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Editorial

It is with pleasire that we present the full papers of the 2015 Game Sense for Teaching and
Coaching ConferenceThis is the third conference to publish proceedings and hereby add to

the body of work that already exists.

The papers presented here make an importantilsotion to the fields of physical
education, coaching and our understanding of learning through Game Sense. Authors come
from a range of nationalitiebeyond New Zealandhcluding Australia, USA, Singapore,
Portugal, Japan and the U.K.The diversity of nationalities represented reflects the

international interest in this area and also provides a range of different perspectives.

The papers are organised with Stephen Ha
by the authors in alphabetical order. Tinedsity of papers did not allow for clear sectipns

andas suchreflects a growing breadth and depth of researcthis and related fields

Coaches, Physical Education teachers and educational theorists will all find insights
from this collection. Weecommend this collection to you and trust that the papers included

will help you in your understandingesearch and futupgractice.

Dr Judy Bruce and Dr Chris North
Editors ofthe 2015 Game Sense for Teaching and Coaching Proceedings
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A message fronDr Jenny Clarke, Conference Chair
On behalf of the Conference Organising Committee of the 2015 Game Sense for Teaching
and Coaching Conference, | am very pleased to recommend the proceedings of this

conference to you.

The conference brought together dgles from the fields of teaching and sport
coaching to explore aspects of Game Sense and other Games Based Approaches (GBA)
through plenary presentations, parallel sessions and a day of lively practical sessions which
demonstrated theory in action. Thepptarity of GBA was demonstrated through a large
international attendance and application to a very wide range of contexts. The papers in these
Conference Proceedings speak to fostering creativity and curiosity in individual sports,
teaching values and t®mavork in school sport and achieving on the biggest international

stages in professional sport.

| would like to thank many colleagues who have supported us in running such a
successful and inspiring conference. First, and most importantly, ProfessordRigtat.
The conference was his idea, he was ever present during preparation and by his nhame and
reputation attracted a large international field of participants. Richard also chaired the plenary
sessions of the event and provided constant support toukempving forward. | would also
like to thank the other members of the Conference Organising Committee: Mohammad Shah
Razak, Ricardo Pimenta, Dr Chris North and Dr Judy Bruce, and our Scientific Committee:
Dr Carl Petersen, Professor John Evans, Dr Shdharid Dr Christina Curry. My thanks
also go to Sibi Boycott Walter who was conference photographer and provided first aid
support when needed for participants in the very active practical sessions. My thanks also go

to those who assisted by reviewing ta#sts and papers, as well as the students of the School
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of Sport and Physical Education who worked tirelessly to support the very positive

atmosphere of the conference.

We were delighted to attract leading academics, along with international coaches and
teachers. The generosity of the Game Sense community was evident through academic
discussion, collaborative projects initiated and sharing of resources from the conference
presentations. The conference was, in all ways, a huge success. The place oksera S
coaching from children to adults for enjoyment and participation to the very highest levels of
sporting achievement has been underlined through a very positive academic programme of

theory and practice.

On behalf of the Conference Organising Conbeeif | trust your time with us in
Christchurch was enjoyable and that you made new friends and contacts and strengthened
existing ties within the Game Sense and GBA community. We look forward to the 2017
Game Sense event in Adelaide where we can all ngzet @and reflect on the progress of

Game Sense and other GBA over the two years since the 2015 Christchurch conference.
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Welcome from Professor Richard Light

Interest in Gamdased Approaches (GBA) to teaching games and coaching team sports has
continuedto grow from the first Teaching Games for Understanding hosted by Joy Butler in

Pl ymout h, New Hampshire in 2001. The 2001 <con
you could sense the excitement among all present. At the last session of the Pgonéarémce,

a suggestion was made that we needed another conference to build on the great start made in
Plymouth. | was working at Melbourne University and after making inquiries about the
possibility of hosting aonference at my universityecided to commit to it. In 2003 weheld a

great conference with Rod Thorpe givittge main keynote address and which started the ball

rolling with a series of international TGfU conferences held in Hong Kong, Canada, the UK and

this year (2016) in Germany.

Looking for a more regional focus | convened the 2088a Pacific Conference on
Teaching Sport and Physical for Understandinithis conference hadhore work presented on
Game Sense as an Australian variation of TGfU. Although we had delegates from North America
and Europe it very much had the feel of a local conference and confirmed regional interest in
GBA and in Game Sense in particular. When | returned from working in thenl2011 a
conversation with John Evans (fromdByey) about the development of Game Semse lem
taking the lead in setting up another regionally focused gathering of people interested in Game
Seng and other GBAConvening an international conference demands a massive amount for
work so John decided to run a low key atey event aimed at gty people together to share
ideas and learn. The 20X3ame Sense for Teaching and Coachaugpference attracted 50
committed academics, teachers, students and coaches for a thoroughly enjoyable gathering after

which, we again considered doing somethinghtke it a regular event.

Before | moved to Christchurch to take up a position as Head of the School of Sport and

Physical Education | was engaged in conversations with Dr Jenny Clarke about convening a

Vi
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Game Sense conference at the University of Canterlidegpite her busy role as program
Coordinator for the Bachelor of Sport Coaching Jenny agreed to take on the role of conference
chair, making a sensational success of it. The School has hosted some significant events but not a
great number of internatioheonferences and | suspect that Jenny is still recovering from it. On

the opening of th2015 Game Sense for Coaching and Teachomference (November 17) we

had 100 people sitting in the room which is well in excess of what we envisaged and is mdicativ

of the interest in Game Sense and similar approaches. Indeed, the interest was strong enough for
the Australia Council for Health Physical Education and Recreation (ACHPER) to volunteer to
host the 2017 Game Sense for Coaching and Teaching confereAdelaide so keep that in

mind when planning conference attendance for 2017.

Similar to the 2006 and 2013 conferences in Sydney2@i& Game Sense for Coaching
and Teachingconference once again offers published pegrewed proceedings in an -tine
format which offers valuable and easily accessed articles on Game Sense and other GBA.
Beginning with the engaging keynote address on questioning delivered by Associate Professor
Stephen Harvey from West Virginia Universitthis excellent collection of pape offers an
academically rigorous and engaging resource for academics, students, teachers and coaches. With
authors from New Zealand, Australia, Japan, the USA, the UK and other countries, these articles
make interesting reading and contribute to the amggoonversation on Game Sense from which

learning emerges.

I would also like to thank all those who helped in publishing the proceedings by kindly
reviewing submissions with special thanks to the two hard working editors, Dr Judy Bruce and Dr

Chris North.

Vii
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Constructivist dilemmasassociatedwith using questioningin gamebasedapproachesto
teachingand coaching

Stephen Harvey

West Virginia University, USA

Email: Stephen.Harvey@mail.wvu.edu

This paper outlines the constructivist dilemmas associated with teachers and coaches using
gamebased approaches (GBASs) to teaching and coaching. After a brief introduction to GBAS,
research on the use of questioning tisspntedThis is followed by an overview of social
constructivist theories that underpin teachers/coaches use of questioning before moving on to
the exploration of the dilemmas facing teachers and coaches in using questions to enhance
learning in GBAsInt hi s secti on, Windschitldés (2002)
outlines four types of dilemmas: conceptual, pedagogical, cultural and political. With this
background in place, the paper then moves on to provide a number of practical suggestions
for teachers and coaches who want to develop their utilization of questionitigeyas

transition to using a GBA.

Introduction

Empowering learners is important in games and games teaching bdaume responsible

for making independent decisions on thedfief play without adult influence (Light, Harvey,

& Mouchet, 2014). This notion has led many to question traditional pedagogies employed to
teach games, which reflect a mechanistic (complicated) view of learning where technical
skills are broken down to éir component parts and taught in a linear format. This way of
learning to play games does not take account of the complexity of playing games, where there
is a relational and interactional component between both technical, tactical and strategic

aspects bplay, as well as between the learners themselves (Light, et al., 2014).
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Gamebased approaches (GBAs) to teaching and coaching games, with their focus on
learning instead of teaching, require a profound shift in the role of the teacher/coach from
directing and controlling learning to facilitating and guiding it (Light, 2013). This creates
pedagogical challenges for practitioners who begin to utilize GBAs. One area of particular
concern is developing productive and generative questioning.

After a brief intoduction to GBAs and the theories underpinning it, the paper will
consider a number of constructivist dilemmas associated with the utilization of questioning
within a GBA. This is followed by a short discussion which will provide some practical
suggestion for teachers and coaches who want to develop their utilization of questioning as

they transition to using a GBA.

Dialogical pedagogy in GBAs
There are many paths of the same mountain in terms of GBAs and many different cultural
versions/variations of BAs have developed (Oslin & Mitchell, 2006). However, Light
(2013) has suggested that despite these cultural versions/variations, all GBAs share four
immutable features:

1. The design and manipulation of practice games and activities,

2. The use of quesining,

3. The provision of opportunities for dialogue, collective development and testing of

solutions for tactical problems and,

4. Building a supportive socimoral environment

Given this description of the key features of a GBA, the notion of teacbachles
creating an environment for dialogical pedagogy (FernaBaddizoa & Marshall, 1994) by
situating themselves as a partner in learning (Davis & Sumara, 2003; Light, 2013) is one of

the most important features of an authentic GBA. Dialogue has béendee d as an

a)



2015 Game Sense for Teachers and Coaches Conference Proceedings

process of serious continuous discussion which allows people's voices to develop and be
heardo (Kohl , 1984,-Bgboad&Maréhall,1®94tpeld3).i n Fer nand

The dialogical pedagogy required for the effective implementaifoan authentic
GBA draws on social constructivism, which emphasizes the importance of language and
verbal interaction in learning (Davis & Sumara, 2003; Vygotsky, 1978) as well the role of
both the mind and body in learning (Light & Fawns, 2003). Learninderpinned by social
constructivi st t heories reject notions of 8
which center around teaching techniques and using questioning as a means of simply
checking understanding for a padefined answer (Fernand&alboa & Marshall, 1994).
Looking for this o6righté answer stifles the
answers through testing, problesolving and reflection and is paradoxical to the reasons
why a teacher/coach may ask questions ifiteeplace (Wright & Forrest, 2007).

