeting and the many areas that we need to staff.” (Principal 2)

Principal 1 and 2 indicated there was no additional operation cost needed to
deliver the program. On the other hand, Principal 3 was particularly concerned over the
finances associated with the program delivery, and he debated that financial struggles

might prevent the school’s participation in the program:

‘The first year was free. Ehm, the second year, 2000 a campus. There’s
some issues there that I've got to work through... | just felt that if we
haven’t had found the money that would’ve been bad news, because we're
keen on it.” (Principal 3)
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However, all participating principals agreed the outcomes students attained during the
program exceeded the financial cost and time constraints the program required, and that

the challenges and limitations were of a minor nature:

‘It’s about focusing on those positive benefits to the students involved in the
program, the flow on to the feeder primary schools and the networking and
connections and partnerships that develop in a real and meaningful way
between schools that far outweighs any concerns about resourcing costs.’

(Principal 2)

Potential of Impacting School Climate
Principals often described the program in superlatives, such as ‘incredibly
powerful’, ‘very positive ‘or ‘wonderful’. These favourable attitudes were primarily due
to the impact it had on the students, which principals reported as having consequently
influenced their school in a positive way. Therefore, the principals believed the program
to have great potential, once the sustainability concerns discussed in the previous

section were addressed.

Growing Students

All the participating principals agreed that the key advantage of the program was
the skills and competencies students attained during their participation. Principal 3
admitted that his interaction with the students had been limited; therefore, he felt he
could not comment on the students’ development to a great extent. Nevertheless, all the
principals believed students had benefited from the program in a number of ways,
including: improved self-esteem, communication, and interpersonal skills; becoming
positive role models within their schools and communities; and widening their career
opportunities. Principals of School 1 and 2 reported these changes in students had been
evident instantly upon their completion of the program, particularly after achieving the
upper level statuses. All principals agreed that the primary source of students’ newly

acquired skills was their interaction with younger students:

‘1'd imagine that after you’ve spend a fair amount of time coaching little kids
about some skill part of whatever game it is that they develop high level of
communication skills and interpersonal skills and that would be evident in

their work.” (Principal 3)
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They noted that engaging in a leadership role had enabled students to ‘grow’ and
to become more responsible. In addition, through managing a small group of children,
students’ ability to deal with challenging situations, as well as working within a team,
had increased. Principal 1 and 3 highlighted these skills as applicable to other aspects of

students’ lives:

‘Some of the kids have that cross over and use their skills developed through
sport leadership to be applied to other areas but that’s more about the

individual again,” Principal 1).

The key benefit that principals observed in the students was an increased self-
esteem, which had a consequential effect on their skill development. Principal 3 also
believed the program had the capacity to increase students’ school engagement, due to

their commitment to the program:

‘Well, so there is a flower on effect. | mean if you re engaged, if you're
engaged through this program, you're more likely to be engaged in things
that perhaps you might 've been iffy in’, (Principal 3).

Moreover, Principal 1 observed students to have been greatly affected by the
program, particularly with regards to their elevated self-esteem. He also noted that this

particular program’s outcome closely matched the school’s mission:

‘These kids now believe in themselves. They get up and address assemblies
or address parent’s meeting, which we’ve had recently. They speak with
confidence and they believe in themselves now...You can see the change in
those kids and they grow in stature and in their own personal belief. I think
that can lead to their aspirations changing in terms of their own future,
which is very, very positive. | think the best part of the sport leadership is
related to aspirations and that in the confidence to believe that ‘I can do

this.’ If that job is available, I'm going to be that person.’ (Principal 1)
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By increasing their self-esteem, students became natural leaders and ‘role models’, and
all principals highlighted this to be a positive outcome for the school, as well as for the

broader community:

‘If they can lead by example and be positive role models for other kids, the

school certainly benefits just in terms of general behaviour.” (Principal 1)

‘We’ve seen I guess leaders of that program where students going through
that program develop as very, very positive role models for other students in

the college as peer leaders.’ (Principal 2)

In addition, principals from School 1 and 2 described the program as having
created unique opportunities for the students, as it had broadened their prospects and
their aspirations towards higher education. Principals reported that the program had
contributed to students’ ambitions to pursue certain career paths. This outcome was
particularly important for Principal 1, who, as previously discussed, expressed the key

mission for their school was to ‘inspire to achieve’:

‘They’re having the effect. They re doing it. So, all of a sudden: ‘Oh, maybe
I can be a teacher,’ is an example of what I've heard from some of the kids
and that’s through that program. It’s not coming from anywhere else so it’s

incredibly powerful.” (Principal 1)

Contribution to School Climate

All the participating principals agreed that students’ development was the key
outcome the schools had received from the program. Unless prompted by the
interviewer, they did not seem to name any other significant outcome that had enriched
their school environment. However, they perceived the benefits students had attained
from the program as ‘indirect’ benefits for the school. Particularly, the principal from
School 1 highlighted that the program had helped to improve the school’s ethos through

students’ experiences:

‘I find it difficult to think of how the school has benefited overall apart from

seeing the development of the kids, which is a benefit for the school. Makes
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the school a better place to be. If they can lead by example and be positive
role models for other kids, the school certainly benefits just in terms of
general behaviour, self-belief, and again something we 're very big on areas
- aspirations. We need to change the thinking of the students that they can
do things in the future. A significant number here lack their self-belief, you

know, to aspire to greater things.’ (Principal 1)

This principal further believed that leadership programs have a potential to change a

school’s climate, due to the impact they have on their students:

‘The more kids that are exposed to those sorts of programs, the more your
students will develop and then the whole—to put it simply, the climate of the

college can be changed.’ (Principal 1).

Principal 1 also reported that the program had contributed to a ‘stronger’ PE department
and enhanced the participating teachers’ roles. He described an account of a specific
teacher whose professional development as a leader had increased whilst engaged with
the program. The principal had witnessed that this teacher’s contribution to the
program’s expansion and infrastructure at the school level had instigated him to reflect
on his own practice, and the responsibility he had to become a role model for the

students:

‘He is self-reflecting on his role as a leader within this college as part
middle management. It all goes hand in hand and the kids can see that. All
of a sudden, I think the kids look at the teachers in a different way and he
looks at things in a different way in terms of his team, because he’s got to

walk the walk. He’s talking the talk to the kids.” (Principal 1)

Further, Principal 1 also reported that the program greatly contributed to the curriculum

of a conventional PE:

‘That’s why we call it Sport’s Leadership, because that’s the emphasis and
that goes way beyond your standard PE course and the value you add there
is significantly greater in my opinion than your standard Phys Ed. That’s

why | would love to see it in all schools.’
50



Although it was predominantly Principal from School 1 who identified the program as
changing schools’ climate, other principals believed that, with the potential program’s
further development, the positive outcomes for the schools would expand: ‘I think

there’s potential, a lot of potential for growth’, (Principal 3).

New Partnerships

Principals recognised the mutual benefits the program had provided for both
primary and secondary schools. They all observed existing positive relationships with
their local primary schools. However, only Principal 1 felt that the program had
significantly helped to develop these relationships. Principals from School 2 and 3
identified good relationship with primary schools as dependant on the number of
enrolments intake the school receives each year. Therefore, principals seemed to
presume the program had only had a small effect on their relationships with other
schools. On the other hand, principal from School 2 reported that the program had

contributed to an already positive existing rapport with their local primary school:

‘It’s had a positive flow and effect with our local main feeder primary
school, so the work that our students have done with the students and their
staff has been really positive’, (Principal 2).

All principals reported the importance of establishing meaningful relationships
with their local primary schools, and Principals 1 and 2 identified the program as a
possible vehicle for future partnership development. Although principals reported to
have some existing partnerships with certain communities, they appreciated the greater
connection they had gained with School Sport Victoria. They also expressed an interest
and enthusiasm to expand this collaboration with different communities on a more

frequent level:

‘It’s possible we could develop links with other secondary colleges and have
a mixed team of students that are working with--on projects in the

community. | guess there are a lot of other opportunities’ (Principal 2)
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Findings from Teacher Interviews

Each school had utilised the program in a different fashion, which seemed to have
had an influence on teachers’ attitudes towards the program and their interpretation of
the students’ outcomes. Teachers had to invest various degree of effort to deliver the
program, which was influenced by the program’s delivery mode in their school. While
some teachers reported the program as having had a little effect on their free time, some
reported their workload had been affected significantly. Another contributing factor was
the support teachers had received. While some teachers received assistance from pre-
service teachers, some remained the sole facilitators of the program. Due to this
inconsistent program delivery mode across the schools, one needs to account for these
differences when interpreting the results.

Despite these disparities, the information collected from the teacher interviews
was consistent with regard to the program’s impact on the students’ development,
schools’ partnerships, and the challenges teachers encountered during the program
implementation. These similarities underpinned the three following themes: ‘Students’
Transformation’, ‘School’s Internal and External Relationships’ and ‘Sustainability

Concerns’, as available in Table 4.

Table 4: Summary table for the main themes and sub-themes identified from teachers’
interviews.

Main Themes Sub-Themes

Transferable skill development

Students’ School engagement
Transformation Competency- 'Not just another kid'

Awards and opportunities

- Personal practi
Schools' Internal ersonal practice

and External Student-teacher relationships
Relationships

New partnerships

Time and commitment demands

Sustainability

Concerns Call for credibility

Further development and support
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Students’ Transformation
Teachers offered their perspective on the program’s impact on their students.
They referred to this impact as a general ‘change’ or ‘transformation’ in students, and
often provided close case-study accounts. They discussed how the program impacted
students’ personal development, their competencies, along with their school

engagement and behaviour.

Transferable Skill Development

When teachers discussed their perception of the program, their immediate point of
reference generally included the benefits their students received throughout their
participation. Whilst most teachers reported having observed a noticeable
‘transformation’ amongst their students, one teacher from School 3 disclosed that he
could not make objective assumptions about the program’s impact on his students:
‘That’s pretty deep psychological stuff, I'm not sure I could prove or disprove that they
have or haven't, (Teacher 6). He seemed to be describing the program’s benefits in
generic terms, rather than reporting on his authentic observations: ‘Yeah, the program’s
good. That'’s it (laughs). Nah, it’s good for building leadership skills.” Nevertheless, the
remaining teachers reported having witnessed their students acquire a great number of
skills and competencies throughout their participation in the program, particularly
referring to them as transferable, important for ‘real world’, or applicable to other

academic domains:

‘Skills that they can apply to obviously a sporting context, but they can
apply to any situation. In any work place, you’ll need to have a lot of those
skills. It’s nice to see them already being able to do that even before they

even left secondary school.’ (Teacher 4)

‘It then connects the kids to the real world and to the real-life skills such as
communication, coaching, working collegially as a group, as a team
member, as a leader, so | think it works directly with what we cover as
education. If not better than what we actually supposed to be teaching.’
(Teacher 1)
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Teachers often described their students as building better communication skills, while

one teacher signified the positive feedback he had received from some of the parents:

‘They 've actually seen big changes in their son or daughter directly as
well. They ve seen them maybe being more proactive, more kind of open in

their interpersonal communication skills.” (Teacher 1)

School Engagement

At least one teacher from all the participating schools witnessed students’
behaviour becoming more conscientious when it came to planning and organisation,
regulating their attention, or taking more initiative with school activities and their

responsibilities:

‘I've found that they re far more organised, because obviously they 're going
to plan things when they go out and work with others. They’re more
organized also within school. That’s a little spin off that I noticed that the

program does.’ (Teacher 3)

‘Whereas, these kids are focused for the whole time and do the job
properly.... It would be refereeing or scoring or maybe doing warm up, just
get the Kids in groups, get the team, all those little things where the kids take

initiative of it and complete it.” (Teacher 2)

A teacher from School 2 identified students’ awareness of the potential use of these
skills in their future as the main force behind students’ increased engagement and
motivation. On the other hand, the same teacher noted that those students who had a low
engagement level with their school appeared to lack the drive to apply their new skills in

other academic areas:

‘So, some kids have changed as well. | think they realized the importance of

planning and organization those kinds of things, but whether that’s always
in every case transferred to their academic side of things, not always’
(Teacher 4)
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Despite some students having a low ability to utilise their new skills in other
academic domains, Teacher 4 explained that the students’ pre-existing lack of
engagement with the school reignited had changed through their involvement in the

program:

‘Some kids have really, have been a surprise. And have really wanted to
keep progressing in the program and wanting to get extra skills. And like if
they re not interested in anything else in school, this is something that
they re interested in and they come and see you all the time about it and ask

you about it.” (Teacher 4)

The topic of students’ school engagement seemed to have a particular value to most of
the teachers, especially when they referred to the current nature of their students or
discussed the selection criteria during the program recruitment. Teachers from School 1
and 2 defined their current cohort of students as lacking in confidence, specifically

when it came to physical activity:

‘They 're not interested in doing leadership in a sporting context, so it

doesn'’t interest them or they don’t believe that they 're skilled enough to do
it.” (Teacher 4)

The characteristics of the students in the program might have had a firm influence
on the teachers’ perceptions of students’ skills attainment at the school level. While
teachers from School 1 and 2 reported having recruited to the program any students who
expressed an interest, teachers from School 3 had proceeded through a narrow selection,

recruiting only the ‘best’ students:

This program would always have to be something extra that the students
could nominate to do. And you probably wouldn’t want the general

population doing it...You want the best.’ (Teacher 6)

Their rationale behind this specific selection was due to their concerns over
‘disengaged’ students creating an unfavourable reputation for their school during the

primary school visits:
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Yeah, like any kid could do it, but I'm pretty sure that most schools aren’t
going to want to send just a kid that really doesn 't like doing it. ‘Cos they 're
only doing it because they have to. You send them to a primary school and
that’s going to reflect pretty bad on your school. So yes, they can do it, but

you wouldn 't never take them to another school.’ (Teacher 6)

Contrastingly, the remaining schools targeted students who had an interest in
sport, as well as those who had shown tendencies to be generally disengaged with
school. Their intention was to provide these students with an option which could

possibly alter their school disaffection:

‘We had a few kids that I guess were probably didn’t perform well
academically in classes or sometimes there were problems with behaviour
and that kind of thing. We might have just tried and tap in to maybe their
interest to improve those things through the program. So hopefully getting

them to connect a bit better to the school.’ (Teacher 4)

Similarly, School 1, where the program’s delivery was in a co-curricular form,
allowed each student to have an equal opportunity to enter the program. Once students
demonstrated engagement and enthusiasm during their participation, the school further

offered them participation in the upper levels of the program:

‘We do a very modified version already in our curriculum, so to give every
kid in Year 9 or 10 an opportunity to develop some leadership skills and |
guess from there, we identify the ones that we think could further develop,

because of course all kids aren’t really inclined.’ (Teacher 1)

Consequently, teachers from both of these schools noticed that students who had
previously displayed school disaffection changed their attitudes towards the school, and
they reported positive change in their behaviour: ‘Some of them actually made comment
that they weren't getting into trouble as much as they have been previously’, (Teacher
4). This evident change in their attitudes and behaviour was observable after the
students’ first leadership practice, and the teachers were positively surprised by the

capabilities students had not demonstrated previously:
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‘We’ve had increase in attendance, in effort, and in behaviour, which is a
really big one. It helps engage them and keep them focused on something.
They got a reason to come to school. In saying that, there have been a few
kids or quite a few kids that, once they 've been in maybe behavioural issue
and their attendance being low at school, but once we put in front of
primary school kids, who’s going to work with them and lead, they've
excelled. To see the principal come here a couple of years ago and watch
him saying, ‘I can’t believe that students are actually controlling those
young kids.” When you say that, and you think, that’s what the program is

about! ’ (Teacher 1)

Delivering leadership activities in primary schools seemed to have had a positive effect

on all of the students, as all teachers noticed that their self-esteem level had increased:

‘I think just the confidence in front of other people like the whole sort of, ‘I
got something to say, | want you to hear it.” They re just more comfortable

with public speaking.’ (Teacher 5)

The growth in students’ self-esteem was particularly valued by the teachers. One
teacher believed that self-esteem is one of the most important milestones in children’s
development and that this program has a great capacity to develop it, particularly in the

female students:

‘I think like anything just when your self-esteem is up, then everything
especially at that age group of body changing, that’s a massive thing, but
when your self-esteem is up, I think that your opportunity to perform best is
there....I've noticed the massive difference in the girls that are involved in
it, because they become, they re targeting an age group that their kids are
starting to get part-time work so you see just their self-esteem and self-

confidence dealing with the adult world is tremendous. '(Teacher 3)
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Competency: ‘Not just another kid’

Once students completed the first level of the program, they earned a leadership
status within their school. Consequently, they were able to demonstrate the skills and
abilities they attained and the teachers started to gradually distinguish these students,

often referring to them as ‘the leaders’ and ‘role models’:

‘| see the kids that are actually in the program have that change just from
an outgoing social point of view, they become what was once sort of a
normal secondary kid, now becomes a leader, becomes a spokesperson,
becomes more confident.... It’s a massive change. Massive change.’

(Teacher 3)

Teachers believed these students gained capabilities that they would typically not
observe in the same age group, and they would often delegate them with tasks that other
students would not necessarily have the competencies to complete (e.g. organising
different schools’ events or group work). Once students became capable of dealing with
these challenging situations and demonstrated their leadership abilities, they received
great respect not only from their program tutors; teachers from other academic subjects

also started to recognise their qualities:

‘The kids are not only involved in sport, but other teachers recognise that
they’re leaders, so they use them as well, which is good...They become like
a secondary teacher and it’s amazing the kids that then are respected as
well. I think in terms of relying on a student now, we can rely on one of the

sport leaders to do the job properly.’ (Teacher 3)

Interestingly, one teacher noticed that the program provided an opportunity for
recognition to those students who had not received any form of acknowledgment prior

to their participation in the program:

‘There’s been kind of a group of kids that might ve been forgotten about in
the normal physical education class as just been those mediocre kids,
who 've actually got to see them and now step up a little bit and excel a little

bit, so they’re actually doing more physical activity but more importantly
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also kind of being leaders of physical activity—so sport captains or house

captains at our school.’ (Teacher 1)

This new recognition did not seem to only remain on the school level, but had also
extended to communities and sport organisations. According to teachers’ observations,
primary schools seemed to particularly benefit from these young leaders, mainly with

regards to the physical activity promotion and participation:

‘I think it’s a wonderful program where we can develop leaders for the
school and also for the community especially with further partnerships that
we got with the primary schools now. This is a good way to get our kids to
go out and role model especially to these young kids who don’t get enough

physical activity.” (Teacher 2)

Nevertheless, it was the recognition students received from the sport organisations
during their ‘Academy day’ which had a meaningful value to them. Teachers
highlighted that the association with these organisations opened students’ opportunities
and allowed them to aspire to related career paths. In addition, this recognition enabled

some students to gain paid work in their communities:

‘I got people calling me or sending me e-mails saying, ‘can your sport
leadership kids help us out with this?” What we initially started with was
obviously coaching them in sports but now it’s opened up this other element

of it where our kids can now go and help run their carnivals.’ (Teacher 1)

Teachers observed that students became highly aware of their newly acquired
competencies and the reputation they received from their immediate environment.
Particularly, those from School 1 recognised that the students started to perceive

themselves in a different way, with an elevated self-worth:

‘The kids don’t look at them as just another kid. They look at them as maybe
the next level up you can say. | just see that their self-esteem is enormous,
and you see the primary school kids with them, when | go out as an extra

teacher.” (Teacher 3)
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‘Those kids are strong enough to understand why we’re actually doing
things and we kind of look at them as tutors themselves.... They re kind of
like colleagues in a way in the relation we formed really close.’ (Teacher 1)

Awards and Opportunities

The opportunities leading from the program seemed to be inimitable. This was
further illustrated by a teacher who described a particular account of a female student
who had received great public recognition and job opportunities through her leaderships
status, although she did not qualify for the upper levels of the program (i.e. Gold or
Platinum Ambassador):

‘She did the sport leadership course initially and she said to me she’s
involved with scouts and she said to me that because of the sport leadership
program she did at school, she’s now being asked, like I said, the school is
transferrable into real life, she’s being asked to be a scout leader and work
with five or six kids. She actually leads how the kids, who are only about

five or six years’ difference from her.’ (Teacher 1)

In addition, three interviewed teachers highlighted the awards (e.g., certificates,
different gift items) as the most significant recognition students accomplished.
Specifically, some teachers appreciated the items students received throughout their
participation and identified those as the ‘main impact on children’. Another teacher
believed students felt particularly fulfilled when they received the opportunity to wear
branded clothing associated with the local sport club and organisation. Teachers from
School 1 believed the public recognition through these organisations was the most
valuable incentive for the students, particularly due to the undermined recognition they

were receiving from their families:

‘Sometimes is the greatest thing that those kids might have happened to
them. Cause you got to think, a lot of kids unfortunately from this
background, this area, don’t get a lot of public recognition from their

families.” (Teacher 3)
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One of the objectives of the program was to provide students with opportunities
for sport and physical activity participation in schools. While the program offered many
opportunities for students to be physically active, the teachers explained they did not
observe any increase in students’ engagement with physical activities or sport. This was
due to the fact that the program attracted students who already had a prior interest in
sports and were already actively participating in sport or physical activity. Nevertheless,
teachers from all schools reported the students had developed a greater understanding of

the importance of physical activities and PE:

‘They ’re actually forced to actually think about coaching aspects and start
their own thought at Year 10. That’s really important so, yeah, | think that
they actually learned the way to sort of appreciate more the role of PE’
(Teacher 5)

In fact, a teacher from School 3 observed their students’ activity levels had decreased,

due to increased commitments during their progression in their school:

‘They can work and they can start to do their learner’s permit, so they’re
driving a car a bit more. So they drop off at sports anyway at that age.’
(Teacher 6).

On the other hand, teachers from School 1 observed that sport popularity had increased
since the program’s implementation, which consequently motivated the teachers to

develop different sport-focused pathways for their students:

‘l think at our college, sport has boomed over the last three to four years.
We’ve been lucky enough due to this program coming in, get things up and
running such as a sports academy, because a lot of the kids are on sport
leadership program, or do have big sport interests, or they’re moving to
that kind of career path, so they re taking on other roles within the school
such as active development program, the rugby academy, soccer academy,
and obviously the sport leadership program being one of our big

ones. ’(Teacher 1)
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Schools’ Internal and External Relationships
Personal Practice

The majority of the teachers declared that the transformation they witnessed in
their students was the most enjoyable component of the program, and some believed it

to be the most rewarding experience in their career:

‘I think it’s being fantastic and probably nearly, like one of the most
rewarding things ['ve done in teaching in terms of just seeing the kids
progress and develop skills that they re going to be important for them
throughout their life.” (Teacher 4)

Apart from one teacher, all of them reported that their involvement in the program had
enabled them to reflect on their own personal practice, which had consequently led them
to strengthen their existing skills and teaching practices: ‘It’s the first time since
university where 1've really thought about my own delivery,” (Teacher 5). One teacher
reported the program enabled him to enhance his role within the school as ‘sport
promoter’. The program’s agenda was not only to support sport promotion within the
school communities; it further offered the teachers the opportunity to establish links

with sporting organisations:

‘Part of my role at the school is to promote sport and sport programs so it
made my role actually come together a little bit easier as well, because it
was something that | had to do anyways, so having the link with SSV made
so much easier because they helped me build networks already, which they
had and now. 7've been able to kind of build on that.’ (Teacher 1)

The achievement of this teacher represents one of the program’s aims of creating further
professional development for the teachers. On the other hand, this aim was not met for
all the participating teachers. While teachers involved in the program’s initial stages
received induction training from the program coordinator, some reported they were not
provided with such an opportunity. Their prior training included either a discussion with
a teacher who had previous experience with this initiative, or the program coordinator.
Despite this, most of them believed they had the necessary skills to deliver the program

and that additional training was not essential.
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Student-Teacher Relationships

All of the teachers reported an enhancement of their existing positive relationships
with their students throughout the program. Firstly, they had experienced an increased
interaction with their students, which consequently enriched the student-teacher

relationships:

‘I think because we spend a lot more time with them, obviously, there’s
going to be a positive, you know, in terms of a better relationship with
them.’ (Teacher 2).

Secondly, this frequent interaction allowed the teachers to directly observe the students
and their development throughout the program. Once they observed the students’
transformations, they developed a greater respect towards them, by acknowledging their

competency and their roles as leaders:

‘Those kids we have a really good relationship with, because those kids are
strong enough to understand why we’re actually doing things and we kind

of look at them as tutors themselves. ’ (Teacher 1)

New Partnerships

The schools’ newly established connections with sporting organisations were
welcomed by the teachers from all the schools, and they seemed to perceive these
relationships to be particularly beneficial for their students as well as the school:

‘Look, I think it’s an outstanding program. I think it ticks all the boxes when
we talk about community partnerships because it actually directly links us to
kind of state organizations to local sporting groups. It also links us to three

of the primary schools as well.’ (Teacher 1)

SSV acted as a mediator between the schools and the connections with sporting
organisations/clubs. However, once these links were established, the teachers reported
feeling confident to remain in their relationships with these organisations without
support from SSV. They particularly valued the reputation of these organisations and the

associations they created with them:
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‘They 're just some of the bigger bodies that we’ve actually been able to
work with and form strong partnerships with their links through the
program and through the networks that we actually gathered over the years.
Now I've actually got people on e-mail, where | can just easily send them an
e-mail without going through the middle man.... I think that’s definitely

happened but also at the local level.’ (Teacher 1)

In addition, teachers from School 1 and 3 reported their interactions and partnerships

between the secondary schools increased, which they considered particularly valuable:

‘It’s been great because I've got to know all the PE teachers from the
other secondary schools...we’ve shared things, like our experiences or

actual documentation or whatever.” (Teacher 4)

Other partnerships the schools formed, and the most valued, were those they had
established with their local primary schools. All the teachers reported their relationships
and interactions with primary schools increased on a range of levels. Although most of
the teachers noted the existing relationships with their local primary schools were
positive, the program enabled them to establish ‘direct links’ with them, which

consequently improved their relationships:

‘With primary schools, | think it has increased nearly 150%. We always had
contact with primary schools...but we 're now working with three or four or

five primary schools within the area where initially, we didn’t have any

direct links.” (Teacher 1)

Similarly, one teacher from School 3 noticed that the former missing connections with

their local primary schools had reignited through the program:

‘It certainly has changed our relationships...We've never had a good
relationship with the PE teachers at the primary schools. It was there before
but it was only there because people really knew each other really well, but
with those then that broke down straight away. But through this, it sort of

enhanced that again. Because of this program, we’ve got that again.’

(Teacher 5)
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On the other hand, his colleague from a different school campus stated that,
although working with primary schools was the most valuable component of the
program, their school was not able to establish as frequent interactions with primary
schools compared to the other secondary schools involved in the program. The students
of his school practised their leadership on their own school grounds, interacting with the

peers from younger years rather than visiting their local primary schools:

‘We didn’t do anything with our own school, so the kids weren’t expected to
run lunch time sessions or coach school sport teams anymore of what they
would’ve, because that was part of the hook, I used to get the kids in, is if
they wanted to coach a school sports team.’ (Teacher 6)

The same teacher further believed that the positive relationships they had formed with
the primary schools were related to the characteristics of the students and their abilities
to facilitate the lesson: ‘As long as your students are committed, then yeah it helps with
the relationship, going there and running clinics,” (Teacher 6). Teachers from School 1,
who did not proceed through any students’ selection criteria, reported having received

very positive feedback from the primary schools:

‘ think they really enjoyed it. | got e-mails coming from the principal and
other kind of staff members being involved with the primary schools and the
feedback from them is about how our kids have been extraordinary.’
(Teacher 1)

This positive feedback was developed as a result of the positive experience primary
school children had received, as well as the primary school teachers’ appreciation of the
older students’ abilities to deliver sport lessons which the teachers might not necessarily

have the expertise in:

‘We found that a lot of the primary schools would have teachers taking
sports that weren’t really savvy with what the sports entail, so when they got
kids who were good at it, they absolutely thrived on it. The primary schools
loved it because it helped the teacher who was basically saying, ‘this is your
sport and are unfamiliar with it.” They would give assistance, but the

teachers absolutely loved it.” (Teacher 2)
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One teacher from School 1 reported that, due to the reputation they established with

their local communities, their school was awarded at a state level:

‘We're lucky enough to get a School Sport Partnership award for 2012 for
schools across the state. It’s pretty directed towards our sport leadership

program’. (Teacher 1).

In addition, most of the teachers perceived the partnerships their schools established
throughout the program as a ‘selling point’ or appropriate strategy to increase their

enrolments:

‘Weve got another positive thing that is a selling point because schools like
to sell themselves because you know, we’ve always got that, to get kids
coming and this is like the whole thing, increase the primary schools and
things like that.” (Teacher 5)

Teachers from School 1 and 2 believed that, through these newly established
partnerships, the program offered new prospects for the schools and particularly their
students in terms of their integration within the communities and their development:

‘I think it’s a wonderful program where we can develop leaders for the
school and also for the community especially with further partnerships that
we got with the primary schools now.’ (Teacher 2)

Sustainability Concerns

Although the teachers’ opinions about the program were admirable and they
valued the outcomes for the schools and their students, they all to a certain degree
expressed concerns regarding the program’s future sustainability. These apprehensions
mainly concerned the provision of adequate support (finances and credibility), the
program’s further development, and the demands the program required from the
teaching staff. Some of these concerns were closely associated with the schools’ current
issues, which were not directly related, but were highly relevant to the program’s

sustainability.
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Time and Commitment Demands

Some teachers expressed concerns regarding the demands the program required in
order to achieve the desired outcomes for their students. They agreed the program’s
content is simple to deliver; however, they believed that, in order to remain a legacy of

the program in their school, considerable effort and enthusiasm would be required:

‘Disadvantages, really don’t know. At the moment, it’s a commitment. Like,
in the moment, it really does add on to what they usually do at school.’
(Teacher 5)

‘I think there’s a lot of value in it but you need to put your whole self into it.

You need to put effort into it in each stage of it.” (Teacher 4)

Particularly, teachers from School 2 and 3 reported they had to invest a substantial
amount of their time to deliver the program; hence their workload had increased, which

came at the expense of their own time:

‘You have to give up your own time, | still do. So yeah, which is kind of
weird.’ (Teacher 6)

‘It has massively increased (workload). | was always having to use my own

time.” (Teacher 4)

The majority of the teachers reported the main drive and motivation behind their
commitment to the program was the value they believed the program had, together with

witnessing students’ development:

‘At the start, it required a lot of our own time and good will, but I guess, |

saw the value in the program.’ (Teacher 4)
‘It’s good by the end of it, like because they 're good kids and we’re running

around and we're having a bit of fun at the end of it. It’s like, oh well, it

really feels like we achieved something.’ (Teacher 5)
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Interestingly, teachers from School 1 reported their workload had remained
unaffected and that they had not experienced any additional investment of their personal
time. However, the program was implemented within the curriculum at this school; also
there were multiple teachers delivering and supporting the program within their own
department. Teachers from School 2 and 3 referred to the administration side of the

program as to be particularly demanding, requiring a substantial amount of their time:

‘It gave me less time, just chasing out all the kids all the time!’ (Teacher 6)

‘So, this is the first year I've had all stages all happening in one year. So, 1
guess it’s just keeping on top of that and working out who'’s doing what,
that’s why I got this documentation here to keep track of who’s in which
group so that I don’t miss out. It’s just really keeping on top of all of that
and also communicating that to the kids as well.”’ (Teacher 4)

Teachers from School 2 and 3 explained that, had they not had the pre-service
teachers on hand, the likelihood of the program being successful would have been

minimal:

‘But then we had two ‘uni’ students, so I was able to use them. If I haven'’t
had them, I doubt I would’ve been able to run the program, because I just

wouldn’t have any time.’ (Teacher 6)

It seems that students’ participations in primary schools and their outings to sport
organisations were the key factors affecting the teachers’ time. Due to school policies,
teachers were required to collect ‘permission slips’ from students’ guardians prior to
their trip, which they reported to be time consuming. In addition, the extracurricular
delivery mode implied that teachers had to invest additional time to motivate their
students to attend the lesson after school hours: ‘It’s just getting kids involved. Just
trying to get all these Kids at the same place at one time,” (Teacher 5). One teacher
reported that this was at times discouraging, as he had to display enthusiasm while

volunteering his free time:
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‘But you know, when the bell’s just gone, and | had a big day like today and
it’s like, ‘come on kids, get to the gym.’ I try to motivate them but first you

have to motivate yourself. And it’s weird.’ (Teacher 5)

Although most of the teachers reported that these program demands had not
discouraged them to continue with the program, they had concerns whether the
program’s future narrators would commit to the same level, in the case of a possible

scenario of current teachers resigning their current positions:

The decision | made personally is that I'm always happy to give out that
time and other people may not want to do the same thing. | guess yeah.’
(Teacher 4)

‘You have to think from a principal’s point view, they would be thinking, ‘is
this program sustainable?’ Is this just going to run because (name of the
teachers)) are here? And if they aren’t here at the end of the program, so

should we invest time in this program if it’s not sustainable?’ (Teacher 3)

Call for Credibility

Several quotes in the previous themes indicated that the teachers had very positive
attitudes towards the program and often referred to it as ‘wonderful’, ‘unique’,
‘outstanding’, ‘interesting opportunity’, ‘impressive’, and ‘fantastic’. However, teachers
also believed that these favourable attitudes were not indicators of successful program
sustainability. They believed that teaching personnel has a small impact on whether a
certain program sustains at schools. Teachers from School 1, in particular, anticipated
having a small influence within the education domain, although they were strong
advocates for the program. They suggested that it would be necessary to have support
from the senior management of the school in order to sustain the program:

‘You 've got to strike on the top because effectively, they are the people who

make the decisions and we can advocate for it, but when it’s coming from a

mouth of someone right off the top, then might sway.’ (Teacher 2)
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Teachers further believed that, in order for a program to have an impact on the
authorities, it is necessary to have a credible force behind it. They identified that SSV
not only represents this desirable authority, but it is also a credible organisation, which

can account for the program’s progress:

‘If you have School Sport Victoria saying they are the backers of the
program regardless of (name of the teacher), that program is an ongoing
program. That’s what I think the principal like to hear that it’s a sustainable
program regardless of who's running it... The more support you get from
School Sport Victoria, then that’s the governing body of everything. That

gives it a real credibility.’ (Teacher 3)

On the other hand, one teacher had a contrasting view, indicating the involvement of
SSV is not necessary for the program to be successful: ‘So yes | can run this program

without School Sport Victoria, without a fee, we can run it in that,” (Teacher 6).

Further Development and Support

Most of the teachers critically reflected on the program’s current structure and
offered some suggestions for its improvement, with the possibility of ensuring its
sustainability at their schools. Some teachers appeared to have a clear vision of the
program’s potentials, predominantly in relation to the program’s content and structure,
as well as further opportunities for their students. Although teachers were generally
impressed with the program’s development throughout the first two years of its
implementation, they indicated they would welcome some modifications to the
program. For instance, teachers from all schools were strong supporters for increasing

the program’s capacity:

‘We're really excited to see where it’s going to go next year but, at the
moment, we’ve got small amount of really great kids doing it but it’s just
another one of those things that people might've heard about. We really

wanted next year...if we can get close to 40 kids.’ (Teacher 5)

It seems that, in order for this program to develop in its capacity, its content needs

to be adapted accordingly. Although the teachers were satisfied with the content of the
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first leadership level (Sport Leader), they suggested that the delivery mode of the further
levels should be developed, so that it provides stimulating advanced topics to maintain
students’ engagement. In its current form, the ‘upper level’ students attend the
‘Academy Day’ (training delivered by the sport organisations) as a one-off occasion,
and are further required to deliver more leading sessions. Teachers from School 1 and 3
reported that they would welcome additional lessons and training opportunities for these
students (Sport or Gold Ambassadors level) in order to preserve the students’

commitment:

They have to do hours of contact to get to the next level, but we need to
focus on getting extra training with those kids and obviously having hands-

on training is great but maybe some theory-based as well.’ (Teacher 1)

Additional suggestions, predominantly from School 1, included preferences for the
Sport Leadership level being delivered throughout the whole academic year, as well as
integrating further opportunities and roles for the ‘upper level’ students within their
school:

‘What we were saying before was that it’d be just great that the kids who do
sports leadership here, when they get to a senior school year level, they
become like mentors or buddies to the new kids coming into the school so

it’s just an ongoing.’ (Teacher 3)

In addition, teachers from School 1 indicated they would welcome transferring
some of the program’s content to an online version. Subsequently, they suggested the
existing online space could be developed into a website, with the potential of expediting

the program’s promotion:

‘I love to see them maybe growing and maybe develop a little bit more even
though the resources, obviously, technology and maybe SSV school
community partnership program application. Having a website. (Name)
maybe have it on SSV website, have a direct link from there but people go

on and actually it helps promote the program.’ (Teacher 1)
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It seems that, in order to apply these suggestions for the program’s development,
as well as to ensure its sustainability, adequate coordination of the program is essential.
The way the program was managed differed across the participating schools, due to the
selected delivery mode. This consequently influenced the level of support teachers
required from SSV and the key program coordinator. In order to illustrate some of these
differences, it is important to account for the implementation strategies School 1
adopted. Teachers from this school seemed to achieve a successful program
implementation, particularly through the practices of the leading teacher within their PE
department. This teacher was a strong advocate for the program and, through his active
leadership role, inspired other members of the staff to also pursue an active role in the
program. As a result of the teachers’ initiative, the school incorporated the program
within its curriculum as a part of its existing VCAL (Victorian Certificate of Applied
Learning) certificate. Additionally, they also formed strategic pathways for the students,
where each level of the program related to the students’ year level, thus providing

succeeding opportunities:

‘Initially, it was something we did outside of our hours, so we had to take
kids out of classes. We had to do after hours but now it’s part of our
curriculum.... What we’ve been able to do is build it into as one recreation,
fitness, and rugby kind of certificate. The kids get the sport ambassador
certificate or the gold ambassador certificate from SSV, but then they also
get a certificate, two or three in sport recreation, which is recognized
across the state as well for employments. They can actually get direct
employment through this after the completed the certificate 3 in sport rec.’
(Teacher 1)

In addition to the program’s successful implementation to their school curriculum, these

teachers instigated a rising interest in the program within their school:

‘Yeah we got heaps of kids that want to get involved with it. I think it’s a
buzz, it’s definitely spread. Initially, it started with sport leadership but now
I would like to think that majority of our kids and staff would know what
sport leadership is and what the program is whether they're at different
levels, there might be different questions. Sport leadership is happening at

our school and it’s actively happening.’ (Teacherl)
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On the other hand, teachers from the two remaining schools, where the co-
curricular implementation was not established, relied on the pre-service teachers’
provision and support, as previously described. Teachers from these schools identified
some financial difficulties associated with the program, particularly when asked to name
some limitations to the program: ‘Disadvantage at the moment, I guess it’s always going
to be just money and resources, ’ (Teacher 4). Additionally, a teacher from School 3 felt

that the program’s cost was not adequately justified:

‘The school pays 2000 dollars per campus. So that’s very expensive... I'm
not sure where the money goes. I haven’t asked too many questions about
that.... I haven’t challenged it at all, so if our school pays it, that’s good. I'm
sure it’ll go towards something, but I know that we can run the program
here without any support from anyone. (Name of the coordinator) creates
booklets and all that but we could do that too. There’s nothing that says you
have to use their stuff for anything.” (Teacher 6)

It seems that curriculum implementation and effective management of the program
within the school are not the sole elements in predicting the program’s successful
sustainability. The majority of the teachers from the schools stated that external

coordination of the program is inevitable:

There is an increased work load but not to the extent if someone, for
example, didn’t have the role that | did at the school, having (name of the
SSV coordinator), having a sport community officer being the link with
them. They set it up and pretty much you just deliver. You don’t have to do

all the planning because it’s there for you.’ (Teacher 1)

Findings from Student Interviews
Four main themes were identified from the student interviews and focus groups.
The first theme, “Skills and Personal Development’, depicts the skills and competencies
students reported having gained during their participation in the program. ‘Social
Identity’ describes how students’ new competencies helped them to gain a new social
identity as leaders. The theme ‘Recognition of a new potential’ describes how students’

skills and their new identity as leaders became recognised by their environment with a
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positive regard. Further, it outlines how this recognition helped students gain further
opportunities, as well as raising their future aspirations. The next theme, ‘Progression
through challenges’, shows that students progressed with their psychological
development through the challenges they experienced, such as dealing with children’s
negative behaviours during their leading activities, or the additional workload they
experienced due to program’s extra-curricular implementation. Students’ critique of the
program’s organisation, as well as their proposed amendments, can be also found within
this theme. Students’ participation in the program enabled a frequent interaction with
the primary schools or local communities, which consequently affected their
relationships with their teachers, peers, or their wider community; this is outlined in the
theme ‘Social Connections’. The proposed model indicating the relations between the
identified themes is available in Figure 1. Due to the nature of the data collection, it was
not viable to quantify students’ testimonies; hence, no number of statements has been
identified with the occurred themes. Instead, it was identified that the extent the themes
matched on the school level. In some cases, specific case accounts were acknowledged

in order to endorse the specific theme.