Vygotsky (1978), noted that the most ef f
Zone of Proximal Development (ZPD) as this produces the greatest gains in their
development. To mobilize this concept in GBAs, teas/coaches can utilize a form of
scaffolding (Wood, Bruner & Ross, 1976), specifically group scaffolds in a GBA (Cazden,
2001) . Core teacher/ coach questions aimed a
experiences so that these thoughts can bmusked, summarized, and potential solutions to
the games tactical problems tested (Cazden, 2001). As learning develops, the teacher/coach
gradually withdraws support and assistance &
discussion independentlgnd with limited prompting and probing of the teacher/coach

(Wood et al., 1976).

Research on the utilization of questioning
In education more broadly, research has found that teachers ask between two and three

guestions per minute (Walsh & Sattes, 208%wever, teacher questions can often follow an
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Initiation, Response, Evaluation/Feedback (IRE/F) format (Cazden, 2001) involving simple

recitation from students, converging to what is already known (Walsh & Sattes, 2005). For

example, a teacher may atke¢ i r | ear ner s, owhich forward p
New Zeal and Al I Bl acks?6. The | earner O&6resp
Mc Cawdb, to which the teacher Oevaluates and/

Instead, research hasosin that most effective questions are high order questions that
really make students think such as: Awhy?6
alternative question to the one cited previously that yields a multiplicity of possibilities
andlorrasons coul d be: OWhy has Richie McCaw sc
Al | Bl acks?d. One response might be that he
the All Blacks, but an alternative one might be that he is always in good suppaditigrs
for the backs, et c. This question therefore
answers and helps develop a more holistic outlook (Harvey, Cushion, Cope, & Muir, 2013).

A number of additional issues are also evident from research ustigning. In
terms of grouping learnerdjattie (2009) notes that learners do better if they work in
pairs/ small groups rather than | arge group |
group, s h alm a&dditiors teseardh dap yndicdte 6 wa i t ti med can be
teachers/coaches (Cazden, 2001; Walsh & Sattes, 2005). For example, if the teacher/coach
waits for longer than five seconds, they are more likely to get an answer (Cazden, 2001)
because this givdearners time to think (&ttie, 2009).

However, even if teachers/coaches wait, research indicates that they can often receive
superficial answers from their learners, and therefore need to probe their learners for more
information rather than begin their own recitation of therextranswer (Walsh & Sattes,

2005) . For exampl e, I f a GBA teacher/ coach
moved the bal/l gui ckly 1 n {wobrédhanswerdramnalearoer i vi t )

such as O6Pressured, et Wiedt acddulwd tthe aprqalkesd i fomr
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me more about that ?06. Th evoidd Bidanswerdopitorapt dthero a ¢ h
|l earners to speak. For exampl e, the teacher
pressure on the ball camiemay be an issue, can someone else expand on that

notion/ concept ?6.

Constructivist dilemmas

Despite the benefits of teacher/coach questioning and a dialogical pedagogy, a number of
constructivist dilemmas may prevent teachers and coaches adoptiagghosch in a GBA.

These constructivist dilemmas are articulated in this next section under theveur

framework proposed by Windschitl (2002).

Conceptual dilemmas
Conceptual di | emmas ar e rooted in teachers
assumptions and beliefs and their ontological and epistemological underpinnings (Cushion,
2013a). This can therefore result in two things. First,-melaning coaches and teachers will
teach/ coach as they were taughptdagegudt ( Bgu
1999) informed by O6uncritical i nertiad (Cus'l
teaching (Walsh & Sattes, 2005) and coaching (Harvey et al., 2013; Partington, Cushion, &
Harvey, 2014; Partington & Cushion, 2011) has showa eéhduring influence of prior
socialization experience, particularly acculturation (the phase of socialization prior to
teaching and coaching themselves), on behavior and pedagogy. This leads to teachers and
coaches reporting suebtibhsgbdeaausiBl tdegyddor
answer o (Cushion, 2013b) .

A different, although related aspect, is teacher/coachaselfeness. For example,
Walsh and Sattes (2005) report on a study where teachers (in general education) were asked

to estim& how many questions they would ask in andute period (they said 15) and how
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many questions their students would ask (they said 10). Observations of these same teachers
revealed that these teachers asked 50.6 questions and their students ask&dyestidns.

Thus, a teacher or coach may want to develop independent thinking and decision making in
their classroom/coaching context but their actual behavior and practice (i.e., using IRE/F
guestions) does not support this (Harvey et al., 2013; PamirgytCushion, 2011; Partington

et al., 2014).

Pedagogical dilemmas
APedagogi cal di | emmas refer t o coachesbé [ t
contributing to the design of a | earning e
authentic GBAnecessitates this latter type of open questioning, research has documented the
challenges physical education teachers and coaches have faced when implementing a GBA.
For example, a study conducted by McNeill, Fry, Wright, Tan, and Rossi (2008) with groups
of Singaporean elementary and secondary schoetegukéce physical education teachers
using a GBA found that the two thirds of questions weredoter involving knowledge or
recall with only 6.7 percent being opended or divergent and capable of dep#lg tactical
awareness and critical thinking. In sports coaching, while a study on the influence of Game
Sense on elitdevel rugby coaching in New Zealand found that coaches believed the use of
guestioning promoted strong interpersonal relations and werpd players (Evans, 2012).
Other studies with cricket (Roberts, 2011) and rugby (Reid & Harvey, 2014) have reported
the difficulties of coaches in employing questioning with teachers also reporting dilemmas in
respect to questioning in GBAs (e.g., Harv&ushion, & Salmon, 2015; McNeill et al.,
2008).

Difficulties include developing both the knowledge of the game alongside a
conceptual/pedagogical understanding of a GBA pedagogy to effectively manage the learning

environment (e.g., Cushion, 2013a; Harwet al., 2015; Light & Evans, 2010; Reid &
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Harvey, 2014). This results in teachers/coaches citing challenges such as being to be able to
plan, use and apply effective questioning techniques (e.g., Harvey et al., 2015; Roberts,
2011), making sure questioase age appropriate (e.g., Harvey et al., 2015), knowing when

to stop the game and ask questions (Cushion, 2013a).

Cultural dilemmas

Cul tur al dil emmas refer to the Atacitly und
values that give meaningtoalct i vi ties occurring in school
Consequently, the cultural dilemmas inherent in teaching and coaching may mean that using

a guestioning, dialogical approach in a GBA may be problematic. For example, in physical
education, teachg need to maintain a specific level of physical activity (i.e. over 50 percent
Moderate to Vigorous Physical Activity; Institute of Medicine, 2013), providing somewhat of

a juxtaposition with the four criteria of Light (2013) introduced at the beginditigsopaper.

Moreover, teachers may report that their learners do not like it when games are stopped for
guestioning. This may also be the same for coaches who want to preface fitness and skill
outcomes for games as opposed to cognitive outcomes (Ligag&s, 2010).

Partington et al. (2014) have shown that coaches limit the use of questioning due to
contextual factors. These range from physical environment conditions such as the weather
(i.e., when its cold coaches reported wanting to keep players mdwidgemmas over time
pressures, which may result in situations wt
gui cker answero (Partington & Cushion, 2011
teachers and coaches may simply be resistanceapéngl to take ownership for their own
learning. Partington et al. (2014) noted that one of the soccer coaches in their study stated
t hat , Al donodt use as much questioning beca

this beforeo (Ipo.be ddclrhated il ¢toacking woatgxts i particular by
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parents who think that to learn the players always need direct instruction and feedback from

the coach (Partington et al., 2014).

Political dilemmas

Political di | emmas rdecétiernr thatt ape linkéd hvihstlee exexcipee c t s
distribution, preservation, or redistribution of power among...participants in an educational
enterpriseo (Windschitl, 2002, p.154). Any i
controversy and possibly cdict from the wider practice community. For example, coaches

have reported only using questioning because it was important to pass their final coaching
license assessment (Partington et al., 2014). Similarly, the use of ibasied approaches in
teachingis somewhat paradoxical with the need to get students through state or national

assessments.

Discussion
Arecent metanal ysis study of indicators has sho
influence on | earning6 ( kthangabovean effed $z8 of 0.40Hat t i
is a worthwhile addition to the classroom. Teacher questioning (if done well) has a 0.46
effect size, thus, it is a worthwhile pedagogical technique for teachers/coaches to employ.

One caveat that Hattie states is tlmntake learning visible, there must be explicit
clarity from the teacher (0.75 effect size). This can be achieved by teachers/coaches using the
66 PO6sd for mat for guestioning suggested b
developed fronframeworks likethe debate of ideas (Grehaigne, Richard, & Griffin, 2005),
the GROW model (Gallwey, 1974) and reflective toss (van zee & Minstrell, 1997) (see
Harvey & Light forareview) The first 6P6 in this format |
the activity, at he t eacher/ coach offers a OPurposebd

(i.e., to what extent might maintaining possession help you be successful in the game).
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Participants then 6Pl ayd before o6Pausing6 v
qguestions, but has also OPl annedd additional
guestion to help OProbedé | earner thinking an
These questions can be fr ame08) deveoped drométiieu e st i
hi gher | evels of Bloomés taxonomy, such as &
Light, 2015).