Skill and Personal
Development:
Motivation

Skill Development
Responsibility
New Identity

Progression through Challenges: Social Connections )
Overcoming challenges with Primary Belonging to Sporting Community
school Improved Relationships (teachers,

Conflicting Enjoyment peers, communities)

Organisational Issues

Recognition of New
Potentials:
Improved Self-
efficacy

Aspirations
Recognition

Wider Opportunities

Figure 1. Model summarising students’ outcomes after their participation in the SSLP.
The main themes are displayed with their categories, outlining the relation between
them.

74



Skill and Personal Development

Motivation

All student participants identified themselves as being highly passionate about sport,
which was the key contributing factor for their participation in the program. Most of the
students were actively participating in sport prior to joining the program, and they
perceived the program as an opportunity to enhance their skills. Another contributing
factor for their participation was the potential for enhancing their career path. Students

also distinguished the program as an opportunity to gain an additional qualification:

‘Well, I really liked the sports and that’s the area I wanted to go into after
school. So, when we got the opportunity to like getting some certificates and
get some more knowledge about — what was in the industry, | was very
happy to be a part of it.” (Student 11, School 3)

Some students from School 1 were inspired to proceed with their participation in the
program by their teachers, with whom they had established trusting relationships:

‘And then (name of the teacher) recommended it, and | usually do what he

recommends’, (Student 20, School 1).

Most student participants perceived the first level of the program, Sport Leaders, as the
most valuable phase amongst all the levels, during which they engaged in a more
intense experience that included leading younger children. In contrast, students from
School 3, who did not have extensive leading experience during the first level, preferred
the higher levels of the program. The progression through the subsequent levels in the
program also appeared to be another source of students’ motivations for continuing with

their participation, particularly for students of School 1 and 2:

Student 20: ‘We go Monday, but anyway, I’'m looking forward to going now
every time we go out and I'm looking forward to hopefully get
my gold ambassador as well.’

Student 18: ‘Yeah. That’s where I want to get to — that gold!”

(Focus group 2, School2)

75



Skill Development

It seems that students leading practices with the primary school children was a
key element for students’ development. Students applied the knowledge they gained
from their training, which enabled them to develop a variety set of skills and
competencies. Each student participant reported noticing a change in his/her
psychological development, following his or her participation in the program. Students
observed improved self-esteem, followed by what they referred to as increased
‘maturity’ and leadership. Each student reported that their self-confidence had grown,

predominantly upon their interactions with the primary school children:

Student 2: ‘Yeah confidence was a big one.’
Student5: ‘Because having to teach someone what you know is sort of a bit
of way of learning it.’
Student 2:’'Having that teaching role, like, you feel like in charge to teach
younger kids how to play sport that you love, like it’s pretty good.’
(Focus group 1, School 3)

This elevated confidence was particularly noticeable with regard to their communication
skills, and students also reported applying those skills to a wider spectrum of their life:

‘When they re out with kids, you really have to start repeating yourself and
you're talking a lot louder and more clearer and all that, so you really got
to be involved with talking when you re talking with the kids and it carries
on during school I guess. After a while, it’s kind of just naturally. You're a

bit more confident when you speak.’ (Student 18, School 1)

Another source of their enhanced confidence was the sense of responsibility and respect
they gained while working with younger children. Students observed that younger
children’s confidence had also increased due to the skills and achievements they
accomplished through the program. This consequently encouraged students’ confidence

to grow as they observed the impact they were making to these children’s lives:

‘Once you get in the progress of actually teaching your kid, you gain

confidence that they really listen to you. You're like their role models, |
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guess, because they see high school kids playing sports, so they’ll be like,
‘Oh yeah. So, sport must be a really good thing for the future.’ It’s really
good in myself, because I'm actually teaching kids that sport is good for
your actual health and wellbeing. It gains confidence in yourself and gains

confidence in kids. (Student 13, School3)’

In addition, their confidence further affected their daily interactions within their
social or academic environments. This was mostly evident in the communication skills
they were able to apply in their class setting; e.g., participating in class discussion,

speaking in front of the class and voicing their opinion:

‘At the start, my communication and confidence was pretty damped,
because | was pretty nervous talking in front of the kids. But as the weeks

went on, I just got pretty confident with them. Now I don’t mind talking in

front of people.’ (Student 10, School 3)

After doing this program it was like I got a voice.” (Student 6, School 2)

Their confidence and communication styles improved during their social interactions,

whether it was with their peers or the adults:

‘I think to be able to communicate to a teacher and then change it to be able
to talk to a grade prep., you know how to do that.’ (Student 23, School 1)

‘I never used to be able to talk to anybody that well and now I just talk to

anyone. Easy.’ (Student 24, School 1)

Students also described how they felt more confident in general everyday situations:

‘You get the hang of it and then you just start feeling more confident and all

that with basically everything you do.’ (Student 18, School 1)
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Responsibility

By experiencing the challenges associated with working with young pupils,
students became more reflective on their own behaviour. Students predominantly from
School 1, reported that their self-esteem had grown as well, as they described

themselves as becoming more ‘mature’ or ‘grown’:

‘I grew up a bit quicker, I think. You had the responsibility, more so.’
(Student 24, School 1)

The thing that improved with me, it was maturity | guess because what you
did was teaching the kids. Honestly, they were running around.... You kind
of think about to yourself, we have to put up with them now and what we’re
doing is teacher stuff now. It’s kind of putting ourselves in their shoes and |

guess that counts as an improvement.’ (Student 17, School 1)

In addition, students declared that their organisational as well as their time-management
skills had improved, as they often had to balance their commitment to the program as

well as their school:

‘So it’s really good, like we have to manage both sport and also our school
curriculum work, so it’s really good as in time management.’ (Student 13,

School 3)

They also felt their leadership skills had developed to a good standard, and they noticed

that they were also able to apply these competencies to their everyday life:

‘And we enhanced our leadership abilities, basically from the course, not
just in sport, in everything I think.... Especially like classroom discussion.’
(Student 6, School 3)

Students further discussed how the challenging situations in primary schools prepared

them to be able to manage other difficult situations, enhancing their problem-solving
skills:
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‘l guess in a way it has influenced me to be more confident in myself as well
it kind of preps you in the decisions you make as well as like because in
some ways it really prepares you to the task in the future.’ (Student 13,
School3)’

The topic of having a sense of responsibility was prevalent during the interviews,
and many students seemed to acquire a great sense of the importance of their work
during the visits in primary schools, which consequently modelled their behaviour in a

more positive way:

Student 20: ‘When we go out and stuff, usually around a lot of younger kids
and you always have to - ’

Student 18: “- Be an example.’ (Focus group 2, School 1)

‘My parents found that | was more disciplined. ’ (Student 25, School 1)

Students felt very enthusiastic about the leadership role they obtained, and aspired
to achieve their best whilst being involved in the program. This was particularly
demonstrated by students from School 2:

‘I wanna be role model!”’ (Student 25, School 1)

‘I’'m hoping to make a difference!’ (Student 18, School 1)

New ldentity

During the interviews, students would often refer to themselves as being ‘leaders’ and
‘role models’, and, by having these characteristics, they felt they had gained a certain
role within their school setting. Due to this experience, two participants of one focus
group reported a positive change in their behaviour and general school engagement:

You can’t be--being silly because you’re the role model for the kids and
you 're gonna to help direct their life when it’s like -- you 're gonna make a
difference to that, so you wanna be a bit more mature on it, and that kind of

carries out with everything else you do.’ (Student 20, School 1).
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Students from School 1 further reported their grades and school engagement also
improved since their participation in the program. Particularly, students from School 1,
who achieved the advanced level of Platinum Ambassadors, reported their grades had

improved across all subjects:

Yeah like in my reports like it shows that I've become more of a leader.
And like leading people to good ways instead of bad ways. So that’s pretty
good. ’(Student 22, School 1)

‘Probably the only difference is as made to my grade would be that I'm a bit
more organised, like with my exams | was always organised...and stuff like
that. And it did help. And my maths. Finally, actually passed my math!’
(Student 20, School 1)

Students from the remaining schools did not notice any improvements with their
academic achievements, as they reported they had already been achieving to a high

standard prior to their engagement with the program.

Recognition of a New Potential

Improved Self-efficacy

Students’ participation in the program resulted in their positive reassessment of
their skills and competencies, which enabled them to create a more positive outlook for
their future. They appeared to be confident that their own capabilities will help them to
thrive in the future. They viewed their achievement very positively: e.g., ‘You consider
yourself lucky’, ‘I felt proud’, You're the example’, and they believed they gained
abilities and skills they previously did not have. This increased self-efficacy was

demonstrated through students often using a term ‘now I can’ throughout the interviews:

‘You know what, | can stand up. | can say this now, I can have a voice kind
of thing. I've seen how capable I am to complete things and how committed
I was to this program. And now it just seems like I can become a PE teacher

if  want. I can become a personal trainer, because over everything that I've

been through.’ (Student 6, School 2)
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‘There are a lot of valuable things, but I guess it’s just your self-confidence
and believing in yourself that you can do it. Like, if you can just step out and
just really have the confidence in yourself, you can do more great things
and I reckon that’s for me, because if you have the confidence in doing
leadership in anyway, you can really achieve something so far.2’ (Student
13, School 3)

‘I've spoken in front of a lot of people. That was sort of like the big turning
point for me! | was like you know what, if | wanted to do something in

public speaking, 1'd be able to!’ (Student 7, School 2)

Aspirations

Increased self-efficacy contributed to students’ realisations of their potential, that
they were previously not aware. As a result of this, their aspirations increased and they
started to believe that they had a positive future ahead. Most of them reported that the
program intensified their pre-existing passions and aspirations, and that they were

beginning to feel even more confident in pursuing their ambitions:

‘Before the course, | was like, ‘I wanted to be an umpire but I'm not sure if [
could do it.” After the course, I'm like, ‘I can go out and do this...So | got

IR

qualified as an umpire and I'm doing under 9’s, under 11s’".... ‘Sport is my
passion. This is what | want to do. After I finish school, | want to be able to
teach people to promote this. Right now, I just feel so much more confident
in doing this and following my dreams in doing something in the sporting

field no matter what it is.” (Student 7. School 2)

‘It makes me more passionate about sports, so it makes me think that this is

the direction | want to take in my career.” (Student 13, School 3)

In some cases, students decided to change their career ambitions due to the

competencies they discovered within themselves:

‘As it involves leadership and before | wanted to be a psychologist and |

wanted to do a degree in that at uni. But starting this, it gives me, you know,
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it gives me this leadership, it trains you to be a leader and Navy was my
dad’s passion and kind of passed on to me. I was like, ‘okay let’s do this’ S0 it
kind of motivated me to actually do Navy.’ (Student 17, School 1)

It seems that students also became aware of the potential impact they can have on their
environment, particularly in terms of sport and health promotion. They believed that
they had acquired the capabilities to encourage other people to adapt to healthy

behaviours:

‘I can make people healthy and fit now, become a role model, not just in

schools but across suburbs.” (Student 22, School 1)

‘It gives me the knowledge to know what to say or know what to do to help

them (family and friends) out in sport or fitness.’ (Student 13, School 3)

Recognition

The new potential and identity as leaders within their school appeared to earn
students great recognition and respect from their immediate environment. Students
reported they had received greater credibility from their school peers due to their
leadership position: ‘They look up to us’; ‘They took us more seriously’, (Focus Group
2, School 1). As a result of this, students reported having more frequent interactions
with their peers across all the years, and that they became more assertive during their

conversations:

‘Because before, the Year 12 were looking down on us saying, ‘oh yeah, we
can just boss you around.’, kind of thing. But then after we did it, then we
could stand up and be like, ‘well you know what, maybe we should do this
and not to do this.” And they would actually start listening to us now
because we knew the different devices to use and that we had that
leadership behind us.” (Student 6, School 2)

On the other hand, this identity as leaders was not widely recognised amongst students
in School 3, as they explained that other students at their school were not aware of the

program and their leadership role to a great extent: ‘I think they think it’s really cool,
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but I don’t know if a lot of people know about the program’, (Student 13, School 3).
Despite this, students from all participating schools reported recognition and respect
from their environment, whether it was from the local sporting club they were part of or

their broader communities:

‘| actually started doing work with my coaches and helping them out and
knowing what they have to do and like adapting those skills that I've
learned to it. People in the community were starting to see that and go, ‘Oh,
okay. So, this girl knows how to do it even though she’s quite young.’
(Student 6, School 2)

‘It really surprises me like they (children) actually recognize you in the
community and in actually school place. So, it’s really amazing experience
to see kids really recognizing you as a sport coach or a teacher that they
could look up to... That’s what | like about how the experience and just the
people around you like they really encourage you to do it. It makes it all
worthwhile.’ (Student 13, School 3)

In addition, students stated that it was their family members who particularly recognised
their accomplishments and displayed a great deal of encouragement for them to

continue with the program:

‘When you're at this age, everyone is like, ‘Oh yeah, you should just be out
partying, getting drunk kind of thing.” And then when you're putting your
effort into these kids on Saturday mornings and Sunday mornings, then the
parents turn around and go, ‘You know what, you re actually doing a good
job and everything.’ (Student 6, School 2)

‘Yeah. I'm with my brother, he wants me to do it because he thinks it makes

me more mature.’ (Student 16, School 1)
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Wider Opportunities

Students reported that, through the recognition they received, their opportunities
had widened, whether it was in the form of part-time employment, further qualification

and positions in their local sporting clubs, or offers they received for further education:

‘We both got paying jobs out of it like it is so worth it. To go in and teach or
to go and umpire, 1’d rather be doing that than stacking shelves in Coles.’

(Student 7, School 2)

‘People in my club, they know that I do this course so that they 've hired me
to teach their kids and like on the weekends I’ll earn money from that as
well as after school programs so it’s — it’s actually really good.” (Student 8,
School 3)

Students seemed to see a great meaning and value in the certificates they received

through the program, and perceived these certificates as a gateway to opportunities:

‘I had the opportunity to go to my soccer club because | play soccer and |
could teach the kids to play soccer, now that | have that certificate because
you need that to be able to do that, or I could go to schools and do like an
after school care.” (Student 11, School 3)

However, it was not solely the certificates that allowed them to develop a positive
recognition with their environment. It seems that students mostly became recognised
because of their competencies. This was demonstrated by two students who received a
coaching position in the ‘Active after School Program’ and developed a positive rapport

with the young children’s parents because of their capabilities:

‘I’'m going to be proud of how these parents are watching me teach their
kids because I know how to do it. I've got qualifications to do it now. It sort
of changed about how our relationship with people, how we are perceived
in public.” (Student 7, School 2)
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Another opportunity the program offered to students, was an additional
engagement in physical activities and sports. Although students reported their physical
activity had not increased significantly, as most of them were already highly engaged in
these activities, they claimed the program enhanced their knowledge about different

sports and the importance of physical activity and a healthy lifestyle:

‘It sort of shows you how important is like — like incorporate physical
activity in kids when they’re younger. I don’t know, I think it makes the
influence and that program showed us that.’ (Student 12, School 3)

However, one student reported the program helped her to become more engaged with
sports or physical actives in general: ‘It got me out of the library.’ (Student 5, School2).
Additionally, students discussed how the program affected their free time in a more

positive way and encouraged them to use it more effectively:

‘If anything, | think it reflected on our time in front of the T.V. or our time
with the dog because instead of those times before, it’s now I did the
program in the morning, after school now I got to do the work to make up
for that class | missed.’ (Student 1, School 2)

Progression through Challenges
Overcoming Challenges with Primary school

The previous section discussed how the students developed various skills and
competencies, which impacted the recognition they received from their communities
and consequently enhanced their further opportunities. It is important to note that the
main catalyst for the observed changes in the students’ developments appeared to be
their experience with leading younger children. Students encountered many difficulties
while working in primary schools, which consequently enabled them to develop their
competencies. Most of the students perceived the experience of working with younger
peers positively, and many of them described it as the most enjoyable and valuable
component in the program. They found teaching younger children challenging, but also

very rewarding and stimulating:
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You don’t really expect to see kids doing that towards you, mocking around
and stuff like that. It’s kind of stressful while you're on it but once you're
out of it, you say, ‘gosh, I just did that, and | want to do it again.’ It’s kind

of this mixed up feeling that you get.’ (Student 17, School 1)

After students delivered a few sessions to the primary schools, they started observing
younger children progress and refine their physical abilities. Students developed a great
sense of accomplishment through noticing the impact they were having on the younger

children:

‘I enjoyed the most was probably seeing the progress of the kids, seeing
their achievements and little steps they learned from just even learning how
to handball the football like some students didn’t even know and they
started handballing and they all got excited because they 're handballing. It
was really good to see that their progress was got their self-esteem up and
they can actually do something.’ (Student 13, School 3)

This consequently changed their perspective on the importance of their role and fostered

arole as teacher or educator:

‘Some of the students didn’t even know what football was so it was really
hard to explain it to them, because maybe they grew up in a different
circumstance or something like that.’ (Student 13, School 3)

‘We did that for six weeks and there was a noticeable change between the
six weeks with netball. At the start, we would 've not been able to put them to

some activities that we did in the end.’ (Student 7, School 2)

In addition, students from two focus groups reported cases of working with
children with disabilities, and they found that experience to have been particularly
enriching, especially when they had started noticing improvements in physical abilities
amongst the children. On the other hand, not all students found the experience of
working in primary schools enjoyable; particularly those from School 3, who were
exposed to this experience less frequently in comparison to students from the remaining

schools. These students expressed that dealing with the children’s challenging
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behaviour was one of the least enjoyable features of the whole program. In particular,
some students reported working with younger children as very stressful, and that they

found managing younger peers’ behaviour particularly challenging:

Student 11: ‘I thought like primary school teaching would be really fun but-’
Student 12: - it was actually quite stressful.” (Focus group 1, School 3)

One student reported that the difficulties he experienced while working with younger

children almost de-motivated him to continue with the program:

‘I got sick of it between and | fought through and started enjoying it
again...pretty much because children are misbehaving. I'm not really like a

velling type. It’s hard for me to control the children and sometimes I had to
yell.” (Student 10, School 3)

He further explained that he felt that they did not have the necessary pedagogical skills,

and the training they received was not sufficient to deal with young children:

‘There wasn’t much practice about that. Just children behaviour. It was just
mainly how to conduct an activity. How to run a session? That was pretty

much the main stuff.’ (Student 10, School 3)

Similarly, students from School 1 also reported that they would have welcomed
more preparation time in order to help them dealing with children’s behaviour. This
finding is inconsistent with School 2, as these students reported having had great
support in terms of the behaviour management. Students reported the experience to be

very enjoyable, once they had advanced their skills through their extensive contact with

primary schools:

‘I think we were really, really nervous, because even when we taught just to
our little class of or own friends, we were so nervous. But after we done
that, I think it was after the very first time that they came over and we were
sort of like, ‘Well, this isn’t as hard as we thought it would be. It’s actually

really enjoyable.’ (Student 7, School 2)
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Conflicting Enjoyment

Students often referred to the enjoyment and satisfaction they received when
leading the young children. As discussed above, this enjoyment varied between the
individual students and their level of leadership experience. These differences between
the students’ initial enjoyment could have been associated with the amount of
experience they received, as it appears that more experience allowed them to advance
their skills and deal with the challenges more easily. The more leading experience the
students were exposed to, the more enjoyable they found working with younger

children:

Student 9: Towards the end it was more enjoyable because we actually
knew what we were doing, and we knew how to -’

Student 11: ‘Yes, we were at first all nervous, because we didn’t like - new
things that we didn’t know before and that’s kind of like
intimidating sometimes. ’ (Focus Group 2, School 3)

A possible rationale for the accounted differences between the students’ levels of
enjoyment could be the organisation of the visits to primary schools. For instance,
students from School 1 described an event where they had to manage around ‘400
children’ during a certain activity their school organised. They found this particularly
stressful and preferred to have more preparation for events of that nature, as well as they
indicated a preference for dealing with a smaller number of children. Despite these
challenges, all the students reported that they gained valuable skills through this
experience, which had consequently helped them in their progress:

‘Being independent and teaching, not just me, a new environment where like
there was no teachers and we just had to do it on our own, that was good,
because like, normally, it wouldn’t be something that I would do, sort of

pushed me to do it.” (Student 8, School 3)
Whilst many students reported that their least favourable component of the program was

dealing with the children’s unwanted behaviour, they also reported the experience of

working with these children as the most enjoyable one:
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‘The most was pretty much just teaching the children how to play and seeing
them to actually do well...The least, probably would be the behaviour
sometimes of the children. That would be a bit annoying sometimes because

they start arguing over who's in which group.’ (Student 10, School 3)

Organisational Issues

Students also discussed the difficulties associated with the program, specifically
those from School 2 and 3, where the program was implemented as an extra-curricular
activity. Students explained that the program’s lessons were had often taken place
during their normal curricular time, when they had to be absent from their curriculum
subjects, which were delivered concurrently with the leadership program. Students
reported that it was challenging to balance their school commitments, as well as to

negotiate with other teachers to excuse their absence from the curriculum subjects:

That’s probably the only thing 1'd change. The blocks away you did teach
the children because it was a bit hard for us not then but even now like if we
want to go out to sport, it’s a battle with our teachers for them to let us to

go.’ (Student 7, School 2)

‘We did that during school, so | was a bit, hard to relate, catching up and

working, but it wasn 't too bad.’ (Student 9, School 3)

Some students seemed to have been affected by this demanding aspect of the program
more than others, possibly depending on their existing engagement or commitment to
the program: ‘Some people can’t manage their time while I can manage my time. It
wasn'’t too much of a problem for me,” (Student 10, School 3). The majority of the
interviewed students reported to have high pre-existing school engagement; hence they
were not discouraged by the additional work associated with the program:

‘There was a bit of classes that we like had to miss because we re buried on
the program, but it’s up to the students to make that back.’ (Student 11,
School 3)

‘We worked hard enough that it was never really an issue to impact on our
school work.” (Student 7)
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Students also stated they had received good support from most of their teachers, which
has helped them managing the additional tasks: ‘Yes, and teacher, like | said, teachers
understanding — we re just doing it for the sake of it, we’re doing it to benefit us, SO
yeah,’ (Student 11, School 3). By coordinating their time in order to revise the subjects
they were absent from, they had to foster good time management and organisational

skills, which they perceived to be a positive contributor for their future commitments:

‘I think it prepared us in a way for senior school...we started the program
and we 're like, ‘Okay. We got to have to adjust.’ I think it helped us adjust
to the workload we were going to get in the future.’ (Student 7, School 2)

Nevertheless, students indicated a preference for the program being implemented within
their curriculum, to allow them a greater commitment to the program. They reported
that the current mode required a substantial effort, and it was indeed their commitment
that had enabled them to succeed in the program:

‘And | think it was the people-- not so much the best leaders but probably
the most committed. And like | said before, we were always really, really
committed to it, because as a junior school kid, in Year 9, we were bracing
through it, so you have these other challenges with something were really

interested was you know, even better.” (Student 6, School 2)

Other students’ suggestions for program improvement included incorporating more
‘contact hours’ or training sessions, as well as guidance, during the training phase in the

program. This was particularly expressed by students from School 3:

‘I reckon it was just some more communication and like extra activities, like
that we can do maybe more get together, because we had one get together
with the whole group, which made it a bit hard to refresh your mind in
everything that’s going on and stuff. Maybe more meetings and more
conferences with the actual whole group itself with the sports program. It
would help us to rebuild what the foundation of this is.” (Student 13, School
3)
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Students from School 3 also reported feeling ‘distant’ from the program due to the
infrequent training or ‘contact’ hours, which they assigned to lack of organisation in the

program:

‘Personally, I didn’t like the programs, well, I did, but I didn’t like, it
became, | think maybe a bit of lack of management or whatever it was. The
first few sessions were a bit like, everyone was all over the place then after
that it started to improve.’ (Student 8, School3)

Students from this school believed their skill development was affected by the lack of
preparation and inconsistent intervals between their outings to the primary schools: ‘It
was kind of been really distant, so I feel like in the last two years I haven’t really learnt
much more than | did at the start,” (Student 11, School 3).

It seems that students from the two remaining schools also experienced minor
organisational issues. Specifically, participants had initially not been aware of the
program’s complete overview, the different levels it offered, and what their
opportunities would be within those levels. Instead, some students perceived the
program in relation to the particular sport it offered, and often referred to it in terms
such as ‘doing football’, rather than referring to it as a leadership program. Participants
from higher levels understood the purpose of the program more thoroughly, although
many of them were confused about what level they had completed or held at the

present:

Student 4: ‘It was only when we went to the day like the sport
ambassador where they really outlined how easy it can be to
just go from level to level.’

Student 2: ‘Yeah, I didn’t know, I think there was like one, but then I was

like ‘Oh wait, there’s more!” (Focus group 1, School 2)
In addition, students particularly valued their leadership role. They placed a value in

their newly established partnership with SSV; therefore they desired to be clearly

affiliated with this organisation:
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Student 22: ‘A t-shirt or something would be good.’

Student 25: ‘For the sport academy. We have singlets, | reckon for the
coaching or for the platinum level we should get something as
well.’

Student 22: ‘Like a jumper. Especially in winter, sometimes you're not going to

teach when it’s cold outside.’ (Focus Group 2, School 1)

Social Connections
It was previously detailed that students received great recognition throughout the
program. It also appears that this recognition influenced some of their relationships with
people in their immediate environment or their communities. Specifically, student
discussed how this recognition changed their relationships with teachers and the new

connections they had gained within their communities.

Belonging to Sporting Community

Students established connections with SSV and other sporting organisation, which
they found especially important, and believed that this partnership would help them to

further enhance their future prospects:

‘The connections you can get from this program -(name of the coordinator).
He was giving us netball Australia, AFL, tennis, and everything. If we
wanted the connection, he would say, ‘Okay. You can do this, and you can

play sport for this and ring up people.’ (Student 6, School 2)

Students also reported the training days organised by SSV to be one of their most
enjoyable moments during their participation in the program. They particularly valued
their interaction with the staff from sporting organisations: ‘We learned like a lot of stuff
there and we got to meet some of the people like some of the players or stuff like that,
that was fun,’ (Student 14, School 3). Students were also pleased with the positive
rapport they were able to establish with primary schools and their teaching staff: The
teachers of the kids were very thrilled about it, not to teach but the kids were very

energetic to — like out of control,” (Student 9, School 3).
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Improved Relationships (teachers, peers and communities)

Interestingly, students from School 1 and 2 suggested the relationships with their

teachers had changed and strengthened:

‘Our relationship is so much stronger now and going through the
ambassador course and everything, like you know it’s definitely changed
our relationship with her.’ (Student 7, School 2)

This was not only observed with the teachers associated with the leadership program,
students reported that their attitudes towards other teachers had changed, which
consequently affected their relationships in a more positive way. They felt teachers

perceived them differently, due to the reputation they had established in their school:

‘| think, say, that we’re capable of more things now that we have done the
course because it’s so into the sport and being able to teach the teachers,
say, that you’re more capable of teaching and doing things and running
things, which is great.’ (Student 1, School 2)

Students felt their communication with teachers improved due to their improved
communication skills. Students from School 1 declared that they developed greater
understanding and appreciation towards their teachers, because they experienced the

teaching through their leadership practice:

‘I guess you just understand what it’s like to be a teacher and you kind of
wanna show them a bit more respect, because of what they have to go

through and what we have to go through when we do it.” (Student 20,

School 1)

Student 25: ‘You can talk to a better level to the teachers.’
Student 23: ‘Yeah.

Student 24: ‘Sort of talk as their friend not as their student.’
Student 22: ‘Cause you feel like a teacher yourself, you know.’

(Focus group 1, School 1)
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In addition, students from School 1 felt a great respect for their leading teacher and
appreciated his encouragement and support, which they had received throughout the

program, and which they found particularly inspiring:

Student 17: ‘Our teachers actually motivate us with these things like...
pushed us. He'’s like: ‘you got to work, work, work. It’s going to
be worth it. It’s worth grabbing for.” And it did, and it worked
out well.’

Student 20: ‘(Name of a teacher) makes you want to do it.’

Student 18: ‘Yeah he makes you wanna do it more.’

Student 16: ‘Even if you don’t want to do it, he makes you do it. You feel
like you want to do it.’

Student 20: ‘He's actually a good teacher.’

Student 18: ‘He'’s one of the best teacher here.’

Student 16: ‘He is the best teacher!”

(Focus group 2, School 2)

Similarly, students from School 2 felt a greater connection with the teaching staff, and

the PE department, or to the school generally:

‘| consider this my office because, after doing that course, we’d get asked to
help umpire netball game. We’d get asked to help with those stuff, so, if they
needed help, we’ll be here to help them and we kind of became part of their,
like, unit.” (Student 3, School 2)

‘ think it made our relationship a lot stronger with most of our teachers.’

(Student 7, School 2)

In contrast, students from School 3 did not notice any differences with regard to
the relationships with their teachers during their participation in the program: ‘Not
really. Teachers are teachers and students are students.’ (Student 10, School 3). In
addition, through the cooperation and teamwork students cultivated during the program,

their relationships with their peers strengthened:
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‘Me and (name of a student), we’ve got a lot closer as mates because we
knew each other not very well. When we started going out, we started being

in the same group and getting closer and all that.’ (Student 20, School 1)

Some students reported that they had formed additional friendships from the events
organised within the program, where they had the opportunity to interact with students
and teachers from different schools. Students from all schools discussed how the
program allowed them a greater interaction with different year levels within their
school. It seems that this interaction with their older or younger peers was based on
encouragement and support, which contributed to the positive ethos within the program

and their school:

‘It also brings us as Year 11 and Year 12, it brings us like closer with them.
It was good, because they had like done other stuff and then they showed

more confidence, which gave us confidence.’ (Student 2, School2)

‘I guess a few times like at football, a few of the younger people that play in
our team...You go out and help them. You do that in training and then it

does help to improve relationships, yes.’ (Student 20, School 1)

It also appeared that, apart from the program allowing students to establish new
friendships, it had also created a sense of belonging for the students, particularly those

from School 1:

Student 22: ‘Yeah, the best thing | think, everyone’s together, everyone’s
having a good laugh, having good smile and the games are
actually—everyone’s participating as well. Just a good feeling I
guess.’

Student 24: ‘Getting to know people from other schools as well. They were
doing the same course.’

Student 23: ‘Yeah. Making new friends.’

(Focus group 2, School 1)
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Findings from Parent Interviews

Parent participants were familiar with the leadership program and their feedback
was generally positive and encouraging. Although they were not able to provide a
detailed insight about the program, and they would often confuse it with a different
activity their children were involved in, they were aware of some of its content and
objectives. Parents did not play an important role in the decision making around
whether their child should participate in the program. They reported that their children
had either been encouraged by a teacher or they had shown their own initiative. Parents
were pleased that their children participated in a program, as it promoted physical
activity engagement. All three interviewed parents considered PE an important
component to the school’s curriculum, and two of them expressed that they would

welcome increased frequency of this subject in school settings:

‘I think that’s important and I don’t think there’s enough out there. I think
they cut back. I know from primary school level they have. I think as long
there’s an equal balance with school work and sports, then there’s no

reason they shouldn’t be doing it.” (Parent 1)

Although the interviews from the parents were of a short nature, they provide some
insight into how the program impacted their children. Parents’ predominantly discussed
the program’s impact on their children in terms of witnessing their psychological
growth and the satisfaction they had received through the different achievements and
opportunities during their participation. Hence, two main themes were identified,
‘Students’ Growth’ and ‘Rewards’.

Students’ Growth
All the parents believed their children were positively impacted by the program
through becoming more capable in everyday life. Parents perceived the program as a

lesson, which had taught their children to gain an understanding of ‘real life’:

‘They 've given her much more broad scope of understanding about what the
real world’s about. So, what she learned to the workshop, the session plans
that they did and the online course, a lot of industry now and a lot of
government agencies use A learning as a way. So, she’s learning already

about what it’ll be like in the real world.’ (Parent 3)
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Each parent noticed that their child developed an increased confidence during their
participation in the program: ‘It improved her confidence. She became more outgoing,
more confident, not timid. So yeah, it has helped her a lot, '(Parentl). Parents also
noticed their child becoming more assertive in their decision-making or during social

interactions:

‘So now, she sort of just learnt to stand up for herself. And it’s probably the
program’s helped her there.’ (Parent 1)

At’s taught her anything, it’s taught her about being proactive and
understanding that you do have to put working prior to doing something.’

(Parent2)

Parents valued that their children had an opportunity to develop leadership skills and
that they were able to successfully manage a small group of children. They found it
positive that their children were capable of dealing with younger children and believed

this experience would help them in their future development or prospective career:

‘It’s given her skills to control the... anything from under six through under
16s. So, it’s given her the confidence that she can, ehm, teach it, not teach
S0 to speak, but to control the kids. Well, there are a few uncontrollable, but

in general, she’s able to, ehm, put her knowledge to it.” (Parent 2)

Some parents mentioned that this experience had helped their children to become
more mature and responsible for their actions. All parents stated that the experience of
leading younger peers enabled their children to change their perspectives and broaden
their career options. It inspired them to continue with higher education and have a more
positive outlook towards their future. One of the parents believed the program might

have been responsible for their child’s improved engagement with the school:

‘I don’t know if it’s because of the program or because my influence or
because of the school’s influence but she seems very committed to school, to

the program.’ (Parent 3).
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Moreover, another parent reported their child’s academic performance had improved as

a result of their engagement with the program:

‘When she came here in Year 7 she was behind in a few things, with few
subjects and this has helped her like school a lot more, so she’d put in
hundred percent. And the teachers in the program are wonderful.’ (Parent
2).

Parents were also pleased the program allowed their children to be exposed to their
peers at different year levels and schools, as they perceived this to be positive for their

development:

‘S0 that interaction is being really good because she’s actually been
associated with an older student who she didn’t know and work together

making these session plans and things. That has been very good.” (Parent 3)

Rewards
Apart from parents outlining the accomplishments their children received with
regard to their personal development, parents expressed satisfaction with the various
outcomes the program provided. For instance, they valued the incentives the program
provided for them and they assigned a particular meaning to the items children received

during the program:

‘The cricket top! She’s got a cricket top that says The Victorian Bush
Rangers and Southern Stars. It had every cricket team on it for Victoria.
And she had that and a cap, but I'm just going more shirts, great! But it was
that sort of incentive things. That was just little things, but it was enough to

say it meant something to her.’ (Parent 2)

The things that she picked up. And the best thing I like about them as a

parent, they are free...." (Parent 1).
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The items children received represented their associations with the sporting
clubs, which parents seemed to consider as rather prestigious, together with their
encounters with familiar sport professionals during their participation:

‘l drove up to pick my older daughter when she arrived, and | said, ‘That’s
a Diamond arriving.’ | think it was supposed to be someone else from
another sport or something. | was, ‘I know that face.’” And she was actually

driving in Diamond’s car.’ (Parent 2)

Other achievements parents recognised were the opportunities their children gained.
They valued the different outings and ceremonies their children had been part of, and
one parent reported that the program enabled his/her child to attain meaningful part-time

work:

‘Over this last summer, she tried a part-time job in retail, hated it. She got
nothing from it, no personal satisfaction, whereas, you know, you pick her
up from the school where she’s taught those children or coached these
children and she comes in, she goes, that was so good, we did this, and we
did that and the kids are responding to this and separated.’ (Parent 1).

Parents often reported that they observed their child enjoying the program and
activities associated with it. This was observed either directly, after they witnessed their
children being involved in the program, or indirectly, when their children verbally
shared their experiences. This was demonstrated by Parent 2, who witnessed their

child’s excitement after their training day with SSV:

‘She went to the Whiten Oval to do the cricket thing. She said, ‘mum, it was
awesome.’ When she’s talking about this sort of thing, her eyes do light up.’
(Parent 2)

Naturally parents were pleased to see their children’s enjoyment, which had a

positive impact on the family:
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‘Because if (child’s name) is happy, we 're happy. And she talks about it and
she’s enthusiastic and she doesn’t have any negatives about it so, Yes, |

think.” (Parent 3)

Parents could not name any disadvantages associated with the program, apart
from their children missing out on some curricular subjects, which they did not consider
excessively disruptive to their school engagement. In fact, parents found it particularly
favourable that the program honoured their parental priorities; namely, the program’s

valuing of their family time and its inclusive ethos:

‘And the other thing I like about it is that it’s during the week. It doesn’t
interfere with your weekend because of her sport, she’s not committed to
anything, it happens during the week which works as a family, works really

well for us.” (Parent 3)

‘No matter how good or bad you are, you're always included. You are

engaged to do just your best every time.’ (Parent 2)
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Integrated Findings and Discussion

This section of the Chapter brings together the key findings and themes from the
principal, teacher, student, and parent participants. The overall purpose of this study
was to identify the impact of the School Sport Leadership Program on the participating
students, as well as to investigate its broader impact on the school setting. Patton (1999)
highlighted that using triangulations of sources in qualitative research method analysis
rarely leads to a clear consistent picture of the findings; however, by depicting
differences between the individual sources and the reasons for them, the credibility of
research escalates. The data in this study revealed a number of similarities and some
differences across the participants of different categories. The previously outlined main
themes for each participant category were collated according to their commonalities,
and integrated key themes have been identified. A summary table of the process of
merging the key themes of the four participant categories is available in Table 6. The

finalised integrated key themes are available in Table 5.

Table 5: Integrated key themes: The colour of the specific theme indicates its origin
from each participant category, as displayed in the Table 6.

Integrated Key Themes

Schools’ Struggles

Students' Transformation: Psychosocial Development

Program’s Effectiveness Requirements

Potential of Systemic Change

101



Table 6: Summary table of key themes from each participant category and integrated
key themes.

Principals

Main Themes

Sub-Themes

Schools’ Struggles

Program’s Sustainability
Demands

Curriculum Opportunities
Disadvantaged Community
Sustainability Concerns
School Staff Engagement
Financial Context

Potential of impacting
School Climate

Growing Students
Contribution to School Climate
New Partnerships

Students’ Transformation

Transferable Skill Development
School Engagement

Competency- 'Not just another kid'
Awards and Opportunities

Rewards

(%]
2 . Personal Practice
S | Schools' Internal and External . .
S X : Student-Teacher Relationships
= | Relationships :
New Partnerships
Time and Commitment Demands
Sustainability Concerns Call for Credibility
Further Development and Support
Motivation
Skills and Personal Skill Development
Development Responsibility
New Identity
Belonging to Sporting Community
., | Social Connections Improved Relationships (teachers, peers,
S communities)
S Improved Self- efficacy
()] . .
Recognition of a new Aspirations
potential Recognition
Wider Opportunities
) Overcoming Challenges with Primary School
Progression through Conflicting Enjoyment
Challenges: ] g 10y
Organisational Issues
% Opportunities
c | Students’ Growth . .
g Student's Development
[a

Rewards

102



Schools’ Struggles

Throughout the interviews principals detailed some concerns or issues their
schools were experiencing. The first identified struggle was in relation to the
curriculum’s demands and the struggle to accommodate subjects, so that they were
equally represented in the curriculum. This consequently impacted on the Health and PE
subjects, and both principals and teachers expressed some concerns over students’
opportunities to be physically active in school settings. Specifically, the teachers felt
these opportunities had decreased within the school curriculum, and they showed a great
enthusiasm to adopt strategies which would increase the level of physical activities in
their student cohort. These accounts are consistent with the literature, where it was
previously identified that the decline in opportunities for school-based sport and
physical activities are accounted for conflicting demands on the school, lack of financial
resources together with lack of parental support or student’s motivation (Danish et al.,
2005).