To overcome many of theonstructivist dilemmaassociated with questioning, one of
the most important considerations for adieer/coach is establish a climate for questioning.
McTighe & Wiggins (2014) highlight a number of factors that need consideration, which
include:

1. CurriculumlinstructiorAssessment (CIA) alignment

2. The Role of Questions, Teachers, and Students

3. Explicit Protocols and Codes of Conduct

4. Safe and supportive environment

5. Use of space and physical resources

6. Use of time in and out of class

7. Use of texts and other learning resources

8. Assessment Practices

Another major factor that teachers/coeshmust consider is that beginning to use
guestioning is a journey. Thus, changes are not going to be seen immediately and there are
going to be many bumps in the road. Learning needs time, and although initial gains may be
slow, then they will later com fruition. Teachers/coaches therefore need to be prepared to
be selfreflective and stick to their beliefs. For example, if they truly believe in developing
independent and creative learners, then their behaviors must align with these beliefs
(McTighe & Wiggins, 2014). Moreover, if it is possible, teachers/coaches can get company,

work collaboratively within a learning community, either within their own department,
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school or club, or online via social media. In addition, communicating their
teaching/coadhg approach with parents and administrators would also be wise in order that
they can gain support from that level (McTighe & Wiggins, 2014).

Finally, context is an important consideration. For some teachers and coaches, they
may need to begin by usingstructured approach which may be helpful to begin with to get
players and themselves used to the development of dialogue within GBA sessions. For
example, the teacher/coach could begin by stopping play at regular intervals governed by
time rather than iddifying teachable moments within the learning environment. As
teachers/coaches and their learners develop a relationshiplearears in this enterprise
(Davis & Sumara, 2003; Light, 2013), they can transition to stopping the game(s) only when
needed.n instances where there are multiple srsaled and/or modified games going on at
one time, the teacher/coach may only need to stop one group at a time, helping to maintain
balance between the physical and cognitive domains. In addition, there may be
lesons/sessions where there needs to be more emphasis on physical activity or fitness.
Consequently, stoppages within the sessions may be minimal. Moreover, for those in
teaching and coaching contexts where video is available, questioning may be handisd in th

sessions enabling longer periods of gadmased engagement in the actual coaching sessions.

10
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Conclusion

Transitioning to GBA pedagogy is challenging, especially given its focus on questioning.
This current paper cites a range of constructivist dilemassociated with teachers/coaches

use of questioning. Notwithstanding these dilemmas, teachers/coaches need to align their
guestioning to the tenets of the social constructivist theory that underpins it, where they
scaffold their utilization of dialoguelebate and critical reflection, which is further aligned to

a planned curriculum, and where the roles for themselves and their learners are explicitly

communicated.
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A challengeto the idea of an authentic version of a GameBasedApproach

Bianca C. de Aguiar and Richard L. Light
University of CanterburyNew Zealand
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Over the past several yeamultiple approaches based on games teaching have been
developed in response to problems with traditional teaching. This has led to the use of wider
term of gamebasedapproaches (GBAs). Despite the many small differences, they all share
some common cor@eéas; they all focus on the game as a whole, locating learning in modified
games and they give emphasis on questioning to stimulate thinking and interaction. Although,
the interest in GBAs has been growing among researchers and practitioners, the arcrease
the uptake by teachers and coaches is relatively limited (Light & Curry, 2014). One response
to this has been to question the fidelity of the approach taken (Jarret, 2011) and for that
requires a clear definition of what is and what it is not a GBA.pithipose of this article is to
question whether or not we can effectively say that an authentic version of a Game Based

Approach exists and it also questions the need for fidelity to an approach.

Introduction

Despite the significant body of research tbasistently supports the effectivenesgaie
basedapproaches (GBA) such as Teaching Games for Understanding (TGfU) and Game
Sense, their uptake by physical education teachers across the globe seems to remain limited
(Light & Curry, 2014). Since the 8t publication on TGfU (Bunker & Thorpe, 1982) a
number of similar approaches have emerged leading to the use of broader more inclusive
term of GBAs that is used through this study. Within the growing literature on GBAS,
guestions have been asked abouefidi t y and what i s, and, what

2011) . We suggest that this has been encour
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education teaching Ki r k , 2013) , and contrasts with Bu
ideas on TGfU and thidea of a framework for the Game Sense approach (Light, 2013). This

article questions the need for fidelity as to whether or not an approach is authentic.

Game-BasedApproaches

Many approaches that base learning in modified games have been develaptt: gast

thirty years in response to problems that were identified by Bunker and Thorpe within
traditional teaching methods. Here, we briefly present some of the better known approaches
that follow Teaching Games for Understanding, and explain how theystauctured to

highlight some of the common features they share.

Teaching Games for Understanding (TGfU)

Bunker and Thorpe (1982) proposed TGfU as an alternative to traditional, tecfotgsed
approaches to games teaching in response to probleynsléméified with the ways in which
traditional teaching methods focused on the development of technique at the expense of
tactical understanding and decisimaking (Light & Tan, 2006). TGfU model (Figure 1.)
focuses on the whole game and places learimngodified games where tactics, decision
making and problem solving are critical (Webb & Pearson, 2004). These practice games
provide opportunities for the students to develop greater understanding of all aspects of the
game by actually playing to helptégrate knowing and doing within relevant contexts. TGfU
involves the teacher adopting the role of a partner in learning rather than the traditional role

of passing down predetermined knowledge through direct instruction.
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Figure 1. Teaching Games for Understanding Model (from Bunker &

Thorpe, 1982)

Tactical Games Appoach (TGA)

As a variation of TGfU, TGA emphasizes the learning of movement forms (skills) within the

game context, as opposed to the technique approach in which skills are practised in isolation
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Game Sense

Game Sense is a variation of TGf U devel ope
collaboration between Rod Thorpe and the Australian Sports Commission (Light, 2004).
Thorpe worked with Australian coaches an& hSC to develop a systematic coaching
approach based on TGfU known as Game Sense. Unlike TGfU, GS has no model and it is
more open to flexible interpretation (Light, 2004, 2013). GS focuses on the game and not on

the discrete skills or techniques of titamhal approaches before playing the game.

Game Sense locates learning within modified games to provide meaning and
relevance to the full game or sport and to develop both skills and understanding (Light,
2013). Games Sense teaching is a studentred inquiry-based approach where the teacher
acts as a facilitator of learning rather than a director of it. Games taught using a Game Sense
approach give students opportunities to develop social skills and problem solving abilities
that they can use in relifie situations. Game Sense involves relations with people, things and
places in which, &éstudents are not just spescs
Fawns, 2003). The first publication on Game Sense (den Duyn, 1997) provided a loose
outline of the approach that emphasised how it locates learning in modified games and
emphasises questioning over instruction. More recently Light (2013) has suggested a

framework for Game Sense coaching and teaching.

Games Concept Approach (GCA)

The GamesConceptApproach(GCA) is a variation of TGfU developed in Singapore. As

part of a major national curricular reform project, the GCA was mandated by the Ministry of
Education for physical education teaching (Rossi, Fry, McNeill & Tan, 2007). GCA seeks to
promote greater interest and enjoyment, better problem solving and dewiaiang skills,

and improved competence of students in both learning and playing games. This is achieved

by linking tactics and skills through the appropriate use of skill developamehapplication
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within the actual game context showing the influence of TGA (Griffin, Mitchell & Oslin,
1997). GCA is highly structured and teachers must follow a four stage model including:
1. Play, where the teacher introduces a game and lets the stutkniswith the main
goal of observing what needs work and where to intervene.
2. Practice,where the teacher introduces questioning and skill drills based on his/her
previous observations.
3. Replay is when the teacher goes back to the first stage but tivthobjective of
seeing what has changed after the questioning and drills.
4. The gamds where teachers introduce other games or an extension of the previous
game.
Similar approaches have also been developed that are not direct derivatives of TGfU but
shae similar pedagogy such as the Tactibakision Learning Model (DLM) (Gréhaigne,

Wallian & Godbout, 2005) in France and Play Practice (Launder, 2001) in Australia.

Tactical-Decision Learning Model

The tacticaldecision learning moddFigure 2.)focuseson the exploration, by students, of

the possibilities of game play and on the construction of adequate responses in small sided
games. In this approach playing team sports means analysing momentary configurations of
pl ay whil e man augsiamdyarying matheas welfl aslball tragettaories. All this

is achieved in conditions of decisional urgency in view of bringing the ball in the scoring

zone and effectively scoring (Gréhaigeteal.,2005).
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Figure 2. TacticaDecision Learning ModéBréhaigneet al., 2005, p.260)

Play Practice

First conceptualizedy Alan Launder (2001), the main aiof Pay Practice ido give

beginning players the opportunity to enjoy sport and games by playing modified games,
while helping them develop sufficient skills to continue playing the game or sport in the
future. Itaimsto bring the joy back to playing games and sports and to improve instruction in

both school physical education and sport programs. In contrast to TGFU, this approach is
based on the concept of pickup games and ga
they have limited space and equipment, few players, and no officials. Launder (2001)
proposed three fundamental processes: (1) shaping play, (2) focusing play, and (3) enhancing
play. These three processes are analogous to Bunker and Thorpe's (1982 obtio
06representationdéd and Obéexaggerationo. Li ke G

than contemporary TGfU, TGA and was originally developed in Australia for sport coaching.