Principal 1 further identified their school as having some disadvantages with the
resources and facilities, which had an influence on students’ low sport and physical
activity engagements. It was previously identified that PE and school sport in low SES
schools face a barrier with student disengagement (Ennis et al., 1997; Salmon et al.,
2005), and that adequate schools’ environment , facilities and adult supervision can
increase engagement in physical activites and sports (Sallis et al, 2001). In addition, a
number of studies from different countries including Australia, previously identified
that school socioeconomic composition is a strong predictor of student outcomes and
their academic achievement (McConey & Perry 2010; Rumberger & Palardy 2005;
Sirin, 2005). Similarly, the evidence also suggests that students’ cultural backgrounds of
their home environment influence their academic attainments (Marks, Cresswell &
Ainley, 2006). The school personnel believed that students’ disengagement was also
due to the students and schools being part of disadvantaged communities. Particularly,
teachers and the principal of School 1 described their students’ home environments as
atypical, contributing to students’ low self-esteems, aspirations, as well as to their
school engagement. The Principal from School 3 supported this suggestion and noted
students’ priorities were often to obtain a part-time employment, as opposed to being
engaged in school or community programs, and students’ families often honoured these
priorities. Indeed, despite the evidence that underserved youth are most likely to
benefits from youth development programs, young people from the low SES areas are

least likely to participate in extracurricular sport initiatives (Posner & Vandell, 1999).
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Principals also felt that their disadvantaged school setting reinforced their
concerns over program sustainability. They noted that their schools have limited
abilities to resource teachers and allow for their availability to facilitate the program in
an extra-curricular form. One principal reported that their schools were having limited

access to facilities which could promote sport or physical activity engagement.

Students’ Transformation

All the interviewed respondents recognised the program’s impact on students’
development as its key feature. Students gained various skills and competencies through
their leading experiences, which helped them with their on-going personal development.
Students’ accounts of the personal and skill development that they attained during their
participation in the program were strongly endorsed by teachers, parents and principals.
The majority of students involved in the program enhanced their self-esteem,
leadership, communication and organisational skills. They improved their school
engagement, including their behaviour or and in some specific cases, academic
achievement.

In particular, students most commonly identified their elevated self-esteem,
which they reported to positively impact their communication skills. Similarly, an
outcome report of sport volunteering programs with leadership elements also
demonstrated that the young people most frequently reported to develop self-esteem and
communication skills after their participation (National Youth Agency, 2007). Research
examining the impact of the PYD programs with sport and leadership context
suggested many positive outcomes for the youth, including improved global self-esteem
(Cutforth & Puckett, 1999; Taylor, 2014), organisational skills (Kay & Bradbury, 2000;
Taylor, 2014), communication and leadership skills (Sandford et al. 2007), problem
solving (Cutforth & Puckett, 1999; Papacharisis et.al, 2005); social competencies
(Brunelle et al., 2007; Kay & Bradbury, 2009; Whittaker & Holland-Smith , 2014),
school or learning engagement (Cutforth & Puckett, 1999) or even physical skills
(Goudas et al., 2006; Papacharisis et.al, 2005).

Participants in the current study also referred to these skills and competencies as
being transferable, and highly applicable to a broader learning or social context. PYD
researchers identified that behaviours and skills gained through sport-based programs
that transfer to non-sport setting as life skills (Danish, 2002b). Similarly, developing

social and personal responsibility for the communities and applying their skills outside
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of the program’s context (home, school, and neighbourhood) is the final stage of the
leadership development based on the Martinek and Hellison’s (2009) TPSR model.
Students of the current study received a great sense of satisfaction and achievement
from their engagement with the primary school or local communities. They felt
rewarded by the recognition they received and they started to believe that they had the
capability to make a positive contribution to their local communities. Evaluation reports
exploring outcomes of volunteering programs in a sport leadership context also found
that young people started to develop more positive attitudes towards their communities
as well as they enhanced their sense of belonging to them (Join In, 2014; Street Games,
2014). Students’ in this study became more assertive about making an impact on their
communities or close family, which as mentioned above, is the core principle for TPSR
model of leadership (Martinek & Hellison, 2009). In addition, previous literature
indicated that the level of skill transformation for youth to their communities or school

is particularly challenging to accomplish (Escarti et al., 2010a; VVan Tulder et al., 1993).

Table 7: Students’ psychosocial development during the program participation.

Self —efficacy
Leadership skills
Communication skills
Goal setting
Cognitive | Problem solving
Organisational Skills

Ability to work in a team
Academic Achievement (School 1)

Motivation
Improved Behaviour
Social and personal responsibility

Behavioural

Rewarding experience

Affective Enjoyment
(Emotional) | success

Although the competencies which are transferable have been referred to as life
skills within the PYD research (Danish, 2002b, Danish et al., 2004; Gould & Carson,
2008, Weiss et al., 2016), this study adopted the term psychosocial development, as it
considers that other aspects than just skill development were displayed by the students

after their participation. As shown in Table 7, this study proposes that students attained
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psychosocial development in relation to their cognitions, behaviours and emotions, and

that it was their elevated self-efficacy which enabled them to reach this development.

Self-efficacy

Interviews in the current study provided substantial evidence that it was
predominantly the increased self-efficacy, which enabled students to gain further skills.
This study suggests that what participants frequently identified as students’ increased
self-confidence, more accurately represents their improved self-efficacy. While self-
esteem has been conceptualised as a global psychological construct, referring to an
individual’s positive or negative evaluation of the self (Rosenberg et al., 1995), self-
confidence is a broad term describing the strength of one’s beliefs, and it is more of a
“catchword rather than a construct embedded in a theoretical system” (Bandura, 1997,
p. 382). Despite the fact that the research into self-esteem has a tendency to focus on the
dimension of self-worth (Stets & Burke, 2014), the current study proposes that it was
predominantly the improved self-efficacy that enabled students to attain their skills, and
consequently positively affected their psychosocial development. Bandura (1993)
suggested that self-efficacy is necessary for the skill development as well as for their
application.

Although the leadership program might have the capacity to impact students’
global self-esteem, interviewed students mostly reported that the skills they gained
throughout the program, enabled them to pursue their goals, as well as equipped them
with assertiveness during their social interactions, rather reporting having a better self-
value or self-worth. In addition, “efficacy-based esteem is about what ‘one can do’ in a
situation compared with worth-based esteem that emphasizes ‘who one is’.” (Stets &
Burke, 2014, p. 411). Although previous research has attempted to measure ‘worth
based’ self-esteem as an outcome of student leadership programs (Wong et al., 2012;
Taylor 2014), the evaluation design of the current study only allowed for research
questions addressing broad outcomes for its participants, as opposed to isolating a
specific investigation of the global self-esteem in students.

It was previously identified that self-efficacy has an impact on academic
achievement, goal setting and it has the capacity to increase motivation or contribute to
the development of cognitive skills (Bandura, 1993). Findings of the current study are
particularly relevant to this, as the Principal from School 1 identified the student cohort

as having a low sense of efficacy, which was influenced by their low socio-economic
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background. These low self-efficacy beliefs consequently negatively affected their
academic aspirations and goal setting. These principal’s beliefs are in line with the
research, where it was previously suggested that children’s perception of their academic
aspirations and capabilities, are shaped by their parents’ aspirations and efficacy beliefs
(Bandura, Barbaranelli, Caprara, & Pastorelli, 1996). Bandura (1993) also demonstrated
that individuals with high self-efficacy are more likely to pursue high goals, as well set
challenges for themselves that consequently increase their motivations and
commitments towards their aspirations. These contentions highlight that the program
has the capacity to positively impact students from the schools with low SES
characteristics.

Bandura (1993) further proposed that the process of cultivating self-efficacy is
complex, relying on “cognitive processing of diverse sources of efficacy information
conveyed enactively, vicariously, socially and physiologically” (p.145). This study also
suggests that there were various processes or sources through which students developed
their self-efficacy, which consequently formed their psychosocial development. Figure

2 illustrates a proposed model which details these factors and processes.

Leading in
'. Primary
schools

: "--_E..-

Life skills
Development

Social
Competencies
Improved
relationships
teachers, peers,
communities

Opportunities: Recognition
Paid Waork Competency,
Development New Identity as

Partnerships Role models,
Careers Realising their

Enhancement potential

e

Self-Efficacy

Yy

Transformation:
Psychosocial
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(Cognitive,
Behavioural,
Emuotional)

Figure 2: Students’ Transformation: A summary model displaying the processes
underpinning students’ outcomes during their participation in the program.
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The Processes Underpinning Students’ Qutcomes

The leadership experience and the challenges associated with it helped students
with their competency development. These findings further indicated that with the
students’ increased hours of leading experience and involvement in different leisure
settings (e.g., ‘Active After School”) their outcomes became more evident. According to
the TPSR stages of leadership development, challenges during the third stage, ‘cross-
age leadership’, are inevitable and they positively contribute to the young leaders
development, if guided appropriately by an adult (Martinek & Hellison, 2009). These
findings are also in line with Taylor (2014), who suggested that although the
engagement in the leadership training showed positive outcomes for its participants, it
was their engagement in leadership activities that increased their global self-esteem,
where those participants who did not take on leadership roles did not show such
changes. Similarly, evaluation report of a sport volunteering program Street Games
(2014) also identified the youth’s outcomes were intensified with their increasing hours
of engagement in their volunteering activities.

Students’ newly acquired skills and competencies, or life skills (e.g., Danish et al.,
2005) were recognised by the teachers, principals, parents as well as their local
communities. As a consequence, students received greater credibility and appreciation,
which consequently improved their relationships with their peers, teachers as well as
their family members, as well as they reported their social competencies to improve
during social interactions. Cultivating positive peer relationships is particularly
important in students’ lives, as these relationships can positively impact the
development of self-efficacy and respectively, a high sense of self-efficacy can lead to
positive social interactions and positive peer culture (Bandura, 1994). Students
improved their social efficacy, as they felt more confident initiating conversation with
peers as well as adults, and they also felt their opinion or thoughts received a greater
importance during discussions.

Interestingly, teachers and principals believed that gaining recognition from their
parents and peers was the most rewarding experience for the students. It was previously
suggested that children and adolescents have a tendency to adopt the view their parents
or other care-givers hold about them (Leary & MacDonald, 2003). In addition, these
findings are in line with Whittaker & Smith (2014), who identified that young people
who engaged in a sport leadership program, also received positive recognition from

their environment, which enabled them to feel valued. Taylor (2014) also highlighted
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that young sport leaders’ self-worth increased through the recognition from their local
sports managers as well as from their peers. It has been suggested that once individuals
acquire a sense appreciation by others, their self-worth increases (Launen, 2005).

As a result of this recognition, new opportunities were offered to students in a
form of part-time work, partnerships with sporting clubs, or pursuing their desired
career paths. Through the recognition and opportunities they received from their
environment, students considered their roles of leaders to be particularly important.
Their leadership activities had given them a new purpose as well as identity, as they
started to regard themselves as becoming role models. As mentioned previously,
Martinek and Hellison (2009) described that the most challenging and important stage
of the TPSR leadership model, is acquiring an identity of a role model, as the
adolescents ‘transfer’ their skills and qualities outside of the program and gain more
responsibility. Further, Whittaker and Holland-Smith (2014) also identified that young
people volunteering in a sport-based program acknowledged the importance of their
engagement in communities, which enabled them to acquire more social responsibility.
In addition, by engaging with the primary schools, students in the current study started
to observe that they had a potential to impact their communities through health and
sport promotion. Having an effect on individual’s environments is also associated with
high self-efficacy (Gecas, 1989).

Students’ self-efficacy elevated through the above described process and factors
which consequently contributed to their ‘transformation’ or to what one of the teachers
defined as ‘not just another kid’. Students transformed into individuals who had
developed stronger self-efficacy beliefs, they became more reflective on their own
behaviour, they strongly believed in their capabilities to achieve their goals and

overcome challenges, and gained greater social responsibility.

Inconsistent Outcomes
Whilst the program appeared to make a significant difference for the participating
students and the schools, these outcomes were not consistent across all the participating
schools. Although the outcomes did not appear to be largely dissimilar, they seemed to
be intensified at School 1 and 2, in comparison to School 3. Participants from these two
schools described the outcomes of the program with a greater importance, and they
seemed to name more benefits the students and school received through the program,

when compared to School 3. Throughout the interviews, teacher participants from
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School 1 demonstrated a great enthusiasm towards the program, whereas teachers from
School 3 were mainly concerned about the program’s sustainability. Students’ outcomes
seemed to be equally represented in School 1 and 2, where the interviewed students
demonstrated dedication and enthusiasm towards the program. In comparison, students
from School 3 did not report to be affected by their engagement in the program to the
same extent as participants in School 1 and 2, and they appeared to show less level of
enthusiasm, or commitment towards the program. These differences could have been
accounted for a number of factors, namely the program’s delivery mode, student

selection criteria and pedagogical approach each teacher adopted.

Delivery Style: Program’s Flexibility versus Inconsistency

The program allowed for a great degree of delivery flexibility during the
implementation phase, therefore, the delivery mode varied at each school. Although the
program was advertised as offering delivery flexibility, not all the schools had a
strategic plan for its successful implementation. While School 1 implemented the
program within their curriculum as an addition to their elective subject ‘Sport and
Recreation’, the remaining participating schools opted for extra-curricular delivery.

School 1 already had an existing position for a leading teacher within their PE
Department, who described to enhance his leading role of a school sport promoter
through the program. It seemed that he received a great level of support from the
teachers within his department and this support assisted him to manage the curriculum
implementation, and to achieve positive outcomes for the school through the program.
This might suggest that the program could be more effective with an assigned
coordinator within the school, who further receives a supportive network of other
teaching staff, which consequently helps them with their workload as well as enhances
their collegiality. Bandura (1993) suggested that the school’s collective sense of
efficacy (efficacy beliefs of school staff and principal) impacts the school’s level of
academic achievement and builds positive school development and ethos. In addition,
Bandura further proposed that even the schools characterised with low SES have the
potential to achieve the highest student attainment, once the teaching staff acquire high
sense of efficacy, together with their effort and beliefs in their capabilities to motivate
their students regardless of their background.

The extra-curricular delivery seemed to create inconsistencies in School 3 as

reported by the students, who had noticed some organisational issues with the program.
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They noted that the delivery was not always regular and that there were weeks when
they were not able to take part in the program or visit the primary schools. Teachers of
this school also acknowledged that they had to put a substantial effort into encouraging
students to attend the lessons and their attendance was not always stable. Previously, it
was suggested that students need to have a sense of ownership in a program in order for
it to work effectively, and that the decision making needs to be equally shared between
the teachers and students (Martinek & Hellison, 2009; Sandford et.al. 2007). Therefore,
it might be likely that by experiencing infrequent delivery, students felt lack of
ownership or power in the program, which possibly affected their enthusiasm. In
addition, both teacher and student participants noted that the outings to primary schools
were affected by the infrequent delivery mode, and those students did not deliver as
many lessons as anticipated by the program outline. Some researchers have previously
emphasised the importance of the appropriate length of the training, together with the
importance of having adequate opportunities for students to integrate these skills into
practice (Brunelle at al., 2007; Taylor, 2014).

Students of School 3 also described dealing with younger children as rather
stressful and some of them suggested more support is required in order to tackle these
challenges. Similarly, Taylor (2014) indicated that students who completed the
leadership course, but lacked in the leadership experience felt they did not have enough
confidence, they were not ready to engage with the leading activities, and they felt they
needed additional training. Therefore, the findings of this research suggest employing
the program within the curriculum to minimise teachers’ workloads associated with the
program, and ensure the program’s sustained uniformity, in order to maximise students’
outcomes.

These recommendations were proposed despite the growing evidence that
adolescents’ engagement in a range of extra-curricular activities enables a variety of
benefits to them (Busseri, Rose-Krasnor, Willoughby, & Chalmers , 2006). For
instance, youth participation in extra-curricular activities is associated with a number of
psychosocial benefits and competency development (e.g., Eccles & Barber, 1999;
Fletcher et al., 2003). On the other hand, it has been suggested, that the number of
students in extra-curricular programs is relatively low and their participation is based on
volunteering motives (Wright & Burton, 2008). Moreover, it was previously highlighted
that students from low-income families and minor ethnicities are less likely to
participate in structured leisure activities outside of the school (Coalter, 2007; Kay, &

Bradbury, 2009, Kress, 2006; Miller, Melnick, Farrell, Barnes, & Sabo 2005; Whittaker
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& Holland -Smith, 2014). Wright and Burton (2008) further argued, that by integrating
programs of this nature to the curriculum does not only connect to the larger school
experience, it also adds more structure into the program delivery. Therefore, in order to
foster equal participation opportunities for the students in the leadership program, co-

curricular delivery should be considered.

Pedagogical Approach

Another difference in the delivery mode between School 1 and the remaining two
schools was the involvement of pre-service teachers. Due to the curriculum
implementation, School 1 did not require pre-service teachers, whereas School 2 and 3
relied on their assistance due to the extra-curricular delivery mode. Therefore, School 1
allowed for more consistent delivery approach, where the same teaching staff was
available for the students. There could be a possibility that it was the teachers’
pedagogical approach which influenced students’ experiences in the program and their
outcomes.

Previously, it has been proposed that parents and teacher play a critical role in
youth sport programs, and it is them who determine the quality of youths’ experiences
and their outcomes (Fraser-Thomas et al., 2005; Hellison 2003). Adults have a great
capacity to influence youth’s outcomes in leadership programs, particularly when they
provide an environment where the young people can learn through observing their
actions in a positive and caring context (Kress, 2006). Martinek & Hellison (2009) also
emphasized that the success of the outcomes as well as the effectiveness of a sport
leadership program is governed by the facilitator’s leadership and pedagogical
approach. These authors highlighted that the facilitators need to build trusting and
respecting relationships with the young leaders, and adopt five responsibilities which
they need to conform in order for the program to be successful. These included:
Establishing positive relationships with each student, enabling students to feel an
ownership in the program (sharing their authority), enabling self-reflection, and
applying responsibility principles into physical activity content and encouraging
students to transfer their competencies to other aspects of their life. Similarly, recent
literature promoted ‘transformational leadership’ as an encouraging framework to adopt
in school-based PE or sport. Transformational leadership in a pedagogical context refers
to a practice that fosters a teaching style that aims to empower, inspire and motivate the

students, without prioritising any self-seeking benefits (Beauchamp et al., 2011). It was
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also indicated that students’ increased self-efficacy beliefs, intrinsic motivation, and
engagement were associated with teacher’s demonstration of this form of teaching style
(Beauchamp et al., 2011). Similarly, in this study, the displayed benefits students
received after their participation in the program appeared to be consistent with those
outcomes associated with transformational teaching within the health and PE domain.
For instance, studies have shown that transformational leadership represents a
contributing factor in the learners’ intrinsic motivation and increased self-efficacy
(Beauchamp et al., 2011; Charbonneau, Barling, & Kelloway, 2001).

A number of accounts appeared during the interviews, suggesting the teachers
from School 1 unintentionally fostered principles of the above described approaches.
For instance, students acknowledged their teachers as being the prime source of their
motivation for joining or continuing with the program. They had an elevated respect
towards one particular teacher, referring to him as ‘the best’, who continuously inspired
them. The principal of the same school also noted this teacher became a leading
example for the students, and described him as a role model. It has been discussed that
teachers from the PE discipline have the capability to become role models for students
by displaying respect, competence and credibility (Beauchamp et al., 2011; Spencer,
1998). Further, students from School 1 reported they were strongly encouraged by their
teacher to enter the program, as well as they received encouraging mentoring
throughout their participation. Previously, it was demonstrated that verbal
encouragement for specific goal setting as well as frequent positive feedback inspired
students to commit to their goals or tasks, as well as their efficacy beliefs towards their
achievements improved (Schunk, 1985).

It also appears that the teachers from the School 1 and School 2 provided a great
autonomy for students during their leading activities and both teachers and students
reported to have a mutual respect, perceiving each other as colleagues as opposed to
teachers fostering a traditional authoritative approach. In contrast, some students from
School 3 described to feel ‘distant’ from the program, mainly because of the
organisational matters. As previously described, Martinek’s and Hellison’s (2009)
TPSR approach to leadership outlined that ‘sharing power’ is one of the essential
principles that adult leaders need to integrate to their teaching, in order for students to
develop as leaders. Similarly, studies exploring service learning suggested that
assigning youth with responsibilities and trust at the same time, positively affects their
psychological development, specifically relating to their academic achievements, school

attendance and greater social responsibility (Moser & Rogers, 2005). In addition,
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teachers of School 1 seemed to be more perceptive in terms of the outcomes students
received from the program. For instance, only teachers from School 1 tapped into
students’ reports for identifying themselves as leaders.

However, the current study did not determine that it was only the teachers from
School 1, who adopted optimal teaching style, or any other superior approach, which
underpinned students’ positive outcomes. Since all the teachers had to volunteer part of
their personal time to deliver the program, to some extent this required a reduction in
their self-interest in order to inspire their students. The program’s delivery style differed
from the typical curriculum lessons, and it required teachers to transcend their own craft
of how to teach younger children and help student participants to become educators
themselves, which are the principles of TPSR model and transformational teaching.
Therefore, it is possible that program implementation within the curriculum allows
teachers to be more engaged with the students and practise the concepts of
transformational teaching. In addition, Bandura (1994) also recognised the influence
teachers have on the schools’ ethos by demonstrating their competencies and positive

attitudes, regardless of the students’ background:

Schools in which staff members collectively judge themselves capable of
promoting academic success imbue their schools with a positive atmosphere
for development that promotes academic attainments regardless of whether

they serve predominantly advantaged or disadvantaged students. (p. 79)

Selection Criteria

The approach to student recruitment for the program also appeared to be
influential to the contrary findings across the schools. School 3 proceeded through a
narrow selection and allowed for only ‘the best’ students to participate in the program,
with the rationale of ensuring their school is positively represented during students’
leading activities in the primary school. On the other hand, the remaining schools
provided opportunities for all the students to take part in the program, regardless of their
previous school engagement. In fact, these two schools reported to target students who
displayed previous disaffection with the school or had records of poor behaviour, with
the intent of re-engaging their interest in school. Teachers in both schools reported
employing various strategies to ensure students’ commitment and diligence during their

primary school leadership activities.
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The outcomes for schools are likely to vary as a consequence for these selection
strategies. Hence, it is likely that those students with a poor school record or higher
levels of school disengagement have potentially more scope for improvement compared
to those who are already highly engaged. For instance, only students from School 1
reported the program affected their academic performance, whereas students of School 2
and 3 reported their grades as well as their school engagement to be satisfactory prior to
their participation in the program. Similarly, teachers and principals of School 1 and 2
observed improved behaviour amongst certain students, while teaching staff of School 3
did not observe such outcomes.

This study’s findings therefore suggest, the program is suitable for all students,
regardless their prior school engagement or behavioural records and that it has the
potential to provide equally positive outcomes for all students. For instance, students
displaying strong school engagement receive stimulation through achieving the
progression levels of the program. The program can potentially serve as a support for
those students demonstrating some form of school disaffection and as highlighted by
one of the teachers, the ‘mediocre’ students can receive the opportunity to gain
recognition. Sandford et al. (2008) also suggested that a program is more likely to be
successful, when the selection criteria consider students whose needs are matched with
the program objectives.

In addition, previous studies proposed that sport-based programs aimed at youth
have a tendency of exclusive recruitment, reducing the opportunities for individuals of a
wider social background to also benefit from such programs (Whittaker & Smith, 2014).
Similarly, Kress (2006) highlighted that “high achieving middle class youth are often
overrepresented among youth leaders, even in the leadership of groups intended to focus
on at-risk youth.” (p.53). In addition, Martinek and Hellison (2009) suggests that
isolating troubled students from opportunities to participate in youth leadership
programs encourages them to engage in further unhealthy behaviours, as it is a way for
them to establish their identity. Adolescents have a great need to belong, gain peer
acceptance and develop identity (Petitpas & Champagne, 2000). Therefore, this study
suggests that schools should not marginalise students who confront the education
system, instead schools should be adopting inclusive approach and avoid any narrow

selection criteria during the recruitment.
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Program’s Effectiveness Requirements

The program delivery was still in the initial and early phases of its implementation
in each of the participating schools, yet, as described previously, the magnitude of the
outcomes for the students and schools varied. Principal and teacher framed their
concerns, or in some cases doubted their schools’ capacity to maintain the program in
the future. One of the perceived key concerns was the program’s demands on the
teachers, in schools where the program was delivered as an extra-curricular activity.
Implementing the program in this form was associated with increased workload for both
teachers and students. In addition, some teachers reported students’ low adherence was
likely to occur as an outcome of this. This concern is supported by the evidence that
extra-curricular PYD programs have a high rate of dropouts (Hellison & Wright, 2003).
Principals felt that without their highly competent and enthusiastic staff, the program’s
sustainability would be uncertain. Although the teachers were willing to dedicate their
own time, principals were concerned that potential loss of their teaching staff would
negatively impact program’s sustainability. Further concerns over the program’s
sustainability included continuous change in the schools’ infrastructure, students’ lack
of interest, and the inability to implement the program within the curriculum. In
addition, teacher and principal of School 3 also expressed concern over a lack of
funding options.

Due to these concerns, principals articulated that more understanding of the
program’s infrastructure and implementation strategies would be beneficent, whereas
teachers indicated that a continuous support from credible sources is needed. Teachers
identified SSV as representing a credible authority, with SSV’s support the program not
only has a greater potential for its sustainability, it becomes more valued and
meaningful for the students as well as the schools. Further, both teacher and principal
participants believed that the engagement and support from a principal is important,
therefore program promotion should be targeted toward both teachers and school
principals. Danish and his colleagues (2005) also emphasised that establishing positive
relationships with the relevant stakeholders is an inevitable part of the sport- based
program implementation and its coordination. They also suggested the program needs to
match the school’s mission and clear implementation strategies such as recruitment;
training, delivery and evaluation need to be established.

In addition, Hellison and Wright (2003) proposed that programs with a physical
activity contexts aimed at youth from underserved communities achieve more

successful outcomes, when they “become broadly developmental and empowered-
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based, led by caring adults and structures to serve a small number of participants over a
long period of time” (p.370). Similarly, Catalano and colleagues (2002) demonstrated
that the most effective youth programs had duration for at least nine months with a
minimum 10 activity sessions. Teachers of the current study indicated they would
welcome the program to expand to a whole academic year, as opposed to just one
semester. Students also expressed that having more structure within the program would
increase their commitment to the program. Considering these concerns, this study
support the proposition that in order to facilitate the program’s sustainability and

effectiveness, the following foundations are needed:

e Program’s co- curricular implementation

e Commitment and enthusiasm from teaching staff
e School Principal’s support

e Credibility (SSV’s continuous support)

e Suitable Duration and structure

Potential of Systemic Change

Despite the program’s limitations or concerns over its sustainability, teacher and
principal interviewees believed the program has a great capacity to evoke a change
within their school and communities. Teachers and principals identified a broader
impact of the program within the school and community context, and provided their
perspectives of the program’s impact on social relationships within their school.

As illustrated in Figure 3, it seems that the noticeable transformation observed in
the student cohort consequently influenced the school environment, whether it was
through teachers’ rewarding experiences, students’ positive interactions with their peers
and family members, or schools’ positive collaboration with the primary schools. On
the other hand, this systemic change was identified as a potential one, as the program’s
effective delivery and sustainability was yet to be established. While Principal 1
described witnessing a broader impact of the program within the school, other principals
talked about foreseeing this as a potential future impact.

Teachers commented that observing students’ accomplishments was particularly
rewarding, some identifying it as a highlight of their teaching career. Teachers further
discussed that their experience with the program encouraged them to reflect on their

own practices. In addition, teachers and the Principal from School 1 believed their PE
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department had become stronger since the program’s implementation. Student and
teacher participants acknowledged forming closer relationships with each other, as they
developed a mutual respect. Students found it easier to interact and collaborate with
their peers, due to their enhanced confidences and communication skills. They also
revealed the program allowed them to interact and form friendships with students from
different year levels, which they believed was unlikely to occur without their
participation in the program. These findings are consistent with previous studies
investigating social outcomes of programs aimed at youth sport volunteering and
leadership, that identified an improvement in interaction and communication between

students and teachers, as well as between the students’ peers (Kay & Bradbury, 2009).

szdents Transformaton]\

\ ( Relationships within
Teacher’s Practice school
Role Enhancement Stronger PE Department
Reflection Improved Student —
Rewarding Experience Teacher Interactions
) Peer Interactions

New Community
Partnerships
Primary Schools
Secondary Schools
Sport Organisations

Figure 3: Model outlining program’s broader impact on the participating schools.

Teachers and principals perceived the program as a prospective vehicle to increase
school and community partnerships. Their exiting positive rapport with primary schools
had notably increased through the program, and the teachers particularly valued their
increased interactions with other secondary schools. In addition, the program enabled
schools to develop partnerships with different sporting organisations, and teachers
together with principals believed that there were possibilities to extend these

associations more effectively. Jones et al. (2016) also highlighted the importance of
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sport programs establishing partnerships and collaborations with local communities, in
order to share resources and ensure program’s sustainability.

Student also valued their interactions with the sporting organisations, and this was
particularly recognised by the interviewed parents. It was previously highlighted that
one of the purpose of the youth development programs should be to provide
opportunities the youth might otherwise not experience, as this enables them to broaden
their horizons Roth & Brooks-Gunn (2003). As a result of the experiences program
provided for them, students started to engage with their communities more frequently,
particularly within the sporting context and held a belief that through health and sport
promotion they could make a positive contribution to other people’s lives. Principals
also acknowledged that the students’ positive outcomes contributed to a broader impact
on their school and communities. Kay & Bradbury (2009) revealed that engagement in
youth developmental initiatives contributed to young peoples’ sense of ‘social
connectedness’, and increased the academic engagement of those students with previous
records of poor engagement or behavioural problems. According to Kress (2007), young
people might seek to acquire sense of belonging through maladaptive behaviours as an
alternative to more positive avenues, as “youth with no productive opportunities for
establishing their own competency can give up and avoid risk because it is easier not to
try than to try and fail” (p. 48).

It has been previously outlined that youth leadership or volunteer programs have a
great capacity to encourage young people to develop more positive feelings and sense of
belonging to their communities (Eley & Kirk, 2002; Street Games, 2014). Hence,
leadership programs aimed at empowering young people through their engagement with
communities have the potential to model their behaviour. Further, Martinek and
Hellison (2009) proposed that sport is particularly attractive for the young people who
are otherwise disengaged with the communities. By engaging these young people
through team-sport games, they strengthen their sense of belonging to the community.
The authors also believe that young leaders could be a potential catalyst of a change
towards more “caring and compassionate society” (p. 34). To conclude, the findings of
this study also support the proposal that the sport-based leadership program does not
only provide positive outcomes for students in terms of their skill and psychosocial
development, it has the capacity to positively impact the school and their immediate

communities, once effectively implemented within the curriculum.
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Chapter Summary

This chapter presented the findings of the retrospective evaluation study, aiming
to identify the outcomes the students, teachers and schools gained after their
participation in the SSLP. Firstly, the results provided an overview for the current
challenges schools were experiencing, which indirectly affected the program’s delivery,
as well its future sustainability. Further, school principals and teachers raised their
concerns with regards to the program’s organisation and they discussed the necessary
factors required for the program’s future sustainability. It was highlighted, that the
students developed many skills and competencies during their participation, which
positively influenced their self-efficacy and consequently their psychosocial
development. Further, inconsistent outcomes amongst the schools were observed and
for that, possible rationales were identified, namely the implementation and delivery
mode, teachers’ pedagogical approaches, or the various strategies for the students
recruitment criteria. It was concluded that the program can have a potential impact of a
systemic change on schools, once the implementation is successful. Some

recommendations were provided in order to achieve this.
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CHAPTER 5. Study 2: Prospective evaluation of School Sport

Leadership Program

Introduction
This chapter aims to further investigate the SSLP’s impact on its participants and
schools, together with its delivery effectiveness. By utilising both quantitative and
qualitative research methods, this study addresses the following research questions:

1. Did the program influence students’ competencies and their psychosocial
development?

2. How did the program affect relationships at the school level together with
teachers’ practices?

3. Was the program’s content delivered as intended?

Two sets of analyses are presented for the quantitative phase of this study. Firstly,
this study examines the initial differences between the participating schools, as well as
the differences between students in the two condition groups (intervention and control)
prior to program commencement. Study 1 has previously revealed that the
teachers/schools proceeded with different strategies during the student recruitment or
selection, and that each school implemented the program in a different mode in various
curricular forms. Therefore, it is important to examine whether recruitment and
curriculum factors influence the characteristics of the students enrolling in the program.
Secondly, this research phase explores the differences between the two conditions after
the students completed the program. Furthermore, the findings overview the interaction
between the individual schools and conditions at the post measurement stage.

The qualitative phase of this study addresses the first two research questions
through presenting the results from semi-structured interviews and focus groups with
the students and teaching staff. Lastly, the extent to which the program was delivered as
intended at the participating schools will be examined through lesson observations. The
results are presented in three different sections based on the research questions

governing this study.
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PHASE 1. (QUANTITATIVE): QUESTIONNAIRES

Methods

Participants

Student participants. Five schools (one school included two campuses) in
Melbourne that delivered the program within their curriculum were approached to
participate in the study. At baseline, 249 students in total participated in the study,
although this sample was reduced to 143 student participants, as some students were not
able to commit to the post-measurement, or their responses were not considered to be
valid. In addition, one teacher and his 41 students (both intervention and control
condition) withdrew from the study, as the students of his class finished the school term
earlier than expected, due to their work placement commitments, and the teacher was
unable to arrange any alternative times for the post-measurement data collection.

The sample of 143 participants included students from across 6 schools in
Melbourne. Of these students 68 were boys and 75 were girls. Further, 92 students had
participated in the leadership program and 51 students were assigned to the control
condition. There were 44 female and 48 male students who had participated in the
leadership program. The average age of students at baseline was 14.9 years (SD = 1.45).
Out of the 143 students, 63 identified having English as their second language. Across
all the schools, 37 students with English as their second language participated in the
program, whereas 26 of these students were in the control condition. Each school varied
in the number of student participant assigned to control and intervention condition. A

detailed description of the student cohort in each school is available in Table 8.

Table 8: Number of student participants for each school and condition.

Intervention Control Total N
malesN  females malesN  females
N N
School A 0 12 0 7 19
School B 10 11 9 6 36
School C 10 8 9 6 26
School D1 8 3 0 0 11
School D2 6 5 8 9 28
School E 13 6 2 2 23

122



Adult participants. Out of the six participating schools, five teachers in total (a
teacher from each school) participated in the study involving questionnaire completion
before and after the program, followed by participation in a semi-structured interview.
School A assigned their pre-service teachers to deliver the program and they decided
not to complete the questionnaire or participate in the interview; instead it was their
supervisory teacher who took part in the interview. It was also intended to include
students’ parents in the study; however, due to the low response rate of the

questionnaire pack, these data were not included in the final analysis.

Measures
The following instruments were selected to generate evidence in response to the

main three research questions of this study:

Instruments for students:

A complete questionnaire package for student participants is available in

Appendix E. Below is a list of the instruments used in this study.

1. Demographic Information
An information sheet was administered that asked for details regarding gender,
school, age and second language. The form also included a participant code
number and the date of the test session. The post-test form also asked participants
what level/award they achived during the course (e.g., Sport Ambassador, Sport

Leader), as well as to indicate the number of lessons delivered to primary schools.

2. Engagement versus Disaffection (Skinner, Kindermann, & Furrer, 2009)
This instrument measures emotional and behavioural indicators of students’
engagement and disaffection. Behavioural engagement (5 items) measures
students’ effort, attention, and persistence when participating in learning
activities; behavioural disaffection (5 items) measures students’ lack of effort and
withdrawal from learning activities while in the classroom; emotional engagement
(5 items) measures their emotions which indicate motivated involvement; and
emotional disaffection (5 items) measures students’ emotions indicating motivated
withdrawal during learning activities. Respectable levels of internal reliability

were reported for each of the subscales, with Cronbach’s alpha values being above
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.60 for each of the subscales (Skinner, Kindermann, & Furrer, 2009). In addition,
the authors reported acceptable convergent and concurrent validity, demonstrating
the scale taps into children’s participation in academic activities in classroom
settings. Negatively worded items in the disaffection scales were reverse-coded,
and items in each scale were averaged. Responses for this measure were anchored

on a 4-point Likert-type scale, ranging from 1 (not at all true) to 4 (very true).

Self-Efficacy Questionnaire for Children (SEQ-C, Muris, 2001)

The current study incorporated only the social and academic self-efficacy (14
items) subscales of this measure, where social self-efficacy (7 items) measures
children’s capability to deal with social challenges and academic self-efficacy (7
items) measures children’s perceived capability to master academic affairs. Muris
(2001) reported adequate levels of convergent validity and internal reliability of
the original scale, where the Cronbach’s alpha values were .85 for social self-
efficacy and .88 for academic self-efficacy. Further, three items from the original
scale were removed as recommended by Muris (2001), due to their low internal
consistency. Responses for this measure were anchored on a 5-point Likert-type

scale, ranging from 1 (not at all) to 5 (very well).

Students Perceptions of Control Questionnaire (SPCQ): Control Beliefs subscale,
(Wellborn et al., 1991)

This instrument measures students’ perceptions of competence in school and PE
and the extent to which they are able to produce positive and prevent negative
outcomes in PE. The reliability for this particular subscale showed satisfactory
internal consistency with Cronbach alpha = .79 (Skinner & Wellborn & Connell,
1990). Responses for this measure were anchored on a 5-point Likert-type scale
ranging from 1 (not at all true) to 7 (very true).

Sport Climate Questionnaire (SCQ, Lim & Wang, 2009)

This short version scale (5 items) was adapted from Deci (2001) to suit the PE
context. It measures students’ perceived autonomy support provided by their PE
teachers. The internal consistency coefficients indicated satisfactory internal
reliability with Cronbach’s alpha values being .86, together with satisfactory
factorial validity (Lim & Wang 2009). Responses to the items were recorded on a

seven-point Likert scale, ranging from 1 (strongly disagree) to 7 (strongly agree).
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Teacher as Social Context Questionnaire (TASCQ- short form): Teacher’s
Provision of Structure subscale (Belmont, Skinner, Wellborn & Connell, 1988)

This scale measures student experience of teachers’ provision of structure. This
scale includes eight items measuring teacher clarity of expectations, contingency
(consistency and predictability of response), instrumental help and support, and
adjustment/ monitoring of teaching strategies. Internal consistency (Cronbach’s
alpha) for this subscale was .79, indicating adequate levels of reliability, together
with satisfactory concurrent validity, by corresponding students’ responses to
those of their teachers (Skinner & Belmont, 1993). Responses to the items were
recorded on a seven-point Likert scale, ranging from 1 (not at all true) to 7 (very

true).

Physical Self-Description Questionnaire (PSDQ); (Marsh, Martin, & Jackson,
2010)

This scale measures 11 dimensions of physical self-concept. For the purpose of
this study, only five dimensions of the physical self-concept were included in the
analysis: physical activity (4 items), global self-esteem (5 items), sport
competence (3 items), general physical esteem (3), endurance and fitness (3items).
Adequate levels of discriminant and convergent validity have been reported for
this instrument through CFA, together with a satisfactory internal reliability
(Cronbach’s alpha values were > .80 for each of the subscales) in a study using
adolescent participants (Marsh et al., 2010). Participants rated items on this scale.

ranging from 1 (false) to 6 (true).

Self-reported communication and leadership skills

This one item scale was developed by the PhD candidate, in order to measure
students’ perceptions of their own communication and leadership skills. Students
were asked to indicate their evaluation of their own communication and
leadership competencies. Students self-reported these skills on a scale ranging
from 1 (very poor) to 5 (very good).
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Instruments for teachers:

A complete questionnaire package for teacher participants is available in
Appendix F. Below is a list of instruments used in this study.

1. Learning Climate Questionnaire (LCQ- short version, Williams & Deci, 1996)
This measure was adapted by Williams and Deci (1996) from the Health-Care
Climate Questionnaire (Williams, Grow, Freedman, Ryan, & Deci, 1996) and it
measures the teachers’ provision of autonomy support for their students (6 items).
The internal validity, together with the reliability of this instrument, was reported
to be high, with Cronbach alpha > .90 (Williams & Deci, 1996). Participants were
instructed to indicate to what extent they agreed with each statement and respond
on a scale of 1 (Strongly Disagree) to 7 (Strongly Agree).

2. The Basic Need Satisfaction in General Scale: Competence subscale (Gagné,
2003) This subscale measures the perceived efficacy of teachers in their roles.
Gagné (2003) reported Cronbach alpha level of a = .71 for this subscale; however,
only three items were used from the original five-item scale, as it was
demonstrated that the remaining two negatively worded items had a low reliability
(Johnston & Finney, 2010). Further, Johnston and Finney (2010) reported
adequate levels of external validity. Responses for this measure were anchored on
a 7-point Likert-type scale, ranging from 1 (not at all true) to 7 (very true).

Procedures

Parental consent forms were distributed and collected prior to questionnaire
administration. Consent forms provided a brief description of the study (see Appendix
D) and emphasised the confidentiality of students’ responses. Throughout the initial
data collection students were required to return the consent form prior to their
participation. However, in later stages of data collection, an opt-out procedure was
employed, following a permission being granted from the Victoria University Ethics
Committee. This necessitated a number of discussions, where a detailed rationale for
this procedure was provided. Teachers from the leadership program identified a control
group for the purpose of this research, which usually consisted of students of the same
year level, where students undertook an alternative subject. There were no control

students at School D, campus 2. Across all of the classrooms from which recruitment
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took place in all the schools, 80-90% of the students agreed to participate (their parents
did not withdraw them from the study through an opt-out form). Students and teacher
participants completed the questionnaires at the first lesson of the leadership program
and they were asked to complete it again at the last session of the program. Participants

completed the questionnaires using a written self-report format.

Table 9: Program delivery mode: Length of the program in each school together with a
median for students practice hours delivered in a primary school.

Program delivery length  Mdn of practice hours

School A 18 weeks 2
School B 7 weeks 10
School C 30 weeks 6
School D1 22 weeks 3
School D2 17 weeks 5
School E 38 weeks 5

The post-test data collection took place within a minimum of seven weeks from
the baseline, and ranged up to 10 months for some schools, depending on the form in
which each school implemented the program within their curriculum (see Table 9).
Students were required to provide their name on the questionnaires; however, codes

were employed to anonymise each participant.

Data Analysis

Initial school differences (Pre-Program contrasts). Two-way factorial ANOVA
(school (n = 5) x condition (control vs. intervention)) was conducted in order to identify
the effect of the school and the intervention (program) on students’ scores for the
individual scales prior to the program commencement. The analysis was carried out for
each individual subscale, where main effect for the condition factor, school factor, and
their interaction are reported. Further, Post hoc analysis using Sidak correction was
conducted for the cases where the differences between the schools were significant. The
number of participants varied for each measure, as the reliability of students’ responses
was evaluated for each questionnaire. Students had a tendency to provide systematic
response bias in certain instruments, whilst some of their remaining responses were
deemed as not valid. For instance, a number of students did not complete the second
half of the questionnaire or rated their responses with the same option, regardless of the

questions, particularly when the instruments consisted of a large number of items. As a
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result, one of the instruments measuring students’ self-regulation in a learning context
(Self-Regulation of Learning Self-Report Scale (SRL-SRS), Toering, Elferink, Jonker,
van Heuvelen, & Vissdher, 2012) was removed from the analysis. In addition, students
at School E did not complete the self-efficacy questionnaire, as this instrument was
introduced to the questionnaire pack at a later stage. Therefore, the number of

participants in each measure ranged from 123 to 143 student participants.

Differences between the conditions after the program’s completion (Post-
Program Differences). Change scores analysis was adopted in order to identify
differences in change in scores from pre- to post-test between the groups and schools.
The means of students’ change scores were compared in 2-way ANOVA for each scale,
with the condition (intervention vs. control) and school as the independent variables.
Further, linear regression was performed to explore whether the number of teaching
hours students delivered to primary schools influenced their change scores. In addition,
descriptive statistics were used in the analysis of the teachers’ responses, due to a small

sample size.
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Results

Research Question 1: Did the program influence students’ competencies and their
psychosocial development?

The descriptive statistics for each measurement are available further in this

section, and this information is presented individually corresponding to each

measurement. The inferential statistics are presented prior to the descriptive statistics, in

order to provide an overview of each variable/measurement being observed. Table 10

and Table 11 provides a summary of the results for all the measurements which were

used and analysed in order to answer the above research question.

Table 10: Summary of ANOVA for each scale (factor) and its’ significant values at the

pre-program stage.

Measurements Con_dition x_SchooI Co_ndition S_chool
interaction main effect main effect

F p o np’ F p mp? F4  p np’
Academic Self-efficacy =~ 4.86 .001™ .11 0.88 .35 .01 1.84 .13 .06
Social Self-efficacy 024 .87 .01 836 .01 .07 092 45 .03
Behavioural Engagement  0.76 .55 .02 0.88 .35 .01 118 .32 .04
Behavioural Disaffection 1.65 .17 .05 0.07 .80 .00 271 .02 .10
Emotional Engagement 1.09 .37 .03 509 .03* .04 188 .10 .07
Emotional Disaffection 1.27 .29 .04 046 .50 .00 112 35 .04
Perception of Control 0.63 .64 .02 281 .10 .02 094 45 .04
Physical Activity Level 024 91 .01 21.03 .001™ .11 6.66 .001™ .16
General Physical 0.92 .46 .03 229 .13 .02 0.70 .63 .03
Sport Competence 042 .79 01 13.9 .001™ .10 0.78 57 .03
Endurance and Fitness 1.04 .39 .03 13.1  .001™ .09 1.07 .38 .04
Global Esteem 0.90 47 .03 7.00 .009*" .05 019 .97 .01

Notel: «p <.05, xxp <.01

Note 2: np2 effect size (ES): np2=.01 (small ES), np2=.06 (medium ES), np2=.14 (large ES). np2 with medium and

large effect size is in bold.
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Whilst Table 10 summarises the results for the pre-program differences between

students’ scores at the individual schools and conditions, Table 11 provides results of

the change between students’ scores at the pre-program and post-program. Each section

is organised in accordance with the measurements used in this study, where firstly

initial differences between the schools at the pre-test are examined, following by the

results at the post-test.

Table 11: Summary of ANOVA of change scores for each scale (factor) and its

significant values.

Measurements Con_dition x_SchooI Co_ndition S_chool
interaction main effect main effect

F p o np’ F p o p’ F4  p np’
Academic Self-efficacy 529 .001" .12 035 .55 .00 439 001" .13
Social Self-efficacy 0.53 .66 .01 0.20 .65 .00 1.06 .38 .04
Behavioural Engagement  0.49 74 .02 253 .11 .02 186 .11 .07
Behavioural Disaffection  0.44 .78 .01 0.02 .88 .00 120 .31 .04
Emotional Engagement 092 45 .03 0.02 .88 .00 117 .33 .04
Emotional Disaffection 021 .93 .01 0.48 .49 .00 1.67 .15 .06
Perception of Control 0.63 .64 .02 281 .10 .02 0.94 45 .04
Physical Activity Level 1.02 .40 .03 407 .05° .03 433 .001" .14
General Physical 0.12 .98 .00 0.09 .77 .00 094 46 .04
Sport Competence 1.96 10 .06 0.76 .38 01 231 .05° .08
Endurance and Fitness 203 .09 .06 191 17 .01 094 46 .04
Global Esteem 316 .02° .09 0.88 .35 01 2.34 .05 .08

Note 1: «p < .05, xxp <.01

Note 2: np2 effect size (ES): np2=.01 (small ES), np2=.06 (medium ES), np2=.14 (large ES). np2 with medium and large effect size

is in bold.
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Students’ Academic Self-efficacy

Pre-Program Contrasts. The means and standard deviation for students’
academic self-efficacy scores in each school and condition are presented in Table 12,
whereas Table 10 provides the results of the ANOVA. There was a significant school by
condition interaction with a large effect size for academic self-efficacy scores. Follow-
up one-way ANOVA for the intervention groups did not show a difference between the
schools (F (4,70) = 2.24, p >.05; np? = .13), although there was a medium effect size.
However, follow-up one-way ANOVA showed a significant effect for the control
condition (F (3,44) = 3.95, p = .014; np? = .27). Post-hoc comparisons using Sidak
correction showed that students in the control condition at School D2 scored
significantly lower on academic self-efficacy than students in the control condition at
School C (p = .01).

Independent t-test showed that students in the intervention group at School C
scored significantly lower in academic self-efficacy than the students in the control
group (t (27) = -2.22, p = .008; Cohen’s d = 0.85), whereas students in the intervention
group at School A and School D2 had a significantly higher academic self-efficacy than
the students in the control condition (t (17) = 2.13, p =.04; Cohen’s d = 1.10, and t (27)
= 2.22, p = .05; Cohen’s d = 0.80, respectively). The effect sizes for these differences

were moderate.

Table 12: Mean and Standard Deviation of students’ academic self-efficacy pre-scores
and change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 27.8 2.7 -1.3 34 24.0 4.6 0.6 1.9
School B 25.4 3.8 0.8 3.8 25.4 44 -14 35
School C 24.2 35 -0.3 4.1 28.1 32 -22 2.2
School D1 255 3.0 3.6 35 NA NA NA NA
School D2  24.0 4.7 -2.4 2.1 22.2 4.7 1.6 3.3
Total 25.2 3.7 0.1 3.9 24.5 47 -0.2 3.3

These results imply that, overall, there was no significant difference between the
students’ academic self-efficacy in the two conditions. However, there were significant
differences between the conditions at the school level. Students enrolled to the program
at Schools A and D2 had a significantly higher academic self-efficacy than those in the
control condition, whilst the opposite effect was observed at School C.
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Post-Program Differences. The means and standard deviations of students’
academic self-efficacy change scores for each school and condition are presented in
Table 12, whereas Table 11 provides the results of the ANOVA. There was a significant
school by condition interaction, as well as main effect for school with a medium effect
size for students’ academic self-efficacy change scores. Follow-up one-way ANOVA
for the intervention groups showed a significant difference between the students’
academic self-efficacy (F (4,70) = 4.61, p = .002, np? = .31), as well as a significant
difference between the students’ academic self-efficacy in the control condition (F
(3,44) = 4.29, p = .01, np? = .29).

|
-1

Studnets' academic self-efficacy change scores
o

School A School B School C School D1 School D2

M Intervnetion Control

Figure 4: Students’ academic self-efficacy change scores upon program’s completion
for each school and condition.

As illustrated in Figure 4, students at School D1 increased their academic self-
efficacy scores, and their change scores were significantly higher than the other schools
and conditions. Further, students in the intervention condition at School D2 had the
lowest change scores amongst all the schools, whereas students of the same school in
the control condition achieved significant increase in their change scores compared to
control students at School C (p = .02) and School B (p = .048). Further, follow-up
Independent t-test showed that students in the intervention group at School D2 achieved
significantly lower change scores for their academic self-efficacy than their peers in the
control group (t (27) = 2.87, p =.001; Cohen’s d = 1.42).
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Students’ Social Self-efficacy

Pre-Program Contrasts. The means and standard deviations for students’ social
self-efficacy scores are presented in Table 13. There was a significant main effect for
condition on student’s social self-efficacy, but no significant interaction or school main
effect (see Table 10). Students at all schools that were assigned to the intervention
group scored significantly higher on the social self-efficacy scale than students in the
control groups.

Table 13: Mean and Standard Deviation of students’ social self-efficacy pre-scores and
change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 26.5 3.9 0.8 3.5 22.4 6.2 1.1 3.2
School B 27.0 4.1 1.0 3.4 24.2 43 -05 4.2
School C 26.3 3.8 -04 3.9 24.2 5.2 0.7 6.5
School D1  24.0 3.8 0.8 6.8 NA NA NA NA
School D2  26.4 4.6 -0.8 2.9 24.5 58 -22 5.1
Total 26.2 4.0 0.3 4.1 24.0 52 -07 5.0

Post-Program Differences. The means and standard deviations for students’
social self-efficacy change scores are presented in Table 13. The results showed no
significant interaction or condition/school main effect (see Table 11 for ANOVA
results). Although students in the intervention condition displayed higher social self-
efficacy at the pre-test, their change scores did not significantly differ from the students’

in the control group at the post-test.

Students’ Behavioural Engagement

Pre-Program Contrasts. The means and standard deviations for behavioural
engagement pre-program scores are presented in Table 14. There was no significant
interaction or condition/school main effect of students’ behavioural engagement scores
(see Table 10 for ANOVA results).
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Table 14: Mean and Standard Deviation of students’ behavioural engagement pre-
scores and change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 17.2 1.6 .08 1.9 16.1 30 -55 1.2
School B 16.1 1.5 .00 1.9 16.2 22 1.2 2.1
School C 16.8 2.3 -.58 1.7 14.9 25 -1.8 1.6
School D1 16.4 2.9 43 1.4 NA NA NA NA
School D2 15.6 2.3 .00 1.6 16.3 15 -.16 1.9
School E 16.4 2.1 .58 2.2 15.9 2.3 .67 1.5
Total 17.2 1.6 .06 1.8 16.1 3.0 - 75 1.9

Post-Program Differences. The means and standard deviations for change scores
for behavioural engagement are presented in Table 14. There was no significant
interaction or condition/school main effect of students’ behavioural engagement change
scores (see Table 11). Although there was no school effect, there was a moderate effect
size indicating some differences between the students’ behavioural engagement at the
individual schools. Post-hoc comparisons indicated that students at School E had
significantly improved their scores compared to School C, whose scores decreased from

pre- to post-test.

Students’ Behavioural Disaffection

Pre-Program Contrasts. Table 15 shows the means and standard deviations for
behavioural dissatisfaction. There was a significant main effect for schools of students’
behavioural disaffection scores (see Table 10 for ANOVA results). Post-hoc
comparisons for the school main effect showed that students at School D2 had
significantly higher behavioural disaffection scores compared to School A (p = .007).
There was no significant interaction or condition main effect of students’ behavioural
disaffection scores.

Post-Program Differences. The means and standard deviations for students’
behavioural disaffection change scores are presented in Table 15. There was no
significant interaction or condition/school main effect of students’ behavioural

disaffection change scores (see Table 11).
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Table 15: Mean and Standard Deviation of students’ behavioural disaffection pre-
scores and change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 14.8 2.1 -.83 2.5 15.7 24  -16 1.7
School B 13.9 2.9 .00 2.8 13.7 28 -43 2.1
School C 12,5 2.5 -47 3.2 14.6 34 -19 4.8
School D1 14.6 2.9 45 3.3 NA NA NA NA
School D2 131 3.6 .55 2.0 11.0 2.9 8 2.3
School E 13.2 3.3 -11 3.6 13.3 4.0 .33 1.5
Total 13.6 2.9 -11 2.9 13.2 33 -21 2.7

Note: Reverse scores were applied, therefore higher means indicate lower behavioural disaffection.

Students’ Emotional Engagement

Pre-Program Contrasts. Table 16 shows the means and standard deviations for

students’ emotional engagement scores. There was a significant main effect for

condition on students’ emotional engagement (see Table 10) but no interaction or

school main effect. Students in the intervention group had a significantly higher

emotional engagement scores at the pre-test than students in the control group.

Table 16: Mean and Standard Deviation of students’ emotional engagement pre-SCores
and change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 15.8 2.7 1.50 2.58 15.7 2.7  -17 1.7
School B 16.3 1.5 -.48 2.09 145 28 -21 1.9
School C 14.7 1.9 54 2.13 12.9 3.3 A1 1.8
School D1 15.4 2.3 1.0 3.26 NA NA NA NA
School D2 15.7 2.2 -.82 1.54 134 2.5 21 2.5
School E 15.2 2.6 .89 2.85 15.7 1.2 1.3 2.3
Total 155 2.2 42 2.50 14.0 2.8 .09 2.1

Post-Program Differences. The means and standard deviations for emotional

disaffection are presented in Table 16. There was no significant interaction or

condition/school main effect of students’ emotional engagement change scores (see

Table 11).
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Students’ Emotional Disaffection

Pre-Program Contrasts. The means and standard deviations of the students’
emotional disaffection scores at each school and condition are available in Table 17.
There was no significant interaction between the schools and conditions, as well as no
significant school/condition main effect of students’ emotional disaffection scores (see
Table 10).

Table 17: Mean and Standard Deviation of students’ emotional disaffection pre-Scores
and change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 14.3 2.3 14 2.5 15.2 2.4 .33 1.6
School B 16.3 2.0 -1.0 3.2 14.6 2.7 -.93 2.1
School C 14.8 2.7 -11 3.2 13.9 3.8 -.56 2.5
School D1 15.0 2.7 14 3.5 NA NA NA NA
School D2 15.0 3.2 45 14 13.1 3.2 -.38 3.1
School E 15.1 3.1 .68 2.5 16.7 2.3 1.00 1.7
Total 15.1 2.7 .32 2.9 14.2 3.1 -.40 2.5

Note: Reverse scores were applied, therefore higher means indicate lower emotional disaffection.

Post-Program Differences. The means and standard deviations for emotional
disaffection are presented in Table 17. There was no significant interaction or
condition/school main effect of students’ emotional disaffection change scores (See
Table 11).

Students’ Perception of Control

Pre-Program Contrasts. The main and standard deviation of the students’
perception of control scores at each school and condition is available in Table 18. There
was no significant interaction or main effect of students’ perceptions of control (see
Table 10).

Post-Program Differences. The means and standard deviations for students’
perception of control change scores are presented in Table 18. There was no significant

interaction or condition/school main effect (see Table 11).
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Table 18: Mean and Standard Deviation of students’ perception of control pre-Scores
and change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 25.3 4.5 -.01 7.8 23.9 3.3 .57 4.2
School B 245 25 1.7 5.8 23.9 41  -29 4.5
School C 28.4 5.6 71 6.2 24.3 1.8 1.25 7.9
School D1 24.1 34 .09 3.3 NA NA NA NA
School D2 25.7 5.6 -.27 7.3 24.7 7.4 1.4 51
School E 24.2 3.7 14 45 24.0 2.0 5.2 5.7
Total 25.4 44 A7 5.8 24.2 4.7 1.1 54

Students’ Perceptions of their Physical/Sport Competencies (Results from Physical
Self-Description Questionnaire, PSDQ)

Physical Activity

Pre-Program Contrasts. The means and standard deviations of students’
perception of their physical activity level for each school and condition are presented in
Table 19, whereas Table 10 provides the results of the ANOVA. There was a significant
main effect for condition as well as a main effect for the school on students’ perception
of their physical activity scores, but there was no interaction effect. Students in the
intervention condition perceived their physical activity level to be significantly higher
than those in the control group, and this pattern of results occurred at each school.
Further, post-hoc comparisons revealed that students at School A and School D2 scored
significantly lower on their perception of physical activity than students at School C (p
=.001).

Table 19: Mean and Standard Deviation of students’ physical activity level pre-scores
and change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 15.8 4.5 -.50 2.6 104 5.3 3.6 5.1
School B 18.5 5.8 -1.8 2.8 15.0 6.2 .07 4.5
School C 21.7 2.8 -2.5 4.3 19.0 59 34 5.0
School D1 16.1 6.6 -1.5 4.2 NA NA NA NA
School D2 16.7 7.0 .82 4.1 13.2 5.0 2.8 4.7
School E 18.7 3.7 -.39 4.3 13.3 3.8 75 .96
Total 18.3 5.3 -1.2 3.8 14.4 5.9 a7 5.1
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Post-Program Differences. The means and standard deviation for each school and
condition is presented in Table 19. There was a significant main effect for school on
students’ perception of their physical activity, but no interaction effect (see Table 11).
Although the results indicated significant main effect for condition (p = .05), the effect
size was small; therefore, the results should be interpreted with caution. Students at
School C (both control and intervention group) had the most negative change scores
amongst all the schools, indicating their perception of their physical activity level had
decreased. Post-hoc comparisons using Sidak revealed that their change scores were

significantly lower compared to students at School A (p =.002).

Global Physical Self-Perception

Pre-Program Contrasts. The means and standard deviations of students’ global
physical self-perception for each school and condition are presented in Table 20. There
was no significant interaction or main effect on the students’ perception of their global

physical self-perception (see Table 10).

Table 20: Mean and Standard Deviation of students’ global physical perception pre-
scores and change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 12.2 4.7 .70 3.3 13.0 41 1.2 3.2
School B 13.3 3.6 -.05 1.4 125 3.3 -11 2.6
School C 14.2 2.9 -.83 2.4 14.0 30 -15 4.2
School D1 15.0 1.9 27 1.7 NA NA NA NA
School D2 14.6 2.9 .09 1.8 11.6 46 .82 3.4
School E 14.2 3.4 3.4 14.9 12.0 53 23 2.6
Total 13.9 34 .65 6.9 12.6 39 -01 34

Post-Program Differences. The means and standard deviations for student’s
change scores of their global physical competencies perceptions at each school and
condition are presented in Table 20. There was no significant interaction or

condition/school main effect for the post-test analysis (see Table 11).

Sport Competence
Pre-Program Contrasts. The means and standard deviation for student’s
perception of their sport competence scores in each school and condition are presented

in Table 21. There was a significant main effect for condition on the students’
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perception of their sport competence; however, there was no significant interaction or
school main effect (see Table 10). Students in the intervention condition scored higher
on their sport-competency belief than the students in the control condition.

Table 21: Mean and Standard Deviation of students’ sport competence pre-scores and
change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 13.6 2.7 .83 2.4 11.4 4.6 1.0 3.7
School B 14.4 4.3 -40 2.2 12.6 29 -79 3.1
School C 15.5 25 A1 1.8 13.2 38 -13 1.4
School D1 13.6 3.8 -.64 2.3 NA NA NA NA
School D2 14.4 4.2 -.36 1.9 12.3 4.4 .86 3.0
School E 15.7 2.2 .06 2.1 11.0 3.7 2.5 1.0
Total 14.7 3.4 -.07 2.1 12.3 3.8 A3 2.8

Post-Program Differences. The means and standard deviations for students’ sport
competence change scores for each school and condition are presented in Table 21.
There was a significant main effect for school on students’ sport competence, but no
significant interaction or condition main effect (see Table 11). On the other hand, Post-

hoc comparisons did not indicate any significant differences between the schools.

Endurance and Fitness

Pre-Program Contrasts. The means and standard deviations for student’s
perception of their endurance and fitness at each school and condition are presented in
Table 22. There was a significant main effect for condition, but no significant
interaction or school main effect (see Table 10). Prior to the program, students’
endurance and fitness scores in the intervention condition were significantly higher than
the scores of students in the control condition.

Post-Program Differences. The means and standard deviations for student’s
change scores of their perception of endurance and fitness at each school and condition
are presented in Table 22. There was no significant interaction or condition/school main
effect (see Table 11).
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Table 22: Mean and Standard Deviation of students’ endurance and fitness pre-Scores
and change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 115 2.8 -.08 2.7 9.5 2.9 31 2.1
School B 11.8 4.1 .20 2.2 11.1 2.7 -29 1.9
School C 13.4 3.3 .56 2.0 11.8 39 -33 3.1
School D1 11.7 4.1 27 1.5 NA NA NA NA
School D2 135 3.6 -1.2 1.5 10.3 3.0 1.1 3.6
School E 14.2 3.2 .56 25 9.5 3.1 2.5 1.0
Total 12.8 3.6 14 2.2 10.6 3.1 44 2.7

Global Self-esteem

Pre-Program Contrasts. The means and standard deviations for student’s
perception of their global self-esteem at each school and condition are presented in
Table 23. There was a significant main effect for condition, but no significant
interaction or school main effect (see Table 10). Students in the intervention condition
scored significantly higher on their global self-esteem than students in the control

condition, before the program.

Table 23: Mean and Standard Deviation of students’ global self-esteem pre-scores and
change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 22.5 4.9 1.70 3.5 22.2 47  -.63 4.7
School B 23.0 4.8 -.48 3.2 20.9 41  -49 3.2
School C 22.8 4.4 .02 2.7 22.0 42  -17 34
School D1 234 3.3 .64 2.2 NA NA NA NA
School D2 23.7 4.5 -1.2 2.7 19.2 6.1 1.2 5.1
School E 23.4 3.8 44 3.6 19.2 34 5.2 .96
Total 23.1 4.2 15 3.1 20.7 4.8 25 4.2

Post-Program Differences. The means and standard deviations of students’ global
self-esteem change scores for each school and condition are presented in Table 23.
There was a significant main effect for school as well as school by condition interaction
with a large effect size (see Table 11). Figure 5 shows that students in the control
condition at School E improved their global self-esteem, whilst, in comparison, students

in the intervention condition achieved low change scores. The Sidak comparison did not
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reveal any significant differences between the individual schools and the global self-
esteem change scores.

In addition, there was a pattern of results where students in the intervention
condition at School A achieved positive change scores, indicating their global self-
esteem improved, whereas students in the control condition achieved negative change

scores; however, the differences between these two conditions were not statistically

significant.

Students' Global Esteem Change Scores
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-3 -

B Intervention Control

Figure 5:Interaction effect between the control and intervention group as well as the
different schools for students’ global self-esteem change scores.

Students’ Self-Reported Communication Skills

Pre-Program Contrasts. The means and standard deviations of students’ self-
reported communication skills in each school and condition are presented in Table 24.
There was a significant condition main effect for the students’ communication skills
self-report. There was no significant school and condition interaction effect (F (4,103) =
35, p = .85, np? = .01) and no main effect for school; however, a medium effect size
was observed (F (5,103) = 1.37, p = .15, np? = .07). Students in the intervention
condition reported having significantly higher communication skills than those in the
2

control condition, and these differences were significant (F (1,103) = 4.79, p = .03, np
=.04).
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Table 24: Mean and Standard Deviation of students’ communication skills pre-Scores
and change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 4.0 91 .09 .54 3.3 1.0 .00 .82
School B 3.8 1.0 .54 .66 34 .93 42 .79
School C 4.1 .81 .20 .56 4.0 g2 =22 .67
School D1 3.3 1.0 43 .53 NA NA NA NA
School D2 3.9 .62 .38 .92 35 84  -14 1.1
School E 4.1 .83 A1 .96 3.7 .65 .67 .58
Total 3.9 .94 .26 73 3.6 .87 .07 .89

Post-Program Differences. The means and standard deviations of students’ self-
reported communication change scores in each school and condition are presented in
Table 24. There was no significant school and condition interaction (F (5,103) = .93, p
= .45, np? = .04) or condition effect (F (1,103) = .44, p = .51, np? = .01) on the students’
perception of their communication skills. There was also no significant main effect for
schools, although a medium effect size was observed (F (4,103) = 1 .22, p = .30, np? =
.06).

Students’ Self-Reported Leadership Skills

Pre-Program Contrasts. The means and standard deviation of students’ self-
reported leadership skills for each school and condition are presented in Table 25. There
was a significant condition main effect for the students’ self-report of their leadership
skills. Students in the intervention scored higher in the leadership self-report than those
in the control condition, and these differences were significant, with a large effect size
(F (1,118) = 17.99, p = .001, np? = .13). There was no school main effect (F (5,118) =
2.04, p = .78, np? = .03), and no significant school and condition interaction (F (4,118)
=1.29, p = .13, np? = .06), although there was a medium effect size. The post-hoc Sidak
correction revealed significant differences between School D2 and School E (p = .03)
and School C (p = .04), where students in the intervention group at School D2 scored

lower than those students in the control group at Schools E and C.
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Table 25: Mean and Standard Deviation of students’ leadership skills pre-scores and
change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 4.4 0.7 .00 .89 2.8 1.2 A7 1.5
School B 4.2 .83 37 .83 34 1.1 46 .88
School C 4.2 75 -12 1.1 3.7 87  -33 71
School D1 3.6 74 .38 74 NA NA NA NA
School D2 3.3 71 -11 .60 3.3 .99 21 .58
School E 4.2 .79 -37 .68 3.5 .58 .50 .58
Total 4.1 81 .00 .87 34 .95 .20 .86

Post-Program Differences. The means and standard deviation of students’ self-
reported leadership skills change scores in each school and condition are presented in
Table 25. There was no significant interaction (F (4,118) = .96, p = .45, np? = .03) and
no significant main effect for condition (F (1,118) = 2.04, p = .15, np? = .02) on the
students’ perception of their leadership skills. There was also no main effect for the
school on the students’ perception of their leadership skills; however, there was a large
effect size (F (5,118) = 1.9, p = .09, np? = .08), indicating there were some differences
between students’ scores at the school level, although Sidak post-hoc correction did not

reveal any significant differences.

The Influence of Students’ Practice Hours on the Outcome Variables

Linear regression was conducted where the number of students’ teaching hours
was used as an independent variable to explore whether this factor could predict
students’ change scores of the outcome variables (individual subscales). The results of
the linear regression conducted for each variable are presented in Table 26. The
regression for emotional disaffection and number of hours of participation in the
intervention was statistically significant. The number of hours students delivered to
primary schools accounted for only 6% of the variation in their emotional disaffection
change scores. However, the p value for this variable was significant, indicating that the
relationship between the number of hours students delivered to primary schools and
emotional disaffection change scores was statistically significant. The regression for the
remaining variables and number of students’ teaching practice hours was not

significant.
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Table 26: Summary table of the results for linear regression analysis conducted on each
variable separately.

F p R?
Research Question 1
Academic Self-efficacy 1.1 31 .02
Social Self-efficacy .04 .85 .02
Behavioural Engagement .03 .85 .00
Behavioural Disaffection 43 51 .01
Emotional Engagement .64 42 .01
Emotional Disaffection 5.0 .03" .06
Perception of Control 1.3 .26 .02
Physical Activity .50 48 .01
General Physical .00 .95 .00
Sport competence .03 .86 .00
Endurance and fitness .00 .99 .00
Global Esteem 1.3 25 .02
Research Question 2
Sport Learning Climate .02 .89 .00
Teacher as a Social Context 49 48 .01

Note 1: xp < .05., 4xp <.01.

Note 2: R2= Explained Variance, R2 with medium explained variance is in bold.
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Research Question 2: How did the program affect relationships at the school level
together with teachers’ practices?

This section explores whether the program had any impact on students’ perception
of their teachers’ provision of structure and their autonomy support. Table 27 provides a
summary of the ANOVA results for these scores at both pre-test and post-test.

Table 27: Summary of ANOVA analysis for students’ perceptions of their teachers and
its’ significant values at the pre- and post-program stage.

Condition x School Condition School
interaction main effect main effect

F p np* F p_ mp? F p_ mp?
Provision of structure
Pre-scores 121 .31 .04 169 .19 .01 3.08 .01 11
Change-scores 315 .02 .09 52 47 01 278 .02 .10
Autonomy support
Pre-scores 47 .76 .01 265 .11 .02 6.26 .00™ .19
Change-scores 173 .15 .05 36 .55 .00 260 .03" .09

Note 1. «p <.05, xxp <.01
Note 2. np2 effect size (ES): np2 = .01 (small ES), np2 = .06 (medium ES), np2=.14 (large ES). np2 with medium and large effect

size is in bold.

Students’ Perception of their Teachers’ Provision of Structure (expectations,
support, monitoring, and contingency)

Pre-Program Contrasts. The means and standard deviations of students’
perception of their teachers’ provision scores in each school and condition are presented
in Table 28. The results demonstrated a significant school main effect with a medium
effect size on students’ perception of their teacher’s provision of structure (see Table
27). The interaction and condition main effect were not significant. Post-hoc
comparisons revealed significant differences between students’ perception of their
teachers’ provision between School A and School C (p = .007). Students in School C
gained significantly higher scores for their teacher’s provision amongst all the students

of the different schools, whereas scores of the students at School A were the lowest.
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Table 28: Mean and Standard Deviation of students’ students’ perception of their
teachers’ provision pre-scores and change-scores in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 37.1 7.6 .00 12.6 34.9 7.7 7.7 8.1
School B 41.6 7.0 2.0 6.2 40.9 70 -3.2 9.1
School C 43.8 6.1 .89 5.7 46.0 56 -3.6 9.1
School D1 39.8 9.9 7.6 7.5 NA NA NA NA
School D2 435 9.5 -2.4 5.6 36.5 9.3 3.0 8.3
School E 43.0 6.1 15 8.7 41.0 4.8 3.7 4.6
Total 41.7 7.6 1.5 8.1 39.4 8.2 .84 9.1

Post-Program Differences. The means and standard deviations of students’
perception of their teachers’ provision change scores for each school and condition are
presented in Table 28. The results showed a significant interaction effect with a large
effect size on students’ perception of their teacher’s provision. There was also a

significant main effect for school (see Table 27).

Studnets' perception of their teachers' provision of structure
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Figure 6: Interaction effect between the schools and condition students participated in
on their perception of teachers’ provision change scores.

Independent t-test showed that students’ perception of their teachers’ provision
increased positively in the intervention group at School B, whereas students of the same
school in the control group decreased this positive perception (t (33) = 2.03, p = .05,
Cohen’s d = 0.71). Although the Sidak correction did not reveal any significant
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differences between the schools, the pattern of results indicated that students at School
D1 achieved the highest positive change scores amongst all the schools and condition
(see Figure 6). Students in the intervention group at School D2 were the only

participants, whose scores decreased after the program.

Students’ Perceived Autonomy Support Provided by the Teachers

Pre-Program Contrasts. The means and standard deviations of students’
perceived autonomy support scores for each school and condition are presented in Table
29, whereas Table 27 provides the results of the ANOVA. The results showed a
significant school main effect with a medium effect size for students’ perceived
teachers’ autonomy provision scores. There was no interaction for school or condition
main effect for the students’ scores of the perceived autonomy support provided by the
teachers.

Post-hoc comparisons revealed that students’ perceived autonomy support scores
significantly differed between some of the schools. Students at School A reported to
perceive their teacher’s autonomy support to be the lowest across all the participating
schools, and their scores were significantly lower on average from the students at
School B’s (p =.007), School C (p =.001), and School E (p =.003). Students at School
D2 also scored significantly lower on their perception of the PE teacher’s autonomy

support from those students at School B’s (p = .03), School C (p =.001), and School E
(p =.01).

Table 29: Mean and Standard Deviation of students’ pre-scores and change-scores of
their perception of the teachers’ support in each condition and school.

Intervention Control

Pre-scores Change-scores Pre-scores Change-scores

M SD M SD M SD M SD
School A 28.6 9.0 -.58 10.3 24.1 5.2 4.1 9.1
School B 35.3 5.3 .85 4.7 31.9 6.6 -2.1 5.7
School C 36.1 4.8 .06 4.1 35.0 36 -64 11.7
School D1 31.3 8.4 4.2 8.1 NA NA NA NA
School D2 304 10.1 34 3.7 27.1 7.3 2.7 6.5
School E 34.7 5.8 1.2 8.3 36.0 4.1 2.2 5.3
Total 32.7 7.2 1.3 6.8 30.8 54 -15 8.2
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Post-Program Differences. The means and standard deviations of students’
perceived autonomy support change scores in each school and condition are presented
in Table 29, whereas Table 27 provides the results of the ANOVA. The results showed
a significant school main effect with a large effect size on students’ sport learning
climate change scores. There was no significant school and condition interaction or
main effect for the condition. Post-hoc comparisons using Sidak correction revealed that
students’ change scores for their perception of teachers’ autonomy support significantly
differed between some of the schools. Further, control group students at School C
decreased their positive attitudes towards their PE teachers’ autonomy support, and their
change scores were significantly lower compared to School D1 (p = .02) and School D2
(p = .01), whereas students from both of these schools improved their attitudes towards

their teachers’ autonomy support.

Teachers’ Perceived Competence

The mean scores of the teachers’ self-reported teaching competence in each
school before and after program is available in Figure 7. All teachers reported to have
above average teaching competency skills. Teacher from School E perceived his
teaching competence to be the lowest amongst all the teachers.
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M Pre-Test 18 18 17 18 11

Post-Test 19 18 16 18 13

Figure 7: The mean values of teacher’s perception of their competence scores at the pre-

and post-test.
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Teachers’ Perceived Provision of Autonomy Support for their Students

The mean scores of the teachers’ self-reported provision of autonomy support in
each school before and after the program are available in Figure 8. All teachers scored
above average on the learning climate questionnaire, indicating high perception of their
provision of autonomy support for the students at both the pre- and post-measurement

stage.
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Figure 8: The mean values of teacher’s perceived autonomy support provision at
the pre- and post-test.
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Summary of the Findings from the Phase 1

Q1. Did the program influence students’ competencies and their psychosocial

development?

Students’ academic self-efficacy differed between the schools at the pre-
measurement stage, which was influenced by the condition to which they were
assigned. Students in the leadership program at School A and D1 had higher academic
self-efficacy scores than their peers in the control condition, whereas young leaders at
School C had lower academic self-efficacy than the control group at the beginning of
the program. Students’ academic self-efficacy change scores differed after the program,
which was determined by what school and condition they attended. Students at School
D1 (with no control group) had a significantly higher academic self-efficacy change
scores compared to all of the other schools. Students in the control condition at School
D2 improved their academic self-efficacy, whereas students in the intervention group
decreased their scores, and the differences between these two conditions were
significant. Whilst students in the intervention group at all schools had significantly
higher social self-efficacy scores than the control group prior to the program, there were
no differences between the two conditions in the change of social self-efficacy after the
program.

Students’ scores for behavioural engagement or emotional disaffection did not
significantly differ in the individual conditions or schools before or after the program.
On the other hand, students’ emotional engagement seemed to differ between the two
conditions, with students in the intervention condition having significantly higher
emotional engagement than the students in the control condition before the program,
across all the schools. In addition, behavioural disaffection at School D2 was
significantly higher than those at School A, whilst students at School A appeared to
have the lowest behavioural disaffection across all the schools. There were no
differences between the students’ change scores for their behavioural and emotional
engagement, behavioural and emotional disaffection. Finally, there were no differences
between students’ scores of their perception of control before the program or any
differences between their change scores after the program.

There were some significant differences between the students in the control and

intervention condition on several of the PSDQ subscales at the pre-program
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measurement. Students in the leadership condition had a higher perception of their
physical competencies before the program than the control condition, as they scored
significantly higher on the following variables: endurance and fitness, sport
competence, physical activity level, and global self-esteem. On the other hand, their
general physical self-perception did not differ between the two conditions prior to the
program.

The post-program results indicated that students in the control condition at School
D2 and School A had the lowest change scores for their perceived physical activity
amongst all the schools, whilst students at School C achieved the highest score for
perceived physical activity. Contrastingly, students at School C perceived their physical
activity level more negatively following the completion of the leadership program, and
their change scores were significantly lower from School A. Some students appeared to
change the perception of their global self-esteem, depending on what school they
attended and/or condition to which they were assigned. Whilst students in the control
group at School D2 seemed to improve their global self-esteem, the scores of their peers
in the leadership group remained relatively unchanged after the program. On the other
hand, students at School A, who were in the intervention group, seemed to improve
their global self-esteem, whilst their peers’ scores in the control group declined. Further,
there were no significant differences between the students in the different conditions or
schools and their general physical self-perception or endurance and fitness scores after
the program.

Finally, the number of practice hours students delivered to primary schools did
not predict their change scores on the individual measurements, apart from their
emotional disaffection, indicating that the more hours students delivered to the primary

schools, the less emotional disaffection they displayed after the leadership course.

Q2. 2. How did the program affect relationships at the school level together with

teachers’ practices?

Students at School A perceived their teacher’s provision to be the least favourable
amongst all the schools at the pre-test, although these differences were only significant
in relation to the students at School C, where students perceived their teacher to have
the most positive provision. There were some differences between the schools and type
of condition in terms of students’ perception of their teachers’ support at the post-test.

Students at School DI improved their perception of their teacher’s provision
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significantly more than students in the intervention condition at School E, School D2,
School B, and School C. There was a significant difference between the two conditions
at School B, where students in the intervention condition significantly improved their
perception of their teacher’s provision compared to those students in the control
condition.