Concerns surrounding GBAG6s i mplementation
The limited uptake of GB by teachers (Curry & Light, 2014) seems to due to the

epi stemol ogi cal assumptions GBA sit upon (1
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beliefs about teaching (Butler, 1996) and the challenges involved with taking up a-student
centred, inquinsbased pproach that moves the teacher off centre stage. Among these
challenges are the design and management of learning games (Light, 2015) and questioning
(Harvey & Light, 2015; Roberts, 2011). Akrrett and Harvey (2014: 89) suggest, the
challengesinvolvechi t aki ng up GBA can generat e, o0f eel
when undertaking a pedagogi cal changeé. TGf |
service teachers but they typically struggle to meet the challenges involved in its use (Wang
& Ha, 2009). GBA require considerable pedagogical skill, a good understanding of games, an
ability to develop and ask appropriate questions at the appropriate time and the ability to
select appropriate game forms (Chandler, 1996; Light & Georgakis 2005; MeNeill,
2008). These are all significant challenges for teachers who are accustomed to a highly
structured, teacharentred approach to games teaching that reduces complexity to the
mastery of technique.

The importance of questioning and of designing amghaging games are central to
learning but are aspects that beginner teachers struggle with as they try to manage the many
variables of the learning environment (Piltz, 2004). The literature also identifies the
difficulties teachers face when trying to dieye GBAs on practicum due to mentoring
teachersé | ack of knowl edge of , and support
2009). Unsupportive and sometimes hostile environments typically lead to the abandonment
of i nnovative praattihceofanldeaasdo prteisnigsttame edp (
2007; Wang & Ha, 2009). Learning to teach using GBA in such reproductive environments

can make it very difficult to maintain enthusiasm for innovation (Light & Butler, 2005).

Context, variation and interpretation
To meet these challenges, two broad approaches seem to have emerged. One is to clearly set

out the processes and sequences of the approach in detail through a models based approach
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(Metzler, 2005).The other is to emphasise understanding by teaclyefschising more on

what the core pedagogical features of GBA are (see, Light, 2013). This approach is more
accommodating to different interpretations but relies upon teachers having a sound
understanding of learning atite core ideas of the approach.

We suggest that the attention paid to fidelity of GBA arises from thinking around the
more prescriptive models based approach. We argue that though helpful, it is too prescriptive
and fails to take account of the diversity of settings it is practised inisTteflected in some
of the | iterature that focuses on verificat
benchmarks and contegpecific validation protocols to verify the application of each GBA.
Conversely, other literature suggests that selecind implementing the appropriate
pedagogical model/approach is strongly influenced by sodioral, institutional, political
and other contexts (Jarrek Harvey, 2014). In a study conducted by Jarret and Harvey
(2014) they sugge sSensdihkEngland wast teported Isy @articipantdGaa me
being Adifferento, Aimore | ike c¢club sporto a
based secondary school experiences of other gament r ed approaches to
suggests the influence of ltwral and other contextual factors that have shaped the
development of each approach in the country of origin (Light, 2013). Research conducted in
diverse setting such as Hong Kong (Wang & Wa, 2009), Portugal (Aguiar & Light, 2015) and
Singapore (McNeilet al. 2004 strongly suggests the influence of sacidtural environment
on the use of GBA and the learning emerging from it.

The devel opment and teaching of GBAG6s (an
the surroundings and the fact that each exints different. Teachers should be able to
interpret a GBA and adapt it to fit the context they are in, and their own dispositions toward
teaching and learning, but this requires a reasonably deep understanding of the principles of
the approach and thesumptions about learning it sits upon. Garmased approaches vary in

detail but share similarities that can provide consistently positive learning experiences that
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enhance learning and promote both the ability and the inclination to learn. This is thrgely
to them being studermentred, inquirybased approaches that emphasize learner reflection
upon experience and social interaction (Light, 2014) and perhaps this is something that
should be emphasised more than what sequence of steps to follow. Theit@mithey
present in their structure and the fact that the main goal is the same makes it possible to find
common pedagogical features and the views on learning they sit on.

Working to identify what is an authentic approach that involves clearly geitih
how the teacher instructs in this approach is a tempting approach for expanding the use of
GBA. On the other hand, there is a degree of disempowering teachers here by asking them to
follow set steps and procedutesoeendi mpgl e me
the freedom and the flexibility to adapt an
feel they should. If they had deep understanding of the epistemological assumptions GBA sit
on and their core pedagogical features, titnety should be able to develop interpretations of

GBA that realise the benefits of GBA suggested in the literature.

Conclusion

The studententred, inquinbased pedagogy adopted in GBA offers possibilities for
providing high quality teaching and learginlt emphasizes learner reflection upon
experience, social interaction, collaborative inquiry to make learning effective and enjoyable
as students realise the possibilities for learning this approach provides (Light, 2014). It allows
students to becomeittkers, curious inquirers and empowered learners instead of mindless
machines. We argue that this same approach should be adopted for educating teachers and
pre-service teachers. We think that teachers should also be empowered to explore, discover
and intepret the possibilities for learning that GBA offer instead of being asked to implement

an authentic model. They should have the opportunity and the right to think on their own and

find the best solution to different situations and be able to adapt ¢aeinihg to different
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contexts and different needs, and for their need for freedom to interpret aremienpl

GBAs.
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Teachingolder athletesnew tricks coachingcroquet through Game Sense
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Traditional croget coaching involves demonstrations from coaelssxperts, lectures and

drills with correctional feedback. This article reports on my experience of using Game Sense
approaches for coaching a cohort of 20 croquet players in their late 60s to early 80s. Th
majority of these players had attended, and reported very positively upon;cerdied
sessions in previous years but responded more positively to the empowerment of the Game

Sense approach.

Introduction
Game Sense is having an increasing influemceaaching across a range of team sports such
as basketball, football (soccer), netball, Australian football and rugby countries (see, PaIill,
2013 Zuccolo, Spittle & Pill, 201pbut is yet to have a significant influence on target games
and on croquet coaching in particular. There is also a paucity of literature exploring the
application of these approaches to coaching older athletes. This article redresses both these
oversights in thggamebased approache&BA) literature by reporting on my experience of
implementing a Game Sense approach to coaching older participants and on poese®s
to it. It reports on my experiences of coaching twenty, sixty to eighty year old participants
with experience of playing croquet ranging from one to thirty years in ataglvorkshop in
New Zealand in late 2014.

Croquet requires a high level pifecision but often requires players to make powerful
clearing strokes. Despite the importance of tactics in croquet, coaching remains dominated by

a technical approach. As a croquet coach and a player who has competed at the highest levels
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of competitionl have only recently been exposed to the Game Sense approach but could not

help but see the potential it holds for the development of tactical knowledge and tactically
informed decision making in croquet. The traditional coaching approaches described below

are those that | experienced over 15 years of competitive play from beginner to international
player in England and New Zealand and interactions with club, regional and national coaches
from beginner to high performance level in England, New Zealand asttala. My interest

in athletecentred and inquirpased approaches to coachingsw ns pi red by Li ght
Sense research and work on Positive Pedagogy for coaching individual sports (Light, 2013,
2014). Upon reading the literature on Game Sehdeund thatthe social constructivist

learning theory that Light (2013) and others suggest undeitpiesonated with my existing

beliefs abouthow people learnand how thiscould inform teaching and coaching. Social
constructivism sees learning as a proces$ t he | earner 6s i nter pl
experiences shaped by existing knowledge and dispositions leading to the construction of
new knowledge and change in the learner rather than just a process of knowledge

transmissior{Merriam & Caffaella, 1999)

Traditional croquet coaching: Watch me, copy me

Traditional croquet coaching in Australia, New Zealand and England is dominated by a
coachcentred approach, where the coach instruc
Athletes are tBn given opportunities to attempt to replicate the correct technique with
coaching focused on reducing errors in technique. Individual differences are acknowledged
inasmuch as there are three accepted ways to hold a croquet(Mefletilough & Mulliner,

1987) The command styléMosston & Ashworth, 2002) approach has no element of
discovery or inquiry, or of activeearning. Instead, it promotes passive learning, with very

little questioning used by coaches, and little to no dialogue between athletes or between

coach and athletes. Creativity is not encouraged as patterns are taught and copied, and

29



2015 Game Sense for Teachers and Coaches Conference Proceedings

techniques are desnstrated and replicated. This assumes a theory that knowledge is a
construct that can be passed from one learner to another.

The seeandreplicate approach to coaching has additional problems in a sport like
croquet where many participants are elderly ara have developed mobility restrictions
through age or injury in earlier sporting involvement. The physical restrictions experienced
by many croquet players strongly encourage the use of an atbtgted approach, where the
coach scaffolds learning, ppr eci ating and developing the pl
optimizing performance.

Croquet is a tactical gam@lummer, 2006Wwhich combines the elements of target
games such as putting in golf with tactical decigsimaking more commonly seen in chess,
snooker and billiards. Beyond physical demonstrations, therefore, coaches have the
opportunity to develop thinking players, camahf planning several strokes ahead and
adapting to situations which vary from their previous direct experience. Modern croquet
texts, including the seminal work of Keith Wyl{@994) provide scenarios which a player
mi g ht experience, and provide a O6correcto6 e
While this approach is wuseful b, ebmhoteacowagalr age
players to develop flexibility in thinking. Furthermore, little attention is played in traditional
croquet coaching to developing the relationships and interactions which typically take place

during doubles competitions, where two playaympete together as a team.