Control group students’ perceptions of their teacher’s autonomy support at School
C were less favourable after the program, and their change scores were significantly
lower compared to School D1 and School D2, whereas students from both of these
schools improved their perceptions towards their teachers’ autonomy support. Teachers
from all schools perceived their competence, together with the autonomy support they
provided for their students, to be positive and above average at both pre-test and post-

test.
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PHASE 2: (QUALITATIVE) INTERVIEWS AND FOCUS GROUPS WITH
TEACHERS AND STUDENTS

Methods

Participants

The PhD candidate conducted six focus groups with 30 students in total (n = 4 at
School A, n =5 at School B, n =6 at School C, n =5 at School E, n = 6 at School D1, n
= 4 at School D2). In addition, a teacher from each school (n = 6) also took part in the
interview once the program was completed. Teaching staffs from all schools were
directly involved in the program delivery; however, a teacher from School A
represented a supervisor for two pre-service teachers who were the prime facilitators of

the program. These pre-service teachers did not wish to participate in the interviews.

Materials
The interview guide developed for Study 1 was also used for this research phase.
Some minor modifications with regards to some words and phrases were adopted

(available in Appendix C).

Procedures

Students were asked to indicate their willingness to participate in an interview,
which took place right after the post measurement. The research design allowed for six
students to take part in the focus group. Students were randomly selected by the teacher
or PhD candidate and, given their availability, they took part in the focus group in a
separate room provided by the teacher. Student focus group sessions ranged from 15 to
30 minutes, with an average length of approximately 20 minutes. Similarly, each
teacher participated in the interview after the program was completed. Teacher
interviews ranged from 24 to 41 minutes with an average length of approximately 30

minutes.

Data analysis

Verbatim transcriptions of audio recordings were made using Microsoft Word.
Data for both of the qualitative studies was managed by NVivo 10 software program,
through which initial coding process was facilitated. Similarly, as in Study 1, thematic

analysis approach (Braun & Clarke, 2006) was used to analyse the data. The analysis
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involved initial examination and coding of the interview data in relation to the broad
domains which formed the basis for the study’s interview questions. These domains
were: program’s impact on students (skill and competency development), impact on the
teachers and their practice, and impact on the school. This was followed by a process of
coding and recoding the data to arrive at a final set of themes and subthemes. It was also
allowed for the analysis to produce themes beyond the model expectations.
Additionally, continuous inspection of the original data occurred to determine if coding

and thematic analysis stayed true to original data collected during the interviews.

Results

Research Question 1: Did the program influence students’ competencies and their
psychosocial development?

Unique Program

Valuable Experience

While some students admitted the only reason for them joining the program was to
avoid participation in a less desirable subject, which was provided as an alternative
(e.g., cooking, knitting), most students were aware the program provided them some
unique opportunities for their future personal development as well as their
qualifications. Most of them reported this awareness as one of the main reasons why

they joined the program, together with their passion for sport:

‘It’s a good introduction into the sports industry and the coaching industry
and it gives you some good guidelines in ideas and steps to go off if you
want to excel in that career path. It bonds your pathway to be able to do
more things. It’s a stepping-stone so you have more experience than
somebody else who's going to try for that coaching role.” (Student 4, School
B)

Some students reported more altruistic motives for signing up to the program,

specifically those from School D1, who mentioned they liked the idea of helping others

and their communities.
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I like doing sport. In Sport Leadership, you help others succeed so | might

as well help others, give them the opportunity and make them happy.’
(Student 4, School, D1)

Teachers recognised the program as being unique in relation to the traditional
curriculum or other programs available at theirs school, and they referred to the program
as being a different opportunity. The program’s perceived uniqueness mostly consisted
in being a ‘hands-on’ experience, where students’ learning was facilitated directly

through their own practice:

‘No other program in the school gives them this opportunity to do hands-on,
write up a plan, think about it and then execute it. I don’t see many programs
that do this.... | see it as an opportunity for students to do something other
than just being a student like getting into activities outside the school and
also get paid for it. It goes beyond and above just the normal grind of school
life. (Teacher 4, School D1)

‘They 're doing something that’s real. It’s authentic. It’s not just taking notes
off the board or whatever. They're actually doing something that’s
worthwhile, that what they re learning has a purpose and what they end up

doing has a result, a consequence.’ (Teacher 1, School A)

New Opportunities for Students

Teachers of all schools reported targeting specific students during the program
recruitment. Whilst Teachers at School B encouraged students who had an interest in
sport and wanted to study PE subject as their vocational training in their Year 12,
teachers from the remaining schools did not have a strong preference for the student
cohort in the program. Teachers at School D2 expressed some concerns in relation to
their students’ engagement. They explained that some students attended the program
because they had no other option in their curriculum, and the delivery was particularly
challenging, as some of the students had strong negative attitudes towards sports.
Teacher of School A also mentioned that students were discharged from the program
due to behavioural issues, where they did not show ‘adequate responsibility’.

On the other hand, some teachers believed the program helped the students to re-

engage with the school. Teachers from School D1 and School E particularly recognised
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that the practical nature of the program benefited students who otherwise did not excel
in other academic subjects, and they believed the program gave them a unique

opportunity to excel:

‘Because those students were hands-on and not totally academic. This
probably gave them the opportunity to do something that they liked. |

utilized the course to my advantage to give them that opportunity.’ (Teacher

4, School D1)

Further, students from School D1 and School E also identified that the program
provided opportunities to develop skills they would not have achieved otherwise during
their regular school curriculum. They believed these skills to be particularly valuable for

their future:

‘In other classes, they don’t teach you skills like that. It’s good to learn
them so that when you finish high school or whatever, you re prepared for

real-life situations.’ (Student 1, School E)

The teacher from School C reported that parents also had a very positive attitude
towards the program as they believed their children gained many valuable experiences

throughout their participation:

‘They 've seen what we deliver. They know that their kids get a lot out of it.
But speaking to parents at interviews, for sure. They 've said that their sons

or daughters really enjoys it and gets a lot out of it.” (Teacher 3, School C)

Growing children (Students’ Personal Growth)

Continuous Development

Teachers reported that they had begun to recognise some changes or
development in their students, and they perceived students’ learned skills and abilities
as a continuing process of their development, rather than students having to fully
develop these skills. They referred to these improvements in terms of their students
having become more confident and responsible, together with developing better

organisational and communication skills and learning how to work within a team. All
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teachers agreed that students had gained these skills through their practice in primary
schools and this experience had left a great impact on them. The following quotes were

selected to further illustrate teachers’ positive attitudes towards the program:

‘I love the fact that it’s all about Sport Leadership, turning kids into role
models, working with young kids. It gives them a lot of really good skills;
communication skills, teamwork skills, managerial skills, stuff that’s just

amazing.’ (Teacher 6, School E)

‘Their confidence is a big thing, especially when you go out to the primary
schools as well. They get that realisation that kids don't listen to you
straightaway.’ (Teacher 5, School D2)

‘I mean public speaking, communication, having a plan and evaluating.
These are things that can be transferred to any part of life. So, it was nice
to have that difference of sitting in the classroom doing a lot of theory and
then going out going, ‘Look, this is some theory but let’s get out and
practice it, come back and review it, then go out & practice it.”’ That was a
good part. (Teacher 2, School B)

Students also confirmed teachers’ observations and reported developing the above-
mentioned skills. On the other hand, the interviewed students from School A did not
notice any significant changes in their development or attitudes, and only commented
on their increased confidence and ability to deal with younger students. The teacher
from the same school, however, noticed a great change in the students, predominantly in

their attitudes and behaviours:

‘The benefits that they get out of it in terms of the responsibility of having to
go down and take the primary school students does wonders for them. It’s
excellent.... It’s an eye opener for them, going to the primary school is just
brilliant. But even before that, having to work together as a team, having to
think up strategies like what to do if one of them doesn’t want to play or

one’s playing too rough.’ (Teacher 1, School A)
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Transferable Skills

While students at School A felt the program had not provided them with any
significant change or improvements, students at the remaining schools reported noticing
that they had developed certain skills and attributes throughout their participation in the
program. They predominantly noticed their self-esteem had grown, which they believed

could apply in different areas of their life:

‘It teaches you skills that you can use everywhere else every day.’ (Student

3, School C)

‘[ think it just gave our confidence all up. Now, we have Dbetter
communication skills to talk to even older and younger people and

communicate in different ways to both of them.’ (Student 4, School E)

‘Yeah. In group projects in class. Yeah, generally when talking to people, it
boosts our confidence.’ (Student 1, School B)

In addition, teachers also believed the program equipped their students with a number of
transferable skills and abilities, which were relevant across other areas of their life,

together with their potential future career:

‘It’s a nurturing program that really sees kids grow over time. It builds
people, gives them life skills that they need to handle not only running a
session for kids in sport, but those skills are there to manage people if they

work out in the workforce as well.” (Teacher 6, School E)

Students also reported a refinement of their organisational skills:

‘There were lots of activities and things that had to be done. We had to be
really organized. Make sure that you get everything done otherwise you’ll
fall behind.’ (Student 1, School E)

Further, teachers also noticed improvements in students’ organisational skills, and
they also believed the program equipped them with some interpersonal skills, such as

working within a team, improved problem-solving as well as decision making:
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‘It promotes their self-organisation skills and teamwork, having to work out
things and research a game on the internet and then do trial and error,
seeing whether or not it works within their own group. So, it’s decision-

making and teamwork.’ (Teacher 1, School A)

‘The advantages of the program are the skills that you learn. I can'’t
emphasise this enough, just the people skills, the management skills, the
communication skills, the teamwork, the organisation, the planning,
problem solving, dealing with problems that relate to organisation.’
(Teacher 6, School E)

In addition, teachers believed the more teaching experience students received, the
more they had the opportunity to develop their skills: ‘But | think the more time they
spend delivering a program, that’s where they really do the most learning, '(Teacher 2,
School B). Indeed, students enjoyed their working experience in primary schools and
they expressed a desire to have more practice hours in the future. Particularly those
students from School A felt they had not had enough opportunities to visit primary
schools, and they highlighted they would welcome more in the future.

Empowerment

Being a Role Model

Students accepted the responsibility they faced when visiting primary schools and
working with young children, which made them feel particularly positive about
themselves: ‘Younger kids see you as a role model. They look up to us. We make sure
we don’t do stupid things that they see.’ (Student 3, School D2). Students as well as
their teachers reported that students started to perceive themselves more positively, by
accomplishing their practice in primary schools:

‘It makes us feel good. Privileged. Powerful. Proud.’ (Student 1, School B)

‘I think they really enjoyed the fact that the primary kids were flocking
around them, wanting to be part of what they were doing which was, again,

a bit of a morale booster for them.’ (Teacher 1, School A)
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Sense of Purpose

Students often made a reference to how much enjoyment they had received
throughout the program, particularly during their interaction with the primary school
children. Students from School D1 particularly highlighted how they achieved a sense
of purpose by being engaged with the primary schools, as they felt they were having a

great impact on their lives:

I feel good because we’re giving a chance for the primary school kids to do
sport and stuff. Maybe their normal sport teachers wouldn’t have done this
and just told them to just play a game. We actually did the FMS testing and
stuff.” (Student 2, School D1)

Achieving Motivation

Teachers from School A and School C reported the program impacted students
who had previously been identified as having behavioural problems. They noticed some
improvements in students’ behaviour, which was acknowledged by other teaching
members at their schools. They described these students as starting to ‘shine’ through
the program, where they had shown a motivation and dedication which they did not

necessarily display in other classes:

‘There was a general discussion about some of the students who were absolute
horrors everywhere else. They really shone in this particular (program). It
gave some students a real opportunity to do something good for a change.
(Teacher 1, School A)

‘It’s given the students, some of them who weren’t really good in class in a
practical setting, were able to shine. So, their leadership skills were quite
refined when they were out in the primary schools. In general, it’s been

positive overall.’ (Teacher 3, School C)

For some students, the program acted as a catalyst for their newly developed passion for
sports and motivated them to engage in other sporting activities or subjects: ‘But doing
Sport Leadership has made me want to do all the sport classes for Year 10. Sport
Science and all that.” (Student 4, School D1).
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Community Involvement

By achieving a sense of purpose during their teaching experience in primary
schools, students, particularly those from School D1, also developed an understanding
that the program provides benefits for the greater community and that they have the
ability to have an impact on it: ‘/t’s good and it gives you a chance to help out in the
community so it’s a benefit.’ (Student 3, School D1). Students developed leadership that
enabled them to engage in further school activities, where they have become involved in

leading sport related clubs with the younger peers:

‘Some of the ambassadors now are running activities here with younger
year levels to get them involved. There are already | think a few that are

working with their clubs which is really good to see. (Teacher 2, School B)

Research Question 2: How did the program affect relationships at the school level
together with teachers’ practices?

Schools benefiting through Students’ Experiences

Valuing Students’ Potential

Due to the skills and abilities students acquired and demonstrated during their
primary school visits, teachers started to regard their students more positively. As
previously outlined, they reported the program provided an opportunity for students to
showcase abilities they were not able to demonstrate during the regular curriculum.
Teachers reported distinguishing students as being more resilient or more capable,
particularly after they witnessed their engagement with the younger students during the

primary school visits, where they successfully managed a small group of children:

‘I've had certain students who excelled in this program who otherwise
wouldn’t have the opportunity to show their potential...Just taking control
of the group, clearly explaining what the lesson was about. I thought it was
impressive when I saw them execute these cues when coaching’ (Teacher 4,

School D1)
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‘It’s really good to see them doing something they really enjoy, seeing them
in a different light and looking at some of the strengths that some of them

have, that aren’t apparent in an ordinary classroom.’ (Teacherl, School A)

Mutual Appreciation (Improved Teacher-Student Relationships)

Apart from teachers noticing students’ value and their undiscovered potential,
students also described changing their perception of their teachers. In particular, they
started to develop more respect towards them, as well as they were able to relate to their

role, having experienced the teaching position themselves:

You kind of understand what position they re in because we 're the younger
people in the group and they 're older. They have to come down to our level

sometimes.’ (Student 1, School C)

Further, students reported their relationship with their teachers as having strengthened
due to the frequent contact they had with them and perceived their interaction to have
become ‘more personal’. Teachers also felt they developed stronger relationship with
their students and they believed this was due to the pedagogical approach they adopted
during the program delivery, which they described as being different from the approach
they applied in everyday classes. Teachers described their approach as being friendlier,
where they did not act as an authoritative figure; rather, they had provided students with
lots of options and autonomy, as well as they were more likely to share their

experiences with them:

‘I think the relationship with the kids has gotten better because you're
giving them that freedom. You're not a friend but you’re not seen as the
teacher that just goes on and on... | try to teach these kids more as adults
than children. I think that’s probably been the biggest change’. (Teacher 5,
School D2)

‘It’s given them the opportunity to share their experiences with me, so |
think it has improved the relationship that we have. There’s a bit more of a
connection between myself and them. They also have a good understanding
of what it’s like to be a teacher, to put yourself out there with 25 kids who

may not listen.’ (Teacher 3, School C)
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Positive Peer Influence
As previously mentioned, students’ participation in the program helped them to
develop a greater ability to work within a team, which subsequently allowed for

stronger friendship development with their peers:

‘Think some people here aren’t normally that close but when you put them
all together to do something; they talk to each other more and make
friendships by going together because you have to be in teams. (Student 1,
School E)

Some of them felt their social skills improved due to the communication skills and the
confidence they had attained in the program, which consequently led to a more positive

peer culture at their school:

‘1 think it just gave our confidence all up. Now, we have better
communication skills to talk to even older & younger people and

communicate in different ways to both of them.’ (Student 5, School E)

Change in School through Students’ Experience
Most of the teachers perceived the program’s benefits to be noticeable beyond the
classroom and they believed that through positive students’ experience and

opportunities the program provided, the schools also received some benefits:

‘There are benefits to our school. There are benefits to the primary school.
And then, at the end of it, the students have this link to get some employment

to further their skills, to further their qualifications. (Teacher 2, School B)

Particularly, as previously mentioned, some teachers believed that the change in
students could positively impact the school overall through their better engagement in

classes or in social interactions:

‘There must be an impact in other classes where they can stand up with
confidence and do things that they probably wouldn’t have done, maybe
being part of more social groups in the school. See a change in a student

and they can make a change in the school. (Teacher 2, School B)
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Teachers’ Professional Development

All teachers reported their practice was affected in some way after their
engagement with the program. They mostly felt the program helped them to strengthen

their previous teaching knowledge and reflect on their own pedagogy styles:

‘So, the things that you learn back in uni that you use in everyday teaching,
some of the practices that you get. It has been good to revisit ‘back-to-
basics’ and refresh it.” (Teacher 3, School C)

‘It made me question without saying, maybe became a bit more reflective, a
more approach, and probably a bit better organized’. (Teacher 4, School
D1)

One teacher perceived the program as a challenge to improve his pedagogical skills,
where he reviewed his teaching style and lesson delivery for his personal development
through this program every year:

‘I’'m sure that you, having witnessed two of my lessons from one year to the
next, would have noticed a bit of a change. So yeah, it’s definitely affected
my practice. 1 hope maybe become a better teacher or a better coach.’
(Teacher 2, School B)

All teachers expressed that teaching the program was very rewarding, and they all felt a

great enjoyment by being engaged in it:

‘I’ll have to say that this was probably one of the best subjects I've had so
far as a teacher, to really get into the actual coaching and teaching side of
things.” (Teacher 4, School D1)

‘It was really getting into something that | liked and if I could do it full time
and have 4 of these classes, I'd be happy’ (Teacher 6, School E)

Although teachers felt like they had the capabilities to deliver the program, three

teachers expressed that they would benefit from a detailed training on how to deliver the
program:
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‘Training would be a very fantastic thing because I haven’t had much time
myself to do much coaching because of my other roles at the school.’

(Teacher 2, School B).

Some teachers admitted the delivery of the program and the pedagogical style varied for

each teacher, due to them not having any formal training or instructions:

It was just, ‘here’s the program and then, see how it goes’. We talked about
it the other day. | teach it differently than someone else. You just find your
way that works best. I've added stuff to the documents sent across. I've
skipped over a few things that you can do really quickly and not spend a

whole lesson on. (Teacher 5, School D2)

One teacher in particular felt that additional training would help him to reduce the
workload he was experiencing due to the delivery of the program:

‘I have a background in coaching, so I didn’t worry too much. It was just
the content. | had to get my head around the whole content, the hours that |
had to give them coaching, hook up with a primary school, implement that

program and so on, so a lot of organizing as well.’ (Teacher 4, School D1)

On the other hand, most of the teachers had not noticed any increase in their workload,
and they were aware that this was due to the program’s inter-curricular implementation.
However, they mentioned there were some additional requirements they had to follow,

particularly those associated with organising the outings to primary schools:

‘I had to communicate with the primary schools. When were they available?
When was | available? Find something that was close and convenient for us.
It was a bit of a challenge but luckily, we did have a primary school very
close to us and they worked with us quite well. It was a successful couple of
days.” (Teacher 4, School D1)
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Connections with Communities

Teachers reported that another aspect of program’s uniqueness was associated
with the connections it had enabled to develop with the local primary schools, and they
often highlighted that these established connections was one of the most beneficial

features of the program:

‘We've made connections with the local community. With this school, I think
that’s one of the big things going for us in that we like to make connections

with the primary schools,’ (Teacher 4, School D1).

Some teachers believed the interaction through this program enabled both primary
and secondary schools to establish closer relationship, with the teaching staff as well as
with the potential students, specifically referring to students’ transition to secondary

schools:

‘I, previously, have never been across to the primary school even though it’s
only a hundred meters away. Now, I know the staff there. I've gotten to
know some of the students. They come through in the coming years, they

would feel more comfortable coming across here.’ (Teacher 2, School B)

All teachers expressed that the frequent visits to the primary schools were particularly
appreciated by the PE teachers, whose time or capacity to deliver different sports to the

primary schools was limited:

‘I know being a PE teacher that a lot of primary schools don’t have a PE
trained teacher on staff. Therefore, it’s a big gap in the education for
primary school students. | mean, this is not a PE teacher coming up but it’s

a group of older peers.’ (Teacher 2, School B)

Other teachers, together with some students, acknowledged the program also provided

opportunity to benefit the greater community through the students’ experience:

‘The students who do it will build their own momentum and word will get
out about what a valuable experience it is and how much it can benefit not
just the students who do it but also the school and the broader community.’

(Teacher 2, School B)
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PHASE 3 (QUALITATIVE): VIDEO OBSERVATIONS

Research Question 3: Was the program’s content delivered as intended?

Methods

Participants

Out of the six schools, five agreed to participate in the video observation, where
the main focus was on the teacher and his/her facilitation of the lesson. A signed
parental consent form was sought for all the students participating in the lesson. If the
form was not obtained, they participated in the lesson as a small group which was not

captured on the camera.

Measures

The observation checklist (available in Appendix G) was developed from the
“Tutor Pack’. Its function was to assess the intra-rated reliability by two independent
researchers assessing the particular video observation using the tool. This tool was to
ascertain the degree to which the teachers delivered the particular lesson as proposed in
the tutor pack’s outline. The observation checklist contained information on whether
each section/activity of the lesson was delivered. Researchers (PhD candidate and a
research assistant) responded according to whether the part of the lesson was ‘Delivered
as Expected’ (DE), ‘Partially Delivered’ (PD), ‘Marginally Delivered’ (MD), or ‘Not at
all delivered’ (ND). In addition, the time (minutes) teachers dedicated to the different
parts (sections) of the lessons were also recorded and compared between the
researchers. Other measurements included video camera (Panasonic HC-V770),
microphone (Sony ECMAWS3) and tripod, all of which were properties of Victoria

University.

Procedures
The aim of this study was to observe one lesson delivery at each school. The
lesson being observed was ‘Communication’, which was aimed at developing students’
understanding of the importance of communication when delivering activity to a group,
together with improving their communication styles. Detailed descriptions of the lesson
outline and aims are available in Appendix G. Each teacher delivered this lesson in an
order suitable for them; for instance, some teachers facilitated this lesson in their week
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3, whilst others did so in week 8. The PhD candidate arranged a time and date suitable
for the teachers. Teachers were informed that the purpose of the observation was not to
assess their pedagogical skills or capabilities. Each video lesson was recorded on the
video camera and each teacher received their recording, which some of them chose to

use for their professional development and assessment in their school.

Data analysis

The coding procedure involved the assessors observing the lesson and noting
down any observations related to the coding sheet. Two independent researchers — the
PhD candidate and a research assistant — coded the videotaped lessons. The research
assistant was an independent researcher with previous data analysis experience and no
knowledge about the program. Prior to the coding, the second coder was requested to
study the ‘tutor pack’, as well as become familiar with the observation sheet in a greater
depth. Consequently, the research assistant was trained by the PhD candidate on how to
assess the videos as well as on the usage of the observation sheet. To ensure the
reliability of the coding, once all sessions had been analysed, the two researchers
calculated their percentage of inter-rater agreement for all the categories in the
observation sheet.

Results

Table 30 provides the summary of the analysis using the observation checklist.
The inter-rater agreement between the researchers was satisfactory for all the sections’
categories, indicating a high degree of reliability. There were no apparent differences
within the various lesson parts observed, which indicates that the observers consistently

applied the same criteria during the coding process.
The length of the lesson varied in each school, ranging from 40 to 90 minutes. All
of the teachers dedicated the majority of the lesson to Activity 1a, 1b and Activity 2.
Most schools met the expectation of the lesson delivery for Activity la, in which
students engaged in activities which highlighted the importance of the verbal
communication. Most teachers dedicated approximately the same amount of time to this
activity (15 minutes), apart from a teacher from School D2, where this activity was
completed in less than 5 minutes. Similarly, Activity 1b, during which students
exercised the importance of giving precise instruction whilst leading a group, was
satisfactorily delivered in most of the schools, apart from the School E, where this
activity was only partially delivered. The time dedicated to this activity varied in each
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school, where students in School B participated in this activity for more than 20
minutes, whilst students in School D2 engaged in this activity for less than 5 minutes.
Activity 2, which involved non-verbal communication, was also satisfactorily delivered
in most schools, apart from School E, where this activity was not delivered at all. The
time dedicated to this activity varied between each individual school, and the teacher at
School C referred to the non-verbal communication throughout the whole lesson.

Similarly, most teachers explained to the students how to use the whistle (Activity
3) in a short amount of time, apart from the teacher at school School E, who did not
deliver this activity. Only teachers at School B and D2 covered the topic of starting the
lesson (Activity 4a) as expected; the teacher from School C delivered this topic only
marginally. Similarly, only teachers from School B and D2 explained to students how to
communicate with individuals (Activity 4b); the remaining teachers did not deliver this
activity, or the delivery was only marginal. Activity 5, where the teachers had to
demonstrate how to stop a group, was partially or satisfactorily delivered in all the
schools, apart from the School E. Only teachers from School B and D2 delivered the
topic on frequency of communications (Activity 6), whilst other teachers did not
dedicate any time to this activity. Activity 7, which covered the topic of positioning,
was delivered at School B and C, and partially delivered at School D2, whereas the
teachers at the remaining schools did not deliver this activity.

Teachers at School D2 and C instructed students to watch teacher-lead delivery
(Activity 8 a); the teacher at School B partially delivered this activity, whilst School D1
and School E did not deliver this activity at all. None of the teachers asked the students
to work in pairs and plan a session as instructed (Activity 8b), and only the teacher at
School C asked students to deliver a session (Activity 8c), and this was delivered only
partially. Apart from the teacher at School D1, none of the teachers instructed the
students to complete their worksheets (Activity 9).

To conclude, the teacher from School B delivered the lesson with the most
accuracy amongst all the schools, where seven activities were delivered as expected,
with one activity being partially delivered. Teachers at School D1, D2 and C also
delivered as expected a majority of the activities (more than five out of nine activities),
whilst the remaining activities were partially, marginally, or not delivered at all. The
teacher at School E delivered only one activity as expected, and one activity as partially

delivered, whilst the remaining seven activities were not delivered at all.
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Table 30: Summary of an observational checklist displaying the agreement between the
researchers about the program’s delivery at each individual school.

School  School School School School
School B C D1 D2 E
Lesson Length 60mins 60mins 90mins 60mins  40mins
Delivery DE DE DE DE DE
R1 -
(mTir:TteeS) >15  >15  >15 >5 >15
Activity 1 a _
(Verbal i > = PD DE PD DE
Communication) Time
(minutes) >15 >15 >15 >5 >15
66% D 66% D
Agreement 100% 100% T 100% 100% T 100%
Delivery DE DE DE MD PD
R1 Time
Activity 1b (minutes) 20< >15 >15 =~ >10
(Give precise Delivery DE DE DE MD PD
Instruction R2 -
) (mTi;]Ttees) 20<  >15  >15 >5 >10
Agreement 100%  100%  100%  100%  100%
Delivery DE DE DE PD ND
R1 Time
Activity 2 (minutes) >15 Amb. 20< >5
(Nonve3r’ba| Delivery | DE DE DE MD  ND
S R2 ~ Timm |
Communication) (m-li—rl1Tt?as) >15 Amb. 20< >5
66% D
0, 0, 0, [0)
Agreement 100%  100%  100% 100% T 100%
Delivery DE DE MD DE ND
R1 ~ Time
(minutes) >5 >9 >5 >9
Activity 3 Delivery DE DE MD DE ND
Use of whistle R2 =~ Time |
( ) (m-li—rl1rLT1]t8e5) >5 >10 >5 >5
0,
Agreement | 100% 002 100%  100%  100%
Delivery DE MD ND DE ND
s (m-li—rZTtees) >5 >5 >5
Activity 4 a :
(Starting the Delivery DE ND ND DE ND
. R2 -
Session Time
) (minutes) >5 >10
[0)
Agreement | 100% 66%D 100% o002 100%
Delivery DE PD ND DE ND
R1 -
Time >5 >5 >5
Activity4b (minutes)
(Communicating Delivery DE ND ND DE ND
with individuals) R2 Time
(minutes) >5 >5
Agreement 100%  100%  100%  100%  100%
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Delivery DE PD MD DE MD
R1 Time
Activity 5 (minutes) =~ >S >S >S >S
(Stopping the Delivery DE PD PD DE ND
Whole group) R2 " Time
(minutes) >5 >5 >5 >5
Agreement 100%  100% 66%0 100% 66%0
Delivery DE ND ND PD ND
R1 Time >5 >5
.. (minutes)
Activity 6 -
(Frequency of Delivery DE ND ND MD ND
) R2 ™ Time |
communication Ime
) (minutes) > >5
66% D
0, 0, 0, [0)
Agreement 100%  100%  100% 100%T 100%
Delivery DE DE MD PD ND
R1 Time
. (minutes) >5 > >5 >
Activity 7 Delivery | DE DE MD  PD ND
(Positioning) R2 ~Time
|
(minutes) =9 =9 =9 =9
Agreement 100%  100%  100%  100%  100%
Activity 8a Delivery PD DE ND DE ND
(Studentstowatch ~ R1 ~ Time
a teacher-led (minutes) >10 >20
session and Delivery PD DE ND DE ND
complete R2 Time
Worksheet 7) (minutes) | 10 >20
Agreement 100%  100%  100%  100%  100%
Delivery ND ND ND ND ND
Activity 8b R1 ™ Time
(Students to work (minutes)
in pairs, plan a Delivery ND ND ND ND ND
session Worksheet R2 Time
5) (minutes)
Agreement 100% 100%  100%  100%
Delivery ND PD ND ND ND
. R1 Time
AéCt'(\j”ty 8C (minutes) >15
(Students in pairs, Delivery | ND  PD  ND  ND  ND
to deliver session to R2 ~Time
|
half the group.) (minutes) >15
Agreement 100%  100%  100%  100%  100%
Activity 9 R1 NO NO YES NO NO
(Instructing students R?2
orksheets
W ) Agreement 100%  100%  100%  100%  100%

Legend: Researcher 1-R1, Researcher 2- R2, Ambiguous-Amb
Delivered as Expected- DE, Partially Delivered-PD, Marginally Delivered-MD, Not Delivered -ND.
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Integrated Discussion

The purpose of the Study 2 was to systematically explore the program’s fidelity
and its short-term developmental outcomes for the students and school. This section of
the chapter provides integrated findings and discussion from the qualitative and
quantitative phases of Study 2. Similar to the results section, the discussion is framed
according to the three research questions, where an overview of the findings in relation

to each of the research questions is provided.

1. Did the program influence students’ competencies and their psychosocial
development?

2. How did the program affect relationships at the school level together with
teachers’ practice?

3. Was the program’s content delivered as intended?

Research Question 1: Did the program influence students’ competencies and their
psychosocial development?

Larson (2002) identified that adolescents’ development is a process of growth and
gaining more competence. Therefore, the first phase of the study presented an analysis
of data collected through a set of validated questionnaires tapping into various factors of
students’ attitudes and perceptions of their competencies. The results examined whether
the leadership students’ scores of their competencies differed from the control group
students, once the students completed the program. In addition, pre-program differences
were compared between the schools and the two different conditions, in order to
examine how the students’ competencies in individual conditions and schools differed
before the program commenced. The second qualitative phase of the study explored
how the program impacted the students on a personal level and it also investigated
teachers’ perceptions of the program. Since a large number of variables and factors was
observed in quantitative Phase 1, only the implications of significant differences
between the schools, conditions, or their interactions will be discussed in the following

sections.
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Pre-Program Differences

The pre-program differences indicated that students who enrolled into the
leadership program scored significantly higher on a number of variables than their peers
in the control group. They had higher scores in social self-efficacy, global self-esteem,
emotional engagement, perception of their physical activity level, sport competence,
together with their perceived endurance and fitness. Further, students in the intervention
condition evaluated their communication together with leadership skills significantly
higher than the control students. The interaction effect for academic efficacy also
indicated that students in the intervention condition had a higher academic efficacy at
some schools (School A, D2). This indicates that students who had higher self-esteem,
social competencies, school emotional engagement, and perception of their sport and
physical abilities were more likely to volunteer themselves or express interest in being
part of the SSLP.

Previous literature demonstrated that engagement in physical activities and sport
has a positive impact on self-esteem (e.g., DeBate et al., 2009; Strong et al., 2005;
Tremblay et al., 2000) and social competencies (Gould & Volker, 2010). Since the
students in the intervention condition perceived their physical activity levels, together
with sport and fitness capabilities, to be higher than those in the control group, it is
possible that their self-esteem was therefore also positively affected. In addition, youth
who have higher physical competency beliefs are more likely to participate in physical
activity and sport-based programs (Ferrer-Caja & Weiss, 2000). The qualitative phase
of this study confirmed that the majority of the students joined the program because of
their pre-existing passion for sport, and most students declared that they were already
engaged in physical activity or sport on a regular basis.

Students in the leadership group at School A and D2 scored higher in academic
self-efficacy, whilst there were no differences between the students at School B, and
leadership students at the School C had significantly lower academic self-efficacy than
their peers in the control group. These differences could be due to the fact that the
teacher of this school reported that some of these students were identified as having
previous behavioural problems and school disengagement, which could have reflected
on their perception of their academic capabilities. Previous studies demonstrated that
students displaying behavioural problems or school disengagement have a tendency to
have lower academic self-beliefs (Steer, 2000). Teachers, together with some students
of School A and D2, specifically reported that some students opted to be in the

leadership program in order to avoid alternative subjects such as ‘Cooking’ and
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‘Knitting’, which were offered at their school correspondingly to the leadership
program. As the program was advertised as an avenue for skill development and career
perspectives, students who had a higher academic self-efficacy at these two schools
would be more likely to select a subject which could further develop their academic
skills.

Students in the leadership condition across all the schools also displayed higher
emotional engagement with their school. Emotional engagement depicts the level of
enthusiasm, enjoyment, interest, or satisfaction students associate with the classroom or
schools (Skinner et al., 2008). This might suggest that students who had more positive
feelings towards their school felt more enthusiastic about participating in the program.
This was also supported by the qualitative results of this study, where students
confirmed that the key reason behind their participation was the drive to gain more
sport-related qualifications. Previous research also suggested that youth who were
interested in sport or wanted to enhance their resume or career options were more likely
to participate in a sport leadership/volunteering program (Eley & Kirk, 2002).

Further, the ratio of girls and boys participating in the leadership program was
approximately the same, despite the fact that previous findings suggested that males are
more likely to volunteer in sport programs than females (Taylor et al., 2003). On the
other hand, this interpretation should be treated with caution, as one of the schools was

a school for girls only.

Program’s Outcomes (Post-Program Changes)

The results from the Phase 1 indicated no significant main effect for the
differences of students’ change scores between the two conditions for any of the
observed variables. However, there were some significant interaction effects, indicating
differences between the two conditions across the schools. These interaction effects
were evident in students’ academic self-efficacy and their global self-esteem. Further,
there was a school main effect for students’ perception of their physical activity levels
and sport competencies, suggesting that students’ change scores of these two variables
differed significantly between the individual schools after the program finished. There
were no significant differences between the change scores of the two conditions in
students’ social self-efficacy, behavioural or emotional engagement, together with
behavioural or emotional disaffection, or perception of control. Further, there were no
differences in students’ change scores for their global physical perception, sport
competence, or endurance and fitness. Their leadership and communication skills also
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appeared to have been unaffected, as there were no differences between the individual
conditions and their change scores; although students in the intervention condition at
each school achieved positive increase for these two skills on average. On the other
hand, the qualitative study phase indicated that students perceived their communication
and leadership skill to enhance, and similar findings were revealed in the previous
research examining the impact of leadership programs in a sport context (Hellison &
Walsh, 2002; Sandford et al., 2007). Therefore, the one items measurement used in this
study to assess students’ leadership and communication skills might have not have been
sensitive enough to a change, or has limitations in terms of ceiling and/or floor effects.

Students at School D1 had improved their academic self-efficacy; and, whilst this
school did not have a control group, their change scores were significantly higher from
the control or intervention groups amongst all the schools. The teacher from School D1
specifically reported that the student cohort in the leadership group was ‘hands-on and
not totally academic’, and that the program enabled them to excel through the practical
application of the skills they gained through their leadership. Therefore, the program
enabled students to increase their perception of their academic competencies.
Evaluation reports of a similar UK program, SSP, also revealed that young people
improved their academic competencies after their participation (Ofsted, 2011).

On the other hand, students in the leadership program at School D2 decreased
their scores in academic self-efficacy, and their scores were significantly lower than
their peers’ in the control condition. Whilst the leadership students at this school had
significantly higher academic self-efficacy scores in comparison to the control students
prior to the program, their scores had significantly dropped once they completed it. As
previously mentioned, the teacher and some students of School D2 indicated during the
interviews that their level of engagement with the program was impacted by the fact
they participated in the leadership program, since there were no other desirable
programs/subjects on offer. The teacher reported that the students of his group struggled
with engagement, and this was reflected in their behavioural and emotional disaffection
scores, which were the lowest amongst all the schools on average (although not
statistically significant). Behavioural disaffection refers to physical passivity and
withdrawal of effort, whilst emotional disaffection comprises boredom, disinterest, or
apathy (Skinner et.al, 2008). Therefore, the argument could be that, if students did not
have an interest in the program, they were negatively impacted by their participation,
displaying elements of disaffection which reflected on their perception of their

academic competencies.
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Global Self-esteem and Self-efficacy

Despite the results from the quantitative phase not indicating any significant
changes between the control and intervention group in relation to students’ self-efficacy
or global self-esteem, overall, results from the interviews indicated students had started
to develop their self-esteem. It has previously been noted that constructs such as global
self-esteem are relatively stable, and there is a small chance for this to positively change
in a short period of time (Fox, 2000). Therefore, interventions for youth in a sport
context show little impact on the youth’s global self-esteem. Studies investigating the
impact of other sport leadership programs also failed to demonstrate statistically
significant change in the participants’ scores at the post-program stage (Taylor, 2014;
Wong et.al, 2012). Additionally, the students in the leadership group achieved above
average and significantly higher global self-esteem and social self-efficacy scores than
the control group before the program. Therefore, this ceiling effect, where high scores
did not allow for a great improvement, was most likely one of the reasons why students’
change scores remained the same. It has also been previously demonstrated that youth
which displayed the most changes after their participation in the PYD program were
those who appeared to be the least competent prior to the program (Anderson et al.,
2007). Sandford and colleagues (2007) also emphasised that a program is more likely to
be successful when its participants’ needs are matched with the program objectives.

Students’ Competencies and Skill Transference

Teachers of all schools started to notice their students developing a sense of
responsibility and more self-esteem in their competencies, particularly with their
communication, organisational, and leadership skills. Students themselves reported
noticing these changes too; however, students in the focus group from School A did not
feel like the program had impacted them in any way. Further skills which teachers
reported to observe amongst the students were improved decision making, having more
motivation towards the school, and, in some cases, improvement in behaviour. As
previously discussed, programs in a sport context which incorporated peer leadership,
have been associated with similar benefits. For instance, it was found that students
engaged in a sport leadership program improved their decision making and goal setting
(Papacharisis et.al, 2005), classroom behaviour (Wright & Burton, 2008), or
communication, organisational and leadership skills (Mawson & Parker, 2013). Danish

(2002b) recognised the skills and competencies youth obtain through sport engagement
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as life skills, because of their applications to non-sporting settings. Both students and
teachers also referred to these skills as transferable to other domains of their lives.
However, only a few students, predominantly those from School D1, reported actually
applying these skills outside of the program.

Students from School D1 recognised the skills they had developed during their
participation in the program, and valued them due to their transferability into their
everyday lives. They further reported having achieved a sense of purpose when they
observed they were having an impact on the younger students’ lives. In addition, they
displayed an awareness of the importance of their roles as leaders in their communities,
whilst students of the remaining schools did not discuss these achievements in any
form. Martinek and Hellison’s (2009) TPSR leadership model details that the highest
and most advanced stage of leadership (‘self-actualised leadership’) occurs when the
young leaders develop an awareness of their role and begin to apply their skills to other
areas of their lives. From the testimonials provided in the interviews, students at School
D1 appeared to have achieved this level, as they described having intrinsic motives to
be leaders for the primary school aged children, as well as feeling empowered through
their leadership experience. The last stage of the TPSR model of leadership also
highlights that young people transfer their responsibilities outside of the ‘gym’.
Therefore, there is a possibility that, as students of this school developed more
responsibility, this had a positive effect on their academic self-efficacy, since they felt
more responsible for their own school achievements. Interestingly, students at the
remaining schools did not seem to reach this level of leadership. Although both the
teachers and students reported noticing some developmental changes, they referred to
these changes as a continuous process rather than as having fully acquired the particular
skills or competencies.

This last stage of the TPSR leadership model is challenging to achieve, and many
programs of similar nature have failed to demonstrate that the youth have applied their
learned competencies to other domains of their lives (Escarti et al., 2010; Goudas et al.
2008; Van Tulder, 1993). Martinek and Hellison (2009) emphasised that there are a
number of principles that the program facilitators need to promote in order for young
people to become effective leaders. These are power sharing, self-reflection,
relationships, transfer of skills, and integration. The integration principle refers to the
strategies facilitators provide for the youth to practise their leadership skills. Although
students at each of the school had the opportunity to participate in crossed-aged peer

leadership, the teacher at School D1 appeared to also promote the integration
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throughout the leadership training. The video observation revealed that this teacher’s
approach to the program delivery appeared to be very practical, when compared to the
other teachers. He encouraged students to take on their leadership roles during the
lesson, as opposed to some teachers, who held the lesson in a classroom in a more
traditional ‘lecture form’. This teacher also analysed the context of the programs to a
great extent during the interviews, and indicated that he would welcome more training

sessions to improve his practice.

Opportunities to Integrate Skills into a Practice

Taylor (2014) proposed that leading and helping others has the potential to impact
the young people’s self-esteem more greatly than just engaging in the leadership
training. Similarly, the findings of the Study 1, together with the previous literature,
demonstrates that students’ development intensified with their greater engagement in
leadership practice (Brunelle at al., 2007; Taylor, 2014). On the other hand, the current
study found no significant associations between the numbers of hours students delivered
to primary schools and their change scores. In fact, students from School D 1 delivered
only three lessons to the primary schools; however, as findings from both qualitative
and quantitative phases indicated, these students appeared to be the most positively
affected. In contrast, students of School B, where most of the students delivered more
than 10 lessons, did not show any significant differences in their change scores from the
control group. On the other hand, the program lasted for only seven weeks at this
school, and it has previously been suggested that a few weeks training is a limited time
to observe any change in adolescents (Fox, 2000). The only variable which seemed to
have been influenced by the number of leadership practice hours the students
accomplished was emotional disaffection. The results indicated that the more leadership
activities students delivered, the more their emotional disaffection scores improved,
suggesting that the more practice they received, the less likely they were to be
emotionally disaffected with school.

Perception of Physical Competencies

As previously described, the change scores at both of the conditions remained the
same in relation to students’ perceived physical competencies, such as endurance and
fitness, general physical perception, sport competence, or physical activity level.

However, there were some significant differences between the two conditions at the
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school level. Students at School C (both intervention and control groups) decreased
their scores in the perception of their physical activity when the program finished, and
their change scores were significantly lower from School A. As previously mentioned,
School C was a sports academy college; therefore, students’ perception of their physical
activity level could have been impaired at the end of the school year, due to the
demands of the academic subjects, or unrealistic expectations/comparisons. Previously,
studies have revealed that sport participation could have a negative effect on youth,
particularly when the main objectives are sporting outcomes or competition, which
leads to a higher stress (Larson et al., 2006). Perhaps students in this school cultivated
more pressure to succeed in sport or physical fitness; therefore, their scores were
affected negatively after they completed the program.

Research Question 2: How did the program affect relationships at the school level
together with teachers’ practices?

Student- Teacher Relationships

The way students perceived their teacher’s provision of structure (support, clarity
of expectations, and delivery consistency) differed prior to the program between the
schools. Whilst students in School A perceived their teacher who facilitated the program
as providing the lowest provision amongst all the schools, students in School C
indicated their teacher’s provision as the most favourable one across all the schools.
After the completion of the program, leadership students at School D 1 increased their
change scores the most across all the schools and conditions, whilst leadership students
at School D2 had the lowest scores amongst all the schools; although these differences
were not statistically significant, possibly due to the small sample.

This pattern of results could be explained by the previously described differences
in teachers’ delivery style. Students of School D1 appeared to improve their outcomes
the most across all the schools, and it was proposed that the teacher’s pedagogical style
could have been one of the reasons for this improvement. Whilst the data showed a
pattern where the leadership students in four of the schools increased their scores for the
perception of their teachers’ provision, students at the School D1 increased these scores
the most. Interestingly, there were no differences in student’s change scores at School
A, where the main teacher did not actually deliver the program at all; it was pre-serviced

teachers who facilitated the entire program. This further supports the suggestion that the
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program had an impact on how students perceive their teachers, and that it can
contribute to the positive student-teacher relationship. The results also revealed that
students’ perception of their teachers’ autonomy support differed amongst the schools
before the program began. Students at School A and School D2 (both control and
condition groups) showed the lowest autonomy support provided by their teachers.
After the program, the pattern of results indicated that leadership students at Schools D1
and D2 had improved their scores, indicating that the program might have allowed the
students to feel they received more autonomy. Previous researchers have highlighted
that the success of any sport developmental program relies on its ability to provide
autonomy for its participants, by allowing the young people to be involved in the
decision-making processes and feel a sense of ownership of the program, as these are
the contributing factors for their competency development (e.g. DesMarais et al., 2000;
Martinek & Hellison, 2009; Sandford et al., 2007). The current study also supports this
conception, as students from School D1 appeared to have received the most positive
outcomes, and they also improved their perception of their teacher’s provision of
support and autonomy.

The qualitative phase also confirmed that students from most of the schools
developed more respect towards their teacher, as the students could relate their
experience of managing a group of children to them. This development of respect was
mutual between the students and teachers, and some of the students believed they had
formed closer relationships, mainly because of the frequent contact and collaboration
they experienced. Most of the interviewed students perceived the teachers as partners as
opposed to an authority figure, and they felt the teachers had provided them with more
autonomy. Similarly, teachers reported they applied a different, ‘friendlier’ teaching
style, which enabled them to form closer relationships with their students. Sport or PA
programs aimed at disaffected youth in particular have also demonstrated that their
activities provided an opportunity for participants to develop strong mentor
relationships with programs’ facilitators (Nichols, 2004).

Other researchers have also stressed the crucial role of the staff involved in these
programs, and the impact that their mentorship has on the program’s success and the
quality of young people’s experiences and developmental outcomes (e.g., Astbury et al.,
2005; Fraser-Thomas et al. 2005; Sandford et al., 2008). Some have suggested that these
positive social interactions were the essential factor for youths’ positive outcomes,
rather than the program’s activities themselves (Danish, 2002b; Sandford et.al, 2004).

These strong relationships could further act as catalyst for young people to stay
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motivated to commit and continue with the program (Astbury et al., 2005). Therefore, a
number of authors have highlighted the importance of selecting appropriate individuals
to facilitate youth sport programs (e.g., Astbury et al., 2005; Martinek & Hellison, 1997;
Sanford et al., 2006). Further, Fraser-Thomas and colleagues (2005) proposed in their
‘sport-programming model’ that young people who do not receive adequate support
from facilitators, parents, or policy-makers receive less successful outcomes in relation
to their competencies, and are more likely to lose their motivation or drop out from the
program. Similarly, an evaluation report of the modelled program SSP indicated a
strong link between high-quality program facilitators and program’s success (Ofsted,
2004).

Improving School Culture

Data from the qualitative phase indicated that the program had enabled the
students to form closer friendships with their peers, as they had to practise collaboration
and working in a team. In addition, their increased self-esteem and communication
skills had allowed for better social interactions, whether with their peers or teachers. A
previous evaluation report examining the UK’s SSP also indicated that students
involved in the program improved their interaction and relationships with their peers
(Loughborough partnership, 2008; 2009).

Teachers noted that the school benefited from the program in relation to the
student outcomes it provided, the positive peer culture it cultivated, increased
connections with primary schools, and students’ increased interest in engaging with
communities. Similar benefits were observed with the UK’s SSP program, where the
collaboration between secondary and primary schools increased, together with their

engagement with community and sport clubs (Ofsted, 2011).

Teachers’ Professional Development

One of the SSLP’s objectives was to provide professional development for the
teachers. The results from the quantitative phase of this study did not indicate notable
differences between the teachers’ self-reported competence scores before or after the
program. The teacher at School E evaluated to have the lowest competency level
amongst all the teachers. The self-report of their provision of autonomy also did not

differ before and after the program, although teachers received high scores at both pre-
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and post-measurement. These non-significant differences could have occurred due to
the lack of sensitivity of the instruments used or possible ceiling/floor effects.

However, the qualitative phase revealed that each teacher believed that the
program had somehow affected their professional teaching practice. Most of the
teachers reported that they started to reflect more on their teaching style, as well as that
the program helped them to increase their knowledge with regard to pedagogical
practices, as they had to ‘teach the students how to teach’. All of the teachers felt that
their engagement with the program had been rewarding, and they had greatly enjoyed
their involvement. Previous research evaluating the impact of sport PYD programs has
indicated that teachers facilitating the program also experienced greater motivation
towards their teaching (Escarti et al., 2012).

Although teachers reported that they felt to be competent to deliver the program’s
content, three of the interviewed teachers expressed that they would have welcomed
induction training prior to the program. Some of them acknowledged there had been a
great variance in terms of the program delivery that each teacher adopted, which was
due to the lack of training provided. Rather than receiving the tutor packs as ‘here’s the
program and then, see how it goes’, teachers reported they would have preferred formal
training prior to the program, and they believed it would have reduced their workload.
On the other hand, their workload had not been affected to a great level due to the
program being implemented as an inter-curricular subject. Similarly, the study
investigating the impact of TPSR approach at schools detailed that insufficient training
of the facilitators had impacted the program’s fidelity and its outcomes (Escarti et al.,
2012). Danish et al. (2005) also emphasised the significance of providing appropriate
training for the individuals facilitating sport-based programs, incorporating life-skills
development. He further highlighted that the training needs to focus on the program’s
content as well as the pedagogical styles, particularly in relation to skill development, as
the facilitators need to be educated that “teaching skills is different from teaching facts

and information” (p. 55).

Research Question 3: Was the program’s content delivered as intended?

The results from the video observations indicated that the efficacy of the content
delivery of the program’s ‘Communication’ session varied at each school. The time

each teacher dedicated to a particular activity and the total session time also varied in
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each school. The Activity la, ‘Verbal Communication’ was the only activity that was
delivered as expected by all the teachers. The remaining activities were delivered as
expected, partially delivered, or not delivered at all, and the occurrence of delivery
varied across the different schools. Most teachers did not demonstrate delivery of
practical activities, in which students were directed to work in pairs, conduct lesson
plans, and subsequently deliver the lesson to the rest of the class. For example, none of
the teachers instructed students to work in pairs and plan a session; only the teacher
from School C partially accommodated the activity, where students were supposed to
deliver a session to their peers, and only Teacher from School D1 reminded the students
to complete their worksheets. A number of authors have highlighted the importance of
opportunities for students to apply practical skills (Kay & Bradbury, 2009; Martinek &
Helison, 2009; Taylor, 2014). Therefore, it is essential that the facilitators of the
program are familiar with the importance of the program’s practical activities.

Amongst all the teachers, teacher from School B delivered the majority of the
lesson activities with accuracy and as planned. Teachers from Schools C, D1 and D2
delivered most of the activities as expected or with some divergence. The teacher from
School E delivered the least of the content from amongst all the schools, with only one
activity delivered as expected. Interestingly, this teacher was also found to have the
lowest competency beliefs in the self-reported measure amongst all the participating
teachers. This might infer that the teacher was unsure about the correct delivery, which
signifies the need for prior training, as suggested in the previous sections. In addition,
the lesson in this school only lasted for 40 minutes; therefore, some of the activities
could have not been delivered due to the time restrictions. Previous literature has
emphasised the importance of the provision of appropriate training for the individuals
facilitating sport-based programs aiming to improve psychosocial outcomes or life skills
(Danish et al., 2005; Fraser-Thomas et al., 2005; Martinek & Hellison, 2009). Danish
and colleagues (2005) further proposed that, apart from the program content, the
facilitators need to be educated on how to establish a positive learning environment,
provide effective feedback, how to teach skills effectively, and the influence they have
on young people. In addition, the qualitative findings of this study revealed that a
majority of the teachers reported that an additional training session prior to the program
would have been beneficial and would have increased consistency amongst the schools.

The delivery style also varied amongst the teachers, where some teachers
delivered all or parts of the lessons in a teaching classroom, where the students engaged

a considerable time in sedentary activities (School B, D2, E), while other teachers
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facilitated the lesson in a gymnasium, emphasising the importance of PA (School D1,
C). Similarly, research investigating sport practices in youth sports has identified that
young people spent more than a half of their session in sedentary or light level of
activities (Leek et al., 2010). Therefore, the findings of the current study further
highlight the need for unified training of the facilitators of sport-based programs, where
the program’s objectives and aims, together with strategies for the best possible
outcomes for students, are addressed.

Each school delivered the program in a different form; therefore, the total duration
of the program differed in each of the participating schools. Whist some schools
delivered the program throughout the whole academic year (Schools C, E), some
facilitated it in one academic term (Schools A, D1, D2), or in 7 weeks (School B).
Previous research has indicated (Escarti et al., 2012), that short program duration (one
academic term) proves to be insufficient to deliver the intended learning outcomes,
particularly those related to social responsibility (e.g., helping others and collaboration).
Long-term participation within a number of years, as opposed to a few weeks’ program
duration, has also been highlighted by a number of researchers (Catalano et al., 2002;
Martinek & Hellison, 1997; Steer, 2000).

To conclude, despite the fact that some degree of flexibility should be encouraged
for program delivery, the objectives of the program and strategies for successful student
outcomes should be thoroughly explained to all facilitators, to ensure the consistency of
the program and its outcomes. Continuous development of the program and its
adaptation according to students’ needs, together with extensive staff training is

recommended.

Chapter Summary

In conclusion, the results of both qualitative and quantitative phases indicated that
the outcomes students received from the program were contingent on an interaction of
factors. Whilst students at certain schools received positive outcomes in relation to their
academic self- efficacy, behavioural engagement, and their practical application of the
skills developed to other aspects of their lives, students of other schools did not receive
the same magnitude of successful outcomes. Schools where students received high
autonomy and perceived their teachers’ provision as high displayed the most significant
change, and appeared to reach the higher stages of the TPSR leadership model, whereby

the students started to apply their skills and competencies, together with developing
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responsibilities, in other areas of their lives. The number of practical hours students
delivered to their younger peers only impacted their emotional disaffection, indicating
that the more practical experience they received, the less emotional school disaffection
they displayed. Moreover, students in certain schools, where their main reasons for
opting to participate in the program were to avoid other undesirable subjects, increased
their behavioural disaffection and decreased their academic self-efficacy scores,
suggesting that young individuals who have a lack of intrinsic motives for their
participation in similar programs might be negatively impacted by their participation.
This study also demonstrated that the program has the capacity to contribute to the
positive student-teacher relationship, and supported the findings of previous research
indicating that the adults facilitating the program have a significant impact on young
people’s outcomes. The need for formal training for all facilitators was highlighted,
where the adults have clear objectives of the program and the correct teaching
strategies. This procedural development would maximise students’ positive outcomes

and further ensure effectiveness of the program delivery.
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CHAPTER 6. Final Discussion

Introduction

The overarching aim of this thesis was to evaluate the effectiveness of the SSLP.
More specific aims of this thesis were to: (a) to identify SSLP’s impact on the
participating students’ psychosocial development and gain a greater insight into the
underlying processes of how young peoples’ psychosocial outcomes and/or
competencies are developed; (b) to identify SSLP’s influence on teachers’ practices and
the school community ; and (c) evaluate the effectiveness of the program’s delivery and
translate the research findings into practical applications for the program facilitators.

In order to address these aims, two evaluation frameworks were adopted: outcome
and process evaluation, over a series of studies and research phases. The first study of
this thesis (Chapter 4) consisted of an initial qualitative investigation exploring the
programs’ impact on its participants and school. This qualitative research enabled for
in-depth exploration of the processes as well as the outcomes of the program (Patton,
2012; Rossi et al., 2004), and subsequently guided Study 2 (Chapter 5). Study 2
comprised of three phases. The first quantitative phase examined the program’s impact
on participants’ development, utilising a number of previously validated instruments, in
order to determine specific students’ perceived competency development and change in
teachers’ practice. The second qualitative phase further explored students’ and teachers’
experiences in the program through semi-structured interviews and focus groups. The
third phase of Study 2 evaluated the fidelity of the SSLP and investigated whether the
program’s content had been delivered as intended in each individual school (Patton,
2012; Weiss; 2013).

This chapter includes a critical synthesis of findings from the two studies and their
individual phases. The findings are framed through outcome (contribution to
participants’ outcomes) together with process (aspects of program delivery) evaluation
perspectives, and  provide practical  implications for the  program
facilitators/stakeholders. Further, this chapter also offers theoretical implications
together with addressing the research limitations and providing direction for future

research.
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Main Findings

Findings Relating to Outcome Evaluation

This section will provide a synthesis of findings from both Study 1 and Study 2,
addressing the research questions of both studies concerning the outcome evaluation.
The following research questions in the highlighted font address the outcome evaluation
findings:

Study 1 Research Questions:

1.1. What impact did the program have on the participating students and
their lives, and what were the processes behind these outcomes?

1.2. Did the program have a broader impact on the participating schools and

school personnel?

Study 2 Research Questions:

2.1. Did the program influence students’ competencies and their
psychosocial development?

2.2. How did the program affect relationships at the school level together

with teachers’ practices?

Outcomes for the Students

Study 1 revealed that students gained a number of skills and competencies during
their participation in the program and that they were able to apply these skills to other
domains of their lives. They enhanced their self-efficacy, leadership, communication
and organisational skills, improved their behaviour or school engagement and, in some
cases, their academic improvement. The set of developed competencies was similar to
those identified in previous evaluation research of sport-based PYD programs (e.g., Kay
& Bradbury, 2000; National Youth Agency, 2007, Ofsted, 2004, 2011; Papacharisis et
al., 2005; Sandford et al., 2007; Taylor, 2014; Whittaker & Holland-Smith, 2014),
particularly those related to self-esteem (Taylor, 2014), social competencies (Brunelle et
al., 2007; Kay & Bradbury, 2009; Whittaker & Holland-Smith, 2014), school
engagement (Cutforth & Puckett, 1999), problem solving, communication and
leadership skills (Mawson & Parker, 2013; Sandford et al., 2007).
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Moreover, students who engaged in the program also gained a greater
responsibility and were striving to make an impact on their communities or become role
models for their younger peers. Martinek and Hellison (2009) identifies that reaching
these ambitions are the core principles of their TPSR model of sport leadership. Further,
having a sense of responsibility for the youths’ own community is the highest stage of
the TPSR leadership model, and this stage is particularly difficult to accomplish in
sport-based interventions (Escarti et al., 2010; Van Tulder et al., 1993).

Despite the previous literature referring to the competencies that are transferable
outside of the sport context as life skills (Danish, 2002b), Study 1 identified that it was
an overarching psychosocial development that students gained from the program,
relating to their cognitive, behavioural and emotional development. A model was
proposed which illustrated the processes underpinning this psychosocial development,
and it was suggested that self-efficacy is a key construct accountable for what the
participants referred to as the ‘students’ transformation’. The findings indicated that the
involvement in the leadership activities in primary schools represented a challenge for
the students; however, the more engaged they became with these activities, the more
their competencies were refined. Previous literature also proposed that youth’s skills
and competencies were advanced with their increasing hours of engagement in their
leadership activities (Martinek & Hellison, 2009; Street Games, 2014; Taylor, 2014).

Further, the recognition and appreciation of these competencies by students’
immediate environment (teachers, school principals, parents, peers, local communities)
increased their credibility in their communities, which influenced their identities in a
positive way. Due to their recognition and new identity, students started to receive
offers for new opportunities, whether it was paid part-time work, partnerships with
sporting clubs, or pursuing their desired career paths. This recognition was important
for students who were identified as ‘at-risk’ (e.g., having behavioural or school
engagement problems, belonging to disadvantaged communities), and adult participants
reported these students have particularly benefited from their engagement in the SSLP.
Parents also appreciated that students increased their engagement with the sports clubs
and that they received incentives associated with the sporting organisations.
Consequently, students felt more confident in social interactions, and developed better
relationships with their teachers. Students also generated greater connections with their
communities and started to regard themselves as role models. Martinek and Hellisons’
(2009) TPSR leadership model specifies that having an identity of a role model is an

indication that young people are transferring their skills outside of the program to the
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real world. Further, having an impact on a community greatly increases young people’s
self-efficacy (Gecas, 1989), and these elevated beliefs in their capabilities enable
students’ psychosocial development and their ‘transformation’.

Findings from Study 2 demonstrated that students in the leadership group already
had higher perceived competencies than students in the control group, prior to the
program’s commencement. The results from the self-report measures revealed that
leadership students had significantly higher social self-efficacy, global self-esteem,
emotional school engagement, physical activity level, sport competence, endurance and
fitness, together with communication and leadership skills, and at two of the
participating schools — higher academic self-efficacy. Students of all schools reported
having taken part in the program in order to enhance their skills and career options.
Therefore, it was concluded that students who had existing higher competencies and
school engagement were naturally attracted to the program. This suggestion is in line
with the work by Taylor (2014), who proposed that young people interested in
leadership programs have already higher competencies and/or self-esteem.

Overall, the results from post-program measurement revealed no significant
changes in the leadership students’ competencies in comparison to the control group
students. However, there were some differences between the control and leadership
group at the individual schools, indicating positive changes in some of the students’
competencies. For instance, students at School D1 achieved a positive increase in their
academic self-efficacy, and although there was no corresponding control group at this
school, their scores were significantly higher from any other leadership students in other
schools, demonstrating that the program had a positive impact on the perception of their
academic capabilities. Similar outcomes were found in previous evaluation reports of
other sport-based leadership initiatives assessing young peoples’ academic
achievements (Ofsted, 2004). These findings were also supported by the qualitative
study, where both teachers and students of School D1 noted that their beliefs in their
academic competencies had increased. Interestingly, some students decreased their
academic self-efficacy in comparison to the control students of their schools, and the
qualitative findings revealed that students at this school had some problems with their
engagement due to their lack of interest in the program. Therefore, it was concluded that
the program could have a negative impact on young people whose participation had not
been based on intrinsic motives. In line with Study 1 and supported by previous studies
(Astbury et al., 2005; Fraser-Thomas et al., 2005; Sandford et al., 2008), it was

proposed that the pedagogical approach the teachers adopted could have affected
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students’ outcomes. For instance, the results indicated that the students at School D1
had the most improved perception of their teacher’s provision of structure and
autonomy of all the leadership students after the program. Previous literature indicated
that students are more likely to develop competencies when the teacher/adult provides
sufficient autonomy for the young people, as well as when they are involved in the
decision-making process (DesMarais et al., 2000; Martinek & Hellison, 2009; Sandford
et al., 2007). Indeed, the findings from the Study 2 concluded that students in School D1
received the most positive outcomes from the program.

Despite the findings from Study 1, emphasising that students’ increased self-
efficacy was one of the key outcomes from the program, Study 2 failed to support these
results through assessing self-efficacy with a quantitative measure. Whilst interview
testimonies revealed that students in Study 2 started to notice some improvement in
their self-esteem, the findings were not to the same magnitude as in Studyl. A possible
explanation of these results is that the retrospective nature of Study 1 included student
participants who had completed more advanced levels of the program, whereas Study 2
examined only the outcomes of the first two levels of the program. This further supports
the argument that sustained engagement in practical leadership increases students’
possibilities to develop competencies and enhance their psychosocial development
(Brunelle at al., 2007; Taylor, 2014). On the other hand, the quantitative findings of
Study 2 only found a relationship between the numbers of practical activities and
students’ developmental outcomes in relation to students’ emotional disengagement.

In addition, whilst student participants in Study 1 reported transference of their
learned skills and competencies outside of the program context, findings from Study 2
revealed that only students from School D1 appeared to have achieved this stage of
leadership development (Martinek & Hellison, 2009). Further, it is important to note
that both Study 1 and 2 identified that certain schools (School 1 and 2-Study 1; School
D1- Study 2) reported greater benefit from the program than was reported by the
remaining schools. It was concluded that these outcome differences between the schools
could be accounted for by the varying program delivery modes, student selection

criteria, and pedagogical approach.

Outcomes for the Teaching Staff

Whilst the results from the quantitative phase of Study 2 did not reveal any

notable differences between the teachers’ self-reported competence before or after the
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program, qualitative findings of both Study 1 and 2 indicated that teachers’ professional
practice had been influenced by the program. This was namely in relation to their
increased knowledge of pedagogical practices through their reflections on their teaching
style, and through the rewarding experience of witnessing students’ progress. Bandura
(1993) suggested that increasing teachers’ efficacy beliefs and their professional
development has the potential to have a direct impact on the students’ motivational level
and their developmental outcomes. Findings in Study 1 further showed that teachers had
to invest additional effort to deliver the program, due to the program’s extracurricular
delivery mode, which consequently affected their workload. Teacher participants in
Study 2 did not experience these obstacles, as the program was delivered within the
curriculum; however, some of them noted that an induction training would have made
the program more effortless.

Further, findings from both Study 1 and Study 2 revealed that the program had a
positive impact on student-teacher relationships. Students in each study reported having
developed greater respect and appreciation for their teacher, and increased their
interaction through the program, which had positive consequences on the student-
teacher relationship. Students were able to relate to the teachers after they had delivered
some lessons to the primary schools, and this was particular evident in the students of
the more advanced levels in Study 1, where they perceived their teachers as partners as
opposed to authority figures. This respect was mutual with their teachers, as they started
to observe students’ capabilities; they developed more trust with their students and
started to assign them more responsibilities. These positive student-teacher relationships
are a crucial component of any PYD programs, as they determine the program’s
success. Researchers have suggested that these positive social interactions might play a
more important role for youths’ positive outcomes than the program’s activities
(Danish, 2002b; Sanford et al., 2004). Therefore establishing positive relationships
between adults and young people should be one of the critical objectives of any sport-
based PYD program.

Outcomes for the Schools

When addressing the program’s outcomes for its participants, it is important to
identify its impact on the school communities, as the ‘schools’ efficacies’ (efficacy
beliefs of school staff and principal) have a direct impact on the students’ outcomes and

the positive school ethos (Bandura, 1993). Findings from Study 1 identified that schools
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also benefited from the program, which was mainly due to the students’ positive
outcomes, teachers’ rewarding experiences, positive peer interactions, and the schools’
increased collaboration with the primary schools. Similar benefits were observed in the
UK’s SSP program, where an increased collaboration between the schools, their wider
communities and sport clubs was observed (Loughborough Partnership, 2009; Ofsted,
2011). Teaching staff from both studies particularly believed the program had a
potential to impact on the school ethos, where the implementation, together with the
strategies for the program’s sustainability, were carefully planted. The following section
will identify the processes associated with the program delivery that influenced the
program’s outcomes, and provide some strategies on how to implement the program

effectively.

Findings relating to Process Evaluation
This section presents the findings relating to the process evaluation and examines
the program’s implementation and delivery processes that make the program successful.

The following highlighted research questions from both studies are examined:

Study 1 Research Questions:

1.3. What factors determine the program’s future sustainability?

Study 2 Research Questions:

2.3. Was the program’s content delivered as intended?

Steer (2000) highlighted that evaluation of any intervention processes is a largely
complicated procedure, as the initiatives tend to change and evolve over the course of
time. Indeed, this was the case of the current evaluation research, where not only did the
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SSLP change its structure and course of delivery over the time in each school, lack of
funding resulted in the program’s inevitable end. The findings from the retrospective
study indicated that each of the schools experienced challenges, which were unrelated to
the program, but which closely affected its delivery and implementation. These
challenges were represented in the lack of finances, conflicting demands on the
curriculum, lack of students’ engagement, and schools belonging to disadvantaged
communities.

Furthermore, there was a number of inconsistencies with the program
implementation and its delivery, student recruitment, and teachers’ pedagogical
approach. Each school delivered the program in the mode most suitable to them, with
some schools employing the program as an extra-curricular activity and some opting for
the co-curricular implementation. Teachers reported the extra-curricular mode caused
their workload to increase, and they relied on the help of pre-service teachers. Further,
some schools allowed for all of the students to take part in the study, whereas some
applied strict selection criteria where only the ‘best’ students were able to participate in
the program. Additionally, students from the school where the delivery had not been
consistent noted some organisational problems with the program, and some of them
reported they were overwhelmed by the responsibility they had received. The infrequent
delivery of the program also resulted in a reduction in students’ leadership practice
hours, which had affected their ownership of the program, where they reported to feel
‘distant’ from it. Previous literature highlighted that having an ownership of the
program (DesMarais et al., 2000; Martinek & Hellison, 2009; Sandford et al., 2007) and
integrating their skills into a practice (Brunelle at al., 2007; Taylor, 2014) are critical
factors for students’ developmental outcomes and may determine the program’s
success. Similarly, Granger (2008) suggested that after-school programs aiming to build
competencies in youth are successful given that they are “explicit about program goals,
implementing activities focused on these goals, and getting youth actively involved are
practices of effective programs” (p. 11).

Teaching staff (teachers and principals) expressed some concerns over the
program’s sustainability and suggested that more strategies for its successful
implementation and delivery are needed. They agreed that the program requires a
meaningful place in the curriculum, with a suitable duration and structure, where its
objectives and outcomes are clearly identified. Further, it requires support from the
school principals and enthusiasm from the teaching staff, as well as that of the existing

associations with School Sport Victoria, which adds more value and credibility to the
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program. It was concluded that students received the most positive outcomes in the
school where the implementation was inter-curricular, delivered by the schools’ PE
teachers and where all students had been allowed to take part in the program.
Integrating programs of this nature to the school curriculum does not only connect to
the larger school experience; it also provides structure and consistency into the program
delivery (Wright & Burton, 2008). Further, teachers expressed preferences for having
the program implemented across the entire academic year for its effective delivery, and
this was supported by previous evidence demonstrating that the most effective youth
programs last for at least nine months, with a minimum of 10 activity sessions (Catalano
etal., 2002).

The feedback from Study 1 was taken into consideration by the program
coordinator, and the program was integrated to the curriculum in all of the schools
participating in Study 2, where most of them implemented the program for the full
academic year, with the recommendation to provide equal opportunities for all of the
students. Findings from teacher interviews in Study 2 did not disclose any key issues
relating to the program delivery and its implementation. The findings from the video
observations revealed that there was a discrepancy in the delivery of the content as well
as in the lesson facilitation and its duration between the schools. Whilst most of the
schools delivered most of the activities as expected, activities of a practical nature were
omitted by most of the teachers. In addition, one teacher delivered only one part of the
nine different activities during the lesson observation. This teacher further reported
having the lowest competencies beliefs amongst all the teachers, and it was proposed
that perhaps this teacher required more support or clarity on the delivery style. Teachers
in this study from the remaining schools noted that there was some confusion with the
delivery and little transparency as to how to deliver the program, and that, apart from
the booklet, they had not received any other instructions. Although, the program
allowed for flexibility and adaptation to their curriculum and teaching style, it was
expected that some consistency would be maintained. This further supported the
argument that an induction or training for the teaching staff /facilitators is critical.
Training should be focused on the delivery content as well as the pedagogical style, to
ensure the facilitators are delivering the program with the aim of empowering the youth,
creating trust, and stimulating students’ psychosocial development competencies
(Fraser-Thomas et al., 2005). Some researchers refer to this type of teaching style as
‘transformational’, and it has proved to be effective in learning environments in sport

and PA context (e.g., Beauchamp et al., 2011).
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In addition, both studies identified that one school in particular appeared to
receive the most favourable outcomes. Interestingly, both studies referred to the same
school, or a school campus more specifically (School 1 in Study 1 and School D1 in
Study 2), and, although the program had different facilitators in each study, there was a
leading teacher (Head of the PE department) overlooking the program’s delivery. This
teacher was a strong advocate for the SSLP and, as the school principal reported, this
teacher was building an enthusiasm for the program with the teachers as well as with
students. Therefore, correspondingly to other school-based evaluations of similar
programs (Ofsted, 2004, 2011), this study indicated that enthusiasm and strong
commitment to the program, together with understating its potential, are also essential
principles for the program’s success. The conclusion to this discussion is that this thesis
has demonstrated that, under the right circumstances, the SSLP facilitated positive
developmental outcomes for the young people and influenced the schools’ climate in a
positive way. The following section will address further practical suggestions and
recommendations for future initiatives incorporating sport-based developmental

programs.

Theoretical and Practical Implications

A large number of researchers highlighted a great need for a robust and systematic
evaluation research of sport-based PYD interventions (e.g., Danish et al., 2005; Gould
& Carson, 2008; Horn, 2011; Petitpas et al., 2005; Sandford et al., 2006; Weiss, 2013;
Weiss et al., 2016). A contribution to the body of knowledge was achieved by offering a
comprehensive program evaluation, adopting both qualitative and quantitative
methodologies with a quasi-experimental design integrating control group and pre- and
post-measurement from a number of schools and variety of participants (school
principals, teachers, students and their parents). The comparison of the program’s
impact on multiple schools provided a robust overview of the best practices and
processes employed in each school. Further, this research has not only examined the
outcomes associated with the program; it has also provided a context for the process of
determining how and why this type of leadership program might have impacted the
participants — a factor which is often undermined in evaluation research (Gould &
Carlson, 2008; Petitpas et al., 2005).

195



Further, this research supports Martinek’s and Hellison’s (2009) work regarding
the TPSR approach to leadership in sport context, indicating that youths’ leadership
experiences provide a good vehicle to facilitate positive psychosocial and competency
development for the young people. Consistent with Martinek’s and Hellison’s approach,
this research has also identified that reaching the higher stages of a leadership, (i.e.,
achieving responsibility for the communities) was associated with the most positive
developmental outcomes for the youth. This study therefore further reinforces that the
TPSR model for youth leadership development is an effective framework for evaluating
youths’ learning experiences in similar initiatives.

Whilst the findings of this research demonstrate that the SSLP can enhance young
people’s competencies, which they can consequently apply to other aspects of their
lives, it appears that these encouraging outcomes are linked with an effective facilitation
of the program. The findings of this thesis are in line with the conception presented by
many researchers, that the benefits of a PA or sport-based developmental program are
highly contingent on an interaction of contextual factors that the youth experiences,
which largely depend on the pedagogical delivery (Bailey, 2009; Holt &Neely, 2011;
Martinek & Hellison, 2009; Petitpas et al., 2005, Sandford et al., 2004; Weiss & Wiese-
Bjornstal, 2009):

A caring and mastery-oriented climate, supportive relationships with adults
and peers, and opportunities to learn social, emotional, and behavioural life
skills— these are the nutrients for promoting positive youth development

through physical activity. (Weiss & Wiese-Bjornstal, 2009, p. 7)

Supporting the growing literature which examines the features of sport-based PYD
programs (e.g., Danish et al., 2005; Fraser-Thomas et al., 2005; Haudenhuyse et al.,
2013; Holt, 2008; Petitpas et al., 2005; Weiss, 2008), this research supports the

proposition that youths’ positive developmental outcomes can occur when:

a) The program and its activities are delivered intentionally, with the explicit
aim of enhancing youths’ psychosocial development and competencies/life
skills.

b) The youth receive support from the facilitators and their peers, and the
relationships are intentionally worked towards rather than assumed they will

occur naturally.
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c) Activities and opportunities for youth to practise their skills are provided on a
regular basis, with the possibility that these experiences can be further
advanced with options for progressing development (e.g., by providing

different levels of the program).

Recommendations for Future Practice
Based on the results and theoretical implications of this thesis, a set of

recommendations was developed for the program’s effective delivery:

Implications for program’s features

e The experiences youth undertake in the program should be designed with the
aim of transference outside of the school, as this is an essential component of
any sport-based PYD program (Jones et al., 2016, Weiss, 2008). Apart from
building students’ skills and competencies, the facilitators should encourage
students to develop a responsibility for their greater communities together with
envisioning their future (Martinek & Hellison, 2009).

e The objectives of the program should be clearly conceptualised as to what
outcomes the program enables and through what processes and activities these
outcomes may occur (Coalter, 2010; Gould & Carlson, 2008; Jones et al.,2016;
Petitpas et al., 2005). Active form of learning with sequenced training of
specific skills and clearly defined goals are recommended (Durlak, Weissberg
& Pachan, 2010).

e Active learning which require the youth to practice their new skills and receive
a feedback appear to be the most effective teaching strategies (Durlak, et al.,
2010; Granger, 2008; Salas & Cannon-Bowers, 2001). In line with previous
evaluation studies (Brunelle at al., 2007; Street Games, 2014; Taylor, 2014),
this research has demonstrated that students’ positive outcomes became most
evident with the increasing hours of their leadership practices. The program
should therefore ensure that students receive opportunities to frequently
partake in leading activities. Teachers and other practitioners should also
safeguard students’ sustained engagements in leadership.

e This study demonstrated that challenging activities (e.g. managing a small
group of children) enhance young people’s skills and competencies, as
supported by previous literature (Mahoney et al., 2017; Martinek & Hellison,

2009).
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e Activities must take place on a regular basis for an extended period of time
(Catalano et al., 2002); long-term implementation over a number of years with
opportunities for students to progress appears to be most effective (Hellison &
Wright; Lerner et al., 2005; Steer, 2000).

e Teaching facilitators should grant youth with more ownership of the program
and enable them to be involved in the decision-making processes as this

enhances young peoples’ competency development (DesMarais et al., 2000;
Sandford et al., 2007).

Implications for the facilitators

e Prior extensive training for the facilitators, together with further opportunities
to learn how to deliver skill training, is essential (Martinek & Hellison, 2009).

e Programs which are facilitated by well-qualified teachers and offer teacher-led
activities are more effective and show greater positive outcomes for students
(Pensiero & Green, 2017).

¢ |t was highlighted that strong teacher- student relationships are great predictor
for positive students’ outcomes (e.g. Haudenhuyse et al., 2013; Martinek &
Hellison, 2009; Petitpas et al., 2005). Martinek’s & Hellison’s (2009) TPSR
model could serve as a practice- based framework for the facilitators to
establish positive relationships with youth in sport-based programs.

e Teachers in both primary and secondary schools, and Heads of the PE
departments, should fully understand the potential of the program and engage
with its coordination. Findings of this research revealed that teachers’
enthusiasm towards the program contributed to program’s consistency and its
expansion. Building the teachers’ enthusiasm through outlining the potential
benefit of the program for the students and schools could promote programs’
sustainability.

e Using clear mechanisms to record, review, and evidence development of
students’ skills and knowledge might provide a beneficial reflective toolkit for
the teachers. The leadership stages of the TPSR leadership model (Martinek &
Hellison, 2009) could serve as a useful instrument in determining what level of

leadership young people appear to reach.
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Implications for the schools and stakeholders

Schools should be encouraged to develop inclusive practices to enable equal
opportunities for students to participate in the program. They should avoid
marginalising students who confront the educational system (Petitpas &
Champagne, 2000). The evidence indicates that school environments that foster
a sense of belonging among students, lead to positive psychological and mental
health outcomes (Battistich et al., 1997), and that students who do not feel such
support from schools might experience social rejection and consequently
display negative behaviours (e.g. low school engagement) or psychological
distress (Anderman, 2002; Dornbusch, Erickson, Laird & Wong, 2001).
Schools should recognise students’ achievements through rewards and
ceremonies based in their community to increase students’ engagement and
motivation. Programs that provide opportunities the youth might otherwise not
experience, increase their further future prospects (Roth & Brooks-Gunn,
2003).

In line with the previous research demonstrating that programs with strong
curriculum links tend to be more effective (Durlak, et al., 2010), the current
research proposes that programs should be implemented in existing curriculum.
This enables consistency for the primary school visits and student engagement.
The evidence suggests that youth’s attendance and engagement in a program
predicts their positive outcomes (Mahoney et al., 2007; Roth et al., 2010). In
cases where program co-curricular delivery is not conceivable for certain
schools, a strategic plan should be developed in collaboration with SSV (or
other stakeholders or services) to increase consistency and continuity of the
program.