Athlete centred and gamebased approaches to coaching croquet to senior players

| conducted an annual oy coaching workshop in Association Croquet and one in Golf
Croquet early in the 2012015 New Zealand croquet seasoroy{Bimber 2014) in which |
adopted a Game Sense approach. Approximately 20 people attended the Golf Croquet
session, many of whom had attended previous workshops. All the participants were over 60

years old with many in their late 70s and early 80s. Mostpnadiously experienced only
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direct coacHed coaching in croquet and other sports. Despite the positive comments on these
sessions, it was unclear to me how much knowledge they had retained, with some participants
tal king about a f naetwaldy beerc pgreviouslyt used. Additionallis, thé a d
coaches leading the sessions had observed few improvements in tactical choices in the
majority of regular attendees of the annual workshops.

The activities | used in the workshop and my pedagogical appdrvaehon the work
of Light in Game Sense and positive pedagélgght, 2013, 2014) Croquet games are
played as singles and doubles, however it is very much an individual sport, with players
taking alternating tum , as with the game of snooker. Thi
recent work on applying the principles of Game Sense to skill intensive, individual sports
such as swimming and running, with an emphasis on(faght, 2014; Light & Kentel,
2013) My Game Sense session began with an explanation of ateletieed coaching and
Game Sense, aimed at making the participants aware of the deliberate pedagogical approach

they would experience and how different itwebbe from what they were probably used to.

Activity 1. A simple techniquebased shooting activity conducted in pairs

The first activity was designed to engage participants in thinking about their own technique,
engaging with fellow participants, and comnicating effectively. The activity was a simple
partner activity that wa s(2082)rauiprbcal teachiny stfeo s st or
In it one player would strike five balls towards a target ball with their partner watching for
technical points and with atsef 3 questions they were to consider regarding the shooting
technique and which included quesyesomotes such
ball when their mallet hit 1t?6 After five s
theirtechnique, focusing on the three questions. The partner then continued to take individual

shots receiving feedback after each. They would then switch roles with the first player now
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taking a new task card with a different set of questions (which themgrasas not allowed
to see until the first five shots were complete).

This activity was designed to encourage the participants to communicate with each
other, and to focus their attention on just a few key aspects of shooting technique. All players
we actvely engaged in their learning and the challenge involved in having one coach to 20
players was circumvented. As Mosston and Ashw(002) suggest, this approach moves
from the coach centred command style toward the more learner centred problem solving
style. As sucht provided a gentle move toward the athleemtred, inquirybased nature of

Game Sense. The player responses to this activity were very positive, with players

commenting that, i Hhroligh grevioesly Imecauss yon tgld rae td, lmut | o w
now |l understandvhyl am doing ito, and Al was watching
and | began to wonder what I did in that p

clubhouse for a break talking enthusiastically in their pairs, and then engatfingtiers.
This activity was the catalyst for a full
comments from the participants and the most active engagement from participants that | had

experienced in conducting coaching workshops.

Activity 2 Game Sese croquet

A second example from the athlatentred croquet workshop is a game designed to teach
fundamental tactics in the game of golf crog{W#brld Croquet Federation, 2013)he basic
tactical options include hitting the player ¢
and score a point, hitting the ball into position in front of le®p to enable it to be hit
through in the next turn, a n drunren easition.Mg an
normal game involves 4 balls, with blue and black playing against red and yellow, with

players taking alternate shots in the sequence tddeblack, yellow.
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The game used in the Game Sense session consisted of two balls, red vs blue. Red
was placed one yard directly in front of a hoop. Blue was placed two yards to the left of this.
Blue started each game, with the players taking alteshatts, and the game winner was the
first to score the hoop. Five games were played with one player as blue, then the players
switched over and played another five games.

This simple game challenged players to solve the problem of competing to win a hoop
by exploring options available to them, including the power with which they played clearing

strokesi as an offcentre clearance not only removes the opponent ball, but also leads to the

strikerdés balll finishing far iffromtwofthe hoep, hoop.
ot her options arose, such as attempting to h
point, taking closer position, and making de

be cleared. Stronger players also discovegibns around whether to take position directly

in front of the hoop, or to position on one side or other of the centre line to ensure that a
clearing shot from the opponent would not leave the opponent ball inrboomg position.
During this stage othe session | asked questions directed at the whole group that were
designed to promote thinking rather than to get answers.

The use of five games of generally very short duration enabled players to consider
options, try them out and discuss the resultse Toach, and an assistant coach, moved
among the players asking questions about the tactical options chosen, and their outcomes
from earlier attempts. For exampl e, t hey asl
achieve here?6 anhbdedbcaptiyoosttwhhnkhomi ght be
were encouraged by the coaches to discuss ideas they were considering and to explore further
options. They were also given opportunities for sharing ideas and discussing them with their
opponents. Thecenario presented is a very common part of the game of Golf Croquet, albeit
simplified by the use of only two balls, enabling players to propose, implement and evaluate

tactical options, and to test their skills with the lines of play they were comgjdemd to
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immediately see the consequences of their choices. The use of short games, and the
opportunity for players to take on both starting positions, meant taking-@psiatal line of
play led to only a small penalty (loss of one short game) encalitaggeg risks, being
creative and being able to learn from errors with support from the coaches.

At the end of the session | called all players together for a debrief in which |
encouraged them to contribute ideas to the tactical discussion. The restitewaost open
and confident discussion session | have experienced as a coach with adult players, which
gave me great satisfaction. All pairs of players contributed ideas to the final discussion that
gener ated a dteo pp afwhichdfor mng vas arf unafticipated, but very

appropriate response and one that I learned from.

The challenges and concerns

Research on the use of GBA has focused on children and young people in physical education,
youth sport, high performance sport and elite leypelrtsbut has ignored older people and
athlete§Chen & Light, 2006; Evans, Light, Quay, Harvey, & Mooney, 2013; Roberts, 2011,
Wang & Ha, 2009) This paper redresses this gap in the GBA literature by reportingyon m
experiences as a coach of applying this approach to coaching older athletes. For me it was a
daunting task to abandon a lifetime of being coached and coaching by using the traditional
approach of direct instruction and a focus on the mastery of techriquas also very
concerned with how the sometimes chaotic appearance of a Game Sense (kagsion

2004) might compare with player expectations of a fully structured, caretioiigd
workshop ashey had experienced in previous years. Additionally, the athletes present were
well conditioned to sitting quietly listening to experts dole out wisdom and demonstrations of
perfect technique through their past croquet and other sporting and educatperarees.

These are all concerns that the literature suggests are common among coaches and teachers

setting out to change their practice from a traditional approach to a GBA (eg. Light, 2004).
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Game Sense croquet coachindid it work?

Dewey (1938) suggests we learn through engagement with a learning environment and
reminds us that we must ensure that experiences are educative and foster an enthusiasm for
learning, rather than simply providing unguided experiences. L({@013) proposes four
requirements for an effective game sense session that guided the session | report on. He
suggests that a Game Sense session is characterized by (1) locahing lea modified

games or activities that are managed for learning by the coach or teacher, (2) an emphasis on
effective and open questions to encourage cognitive engagement, (3) providing opportunities

for designing strategies and trialing them, and ptpviding a supportive learning

environment . From my perspective as the ¢

comments, the activities described above provided these elements, and offered progressions
and alternatives to suit the needs of the athlefesestioning encouraged creativity and
demonstrated confidence from the coaches in the ability of the athletes to discover their own
solutions to tactical situations, which occur in games. However, | did struggle at times to
provide the open, generative gtiens that Harvey and Light (2015) suggest are needed in
GBA such as Game Sense. To me, the level of the activities appeared well matched to the
players as they exhibited many of the elements of Flow described by Csikszentmihalyi
(1991)

The workshop out comes ar e best vi ewed
literature, student, peer aself for reflective practicéBrookfield, 1995) The literature is
discussed extensively throughout this reflective article, and we shall focus in this section on
those present for the workshop; tharticipants (student), an assistant coach and observer

(peer), and the practitioner (self).
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Refl ection on the participantsd responses
The response from the participants could not have been more positive! The pair activity
which began the workshop credtan atmosphere of positive interaction and discussion. As

the day proceeded people delighted in discovering, testing and refining tactics and skills, and

the feedback following the session was very
realyenj oyed mysel féwhile | had come along tod
moreé the two sessions | had with a friend
what I am doing. o0 The ot htehrr owshgoh coof mnhedénrt esdwior
really got thefeelfor using afollowt hr ough i n my swingo (her emp

the previous year she had used a followthrough with her swing because she was told to, but
this year she really understood it, and was thrilled at how it workedther participant
appreciated the flexibility of the technigbased exercises to accommodate her own physical

limitations (a chronic back injury which severely restricts her mobility).

Reflections from a peer

A colleague was present for most of therkshop, observed the sessions, and spoke to the
participants following the dayés activities.
president, and is a highly experienced international croquet coach with experience in
coaching junior athletessawell as mature participants from beginner to elite levels. His
observations were that the session flowed very well, and the comments by participants

foll owing the session were more Opositive an

Reflections from the practitioner
The final lens is the author and coach. From my objective observations | felt that the
participants all appeared to be fully on task and enjoying the opportunity to play games, while

exhibiting improved skills as the day progressed, and gaining confidertbeir decision
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making and cooperative activities. They responded enthusiastically to questions, and worked
together to design and test responses to tactical situations without hesitation. From a more
subjective perspective, | felt relieved and was veaggdy with the positive response to the
session and particularly the very positive affective responses of the participants that came
from interaction with their peers, being empowered to learn, intellectually stimulated and
being physically and cognitivelgngaged. The enthusiasm and understanding shown by
participants strongly supported the hypothesis that gérassd approaches to coaching a

target sport such as croquet could be effective, even with an older group of participants.