The current study demonstrated that support from a school principal is an
imperative factor in the program’s sustainability; therefore, program promotion
should be targeted towards both teachers and school principals.

Collaborative partnerships with sporting clubs, communities, and family
members further improve youth’s positive outcomes, and these environmental
influences should be taken to consideration. Further, partnerships with
community organisations enhance the access to resources (e.g. financial,
human, infrastructural) which are inevitable for program sustainability (Jones
etal., 2016).
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e To increase the collaborative partnerships, the program should be packaged to
attract the stakeholders, by addressing the provision for teachers’ professional
and youths’ development through strong lines of communication (e.g.,
newsletters, network meetings).

e SSV represents a level of credibility as the community partner and provides an
additional efficacy to the program; therefore, its continuous association with

the program is recommended.

Limitation of the Thesis and Future Research Directions

This thesis has utilised a range of methods and tools that were considered most
suitable to address the questions driving this research. However, some limitations of this
research need to be considered. As with any qualitative research, the generalisation to
the population needs to be treated with caution, although the triangulation of views
(students, parents, teachers, principals) allowed for a stronger reliability.

However, the key limitations of this research are related to the quasi-experimental
design of Study 2 and the process of data collection. As previously highlighted, the
continuing evolution of the program and delivery inconsistencies made the evaluation
research not only complex, but also affect its reliability. For instance, before conducting
Study 2, an attempt was made by the PhD candidate to collect data from a variety of
schools, and this effort was not successful. After obtaining consent from the parents and
conducting pre-measurements together with video observations, none of the schools
fully completed the program, or the facilitators withdrew from their involvement with it.
Although a great effort was made to sustain the program during Study 2, other
complications occurred when students not only dropped out from the program, but were
also placed into the control group instead. Recruiting control groups in each of the
schools proved to be extremely challenging, with correspondingly low participant
numbers in most of the schools. Further, there were some difficulties in facilitating the
post-test measurement stage, particularly with the control group, and as a result of this
one of the schools (School F) was not included in the final analysis. The low numbers in
the control group may have affected the statistical power of this research (Hannan,
Murray, Jacobs, & McGovern, 1994).

An additional factor limiting this research is the large number of instruments
students were required to complete, as well as their appropriateness to addressing the

program’s outcomes. Initially, this research aimed to obtain data from the participating
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students’ caregivers/parents; however, after receiving an extremely low response rate
during the post-measurement, these data were not included in the analysis. The
questionnaire pack for the students consisted of an extensive number of instruments,
which created participant burden (Ulrich, Wallen, Feister, & Grady, 2005). Some of the
instruments were not included in the final analysis, as students were either speeding
through or omitting the questionnaire items. It has previously been discussed that a
compromise, between using validated measures and the ones that were acceptable to
program staff and participants, is difficult to establish (Astbury et al., 2005; Nichols,
Taylor, Crow, & Irvine, 2000). Nevertheless, future research should consider the
adolescents’ capacity to comprehend questionnaires with an extensive number of items,
and an attempt to reduce their length should be a necessary goal.

A second limitation relating to the instruments used in this study is in relation to
their suitability in measuring students’ development. For instance, although the
qualitative findings of this research indicated that some students transferred their
competencies to other life domains, it must be noted that a transfer was not explored
directly. Future studies are therefore needed to evaluate outcomes beyond the program
setting. It is recommended to incorporate a recently developed and validated instrument
by Weiss, Bolter and Kipp (2014), assessing the perceived skills transfer aimed
specifically for PYD programs in a sport context. Other outcome measures should
include instruments tapping into students’ global self-esteem, motivation, school
belonging and academic accomplishments. In addition, previous researchers highlight
that a change should also be assessed over an extended period of time (Taylor, 2014;
Weiss et al., 2016); however, a follow-up assessment was not feasible in the timeframe
of this PhD project., Future studies might additionally consider investigating the
program’s impact on the primary schools and their pupils, who received the guidance
from their older peers in the leadership program. This study examined some contextual
features related to sport-based youth developmental programs (e.g. school environment,
teacher’s practices, teacher-student relationships), however, future studies should
acknowledge these environmental factors to a greater extent and control for these
variables when investigating students’ outcomes. For instance, some authors suggested
to incorporate more sociological content into analyses of sport-based youth
development programs that would also examine implications for social issues and the
community (Haudenhuyse et al., 2013). Further research could also investigate the
perspective of a central pedagogy applied in the school-based sport programs and its

influence on the students’ outcomes.
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The final limitation of this research is related to the participant sampling
techniques. Although, after extensive deliberations with the ethics committee, this
research received an approval for opt-out participant recruitment, the initial recruitment
included only those students who had obtained the parental consents. Students obtaining
these consents could have come from families with more educational and economic
advantage, suggesting that the current research might not have had a representative
sample, as the SSLP was originally targeted on students from disadvantaged
communities. Controlling for the students who were experiencing social or economic
disadvantage was also beyond the scope of this thesis; therefore, future research is
needed to identify the program’s impact on these young individuals in particular.

Lastly, it was not possible to randomise students’ allocation to the control or
leadership program, which could limit the research findings’ generalisation (Harris et
al., 2006). Previous research indicated that young people in the control group often
engage in alternative after-school activities or programs, which potentially enhance their
development (Tebes et al., 2007). Future research should therefore, monitor the
activities young people might be engaged in, in order to estimate the impact of an
intervention with more accuracy. On the other hand, adopting experimental design for
future studies is not recommended, as previous authors highlighted motivation to
participate in a youth sport leadership program needs to be intrinsic (Martinek &
Hellison, 2009). Moreover, the integrated discussion of this research revealed that
participation without intrinsic motives could lead to negative outcomes. However, using
control group, with pretest-posttest design is recommended to increase the validity of
the research.

In conclusion, future research should be guided by the principle of ‘less is more’,
allowing more time to establish representative control groups, and constructing
questionnaires using fewer instruments and/or items that accurately tap into possible

students’ outcomes.

Final Reflections
Coordination of pre- and post-measurement from seven schools with intervention
and control groups, together with video observations and interview research by one
researcher in a short period of time, was greatly challenging. Finding a balance between
concurrent data collection, together with meeting the demands of a PhD, together with

commitments for School Sport Victoria, proved to be challenging. The initial ambition

202



of this research, to conduct longitudinal study across all the participating schools with
two independent qualitative studies and multiple participants, was also greatly
underestimated. Nevertheless, this research refined my organisational as well as
interpersonal skills, which are inevitable when coordinating research in schools.
Building positive relationships with the teaching staff is also a key factor for a research
project to be successful.

The time to collect a large data set from multiple sources, and to conceptualise
this, was challenging; in particular for someone with limited experience in qualitative
research methodology. This required significant time investment in both data collection,
data analysis, and becoming a competent qualitative researcher. Ultimately, this allowed
me to develop these qualitative research skills and an appreciation for this methodology.
| even started teaching qualitative methods to both undergraduate and master’s students.

Based on this steep learning curve, | hope that the results of this project are
presented in a meaningful and insightful way, providing in-depth evidence of the
SSLP’s impact on the schools and its participants, and highlighting the great need for
programs aiming to build youth competencies. 1 also hope these findings will encourage
relevant stakeholders to continue or resume their support for these initiatives, since in
the final year of the data collection for this research, the SSLP discontinued due to lack
of available funding.
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APPENDIX A: Letter to the School Principal

Dear School Principal,

We are a research team at Victoria University’s Institute of Sport, Exercise and Active Living. In conjunction with School Sport
Victoria, we have the pleasure of conducting a research project ‘Evaluation of the School Sport Leadership Program’ in which your
school has been participating for the past year. Because of your dedicated participation in this program, | would like to invite you to
collaborate on this project in order to identify its potential benefits.

Some details about the research project

School Sport Leadership Program (SSLP) has been implemented in some of the primary and secondary schools since 2011, with
the intention to improve students’ outcomes through their participation in sports and sport oriented courses, as well as it aims to
develop community within the schools and create school connectedness. This program has been running across some of the
schools in Melbourne, although there has been no formal evaluation regarding its effectiveness. The aim of this study is to
evaluate this program and identify what impact it has on students’ personal, home and school environment as well as how the
program influences teachers’ practice.

The broad aims of this project are:

o To identify the aspects of SSLP which have an influence on students (Year 9-12) and their life (i.e. academic
engagement and performance, sport participation, social input, perception of themselves as well as perception of their
teachers and home environment).

o To identify the aspects of SSLP which have an influence on teachers and their practice (i.e. their perception of students,
job satisfaction).

o To recognise parents’ perception of SSLP and its influence on their children as well as the parental support students
received while participating in the program.

To evaluate the effectiveness of delivery of School Sport Leadership Program.

How you can help us?

We hope, after reading this introduction, you find the project to be of interest and congruent with the goals and philosophy of your
school. The study has been designed to have minimal disruption on your academic timetable. We only ask that 2 hours per
academic year, for the next two years are put aside for a questionnaire (1 hour, 2 times a year) and room be made available for
the researchers to interview some of the students, teachers and parents. We would also like to invite you to take part in a short
interview. In addition, we would once need to observe the ‘Sport Leader’ course, where recording equipment belonging to Victoria
University will be involved. No extra resources, beyond your time, are required.

If you would like further information about the research | would be delighted to discuss this project with you. Thank you for
considering this request and | look forward to hearing from you at your earliest convenience.

Kind Regards,

Professor Remco Polman
Chief Investigator

Institute of Sport, Exercise and Active Living (ISEAL)

Footscray Park Campus

Victoria University

PO Box 14428, Melbourne VIC 8001

Phone: 99199574  Email: remco.polman@vu.edu.au , Web: www.vu.edu.au
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INFORMATION TO PARTICIPANTS INVOLVED
IN RESEARCH

You are invited to participate

Dear School Principal,
You have been invited to participate in a research project ‘Evaluation of School Sport Leadership Program’.

This project is being conducted by Professor Remco Polman from the Institute of Sport, Exercise and Active Living
(ISEAL) at Victoria University together in collaboration with School Sport Victoria.

Project explanation

The aim of this project is to evaluate the School Sport Leadership Program (SSLP). As your school is currently being
actively involved in the program, we would like you to be part of this research. In order to conduct the research, we
require your assistance. The SSLP is running across some of the schools in Melbourne, although there has been no
formal evaluation regarding its effectiveness. The aim of the study is to identify what impact it has on students’
personal, home and school environment as well as on schools in general.

What will | be asked to do?

Over the next 2 years you will be asked to:

e Beinterviewed by a member of the research team at the end of this academic year 2014 and 2015

What will | gain from participating?

In order to preserve this program in schools an official evaluation is needed. By participating in this research you will
help us to understand how SSLP contributes to students’ life and whether schools benefit from it. This will enable
School Sport Victoria to deliver this program to schools in the future, so that the current as well as future students and
teachers can have the opportunity to benefit from it.

How will the information | give be used?

All personal information and data collected in the project will be securely stored and coded by the research team, either in a filing
cabinet or in an electronic form. All the participants will be assigned with an ID number, so that their data stay strictly confidential.
Only the chief researchers will have access to the data or will be able to identify the participants if needed. No unauthorised users
will be able to gain access to it. The results of this project will be presented in a PhD thesis and they may be published
in scientific journals or presented in conferences, although none of the participants taking part in the project will be
identifiable in any way. Any audio recordings will be heard only by the lead investigators for analysis purposes and will
not, under any circumstance, be made publicly available.
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What are the potential risks of participating in this project?

The project has been designed so as to ensure that there are no potential risks within the study beyond the everyday
risks which you would encounter. Should you experience any anxieties or concerns during the interview, you can
withdraw from the study at any point without any consequences, and additional support will be provided by Victoria
University, if required.

How will this project be conducted?

The interview will be conducted on your school grounds at end of the academic year 2014 and 2015 in a room and
time most convenient to you.

Who is conducting the study?

This project is conducted by the Institute of Sport, Exercise and Active Living (ISEAL) and the School of Sport Victoria.
This study is a part of PhD project conducted by a student investigator Miss Petra Plencnerova. Any queries about your
participation in this project can be directed to the chief investigator:

Professor Remco Polman

Institute of Sport, Exercise and Active Living (ISEAL)
Footscray Park Campus

Victoria University

PO Box 14428

Melbourne VIC 8001

Phone: 99199574

Email: remco.polman@vu.edu.au

Web: www.vu.edu.au

If you have any queries or complaints about the way you/your child have been treated, you may contact the Research
Ethics and Biosafety Manager, Victoria University Human Research Ethics Committee, Victoria University, PO Box
14428, Melbourne, VIC, 8001 or phone (03) 9919 414.
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APPENDIX B: Parental and Student Consent forms (Study 1)
INFORMATION TO PARTICIPANTS INVOLVED IN RESEARCH

You are invited to participate

Dear Parents/Guardians,
You and your child are invited to participate in a research project “Evaluation of School Sport Leadership
Program — Retrospective Study”.

This project is being conducted by Professor Remco Polman, from the Institute of Sport, Exercise and Active
Living (ISEAL) at Victoria University, in collaboration with School Sport Victoria.

Project Explanation

School Sport Leadership Program (SSLP) has been implemented to some of the primary as well as secondary
schools since 2011. Its aim was to improve schools’ and students’ outcomes, some of the objectives are listed
below:

Increase participation in school project.

e Develop and expand partnerships with local community organisations and increase participation in
inter-school sport.

o Establish ‘best practice’ in sport delivery and to share knowledge to achieve high quality programs.

e Support the health, wellbeing and engagement of all students.

¢ Provide further professional development for specialist and non-specialist teachers in areas of PE &
Sport.

e Providing nationally accredited coaching courses for year 10-12 students.

The program is running across some of the schools in Melbourne, although there has been no formal evaluation
regarding its effectiveness. The aim of the study is to evaluate this program and identify the impact it has on
students’ personal, home and school environment. We are interested to hear from students and their parents
who have been directly involved in the program in the past and provide us with their opinion about the program.
Therefore, we would like you as well as your child to be part of this project and help us to maximise the
opportunities for the current as well as future students to receive high- quality provision of sports and physical
activities.

What will | and my child need to do?

Should your child agree to take part in this project, she/he will be asked to complete the following in this academic
year.

o  Some of the students will be randomly selected to participate in an interview so that we can obtain a more holistic
view of the SSLP. The interview will consist of a short session, where a researcher would ask your child a few
questions regarding their experience with the program.

e We are also interested in your opinion and would like to invite parents to be interviewed as well. You will
receive an official invitation for the interview should you be randomly selected to participate. The interview
will be recorded on an audio recording device; although extensive notes can be taken in the case you or
your child do not wish to be recorded. Please sign the consent form if you would like to be interviewed
yourself, as your opinion is very important in order for the SSLP to progress in a future.
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What will my child and | gain from participating?

In order to preserve SSLP in schools an official evaluation is needed. By participating in this research you will
help us to understand how well this program contributes to students’ life and whether schools benefit from it.
This will enable School Sport Victoria to deliver this program to schools in the future, so that the current as well
as future students can have the opportunity to benefit from it.

How will the information | give be used?

All personal information and data collected in the project will be securely stored and coded by the research team, either in
a filing cabinet or in electronic forms. All the children participants will be assigned with an ID so that their data stay strictly
confidential. Only the chief researchers will have access to the data or will be able to identify the participants if needed, no
unauthorized users will be able to gain access to it. The results of this project will be presented in a PhD thesis
and they may be published in scientific journals or presented in conferences, although none of the participants
taking part in the project will be identifiable in any way. Any audio recordings will be heard only by the lead
investigators for analysis purposes and will not, under any circumstance, be made publically available.

What are the potential risks of participating in this project?

The project has been designed to ensure that there are no potential risks within the study beyond the everyday
risks which you would encounter within the classroom. However, it is possible that in some cases you or your
child may experience an anxiety if the researcher asks you a question which is particularly sensitive to you. The
lead investigators on this project have a Working With Children and Police Check and they are experienced in
working with children. If you or your child should experience any anxieties or concerns you can withdraw from
the study at any point without any consequences and additional support will be provided by Victoria University
psychologist, if required (at no cost to you).

How will this project be conducted?

Please discuss with your child regarding his/her possible involvement in the project before deciding on participation.
Together with this letter you have received a consent form which you will need to sign if you and your child wish to
take part in the study as well as further information about what to do next. The interview will be conducted on your
child’s school grounds in an open and safe environment, at a time most convenient to you.

Who is conducting the study?

This project is conducted by the Institute of Sport, Exercise and Active Living (ISEAL) and the School of Sport
Victoria. This study is a part of PhD project conducted by a student researcher Miss Petra Plencnerova. Any
queries about your/your child’s participation in this project can be directed to the chief investigator:

Professor Remco Polman
Email: remco.polman@vu.edu.au
Phone: 99199574

If you have any queries or complaints about the way you/your child have been treated, you may contact the
Research Ethics and Biosafety Manager, Victoria University Human Research Ethics Committee, Victoria
University, PO Box 14428, Melbourne, VIC, 8001 or phone (03) 9919 414

231


mailto:remco.polman@vu.edu.au

CONSENT FORM FOR PARTICIPANTS
INVOLVED IN RESEARCH

INFORMATION TO PARTICIPANTS:
Dear parents,
We would like to invite you to be a part of a study ‘Evaluation of School Sport Leadership Program — Retrospective Study’

The aim of this study is to evaluate the School Sport Leadership Program (SSLP) of the school your child is attending.
This program has been brought to some of the primary and secondary schools in 2011 with the intention to improve
students’ outcomes through participation in sports and sport oriented courses, as well as it aims to develop community
within the schools and create school connectedness. As there has been no official report regarding its effectiveness, we
would like to investigate this and explore the ways of improving it, if needed.

In order to help us to achieve this, we need your participation in this study. We are looking at all the aspects of the
program and we are also interested in how the program influences students’ home environment. The researcher would
like to conduct an interview you on the school grounds at a time most convenient for you. This should take approximately
30-45 minutes. The interview will be recorded by using an audio recorder. If you do not wish your responses to be
recorded, extensive notes will be taken by the researcher, although the interview might last longer than estimated as a
result of this.

At all times during the period of this investigation, you retain the right to withdraw your consent for our access to these
records. This project has received the full support of the Research Ethics Committee at Victoria University. Upon request,
we will be happy to supply a written report on the research findings once the investigation has been completed.

CERTIFICATION BY SUBJECT

| bbb Of e (suburb) certify that | am at
least 18 years old and that | am voluntarily giving my consent to participate in the study: ‘Evaluation of School Sport
Leadership Program —Retrospective Study’ being conducted at Victoria University by: Professor Remco Polman.

| certify that the objectives of the study, together with any risks and safeguards associated with the procedures listed
hereunder to be carried out in the research, have been fully explained to me by the investigator and that | freely consent to
participation involving the below mentioned procedures :

e To be interviewed by a member of the research team this academic year

| certify that | have had the opportunity to have any questions answered and that | understand that | can withdraw from this
study at any time and that this withdrawal will not jeopardise me in any way. | have been informed that the information |
provide will be kept confidential.

Any queries about your participation in this project may be directed to the researcher:

Professor Remco Polman
Phone: 99199574
Email: remco.polman@vu.edu.au

If you have any queries or complaints about the way you have been treated, you may contact the Ethics
Secretary, Victoria University Human Research Ethics Committee, Office for Research, Victoria University,
PO Box 14428, Melbourne, VIC, 8001 or phone (03) 9919 4781.
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Information about you

Y OUI MM et
Your D.O.B (dd/mm/yyyy): ...ooooviiiiiiii
Child’ S NAME: .t

Your relationtothe child : ........oovvvviii

Your email: ...

Your contact nUMbBer: ..........ccoooiiiii
Yourgender: MALE FEMALE (circle)

Your country of Dirth: ...

Your parents country of birth: ..................ooooiiii

For Office Use Only

Participant’s ID number: .............eeaeaeee Notes:
Child’s ID number: ...c..ccoeeeereennniieeeneennes
Date Received: c.uuuveeerennniiieeeereeennnceenns

Date Entered: .ccoveeereiieiieeeereeeneeeceeennee

AdultID: coeveniiiiiiiiiiiiiiiiiiiiiiiieieenns

Child ID: ..cuviniiniiniiiiiiiiiiiiiiiiiiieinennnne.
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CONSENT FORM FOR CHILD PARTICIPANT
INVOLVED IN RESEARCH

INFORMATION TO PARTICIPANTS:

We would like to invite your child to be a part of a study ‘Evaluation of School Sport Leadership Program- Retrospective
Study’

The research will be conducted in order to evaluate School Sport Leadership Program (SSLP). To help us carry this out,
we require your child’s assistance. Your child will be asked to take part in an interview during the Term 2. The interview will
be conducted by a member of the research team on your child’s school grounds.

In order to carry this research out we request an access to your child’s academic and sporting records held at their school
for the past 2 years. We require this information so that we can begin to draw relationships between students’ academic
achievements and their participation in the SSLP. Your child’s records will be handled in accordance with current Victorian
data protection legislate (VIP act, 2000) and will be made available only to the research team.

There are no potential risks within the study beyond the everyday risks which children would encounter within a classroom.
All the information and collected data will, at all times, be kept on a password protected hard drive. At all times during the
period of this investigation, you retain the right to withdraw your consent for our access to these records. This project has
received the full support of the Research Ethics Committee at Victoria University. Upon request, we will be happy to supply
a written report on the research findings once the investigation has been completed.

CERTIFICATION BY SUBJECT

| s Of e (suburb) certify that | am at least 18
years old and that | am voluntarily giving my child’s consent to participate in the study: ‘Evaluation of School Sport

Leadership Program- Retrospective Study’ being conducted at Victoria University by: Professor Remco Polman.

| certify that the objectives of the study, together with any risks and safeguards associated with the procedures listed
hereunder to be carried out in the research, have been fully explained to me by the investigator and that | freely consent

my child to participation involving the below mentioned procedures (please tick the boxes which apply):

[] Interviews conducted by a member of the research team during this academic year

| certify that | have had the opportunity to have any questions answered and that | understand that | can withdraw my child
from this study at any time and that this withdrawal will not jeopardise me in any way. | have been informed that the

information | provide will be kept confidential.

Any queries about your participation in this project may be directed to the researcher:

Professor Remco Polman

Phone: 99199574 , Email: remco.polman@vu.edu.au

If you have any queries or complaints about the way you have been treated, you may contact the Ethics Secretary, Victoria University
Human Research Ethics Committee, Office for Research, Victoria University, PO Box 14428, Melbourne, VIC, 8001 or phone (03)
9919 4781.
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Please place your completed consent forms in the provided envelope and return it to the school. Alternatively,
you can request this questionnaire in an electronic form and send it to an email address provided at the bottom
of this page.

Please remember, the envelope should contain 2 items:

e Your signed consent form for agreeing to take part in this study together with ‘Information about you’
form

e Your signed consent form for your child’s participation in the study of ‘Evaluating School Sport
Leadership Program- Retrospective Study .

Please feel free to contact the chief investigators of this project should you have any questions or enquiries:

Professor Remco Polman

Institute of Sport, Exercise and Active Living (ISEAL)
Victoria University

Footscray Park Campus

PO Box 14428

Melbourne VIC 8001

Phone: (03)99199574
Email: remco.polman@vu.edu.au
Web: www.vu.edu.au
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CONSENT FORM FOR PARTICIPANTS INVOLVED IN
RESEARCH

INFORMATION TO PARTICIPANTS:

We would like to invite you to be a part of a study: 'Evaluation of School Sport Leadership Program-
Retrospective Study'.

Brief statement of purpose of work

Thank you for taking part in this study. The aim of it is to evaluate School Sport Leadership Program.
We would like to see how well this program is running in your school and whether it has any benefits for
students or how we could improve it. Therefore, your participation is very important for us as well as
for other future students. The researcher is going to conduct an interview with you, which would take
approximately 30-45 minutes. The interview will be recorded by using an audio recorder. If you do not
wish your responses to be recorded, extensive notes will be taken by the researcher, although the
intferview might last longer than estimated as a result of this.

At all times during the period of this investigation, you retain the right fo withdraw your consent for
our access to these records. This project has received the full support of the Research Ethics
Committee at Victoria University. Upon request, we will be happy to supply a written report on the
research findings once the investigation has been completed.

Certification by you

T s (NAME) OF e (your suburb) certify that I am
voluntarily giving my consent to participate in the study: 'Evaluation of School Sport Leadership Program
- Retrospective Study' being conducted at Victoria University by: Professor Remco Polman.

I certify that the objectives of the study, together with any risks and safeguards associated with the
procedures listed hereunder to be carried out in the research, have been fully explained o me by: Petra
Plencnerova and that I freely consent to participation involving the below mentioned procedure :

e To be interviewed by a member of the research team

I certify that I have had the opportunity to have any questions answered and that I understand that I
can withdraw from this study at any time and that this withdrawal will not affect me in any way. I have
been informed that the information I provide will be kept confidential.

Any queries about your participation in this project may be directed to the researcher
Professor Remco Polman at remco.polman@vu.edu.au or (03)99199574.

If you have any queries or complaints about the way you have been treated, you may contact the Ethics Secretary,
Victoria University Human Research Ethics Committee, Office for Research, Victoria University, PO Box 14428,
Melbourne, VIC, 8001 or phone (03) 9919 4781.
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Information about you

YOUM NAME: ..o

Your Date of birth (dd/mm/yyyy): ...,

YOUr @dAreSS: ....coooviiiiiiiieeee e

Your email: .....coooiiiiiiiiii

Name of your School..............ccccoeoiiiiiii

Your gender: MALE FEMALE (please circle)

Is English your first language? :  Yes No (please circle)

If not, what other language/ languages can You SPEAK? ............ccccevereeieeiisie it
What language do you normally speak in your hoUSENOIA? ...........ccccovviiiiiiiiciccce e e

Levels Achieved in School Sport Leadership Program (tick all the appropriate boxes, even if you have

achieved more than one status)

1 Sport Leader
1 Sport Ambassador
1 Sport Gold Ambassador

] Platinum Ambassador

For Office Use Only
Participant’s ID: .....ccocoviiiniiiiiiiiniiinnnnnes
Parent’s ID (if any): ....ccceeeinincnneninnnnnn. Notes:
Date Received: .....cccovvviiiniiiiiiinicnnnnnn.

Date Entered: c..oeveeeeerenieeeeneeeeeneeneennnns

AdultID: cooevnnviniiiniiiiiiiiiiiieiiiiiennees

(EI DR 560000000000000000006000060066000000660060
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APPENDIX C: Interview Guide

Interview Guide Retrospective Study 1

Student Focus groups

Personal aspects

1.

You have been previously involved in a School Sport Leadership Program to become (Sport
Leader, Sport Ambassador, Gold Ambassador, and Platinum Ambassador). Have all of you
completed this level?

Why did you decide to participate in this program?

Have you noticed any changes in your school behaviour or performance in any way since you
started the course? (prompt. grades, attendance, time management, general engagement)

At what level of the course were these changes most noticeable?

Has the program somehow affected you on a personal level? (prompt.confidence, leadership
skills, communication)

As a part of your course you were required to deliver the program to younger students. Have
all of you completed this? How did you find this experience?(prompt. choice of school,
commuting, challenging situations.

Do you feel the program changed your relationships with any of your teachers or school in
general?

Do you feel the program could had some impact on your relationships with your close
people? (prompt. friends, parents, family members) .

How do you feel about the support you have received during this program? (prompt.
teachers, family, students from higher levels, feedback)

Sport Participation
10. Has your participation in the program affected your physical activity/sport participation?
11. Has the way you spend your free time changed since completing the program?
12. As a part of the program you were able to choose what sports you wanted to deliver to

primary schools. Were you all happy with the selection provided? Would you change
anything if you could in terms of the choices?

Process Evaluation
13. What was the most valuable experience you have learned from the program so far?
14. What part of the program did you enjoy the most and what part did you find at least

enjoyable?

15. If you could, would you change anything about this program?
16. Do you plan to continue with this program in a future?
17. What are you future aspiration? (Has this program had any influence on that?)
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Teachers

SSLP and school curriculum

1.

w

Your school is currently involved in the School Sport Leadership Program. How long have
you been involved in his program and what is your role/ input in this?

How do you perceive this program in general?

Do you think this program adds value to the current curriculum?

Have you attended any training that enabled you to deliver this program? What was your
experience with this training?

How would you describe your students’ physical activities before and after they were
involved in the program? (prompt. frequency, type of activities)

Has your relationship between other schools changed somehow since the program had been
implemented to your school?

Do you feel the current form of the program facilitates and provides adequate selection of
sports and sport facilities/equipment?

Not all of the children in your school were directly involved in this program. Do you think
the program has had any influence on children who were not attending any of the courses?
How do you perceive SSLP’s inclusion of students regardless their physical abilities?

Personal aspects

10.
11.

12.

Has this program affected your practice in any way? (prompt. work load, knowledge &skills)
How would you describe your relationships with your students before and after the program
had been implemented?

Do you feel the program has had any influence on your students? Have you noticed any
changes in students who completed it? (prompt. confidence, leadership skills,
communication, behaviour, attendance + grades). (After what specific course/level was this
change most noticeable)

Process Evaluation

13.

14.
15.

16.

17.
18.

Do you feel you gained anything from this program since it had been implemented to your
school?

What do you think the main advantages and disadvantages of this program are?

Do you think children benefit more from certain level than any other ones this program
provides?

Have you ever experienced any problems with this program (prompt. Organisation, Time,
Resources)?

If you could would you change anything to this program?

Do you have any recommendations to future a) Students, b) other schools regarding this
program and what would they be?
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School Principal

Influence on School in general

1. What do you think about Physical Education in its current curriculum form?

2. Your school is currently involved in the School Sport Leadership Program. How do you
perceive this program?

3. Has the program had any impact on your school in any way?

4. Do you feel your relationship between other schools has improved since the program has
been implemented to your school?

5. Not all of the children in your school were directly involved in this program. Do you think
the program has had any influence on children who were not attending any of the courses?

6. Has the delivery of this program resulted in any additional costs to your school?

Influence on their students and staff
7. Would you be able to tell whether SSLP has had any influence on your students? (prompt.
confidence, leadership skills, communication, behaviour, attendance + grades)
8. Do you feel the program has had any influence on your teaching staff? (prompt. work load,
knowledge &skKills, their relationship with students)

Process Evaluation
9. What would you say the main advantages and disadvantages of this program are?
10. What are your plans regarding your school’s participation in this program in a future?
11. Currently the program is funded by School Sport Victoria. Would you be willing to finance
this program in a future if the funding was not available?
12. What would be your recommendations to other schools who have not participated in this
program yet?
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Parents
SSLP Awareness

1. Your child has been involved in the School Sport Leadership Program, what do you know
about this program?
2. Were there particular reasons why you/ your child decided to enrol into this program?

Outcomes

3. Do you feel the program has had any influence on your child? (prompt. confidence,
leadership skills, communication)

4. Has this program had any influence on your child’s school performance? (prompt. attendance
+ grades, time management )

5. Do you feel this program has had any influence on your relationship with your child?

6. How would you describe the physical activities in your family before and after your child
attended the SSLP course?

7. What is your child planning to continue to do in a future? Has this program had any influence
on that?

Process Evaluation
8. What do you think the advantages and disadvantages of this program are?
9. Has the program brought any benefits to your child or your family in any way?
10. Have you got any further suggestion on how to improve the program in a future?
11. Would you recommend other parents to encourage their children to attend this program in a
future?
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Interview Guide Qualitative Study2

Student Focus Group
Personal aspects

1. You have now completed your Sport Leadership program and became Sport Leaders or

Ambassadors. How does that make you feel?

What made you to take part in this program in a first place?

What do you think of this program?

While being part of the program, have you noticed any changes in your behaviour?

Has this program affected you on a personal level somehow? (prompt. confidence, leadership

skills, communication, social interaction)

6. Has the program influenced your school performance in any way? (prompt. grades,
attendance, time management)

7. You were required to deliver the program to younger students. How did you find this
experience?

8. Have you experienced any challenging situations? How did you deal with them?

9. Do you feel the program has affected your relationships with any of your teachers?

10. Do you feel the program has somehow impacted your relationships with people who are close
to you? (prompt, friends, parents, family members)

11. What do you think about the support you have received while doing the program?

12. Do you know how your friends/family/other teachers think about this program?

ok wn

Sport Participation

13. How would you describe your physical activities before and after you participated in the
program?

14. How would you describe your free time before and after you participated in the program?

15. Has the program somehow affected your free time?

16. Some of you were able to choose what sports you wanted to deliver to primary schools. Were
you happy with the choice, or would you prefer teaching other sports?

Process Evaluation

17. What was the most valuable thing you have learned from the program so far?

18. Thinking about the lessons or activities you have done during the program. What part did you
enjoy the most? And what part did you find the least enjoyable?

19. If you could, would you change anything about this program?

20. Do you plan to continue with this program in a future?

21. What are you planning to do in a future?

22. Has this program had any influence on that?
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Teachers
Personal Involvement

1. What do you think about PE in its current curriculum form?

2. Your school is currently involved in the Sport Leadership Program. How long have you been
involved in his program and what is your role/ input in this?

3. What do you think about the training you attended which enabled you to deliver this
program? (If there was any)

4. How do you perceive this program?

General Impact Students

5. Do you think the program has had any impact on the students? (prompt. confidence,
leadership skills, communication, behaviour, attendance + grades)

6. How would you describe your students’ physical activities before and after they were
involved in the program? (prompt. frequency, type of activities)

7. Not all of the children in your school were directly involved in this program. Do you think
the program has had any influence on children who were not attending any of the courses?

8. Do you feel the current form of the program facilitates students’ needs and provide adequate
selection of sports? (Prompt. how about sport equipment?)

9. SSLP provides courses for children who have an interest in sports. How do you perceive
SSLP’s inclusion of students regardless their physical abilities?

General Impact School

10. Do you think the program has had any impact on the school in general?
11. Has your relationship between other schools changed somehow since the program has been
implemented to your school?

Personal aspects

12. Has this program affected your practice in any way? (prompt. work load, knowledge &skills)
13. How would you describe your relationships with your students before and after the program
was implemented?

Process Evaluation

14. Do you feel you gained anything from this program since it has been implemented to your
school?

15. What do you think are the main advantages and disadvantages of this program?

16. Have you ever experienced any problems with this program (prompt. Organisation, Time,
Resources)?

17. If you could would you change anything to this program?

18. Do you think your school is planning to continue with this program in a future?

19. Do you have any recommendations to future students who are interested in this program?
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APPENDIX D: Parental Consent and Student Consent forms for Study 2

INFORMATION TO PARTICIPANTS INVOLVED IN
RESEARCH

You are invited to participate

Dear Parents/Guardians,

You and your child are invited to participate in a research project ‘Evaluation of the School Sport Community Program’.This
project is being conducted by Professor Remco Polman, from the Institute of Sport, Exercise and Active Living (ISEAL) at
Victoria University, in collaboration with School Sport Victoria.

Project Explanation

School Sport Community Program (SSCP) has been implemented in some of the primary as well as secondary schools since
2011. Its aim is to improve schools’ and students’ outcomes, some of the objectives are listed below:

Increase participation in school project.
Develop and expand partnerships with local community organisations and increase participation in inter-school sport.
Establish ‘best practice’ in sport delivery and to share knowledge to achieve high quality programs.
Support the health, wellbeing and engagement of all students.
Provide further professional development for specialist and non-specialist teachers in areas of PE & Sport.

e Providing nationally accredited coaching courses for year 10-12 students.
The program is running across some of the schools in Melbourne, although there has been no formal evaluation regarding its
effectiveness. The aim of the study is to evaluate this program and identify the impact it has on students’ personal, home and
school environment. We are also interested to hear from students and their parents who have not been directly involved in
the program, in order to examine sport participation and physical activity involvement of the students attending the school.
Therefore, we would like you as well as your child to be part of this project and help us to maximise the opportunities for the
current as well as future students to receive high- quality provision of sports and physical activities.

What will | and my child need to do?

Should you and your child agree to take part in this project, she/he will be asked to complete the following in the next 2 years:

Complete a questionnaire on factors affecting students’ participation in physical activities and their engagement in school.
Total time required for completing the questionnaires is approximately 30 minutes and students will complete them during
their school time. Students will be asked to complete it on multiple occasions, specifically at the beginning and end of the
Term 1 as well as at the end of the academic year 2015, in order to see how the program influenced the students in the
long term.

Some of the students will be randomly selected to participate in a group interview (discussion) so that we can obtain a
more holistic view of the SSCP. If your child is currently being directly involved in the program (i.e. attends one of the
courses) he/she will be likely to be invited to take part. The interview will consist of a short session within a group of other
children, where a researcher would ask them a few questions regarding their experience with the program.

We are also interested in how well the program has been implemented in schools and whether its original intentions have
been delivered. We would like to observe one of the SSCP training lessons (particularly ‘Sport Leader’ course) which
your child might attend. Our main focus will be to observe an overall lesson, rather than individuals. The lesson
observation will be recorded on a camera and the entire footage will remain confidential, stored in a secure place.

We are also interested in parents’ opinion and would like to invite you to participate in the study. You will be asked to
complete the following in the next 2 years:
e Complete a short questionnaire 2 times in this academic year and once in 2015. You will do this in your home
environment and it will take you no longer than 15 minutes to complete.
o Be interviewed by a researcher at the end of this academic year 2014 and 2015. You will receive an official invitation
for the interview, should you be randomly selected to participate.
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What will my child and | gain from participating?

In order to preserve SSCP in schools, an official evaluation is needed. By participating in this research you will help us to
understand how well this program contributes to students’ lives and whether schools benefit from the program. This will
enable School Sport Victoria to deliver this program to schools in the future, so that the current as well as future students can
have the opportunity to benefit from it.

How will the information | give be used?

All personal information and data collected in the project will be securely stored and coded by the research team, eitherin a
filing cabinet or in electronic form. All the participants will be assigned with an ID number so that their data stays strictly
confidential. Only the chief researchers will have access to the data or will be able to identify the participants if needed, no
unauthorised users will be able to gain access to it. The results of this project will be presented in a PhD thesis and they may
be published in scientific journals or presented in conferences, although none of the participants taking part in the project will
be identifiable in any way. Any audio or video footage will be heard/viewed only by the lead investigators for analysis
purposes and will not, under any circumstance, be made publicly available.

What are the potential risks of participating in this project?

The project has been designed to ensure that there are no potential risks within the study beyond the everyday risks which
you would encounter within the classroom. However, it is possible that in some cases you or your child may experience an
anxiety due to a sensitive character of some questions in the questionnaire. The lead investigators on this project have a
Working with Children and Police Check and they are experienced in working with children. Also, the teachers will be
presented in the same room at each of the testing occasions. If you or your child should experience any anxieties or concerns
you can withdraw from the study at any point without any consequences and additional support will be provided by Victoria
University psychologist, if required.

How will this project be conducted?

Please discuss with your child regarding his/her possible involvement in the project before deciding on participation. Together with
this letter you have received the consent forms which you will need to sign if you and your child wish to take part in the study, as
well as further information about what to do next. After you have provided permission for your child to take part in the study, he/she
will be asked to complete a questionnaire pack during their school time. Students will be supervised by the teachers as well as by
a member of the research team at all times. We would also like to see how the program affects children’s grades; therefore with
your permission we will ask the Principal to give us access to your child’s academic records. Some of the children as well as
parents will be selected for an interview, which will be conducted on school grounds in an open and safe environment. During this
academic year the researchers will observe the ‘Sport Leader’ course, which your child might be part of if she/he is currently
enrolled in the course.

Who is conducting the study?

This project is conducted by the Institute of Sport, Exercise and Active Living (ISEAL) and the School of Sport Victoria. This
study is a part of PhD project conducted by a student researcher Miss Petra Plencnerova. Any queries about your/your child’s
participation in this project can be directed to the chief investigator:

Professor Remco Polman
Email: remco.polman@vu.edu.au
Phone: 99199574

If you have any queries or complaints about the way you/your child have been treated, you may contact the Research Ethics
and Biosafety Manager, Victoria University Human Research Ethics Committee, Victoria University, PO Box 14428,
Melbourne, VIC, 8001 or phone (03) 9919 414.
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CONSENT FORM FOR CHILD PARTICIPANT
INVOLVED IN RESEARCH

INFORMATION TO PARTICIPANTS:

We would like to invite your child to be a part of a study ‘Evaluation of the School Sport Community Program’.

The research will be conducted in order to evaluate School Sport Community Program (SSCP). To help us carry this
out, we require your child’s assistance. Your child will be asked to complete a questionnaire pack, two times during
the academic year 2014 as well as once in 2015. The questionnaire is designed to measure students’ motivation,
enjoyment, self-perceptions and perceptions of the environment in their school and home. If your child has been
directly involved in the SSCP, he/she might be asked to take part in a group interview at the end of this academic

year. The interview will be conducted by a member of the research team on your child’s school grounds.

In addition, we are also interested in whether this program has been effectively delivered and would like to observe
some of the training lessons of a ‘Sport Leader’ course. This would involve a lesson observation which will be
recorded on a video camera, although no individual cases will be monitored, as we are interested in an overall

lesson rather than in individuals.

Apart from collecting the data from the participants, this project involves monitoring children for the next 2 years
(2014-2015), in order to identify a long-term effect of this program. In order to carry this research out, we request
access to your child’s academic and sporting records held at their school for the next 2 years. We require this
information so that we can begin to draw relationships between students’ academic achievements and their
participation in sports as well as their physical activity involvement. Your child’s records will be handled in
accordance with current Victorian data protection legislate (VIP act, 2000) and will be made available only to the

research team.

Your child’s responses to the questionnaires as well as any video/audio footage will be completely confidential and
only group results will be reported (i.e., it will not be possible to identify any individual). There are no potential risks
within the study beyond the everyday risks which children would encounter within a classroom. All the information
and collected data will, at all times, be kept on a password protected hard drive. At all times during the period of this
investigation, you retain the right to withdraw your consent for our access to these records. This project has
received the full support of the Research Ethics Committee at Victoria University. Upon request, we will be happy to

supply a written report on the research findings, once the investigation has been completed.
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CERTIFICATION BY SUBJECT

| e (FULL NAME) certify that | am at least 18 years old and that |
am voluntarily giving my child’s consent to participate in the study: ‘Evaluation of School Sport Community Program’
being conducted at Victoria University by Professor Remco Polman.

| certify that the objectives of the study, together with any risks and safeguards associated with the procedures listed
hereunder to be carried out in the research, have been fully explained to me by the investigator and that | freely
consent my child to participation involving the below mentioned procedures (please tick the boxes which apply):

"1 Completion of a questionnaire two times during this academic year 2014 (at the beginning and at end of the
Sport Leadership program) and once at the end of the academic year 2015.

1 Participation in an interview conducted by the researcher at the end of this academic year 2014 and 2015.

1 Participation in a normal lesson during ‘Sport Leader’ training which will be recorded on a video camera, at

the beginning of the course.

| certify that | have had the opportunity to have any questions answered and | understand that | can withdraw my
child from this study at any time and that this withdrawal will not jeopardise me in any way. | have been informed

that the information | provide will be kept confidential.

YOUr NAME: .o Child’s name: ........cccoovvevreeeceee e
Your relation to the child : ...l Your gender: MALE FEMALE (please circle)
SIgNed:.....oeviiieei DAt i

As this project tracks children over time, it is important that we might contact you in the event of your child leaving
the school he/she currently attends.

Your address:

Your mail: ..o
Your country of Dirth: ...

Your parents country of birth: .............cccooiiiii
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CONSENT FORM FOR PARTICIPANTS INVOLVED IN
RESEARCH

INFORMATION TO PARTICIPANTS:
We would like to invite you to be a part of a study: 'Evaluation of School Sport Leadership Program'.

Brief statement of purpose of work

Thank you for taking part in this study. The aim of it is to evaluate School Sport Leadership Program,
which you already might have participated in or you are going to do so in next few weeks. We would like to
see how well this program is running in your school as well as to assess its benefits for students.
Therefore, your participation is very important for us as well as for other future students. In the next few
minutes you are going to be asked to respond to a number of questions. This should take no longer than 30
minutes, although you can take as much time as you like to complete them. In addition, you might be invited
for an interview at the end of this academic year in order for you to express your view about the program
in general.

There are no potential risks within the study beyond the everyday risks which you would encounter within a
classroom. All the information and collected data will, at all times, be kept on a password protected hard
drive. At all times during the period of this investigation, you retain the right to withdraw your consent for
our access to these records.

Certification by you

T e (FULL NAME) certify that T am voluntarily giving my consent to
participate in the study: 'Evaluation of School Sport Leadership Program’ being conducted at Victoria
University by: Professor Remco Polman.

I certify that the objectives of the study, together with any risks and safeguards associated with the
procedures listed hereunder to be carried out in the research, have been fully explained tfo me by Petra
Plencnerova and that I freely consent to participation involving the below mentioned procedures (please
tick where appropriate) :

] To complete 30 minutes questionnaire 2 times during this academic year 2014 (at the beginning and
end of the Term 2 as well as at the end of the year) and once at the end of academic year 2015.

[ To take part in an interview at the end of the academic year 2014 and 2015.
I certify that I have had the opportunity to have any questions answered and that I understand that I can

withdraw from this study at any time and that this withdrawal will not affect me in any way. I have been
informed that the information I provide will be kept confidential.

Any queries about your participation in this project may be directed to the researcher Professor Remco
Polman at remco.polman@vu.edu.au or (03)99199574.

If you have any queries or complaints about the way you have been treated, you may contact the Ethics

Secretary, Victoria University Human Research Ethics Committee, Office for Research, Victoria University,
PO Box 14428, Melbourne, VIC, 8001 or phone (03) 9919 4781.
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Information about you
As this project tracks participants over time, it is important that we might contact you in the event of you leaving the

school you currently attend.

YOUI NAME: .ttt e e e e e e e e e

Your Date of birth (dd/mm/yyyy): .....ccvvvieiiiiii,

YOUM AQE. .t

Your address (SUBUID): ......vvvvviiiiiiiiiiiiieeeeeeeeeeee e,
YOUr 8Mail: ..o

Your gender: MALE FEMALE (please circle)

Is English your first language? :  Yes No (please circle)
If not, what other language/ languages €an You SPEAK? ............ccccvvrieieeiirereieieies e
What language do you normally speak in your hOUSENOIA? ...........cccovvvvieiiiiccecee e e
For Office Use Only

Participant’s ID: ......ccoviiiniiiniiinnnnnnen.

Parent’s ID (if any): ....ccceeeeneenneennnnnn.d Notes:

Date Received: .....cccovvvviiniiinniininnnns

Child ID: ...c.vviniiiiniiiiiiiiniiiiiiiniennnes
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APPENDIX E: Student Questionnaire Package

FOR OFFICE USE ONLY
Participant’s ID: Parent’s ID (if any):
Date entered: Notes:

PLEASE READ THESE INSTRUCTIONS FIRST

¢ In the next few minutes you will be asked to respond to some statements and indicate how strongly
they relate to you.

e This is not a test - there are no right or wrong answers. This is a chance to look at yourself.
Everyone will have different answers. Be sure that your answers reflect how you feel about yourself.

e PLEASE DO NOT TALK ABOUT YOUR ANSWERS WITH ANYONE ELSE. We will keep
your answers private and not show them to anyone.

e Answer each question/statement quickly, as it relates to how you feel now. Please do not leave any
statements blank. If unsure, please ASK FOR HELP from your teachers or the researcher.

¢ Do not spend too much time on one question and please answer as honestly as you can. Some questions may
appear similar but please respond to all of them.

e When you are ready to begin, please read each question/statement carefully. Choose your answer and
circle the number under the answer you choose. Please DO NOT say your answer out loud or talk
about it with anyone else.

» Read the entire question carefully and notice whether it is written in a negative or positive way. (e.g.,
I play football/ I don’t play football).

Before you start, look at these following examples on how to complete
the questionnaire:

A. I am a creative person. 1 2 3 45 6 @
(The 5 has been circled because the person answering believes the statement "I am a creafive person” is
mostly true. That is, the statement is mostly like him/her.)

B. I am good at writing poetry. 1 2 3 @ 5 6 7

(The 2 has been circled because the person answering believes that the statement is not true as far as
he/she is concerned. That is, he/she feels he/she does not write good poetry.)

C. I enjoy playing with pets. 1 2 3 45 6 7 m
(The 6 has been circled because at first, the person thought that the statement was true, but thefithe
person corrected it to 7 to show that the statement was very true about him/her.)

‘0/ VICTORIA UNIVERSITY

INSTITUTE OF SPORT, EXERCISE AND ACTIVE LIVING
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1. The following statements ask you to think about how you generally feel when you are in school.
Think of how you generally feel in classes, during any lessons. Please indicate the extent to

which you believe each sentence is true for you.

Sort of True

Not at all True
Not very True
Very True

[
N
w
D

1. ltry hard to do well in school.

2. lenjoy learning new things in class. 1 2 3 4
3. When we work on something in class, | feel discouraged. 1 2 3 4
4. Classis fun. 1 2 3 4
5. Inclass, | work as hard as | can. 1 2 3 4
6. When I'min class, | feel bad. 1 2 3 4
7. Whenlamin class | listen very carefully. 1 2 3 4
8. When I'min class, | feel worried. 1 2 3 4
9. When we work on something in class, | get involved. 1 2 3 4
10. When I'm in class, | think about other things. 1 2 3 4
11. Inclass, | do just enough to get by. 1 2 3 4
12. When we work on something in class, | feel interested. 1 2 3 4
13. Class is not all that fun for me. 1 2 3 4
14. When I'm in class, | just act like I’'m working. 1 2 3 4
15. When I'm in class, | feel good. 1 2 3 4
16. When I’m in class, my mind wanders. 1 2 3 4
17. When I'min class, | participate in class discussions. 1 2 3 4
18. When I’'m doing work in class, | feel bored. 1 2 3 4
19. I don’t try very hard at school. 1 2 3 4
20. | pay attention in class. 1 2 3 4
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2. These statements ask you about how well you interact with your school. Please circle the answer

that best shows how well you can do each of the following things.
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1. How well can you express your opinions when your classmates disagree 1 2 3 4 5
with you?
2. How well can you study when there are other interesting things to do? 1 2 3 4 5
3. How well can you become friends with other young people? 1 2 3 4 5
4. How well can you study a chapter for a test? 1 2 3 4 5
5. How well can you have a chat with an unfamiliar person? 1 2 3 4 5
6. How well do you succeed in finishing all your homework every day? 1 2 3 4 5
7. How well can you work in harmony with your classmates? 1 2 3 4 5
8. How well can you pay attention during every class? 1 2 3 4 5
9. How well can you tell other youth that they are doing something that you 1 2 3 4 5
don’t like?
10. How well do you succeed in passing all your subjects? 1 2 3 4 5
11. How well can you tell a funny event to a group of young people? 1 2 3 4 5
12. How well do you succeed in satisfying your parents with your school 1 2 3 4 5
work?
13. How well do you succeed in staying friends with other young people? 1 2 3 4 5
14.  How well do you succeed in passing a test? 1 2 3 4 5

3. The following questions ask you to think about yourself; for example, how good looking you are,
how strong you are, how good you are at sports, whether you exercise regularly, whether you are

physically coordinated, whether you get sick very often and so forth. Answer each sentence as

you feel at this moment.
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1. |feel confident when doing coordinated movements. 1 2 3 4 5 6
2. lam a physically strong person. 1 2 3 4 5 6
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3. lam quite good at bending, twisting and turning my body. 2 3 4 5 6
4. |can run along way without stopping. 2 3 4 5 6
5. Overall, most things | do turn out well. 2 3 4 5 6
6. | usually catch whatever illness (flu, virus, cold etc.) is going around. 2 3 4 5 6
7. Controlling movements of my body comes easily to me. . 2 3 4 5 6
8. My waist is too large. 2 3 4 5 6
9. lam good at most sports. 2 3 4 5 6
10. Physically, | am happy with myself. 2 3 4 5 6
11. | have a nice looking face. 2 3 4 5 6
12. My body is flexible. 2 3 4 5 6
13. | am sick so often that | cannot do all the things | want to do. 2 3 4 5 6
14. 1 am good at coordinated movements. 2 3 4 5 6
15. I have too much fat on my body. 2 3 4 5 6
16. | am better looking than most of my friends. 2 3 4 5 6
17. | can perform movements smoothly in most physical activities. 2 3 4 5 6
18. | am overweight. 2 3 4 5 6
19. | have good sports skills. 2 3 4 5 6
20. Physically, | feel good about myself. 2 3 4 5 6
21. Overall,  am good. 2 3 4 5 6
22. |get sick a lot. 2 3 4 5 6
23. | find my body handles coordinated movements with ease. 2 4 5 6
24. |do lots of sports, dance, gym, or other physical activities. 2 3 4 5 6
25. lam good looking. 2 4 5 6
26. | would do well in a test of strength. 2 3 4 5 6
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before | do it.
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27. | can be physically active for a long period of time without getting tired. 1 2 3 4 5 6
28. Most things | do, | do well. 1 2 3 4 5 6
29. When | get sick, it takes me a long time to get better. 1 2 3 4 5 6
30. Ido sports, exercise, dance or other physical activities almost every day. 1 2 3 4 5 6
31. I play sports well. 1 2 3 4 5 6
32. |feel good about who | am physically. 1 2 3 4 5 6
33. |think | would perform well on a test measuring flexibility. 1 2 3 4 5 6
34. | am good at endurance activities e.g. distance run, aerobics, swim, cross- 1 2 3 4 5 6
country, ski.
35. Overall, | have a lot to be proud of. 1 2 3 4 5 6
36. | have to go to the doctor because of illness more than most people my age. 1 2 3 4 5 6
37. | have a lot of power in my body. 1 2 3 4 5 6
38. | often do exercise or activities that make me breathe hard. 1 2 3 4 5 6
39. Nothing | do ever seem to turn out right. 1 2 3 4 5 6
40. 1do physically active things (e.g. jog, dance, bicycle, aerobics, gym, swim) at least three 1 2 3 4 5 6
times a week).
. These questions ask you to think about how you do your work and learn at school.
Please indicate how often you feel the following statements apply to you.
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1. 1 determine how to solve a problem before | begin. 1 2 3 4 5
2. | think through in my mind the steps of a plan | have to follow. 1 2 3 4 5
3. Itryto understand the goal of a task before | attempt to answer. 1 2 3 4 5
4. | ask myself questions about what a problem requires me to do to solve it, 1 2 3 4 5
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5. | imagine the parts of a problem 1 still have to complete. 1 2 3 4 5
6. | carefully plan my course of action to solve a problem. 1 2 3 4 5
7. 1 figure out my goals and what I need to do to accomplish them. 1 2 3 4 5
8. Iclearly plan my course of action to solve a problem. 1 2 3 4 5
9. 1 develop a plan for the solution of a problem. 1 2 3 4 5
10. While doing a task, | ask myself questions to stay on track. 1 2 3 4 5
11. 1 check how well I am doing when | solve a task. 1 2 3 4 5
12. | check my work while doing it. 1 2 3 4 5
13. While doing a task, | ask myself, how well | am doing. 1 2 3 4 5
14. | know how much of a task | have to complete. 1 2 3 4 5
15. | correct my errors. 1 2 3 4 5
16. | check my accuracy as | progress through a task. 1 2 3 4 5
17. 1 judge the correctness of my work. 1 2 3 4 5
18. 1 look back and check if what | did was right. 1 2 3 4 5
19. 1 double-check to make sure | did it right. 1 2 3 4 5
20. | check to see if my calculations are correct. 1 2 3 4 5
21. 1 look back to see if I did the correct procedures. 1 2 3 4 5
22. | check my work all the way through the problem. 1 2 3 4 5
23. 1 look back at the problem to see if my answer makes sense. 1 2 3 4 5
24. | stop and rethink a step I have already done. 1 2 3 4 5
25. 1 make sure | complete each step. 1 2 3 4 5
26. | reappraise my experiences so | can learn from them. 1 2 3 4 5
27. 1 try to think about my strengths and weaknesses. 1 2 3 4 5
28. | think about my actions to see whether | can improve them. 1 2 3 4 5
29. | think about my past experiences to understand new ideas. 1 2 3 4 5
30. | try to think about how | can do things better next time. 1 2 3 4 5
31. | keep working even on difficult tasks. 1 2 3 4 5
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Never
Rarely
Sometimes
Often
Always

32. | put forth my best effort when performing tasks. 1 2 3 4 5
33. 1 concentrate fully when | do a task. 1 2 3 4 5
34. 1 don’t give up even if the task is hard. 1 2 3 4 5
35. 1 work hard on a task even if it is not important. 1 2 3 4 5
36. 1 work as hard as possible on all tasks. 1 2 3 4 5
37. 1 work hard to do well even if I don’t like a task. 1 2 3 4 5
38. If I’'m not really good at a task I can compensate for this by working 1 2 3 4 5
hard.
39. If1 persist on a task, I’ll eventually succeed. 1 2 3 4 5
40. 1 am willing to do extra work on tasks in order to learn more. 1 2 3 4 5
41. 1 know how to handle unforeseen situations, because I can well think of 1 2 3 4 5
strategies to cope with things that are new to me.
42. 1f someone opposes me, | can find means and ways to get what | want. 1 2 3 4 5
43. | am confident that I could deal efficiently with unexpected events. 1 2 3 4 5
44, If 1 am in a bind (problem), | can usually think of something to do. 1 2 3 4 5
45. | remain calm when facing difficulties, because | know many ways to 1 2 3 4 5
cope with difficulties.
46. | always manage to solve difficult problems if I try hard enough. 1 2 3 4 5
47. It is easy for me to concentrate on my goals and to accomplish them. 1 2 3 4 5
48. | can solve most problems if | invest the necessary effort. 1 2 3 4 5
49. When | am confronted with a problem, | usually find several solutions. 1 2 3 4 5
50. No matter what comes my way, [’m usually able to handle it. 1 2 3 4 5

You're nearly finished. Well done © Please continue on the following page.
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5. These questions are related to your experience with your teacher in your class. Teachers have
different styles in dealing with students, and we would like to know more about how you have
felt about your contacts with your teacher. When giving your answers, think about what your
teacher in this class normally says or does. What do you think it was like most of the time during
the last 1-2 weeks?
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1. |feel that my teacher provides me choices and options. 1 2 3 4 5 6 7
2. | feel understood by my teacher. 1 2 3 4 5 6 7
3. My teacher seems confident in my ability to do well in my lessons. 1 2 3 4 5 6 7
4. My teacher encourages me to ask questions. 1 2 3 4 5 6 7
5. My teacher listens to how | would like to do things. 1 2 3 4 5 6 7
6. My teacher tries to understand how | see things before suggesting a new 1 2 3 4 5 6 7
way to do things.

6. Here are some more statements about your teacher in your class. Please read and indicate your
answer which is most correct. If there is more than one fteacher in your class, the questions are
about the teacher that you SPEND MOST OF YOUR TIME WITH.
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1. My teacher makes it clear what he/she expects of me in class. 1 2 3 4 5 6 7
2. My teacher tells me what he/she expects of me in school. 1 2 3 4 5 6 7
3. My teacher shows me how to solve problems for myself. 1 2 3 4 5 6 7
4. Iflcan’t solve a problem, my teacher shows me different ways to try to. 1 2 3 4 5 6 7
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5. My teacher makes sure | understand before he/she goes on. 1 2 3 4 5 6 7
6. My teacher checks to see if I’'m ready before he/she starts a new topic. 1 2 3 4 5 6 7
7. Every time | do something wrong, my teacher acts the same. 1 2 3 4 5 6 7
8. My teacher never changes how he/she acts towards me. 1 2 3 4 5 6 7
7. The following statements describe some beliefs that students have about PE. Please indicate how
true these statements are for you in your class.
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1. If I decide to learn something hard, I can. 1 2 3 4 5 6 7
2. | cando well in PE if | want to. 1 2 3 4 5 6 7
3. | can get good grades in PE. 1 2 3 4 5 6 7
4. 1 can’t get good grades, no matter what I do. 1 2 3 4 5 6 7
5. Ican’t stop myself from doing poorly in PE. 1 2 3 4 5 6 7
6. | can't do well in PE, even if | want to. 1 2 3 4 5 6 7

8. How good are you at these skills? Please indicate in the following table your opinion about
where your communication and leadership skills are at the moment. (Tick where appropriate).

Very Poor

Poor

Fair

Good

Very Good

Your communication skills

Your leadership skills

You have now completed the survey! Thank you for your hard work!
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STUDENT DEBRIEF

Thank you for your time and effort in completing this questionnaire, your responses are very
much appreciated.

What was the purpose of the study?

The main aim of this study is to see how the School Sport Leadership Program affects students’
life as well as how other students who are not directly participating in this program engage in
school and sport activities.

What will happen next?

You will be asked to complete the same questionnaire one more time this academic year. You
might be asked to be interviewed during this school ferm and by agreeing to it you will help us to
understand the program a little bit better and to see how we can improve it. Therefore, your
participation is very important.

How will my information and my answers stay protected?

You were assigned with a certain ID (a humber) at the beginning of the study. All your responses
will be linked to this ID and your personal information will be stored in a different separate
electronic file from your answers. Only the researchers will have an access to these and they will
not discuss your answers with anyone. None of your teachers or parents or anyone else will be
able to see your answers. You also have the right to ask for your data not to be included in the
analysis or to be destroyed any time you wish.

[If you feel that the questionnaire has caused you any distress or anxieties and you feel that \
you need to talk to someone about it, please contact your teacher who can arrange a meeting

with your school counsellor. Alternatively, you can contact one of the Victoria University
psychologists if you have any anxieties related to this study.

Professor Mark Andersen

Email: mark.andersen@vu.edu.au Phone: 0399199478

- J
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Appendix F: Teachers’ Questionnaire Package

INFORMATION TO PARTICIPANTS INVOLVED IN
RESEARCH

You are invited to participate

Dear Academic staff,
You have been invited to participate in a research project ‘Evaluation of School Sport Leadership Program’.

This project is being conducted by Professor Remco Polman from the Institute of Sport, Exercise and Active Living
(ISEAL) at Victoria University together in collaboration with School Sport Victoria.

Project explanation

Teachers at Gilmore Girls Collage who have been directly involved in the School Sport Leadership Program (SSLP)
are invited to take part in a research project being conducted by Victoria University. In order to carry this research
out, we require your assistance. The SSLP is running across some of the schools in Melbourne, although there has
been no formal evaluation regarding its effectiveness. The aim of the study is to evaluate this program and identify
what impact it has on students’ personal, home and school environment as well as how the program influences
teachers’ practice.

What will | be asked to do?

Over the next 2 years you will be asked to:

e Complete a questionnaire 2 times during this academic year 2014 (beginning and end of the Sport
Leadership Program) and once at the end of academic year 2015.

o Be interviewed by a member of the research team at the end of the academic year 2014 and 2015.

e Deliver a normal SSLP training session, which will be recorded on a video camera and consequently
observed by researchers, at the beginning of the course and towards its completion (this only applies
to those staff who are currently delivering ‘Sport Leader’ course).

What will | gain from participating?

In order to preserve this program in schools an official evaluation is needed. By participating in this research you
will help us to understand how well this program contributes to students’ life and whether schools benefit from it.
This will enable School Sport Victoria to deliver this program to schools in the future, so that the current as well as
future students and teachers can have the opportunity to benefit from it.

How will the information | give be used?

All personal information and data collected in the project will be securely stored and coded by the research team,
either in a filing cabinet or in an electronic form. All the participants will be assigned with an ID number, so that
their data stay strictly confidential. Only the chief researchers will have access to the data or will be able to identify
the participants if needed, no unauthorised users will be able to gain access to it. The results of this project will be
presented in a PhD thesis and they may be published in scientific journals or presented in conferences, although
none of the participants taking part in the project will be identifiable in any way. Any audio or video footage will be
heard/viewed only by the lead investigators for analysis purposes and will not, under any circumstance, be made
publicly available.
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What are the potential risks of participating in this project?

This project has been designed so as to ensure that there are no potential risks within the study beyond the
everyday risks which you would encounter within the classroom. However, it is nevertheless possible that you may
suffer anxiety due to a sensitive nature of certain items in the questionnaire. Should you experience any anxieties
or concerns you can withdraw from the study at any point without any consequences and additional support will be
provided by Victoria University, if required.

How will this project be conducted?

The study will be conducted on your school grounds. The questionnaire includes items that focus on your teaching
style as well as your thoughts on your own competences, personality and motivation. You will be required to
complete it two times during this academic year and once in 2015. It should take you no longer than 10 minutes to
complete it at each occasion. Interview will be conducted on school premises at the end of the academic year 2014.
You will be invited to take part in it again in 2015. During this academic year the researchers will observe the Sport
Leader course, which you might deliver. They will do so by taking notes and recording it on a camera. We will inform you
again before this happens.

Who is conducting the study?

This project is conducted by the Institute of Sport, Exercise and Active Living (ISEAL) and School of Sport Victoria.
This study is a part of PhD project conducted by a student investigator Miss Petra Plencnerova. Any queries about
your participation in this project can be directed to the chief investigator:

Professor Remco Polman

Institute of Sport, Exercise and Active Living (ISEAL)
Footscray Park Campus

Victoria University

PO Box 14428

Melbourne VIC 8001

Phone: 99199574
Email: remco.polman@vu.edu.au
Web: www.vu.edu.au

If you have any queries or complaints about the way you/your child have been treated, you may contact the
Research Ethics and Biosafety Manager, Victoria University Human Research Ethics Committee, Victoria
University, PO Box 14428, Melbourne, VIC, 8001 or phone (03) 9919 414.
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CONSENT FORM FOR PARTICIPANTS INVOLVED IN
RESEARCH

INFORMATION TO PARTICIPANTS:
We would like to invite you to be a part of a study ‘Evaluation of School Sport Leadership Program’.

The aim of this study is to evaluate the School Sport Leadership Program (SSLP). The program has been brought to some of
the primary and secondary schools in 2011, with the intention to improve students’ outcomes through their participation in
sports and sport-oriented courses, as well as it aims to develop community within the schools and create school
connectedness. As there has been no official report regarding its effectiveness, we would like to investigate this and explore
the ways of improving it, if needed.

In order to help us to achieve this, we need your participation in this study. We are looking at all the aspect of the program and
we are also interested in how the program influences teachers and their practice. We would like you to fill in a short
questionnaire, which should take you no longer than 10 minutes to complete. Towards the end of this academic year an
interview will be arranged with you by the researcher, who will ask you few questions regarding the program. This would take
approximately 30-45 minutes. The interview will be recorded by using an audio recorder. If you do not wish your responses to
be recorded, extensive notes will be taken by the researcher, although the interview might last longer than estimated as a
result of this.

CERTIFICATION BY SUBJECT

| e (FULL NAME) certify that | am at least 18 years old and that | am voluntarily
giving my consent to participate in the study ‘Evaluation of School Sport Leadership Program’, being conducted at Victoria
University by Professor Remco Polman.

| certify that the objectives of the study, together with any risks and safeguards associated with the procedures listed
hereunder to be carried out in the research, have been fully explained to me by the investigator and that | freely consent to
participation involving the below mentioned procedures (please tick where appropriate):

'] To complete a questionnaire 2 times during this academic and once at the end of the academic year 2014.
[J Be interviewed by a member of the research team at the end of the academic year 2014 and 2015.

| certify that | have had the opportunity to have any questions answered and that | understand that | can withdraw from this
study at any time and that this withdrawal will not jeopardise me in any way. | have been informed that the information |
provide will be kept confidential.

Any queries about your participation in this project may be directed to the researcher:

Professor Remco Polman
Phone: 99199574
Email: remco.polman@vu.edu.au

If you have any queries or complaints about the way you have been treated, you may contact the Ethics Secretary, Victoria

University Human Research Ethics Committee, Office for Research, Victoria University, PO Box 14428, Melbourne, VIC, 8001
or phone (03) 9919 4781.
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Information about you

As this project tracks participants over time, it is important that we might contact you in the event of you leaving the

school you currently work at.

YOUr NAME: ..o

Your D.O.B (dd/immlyyyy): ............

Youremail: ....oooeeevieeiieiiieii

Your gender: MALE FEMALE

Your country of DIrth: ........ovvviiiii

Your parents country of birth: ...........cccoiiiii

(circle)

Participant’s ID: .................
Date Received: .....ccoevveennn...
Date Entered: ....ccccoeveennnnn..

AdultID: ..covnvviniinniinninnnnes

Child ID: ....ccevvvineinennnnnnen.

For Office Use Only

-----------------

Notes:
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1.

These questions contain items that are related to your interactions with your students in your class. Teachers have

different styles in dealing with students, and we would like to know more about your encounters with your students.

When giving your answers, think about what you NORMALLY say or do.

7. When | explain new material, my students don’t seem to care.
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| provide my students with choices and options. 1 2 3 4 5 6 7
| understand my students. 1 2 3 4 5 6 7
3. | convey confidence in my students' ability to do well in sport. 12 3 4 5 6 7
4. |encourage students to ask questions. 1 2 3 4 5 6 7
5. llisten to how students would like to do things. 12 3 4 5 6 7
6. |try to understand the student's perspective before suggesting a new way to do 1 2 3 4 5 6 7
things.

2. The following statements describe how teachers perceive their students during the classes. When giving your answers,
think about how you NORMALLY perceive your students. Please indicate the extent to which you believe each
statement is true for you.
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1. In my class, my students work as hard as he/she can. 1 2 3 4 5 6 7
2. When working on classwork, my students seem to enjoy it. 1 2 3 4 5 6 7
3. Inclass, my students seem unhappy. 1 2 3 4 5 6 7
4. When faced with a difficult assignment, my students don't even try. 1 2 3 4 5 6 7
5. When we start something new in class, my students are interested. 1 2 3 4 5 o 7T
6. When working on classwork in my class, my students appear involved. 12 3 4 5 6 7
1 2 3 4 5 6 7
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8. When | explain new material, my students listen very carefully. 1 2 3 4 5 6 7
9. Inmy class, my students are angry. L2 g 405 6 7
10. For my students, learning seems to be fun. 1 2 3 4 5 6 7
11. In my class, my students do just enough to get by. 1 2 3 4 5 6 7
12. In class, my students appear happy. 1 2 3 4 5 6 7
13. When working on classwork, my students seem worried. 1 2 3 4 5 6 7
14. When we start something new in class, my students don't pay attention. 12 3 4 5 6 7
15. In my class, my students are enthusiastic. 1 2 3 4 5 6 17
16. When we start something new in class, my students think about other things. 1 2 3 4 5 6 7
17. In my class, my students do more than required. 1 2 3 4 5 6 7
18. When we work on something in class, my students appear to be bored. 1 2 3 4 5 o6 7
19. In my class, my students come unprepared. 1 2 3 4 5 6 7
20. When my students don’t do well, they work harder. 1 2 3 4 5 6 7
3. The following questions concern your feelings about your job during the last year. If you have been on this job for less
than a year, this concerns the entire time you have been at this job. Please indicate how true each of the following
statement is for you given your experiences on this job. Remember that apart from the researchers no one will ever
know how you responded to the questions. Please use the following scale in responding to the items.
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1. People at work tell me | am good at what | do. 1 2 3 4 5 6 7
2. | have been able to learn interesting new skills on my job recently. 1 2 3 4 5 6 7
3. Most days | feel a sense of accomplishment from working. 1 2 3 4 5 6 7
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This is the end of this study. Thank you for your time and effort in completing this survey,

your responses are very much appreciated.

Your results will now be included in the analysis for the purpose of an Evaluation of School Sport Leadership
Program. We would like to remind you that your data will remain confidential and will be viewed solely by the main
investigators. The school or any other authorities would not have any access to it. However, if you are
uncomfortable with your results being used, you are able to withdraw your data without any negative

consequences.

In order to investigate whether the program has had any impact on the school environment, we will need you to
participate in this study again, at the end of this academic year. You will receive further information and notice

closer to that date.

Once again, thank you very much for your time and patience.

Please feel free to contact the chief investigators of this project should you have any questions or enquiries:

Professor Remco Polman

Institute of Sport, Exercise and Active Living (ISEAL)
Footscray Park Campus

Victoria University

PO Box 14428

Melbourne VIC 8001

Phone: 99199574
Email: remco.polman@vu.edu.au
Web: www.vu.edu.au

4 )

If you feel that the questionnaire has caused you any distress or anxieties, and you feel that
you need to talk to someone about it please do not hesitate to contact one of the Victoria
University psychologists if you have any anxieties related to this study.

Professor Mark Andersen

Email: mark.andersen@vu.edu.au Phone: 0399199478

\_

J
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APPENDIX G: Observation Checklist
Lesson Title: Communication Skills

Instructions:

This Observation checklist consists of 9 different sections, where some of them contain one or two activities to be
observed. Each section includes background about the observed activity as well as with the instructions for the
teacher. The purpose of this checklist is to identify whether the particular activities outlined in the individual
sections have been delivered by the teacher. It is essential the observer s read the individual instructions in
order to familiarise themselves with the lesson content.

Each teacher delivered the lesson according to his/her needs; therefore the order of the individual sections might
not be necessary identical to the checklist. It is up to the observer to identify what section the teacher is
delivering in that moment and respond to the questions in the relevant sections. Most sections include two
guestions to answer. First, the observer needs to identify to what level the particular activity was delivered,
second, what was the duration of that activity. In addition, each section includes a comments box where the
observer might note down specific events they observed, e.g. activities which were not delivered, the provision of
delivery (PowerPoint slide, outdoors, gym, classroom, etc) , or any other items the observer might consider to be
of importance.

Section 1 - Verbal Communication

Background: The following two exercises encourage students to use their voices effectively and to think about the
instructions they are giving to groups.

Activity 1 ‘Verbal Projection’

Instructions: Students should work in pairs and stand back-to-back across the half-way line in the gymnasium. The
pair should agree upon a nursery rhyme that they are both familiar with. Without turning heads towards their
partner, the pair will recite the chosen rhymes, speaking alternate lines. All the group members should perform
this exercise at the same time.

The exercise should be repeated after the pairs have taken 5 paces away from each other. Consequently, the pairs
should stand as far away from each other as possible, face each other and repeat the nursery rhyme, this time
alternating the words not the lines.

1. Has this activity been delivered?

Delivered as expected Partially Delivered Marginally Delivered Not at all delivered

2. How much time was dedicated to this activity?

>5mins >10mins >15 mins > 20mins 20 mins and more
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3. Comments

Activity 2 ‘Give precise Instruction’

Instructions: Students should work in pairs and sit back-to-back. Each candidate should have a piece of paper and
a pen. One of the pair will draw a simple diagram ensuring that their partner cannot see it. They should then try
to draw an exact reproduction on their own piece of paper.

The exercise points out the need for precise/explicit but simple instructions. Course teachers might have their
own ideas and exercises that they can use to establish the same principals.

1. Has this activity been delivered?

Delivered as expected Partially Delivered Marginally Delivered Not at all delivered

2. How much time was dedicated to this activity?

>5mins >10mins >15 mins > 20mins 20 mins and more

3. Comments

Throughout the course students should be encouraged to develop their verbal communications with special
regard to:

*Speed of Delivery *Clarity of Voice *Volume of Voice *Use of Specialist Terminology

9. Has the teacher encouraged and clarified to the students the use of the following throughout the
lesson?

Yes No

Speed of Delivery

Clarity of Voice

Volume of Voice

Use of Specialist
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Section 2 — Nonverbal Communication

Instructions: Teachers should encourage students to explore the various methods of non-verbal communication.
Spend some time with students demonstrating signals and gestures that Junior Sport Leaders may wish to use.
Teachers should also point out the use of “official” non-verbal communication as demonstrated by referees and
umpires in various sports. For example, the signals provided by basketball referees that assist players, officials
and spectators understand why they have made particular decisions.

1. Has this activity been delivered?

Delivered as expected Partially Delivered Marginally Delivered Not at all delivered
2. How much time was dedicated to this activity?

>5mins >10mins >15 mins > 20mins 20 mins and more

3. Comments

Section 3 - Use of whistle

Instructions: Get the candidate to blow the whistle in such a way that it gains attention of the entire group.

Has this activity been delivered?

Delivered as expected Partially Delivered Marginally Delivered Not at all delivered
2. How much time was dedicated to this activity?

>5mins >10mins >15 mins > 20mins 20 mins and more

3. Comments

Section 4a - Starting the Session

Instructions: At the start of each session the leader should welcome the group, explain clearly the activities and
structure of the session and provide reasons why the activities have been chosen.

1. Has the teacher clearly delivered the content of this topic?
Delivered as expected Partially Delivered Marginally Delivered Not at all delivered

2. How much time was dedicated to this activity?

>5mins >10mins >15 mins > 20mins 20 mins and more
3. Comments
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Section 4b - Communicating with individuals

Instructions: Once the session is in progress the leader should be able to communicate a specific point to the
individuals without stopping the whole group e.g. to communicate a simple safety concern, to provide some
clarification of instruction or perhaps, if appropriate, a coaching/teaching point

1. Has the teacher clearly delivered the content of this topic?
Delivered as expected Partially Delivered Marginally Delivered Not at all delivered

2. How much time was dedicated to this activity?

>5mins >10mins >15 mins > 20mins 20 mins and more

3. Comments

Section 5 - Stopping the Whole group

Instructions: This skill of stopping the whole group is also a measure of the control a leader has on a group of
people. For safety reasons alone it is important that the leader can quickly gain the attention of all group
members. The leader should practise this skill using their voice, a whistle and by clapping their hands. The leader
should learn to assess the particular situation and make the necessary adjustments to their communication style.

1. Has the teacher clearly delivered the content of this topic?
Delivered as expected Partially Delivered Marginally Delivered Not at all delivered

2. How much time was dedicated to this activity?
>5mins >10mins >15 mins > 20mins 20 mins and more

3. Comments

Section 6 - Frequency of communication

Instructions: Leaders should be given guidance on not only what they say but when they say it. They should avoid
stopping the group too often and from giving too much information which might confuse the group and prevent
active enjoyment.

1. Has the teacher clearly delivered the content of this topic?
Delivered as expected Partially Delivered Marginally Delivered Not at all delivered
2. How much time was dedicated to this activity?

>5mins >10mins >15 mins > 20mins 20 mins and more
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3. Comments

Section 7 - Positioning

Instructions: Leaders should be made aware of the need to ensure that the whole group is in clear line of sight

when giving instructions. Not only can the leader make sure that everyone is paying attention but also that no-

one else is involved in “hazardous” activities. The same principal applies to the positioning of the leader when a

group is active. The leader should not spend more than a few seconds concentrating on a particular part of the

working area. Leaders should “scan” the whole group on a frequent basis, looking out for individuals who may not

have understood their initial instructions, others who may need some assistance or potential safety problems.

2. Has the teacher clearly delivered the content of this topic?
Delivered as expected Partially Delivered Marginally Delivered

2. How much time was dedicated to this activity?
>5mins >10mins >15 mins > 20mins

3. Comments

Not at all delivered

20 mins and more

Section 8 — Activities involving student worksheets

a) Watch a teacher-led session and complete WORKSHEET 7
Has this activity/ Instructions been delivered?

Delivered as expected Partially Delivered Marginally Delivered

2. How much time was dedicated to this activity?

>5mins >10mins >15 mins > 20mins

Not at all delivered

20 mins and more

b) In pairs, plan a session (WORKSHEET 5)
Has this activity/ instructions been delivered?

Delivered as expected Partially Delivered Marginally Delivered

2. How much time was dedicated to this activity?

>5mins >10mins >15 mins > 20mins

Not at all delivered

20 mins and more
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c) In pairs, deliver session to half the group. After initial warm up, no need further warm ups to be
done.

Has this activity/instructions been delivered?

Delivered as expected Partially Delivered Marginally Delivered Not at all delivered
2. How much time was dedicated to this activity?

>5mins >10mins >15 mins > 20mins 20 mins and more

3. Comments

Section 9 — Additional Instructions

Teachers are to instruct children to complete the following worksheets. This could be done in the lesson or at
their spare time.
Non-participating group to complete WORKSHEET 6

Leaders to complete self-evaluation on communications skills WORKSHEET 8

1. Has the teacher clearly directed students to complete following worksheets?

Tick if
observed

Worksheet 6

Worksheet 8

2. Comments
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