Conclusion

Despite a lag history of being coached through coaemtred instruction and their advanced

age the participants enthusiastically embraced the attgeteed and gamédsased coaching
approach. Engaging athletes both cognitively and physically supports deepergleardin
enables coaching to be effective with a high athieaches ratio. This offers promising
ground for further advances in coaching target sports through games based approaches,
teaching athletes across a range of ages and past experiences. Workher needed to
provide broader evidence of the efficacy of this pedagogical approach in the sporting context
of croquet, and to determine the longemm benefits and tactical knowledge gains from

athletecentred and gamdsased coaching.
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Game Sense wasitioduced to Australian tennis during Australian Sports Commission

(ASC) national workshops in 1996, prompting tennis coach education providers to
emphasisaéhe approach, and its embrace of increased player involvement in the coaching
process, in formal @ach accreditation literature. This research involv2@8 junior
development and club professional coaches inasséssment of their teaching styles

provides insight into the penetration into the everyday coaching practice of one of the
central pedagogal tenets of the Game Sense apprdatie use of weltonsidered coach
questions to guide the devel opment of pl aye
Since the ASC workshops in 1996, until this research there has been no assessment of the
uptakeof the Game Sense approach in Australian tennis. The pedagogical practice of coach

led questions in the Game Sense approach has been referred to as a form of guided

di scovery. This research used Mosston and As
(The Spectrum) as a tool through which to investigate the coaching styles of Australian

junior tennis coaches, revealing coachesidelftified alignment with the guided discovery

practice of coach ed questi ons ( Mo s-StyleoR). dte re@urch fduedd Di s ¢
that a practice st yB)wasthdpedagogicanstyle us€timast dftéenc e St
by the respondent s, foll owed by a more dire
StyleA) . Guided discovery (-SteskS wa théd third @ost ded D

commonly adopted pedagogical practice.
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Introduction

The Australian sport Playing for Life philosophy is underpinned by the Australian coaching
pedagogy known as the Game Sense approach (GSA) (Australian Sports Commission (ASC),
2015).This approach is described as one that employs games rather than drills to introduce
tactical and technical dimensions of play. The GSA is described as being defined by the
following concepts:

1. The game is the focus of practice, whereby players are chadlénghink about

what they are doing and why they are doing it via primarily games selected to
purposefully achieve this objective;

. The coach/teacher role is to act more as a facilitator setting challenges and guiding
player problem solving for player leang by selfdiscovery;

.A pedagogical emphasis on questioning
players what to do; and

. The pedagogical use of the manipulation of environment, player and task
constraints to modify games to purposefully achieve dbhjective of learning

what to do and why to do it as complimentary game dimensions interwoven into
the devel opment of skillful 6t hinkingo

1997; Schembri, 2005).

The GSA was introduced as the preferred coachingfipeain Australian sport during
the earlyto-mid 1990s by the ASC (ASC, 1996), prompting tennis coach education providers
to emphasise the approach and its embrace of increased player involvement in the coaching
process in formal coach accreditation htteire. The Australian Tennis Coaches Conference
in 1996 featured discussion on the GSA (Hewitt, 2015). The content of coach education
guides and manuals now emphasise a gdrased approach (Tennis Australia, 2010a,
2010b). This move in coach education insfralia via the GSA is mirrored in the global

rection in tennis away from a coaching f
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model 6 encouraging players to cop-prientattd al i s e
approach in coach educatiprovided by coaching associations (Crespo, 1999; Holt, Strean
& Bengoecha, 2002) . Thi s pedagogi cal direc
approach where technique teaching is placed within the context of a game (Crespo & Reid,
2009), and the prefieed way of teaching novice and beginner players is with an emphasis on
match play and the incorporation of isolated technique work is kept to a minimum (Tennis
Australia, 2010a).

Tennis Australia coach education materials emphasise a discovery apprean's (
Australia, 2010a, 2010b). The GSA pedagogical emphasis on the use -@omnstered
guestioning to guide and direct learning has been described as guided discovery or a
discovery style (Breed & Spittle, 2011; Light, 2014; Pill, 2007; 2012). Guitiscbvery is
described by Mosston and Ashworth (2008) as
the predetermination of the sequence of steps (in the context of the GSA, the sequence of
guestions) t hat wi || Agradoaadi gcawndadr steltear eh

(Mosston & Ashworth, 2008, p. 214); in other words, the GSA has been likened to a process

of coherent and | ogi cal progressions | eading
or i dea. AThe robeowvér thbkbel aaswer sos( Mos giti o
212) via dlogical and sequenti al design of &
a predetermined concept, principle relation

(Mosston & Ashworth, 208, p. 212). This discovery process is unlike what is described as a
0tradi t rasspoat teéhniquegs @Kirk, 2010) coaching approach where largely directive
instruction of a Otechnical stroke model 0
mechaircs.

Guided discovery is a misunderstood term and its conception within the Spectrum is

significantly different to how guided discovery is viewed in other teaching approaches.
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This research used The Spectrum as a tool through which to investigatefthe sel
reported coaching styles of Australian junior tennis coaches to determine the alignment of
pedagogi cal practice with the key pedagogic
practice environment. This research involved 208 junior developmentla@ngrofessional
coaches in selissessment of their teaching stylElse research has filled a gap in the GSA
literature as since the ASC workshops in 1996, until this research, there had been no
assessment of the uptake of one of the key pedagogicaledewi the GSA in Australian
tennis and thus whether the coaching direction preferred in the Australian sport Playing for
Life Philosophy and tennis coach education specifically was evident in the Tieisl.
research is significant as it is acknowledgkdttto impact the practice and behaviour of
coaches requires that they acknowledge what they do, in addition to the assumptions that

support and inform their coaching (Harvey, Cushion & Md3eazalez, 2010).

Method

This paper reports stage 1 of threegeta of a larger study which investigated the
instructional practices of tennis coaches. Stage 1 was a survey questionnaire of the perceived
teaching styles of tennis coaches, Stage 2 was a series of systematic observations of the tennis
coaches in actioneaiching students in sessions, and Stage 3 was a series of-Upllow
interviews with selected participants from Stages 1 and 2.

Stage 1 consisted of a survey questionnaire which reported the teaching styles that
tennis coachesd b e lching sessiorts themyghout $he yeBnel suvrey ng C 0
guestionnaire used an adaptekcription inventory of landmark teaching stytks/eloped
from As hwo rDedcripson ivenody ®f landmark teaching styles: A Spectrum
approachand SueSee, Ashworth, afaiwards (2007) nst r ument for coll e
beliefs about their teaching styles used in Physical Educalibe. adapteddescription

inventory of landmark teaching stylpsovided ascenario descriptionf each of the eleven
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teaching styles on Thep8ctrum to more directly connect to the field of coaching. Written or
verbal permission to employ the necessary changes to the descriptions was granted by Prof.
Sara Ashworth, Associate Prof. Ken Edwards and Dr. Brendan SueSee.

Creswell (2012) indicatethat survey questionnaires are a valuable method of data
collection when attempting to encapsulate a large number of responses as a sample of a
population, which this research attempted to do. The survey questionnaire consisted of two
parts. Part A posed gestions relating to sociemographic information in addition to
coaching habits. These questions included: gender, aagk state or territory where you
currently coach, highest educational qualification, coaching qualification that you are
currently conpleting, how many years you have been coaching, how many hours a week you
coach, the age group that you spend most time coaching, and the level/standard of the
students you coacPart Bof the survey questionnaire then presented one question relating to
the description inventory of landmark teaching styléke question (for each of the 11
landmark teaching styles for which a description was provided)o&vdbo w f r equent | y
use this landmark teaching style in my coaching sessions throughout thé yd#&-point
rating scale was used for participant ratings. The items used for the question consratéd of:
at all, minimally, here and there, often, and most of the thneexample is shown in Figure

1.
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Landmark Teaching Scenario Description of Landmark Teaching Style
Stvle

The students perform the task, selected by the coach, in a nnison,
A choreographed, or precision performance image following the exact pacing
{cues) set by the coach.

How frequently do I Not at| all Minimally Here and Often Most of
use this landmark there the time
teaching style in my

coaching sessions 1 2

o]
througheout the yvear?

Figure 1. Frequency of Landmark Teaching Style.

An example of one scenario description from the description inventory of landmark teaching
styles which shows a fivpoint rating scale used to measure how frequently a landmark
teaching style was used.

To assess the effectiveness aodhprehensibilityof the survey questionnaire a pilot
study was conducted with 50 tennis coaches. Following feedback from the pilot survey minor
modifications were made to some of the inventory descriptions that more closely related them
to tennis coach. Following ethics appal, the survey was then deployed with all coaches
enrolled in the Junior Development and Club Professional coaching courses between 2009
and 2011 were invited to participate in the survey questionnaire. A total of 208 tennis coaches
enrolled in the JD fanal accreditation tennis coaching program (n=130) and the CP formal
accreditation tennis coaching program (n=78) between the later part of 2009 through to the
end of 2011 completed the survey questionnaire. The survey questionnaires were distributed
to the participants via their local Coach Development Coordinator (CDC). All coaches who
agreed to participate in the study were provided with: (a) formal letter of invitation and plain
language statement, and (b) the survey questionnaire.

The IBM Statistical Rckage for the Social Sciend&PSS) Vesion 20.0 was used to

perform analyses on the survey questionnaire variables. In addition to these descriptive

45



2015 Game Sense for Teachers and Coaches Conference Proceedings

statistics, onavay analysis of variance (ANOVA) was used to explore differences in mean
responses by CBnd JD coaches about their seported usage of teaching styles during
coaching sessions throughout the year. Narametric Mann Whitney tests were conducted
to test for differences between medians. @y analysis of variance (ANOVA) and pest
hoc LSDtests were additionally employed to explore the differences in mean responses from
all the coaches as a single group (n=208) with regard to theirepelited usage of teaching
styles and:

1 Level of players the coaches spent most time coaching per week.

1 Age group most time spent coaching per week.

91 Hours of coaching spent per week.

1 Years of coaching experience.

In order to determine whether there was a significant association between coaching

gualification and hours of coaching, level of students tieeckes spent most time coaching,
years of coaching and the age group the coaches spent most time coachsuya@hitests

were performed.

Results anddiscussion

The majority of participants reported that they coach beginner players (51%). With tespect

the age group that the participants spent most time coaching, 38% reported to coaching
students in the age bracket eB6/ears, 26% stated that they coached players betw&en 4
years of age and 22% indicated that they spent most time coaching saghshtsetween-9

11 years of age. Over 80% (n=171) of the coaches were male, while females constituted
17.79% (n=37) of the participants. The largest percentage of coaches (40.87%) (n=85) was
aged between 20 and 29 years old, with almost 34% (n=69) of sbagkd in the 15 to 19

years age bracket. The age bracket of 30 to 39 represented just fewer than 15% of coaches,

while 7.21% (n=15) of coaches reported to being aged between 40 and 49 years at the time of
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the study. The smallest percentage of coachesnithge 50 plus age category (3.85%able

1 shows the breakdown of responses for data collected with the survey questionnaire. The

teaching styles are listed in the first column.

Table 1.T h e

tot al

breakdown

and

p e r ddentifechugagyes

of teaching styles after reading the scenario descriptions (n=208)

Self-Identified usage of teaching styles by all tennis coaches® after reading the scenario descriptions
(n=108)
Teaching | Nor . | Minimally ! Heve i Often | Most i Total
Style af % ¥ and Yo L of " | coaches
Al There the
Time
Command . - . 29 0 - .
Style-A 4 Ly 36 17.3 62 29.5 93 4.7 13 6.3 208
Practice - u . . . -
Style-B 3 14 25 12 58 7.9 | 100 481 | 11 | 106 208
Reciprocal - - . e u . u
Style-C 43 | 209 73 LEN 55 26.4 33 159 4 1.9 208
Self-Check 2 - - - A a0 A -
Style-D 40 | 19.2 62 19.5 61 19.5 42 .2 2 L0 208
Incluszion . " - . N -
Style-E 49 | 136 56 26.9 48 231 £l 45 4 1.9 208
Guided A \ . . - - - -
Discovery- 15 2 40 19.2 57 274 78 375 ] 18 8.7 208
F
Convergen u o= = . . P - -
t Discovery 6 | 115 52 50 81 350 41 .2 7 34 208
Stvle-G
Divergent - o u
Discovery 9 4.3 39 15.5 84 40.4 67 312 9 4.3 208
Stvle-H
Learner
Designed cm | mm - . . u u . u
Individual | 37 [ 274 76 36.5 54| 160 20 0.6 1 0.5 208
Program
Style-I
Learner 208
Initiated . . . = -
Program 63 | 30.3 85 40.9 50 240 9 4.3 1 0.5
Srvle-J
Self- - = L] = -,y = - = -
Teaching 73 | 351 69 332 5l 4.5 14 6.7 1 0.5 208
Stvle-K
The survey questionnaire indicated

teaching stylefMosston & Ashworth, 2008) most frequentlgften to most of the time

during coaching sessions throughout the ye@ommand StyleA (51%) and Practice Style

47

of

t hat

a



2015 Game Sense for Teachers and Coaches Conference Proceedings

B(58%). The coaches also reported to using Guided Discévédp%) as the third most
commonly used teaching style. Two classifications of thinking capacities areechpiuhe
11 styles of The Spectrum. One of those thinking capacities is reproduction. All individuals
have, in varying degrees, the capacity to reproduce known knowledge, replicate models,
recall information, and practice skills. Additionally, all indivels have the capacity to
produce a range of new ideas. The first five landmark teaching styles (Command,Style
Practice StyleB, Reciprocal StyleC, SelfCheck StyleD, and Inclusion StyleE) form a
cluster that represents teaching options that fosggroductionof existing (known, past)
information and knowledge. The information to be learned can also be new to the learner but
the content is fixed, specific, a model or procedure. The remaining teaching styles (Guided
Discovery StyleF, Convergent Dsovery StyleG, Divergent Discovery Styel, Learner
Designed Individual Program Style Learnerinitiated StyleJ, and SelTeaching StyleK)
form aclusterthat represents options that invgeoduction(discovery) of new knowledge.
This knowledge is ne to the learner, and it may be new to the teacher, or at times, new to
society (Mosston & Ashwort h, 2008) . The GS
pl ayer so, and The Spectrum teaching styl es
(reproduction oproduction) fostered by the use of the teaching style.

Over 51% (n=106) of the participants reported to using Command/Astytan often
to most of the timaluring their coaching sessions throughout the year. While only four
coaches (1.9%) from the totashmple (n=208) reported to not employing this style at any
stage during coaching sessions. Practice yweas the most frequently reported teaching
style by coaches in this study. Approximately 60% of the participants stated that they
employed this st@ fromoftento most of the timel'wenty-five coaches (12.0%) reported to
using this styleaminimally, while only three coaches (1.4%) from the overall sample of 208
said that they did not use this style at all during coaching sessions throughout thighgear.

third most used teaching style as reported by coaches was Guided Dideosémost 50%
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of the participants employed this stydétento most of the timeluring lessons. While 57
coaches (27.4%) revealed that they used this sigte and therel5 paticipants (7.2%)
indicated that they did not employ this style at all when coaching. The data shows that JD and
CP tennis coaches in Australia largely gd#ntified similar teaching styles fromften to
most of the timén their coaching sessions thrduoyt the year. Results also revealed that JD
and CP coaches reported spending most of their time using teaching styles located in the
reproduction clusteof The SpectrunifMosston & Ashworth, 2008). We would argue that the
finding of mostly Command Styl& and Practice Styl8 teaching styles indicates a common
coaching practice purposing instruction of a
to reproduce (copy) idealised stroke mechani
techniquesé

Overall, the coaches in this study reported to using all the teaching styles during
coaching sessions. On closer inspection, however, a more accurate interpretation concerning
the frequency with which they believed that they used all the teaching siykrged. Only
three teaching styles were reported froitento most of the timbéy over 45 percent of Junior
Development (JD) and Club Professional (CP) tennis coaches. These included: Practice
StyleB (58.7%), Command StyA (51.2%), and, Guided Discome Style F (46.2%).
Practice StyleB and Command StyA are located in theeproduction clusterof The
Spectrum (Mosston & Ashworth, 2008) and share similarities with direct instruction
guidelines, or what Metzler (2011) describes as a Direct Instrupgalagogical model.
Coaches who employ direct instruction enforce the majority of the instructional decisions
during the session and players are directed to acquire and use this knowledge in ways
stipulated by the coacfhe different perspectives of Guati®iscovery as outlined by The
Spectrum and guided discovery as applied to GSA and other approaches is not clearly
determined and doing so would be beneficial to sports coachdsled Discovery Styl€ is

located in theproduction clusterof The Spectrum(Mosston & Ashworth, 2008). This
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teaching style shares some pedagogical principles associated with indirect and discovery
instruction guidelines typical of the GSA, whereby or coach includes the players in decision

making to promote discovery and creainof knowledge and skills.

Conclusion

The identification of different features within pedagogical behaviour among tennis coaches in
Australia will be particularly crucial to enhancing coach education programasnely on a

content and learning strategibasis. Owing to these reasons it would appear necessary for
coach education providers to understand what teaching styles tennis coaches are presently
employing and if they are using a range of teaching styles aligned to the @mphas
recommended by coachdécation providers. The study results, based on beliefs about
teaching styles employed, sholwat JD and CP tennis coaches in Australia do not use a range

of teaching styles consistent with the pedagogical emphasis of the GSA during their coaching

sessionshroughout the year.
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Re-presentingt e a ¢ hexperientesof using gamebased approachesthrough poetic
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This paper provides an overview of poetic transcription and how | used iptesent
physical education teaches gsing eegameased ences
approach (GBA). Composite narratives der
experiences of GBA teaching provided the initial storying of experience with three
separate teacher capacities for experience identified; thdtezraer, a Collaborator,

and aCatalyst These narratives were thengateried as found poems. Discussion

within this paper comments on the reflexive action | engaged with to transform
interview transcripts into poetic form with specific comment offered as taatignale

for use of poetic transcription as well as the process | undertooksteere t eac her
experiences of GBA experience. Comment stemming from a comparison of poems is
also offered along with what experimentation with poetic transcription enabléd me

Adoodo with my understanding of the experie

Introduction

Similar to Legge (2015), | am interested in experimental forms of research writing that
challenge traditional research conventions in physical education. As part of a stuaingxpl
teacherso experiences o f -based aapphoach g GBA) ahae s u
development of composite narratives from interview transcript data offered an initial insight

into teachersd capacities for G B Aghtd waser i enc
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interested in developing another equally powerful and engaging means for readers to access
and develop their understanding of what it means to experience GBA teaching. | had recently
read Maureen Leggeds (2015)iptioptomeamine@lmsicaler us
educatonprser vi ce teachersd | earning when teachi
education in New Zealand and | was immediately struck by what poetic representations of
interview transcripts offered to readers; thatnigea powerful and engaging opportunity to

recreate complex events through which depth of experience was not lost. Legge (2015)
commented that the teaching experiences tha
charged for the p@artthiacti psahnet ssoa W pf.i tl 4t70 Qi VvV ¢
vul nerabilities, and actions; and to reveal
143) . Thus, Leggeds us gresent aspeasedf subjectivity ands c r i |
meaning of experiae for two individual preservice teachers was profound enough for me

to consider its use as a means tepmesent collective meaning of -gervice teaching

experience as was the focus of my study.

Overview of study

My study focused on the analysis oflleotive meaning associated with secondary physical
education teachersd experiences of teaching
taught in one of two different international contexts, southeast Australia or southeast
England, and all had som&perience of using a GBA to teach games. Elicitation interview
technique, which uses questioning of sensorial context to engage the interviewee in the
6relivingd and verbalisation of past exper.i
c o0 nt e xirt adphewamenographic research framework with the purpose being to uncover

the qualitatively finite number of ways that GBAlated teaching was/can be experienced.

The findings of the study relate to participants (N=12) having three separate capacities to

experience GBAelated teaching. Each capacity for experience was categorised as being
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either aLearner, aCollaborator, or aCatalyst These three categories formed a hierarchy of
gualitatively different ways that the phenomenon of Gfgkated teaching @as/can be
experienced that was both inclusive in nature (e.g. those that experienced the phenomenon as
a Catalystwith a more complex understanding also experienced the phenomenon in part as a
Learner with a less complex understanding) as well as parsimognin structureA brief

explanation of each of the three categories is offered in Table 1

Table 1 A brief explanation of each category

ThelLearner The Learner categoryrepresented the view that teachers using G
were required, first and foremost be Learnerswith conceptions o
experience reflecting a more operational understandiings meant
experiencing the phenomenon of GBA teaching at a less complex
with fewer elements of the phenomenon being discerned (e.g. the

effective questining) with a clear focus on the actions of self

teacher.
The The next category, th€ollaborator, represented the view that a foc
Collaborator on using GBAs required engaging pupils in collaborative lear

endeavours with participants delegatmnegpmsibility for learning. One
of the key variations within this category (in difference to ltkarner
category) was the reliving of teaching experience that depicts a te

and pupil focused endeavour.

The The third category, theCatalyg, represented the view that throu
Catalyst purposeful and collaborative design and action teachers using
can becatalystsf o r pupilsdé | earning

curriculum. Thus, teaching experience was relived as a purpd
endeavour that offedelearning opportunities beyond the constructs
curriculum. For the Catalyst self, collaborative and contextual as

of experience were prominent elements of focal awareness.

In order toprovide further insight into the complexity of meaning attréouto GBA

teaching experience over and above more familiar ways of sharing research findings
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composite narratives were then constructed redented to form an integral part of each
category descriptionA number of researchers (Webster & Mertova, 200Gndinin &

Connolly, 1990)have used narratives to address issues of complexity and subtlety in human
experience with their use in educational res
construction and reconstruction of personal and socatst e s 6 ( Connel |l y & CI
p. 2). Thus, each composite narrative created for my study was made up entirely from
utterances contained within transcript data in an attempt to remain as faithful as possible to
the intended meaning of experience aaretl by each participant. One of three composite
narratives constructed as part of my study (that being the experience of GBA teaching as a
Learnel) can be viewed in Table 2. It was this desire to remain faithful to experience that led

me to consider these of poetic transcription as another means by which the experiences of

GBA teaching by participants of my study could be accessed.

Table2One of three composite narratives. constr

The first | e s s onitwas thamliénd of mames teaching segsidn

rather than albdbmcaobsée sesgbaoséabout not
what wedre doing because this 1 snadf how |
explain some modi fied r ulyehngsfwe haveebkenmé e mp

working on in previous weeks and that | would like to see them utilise them well in

this gamé t hat 6 s why | think i1itds TGfU| becaus
| acr os s &o Irhave giveréthem a clear instruction about how closeatey

all owed to be to any ot her ptheresamikidsopn t hei
t hat are stildl barrelling in on top of t

thereé they just want to play with |[the ba
s h o u |l dultirbatel§ | do get the response | am hoping for which is we need to

space out amkr esépeci fic groups Ooéwhat | are th
a teamdadybe itrhaaytbbies what | 6ve associjated a:

removed from whatgéyoudre expec
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Note: The bolding and nepolding of text is used to separate and highlight the
comi ng toget her of utterances from diff e

narrative should be read as one continuous story.

Poetic transcription
Recognised as atim of qualitative research in the social sciences, poetic transcription offers
a nontraditional way for researchers to portray their inquiry (Glesne, 1997). These narratives
are poetically structured and iinteadewd t O
understanding of research text (Richardson, 2013). The found poetry of poetic transcription is
created through the analysis of interview transcript data by selecting and rearranging words to
reflect original text meaning (Burdick, 2011). It requitest to be filtered through and by the
researcher to reduce transcript data whil st
interconnections of thoughtso held within |
readers with opportunitiestoaccesmd engage with the whol eness
was also the motivation for Col | dpreseniingf2 015)
an asylum seekerés struggle for survival i n
Collins (2015)suggested that use of poetic transcription gave back to the intensemeeof
the power to represent themselves and their story even though the selection and configuration
of words in poetic form was often done for aesthetic and interpretive reasatiserFu
comment by Collins (2015, p. 2) also related directly to my use of poetic transcription:

As | coded the transcripts in preparation for a more conventional qualitative

write up, there was something about Peter

Indeed, my deee to restory and represent the words held within interview transcripts
from my study was also due in part to there baiogething in the wordsf my participants.
Furthermore, with the point of poetic transcription being less about the final destinatl

more about the exploration of Athe many pat/
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2015, p. 5), the reflexive action of transforming interview transcripts into poetic form offered

a uniqgue way formetoseeandssree e t e ac h e r sGBA waclpng soithatnl coald o f
better understand their intended meaning. Thus, with poetic transcription done to better
understand the richness, subtlety and passion associated with teaching experience (Jones,

2010) the process | undertook to construct grsm requires explanation.

Composition process
Similar to Leggeds (2015) initial experi men
experimented with the design and structure of utterances aligned to each category of
experience. Taking utterancesedtly from composite narratives | trailed a five or six line
design for each poem which reflected the number (more specifically the range) of
participantsd GBA teaching experiences alig
means to provide focusn key aspects of participantsdo | i
highlighting meaningful details of feelings or epiphanies associated with GBA teaching
experience specific to a certain category (West & Bloomquist, 2015). As poems took shape
they wereread and reéead with some lines (utterances) replaced or reordered according to
the faithfulness of the prevailing meaning resonating from each read. Consideration was also
given to more formal conventions of poetic writing as outlined by Richardso8)20f the
repetition of an utterance to emphasize its role within a specific category of GBA teaching
experience.

The reflexive nature of poetry writing also meant that | took considerable time to form
and review each poem. Poems were constructed aveelalong period with a consistent six
line format eventually adopted for each poem as a means to; 1) help readers consider each
poem in a comparative light; 2) to help readers compare and contrast the meanings they
assigned to each poem, and 3) to previdr eader s wi th an opportuni

Afeel 0 what GBA teaching is/ means according
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composition process concluded with the formation of a six line poem associated with each

category of GBA teaching experice.

Found poems

Each of the three poems below is suggestive of a range of experiences associated with a
particular categorisation of GBA teaching experience; that being experiendecasnar, a
Collaborator, or aCatalyst It is intended that the read) of these poems offers access to a
concentrated form of participantsé GBA teactl

nuanced experience central to experience categorisation.

Poem -prefenting experiebearmér GBA teaching a

Thetfilesson is me instructing

m a bit nervous

(@)}

|l dm a bit nervous

| explain some modified rul es
That 6s why I think it is TGfU
Maybe thatoés it

Poem -Bre®enting experieGalel alhbo G&8Aot eaching a
Without too much instruction

|l want thdamotuda wWorrk t hemsel ves

| spoke to them

|l questioned more than told

|l wanted to understand how | could best help

6 Away you gob
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Poem -Brefenting experie@GatalbysiGBA teaching a

|l 6m | ooking closely

The all ocated space is shaping play
Thegoddi scovered it

Tel | meé identifyé have that awareness

6How did that feel ?26

Neone seems to notice the coldd

Comparing poems

The reading and comparing of poems, for me, offered opportunity to uncover some of the
many connections that exist between and bedp define each category of experience. For
example, Poem Hescri bes a | eap of pedagogic faith
growing assuredness of action which often a
practice. The twghlagher kpygems i acspl 6s of e
are absent from Poem 1 e.g. the act of quest
|l ed discussion. Ot her more subtle connectio

poems areoamguedleldy by the underlying suggest

relates to a change in the capacity to expe
change in focus prevalent in each poem with
2 focusing on the teacher and the pupil, an
t hat shape pupil sd | ear ni ngc oenxspce roiuesn c ema v eTnh

teachers awiale fcemtodhalil repirgiurneg wa sn coef woibtvhiionu
poems. By no means, t hough, i's suggestive
responsibility, but i nstead represernedlaatievde
teaching practice.

A |-bywene comparison odghtpoiemso aGBA toddcehrisn

but i n more concentrated for m. For exampl e,
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(Poermh® fiirst l esson is me instructingo,; Po
Poemidl 8m | ooking closkéyo)lachi dmmcus pnewuealaen
emphasis designed to highli ghtl ad eldeyt eacmp onmge
t hat being the role of the teacher. When <co
poem (e.g. Poeimt d; niaegvia g2 ybat g® ddGonand e ommem
to notice the coldd) connections here seem :
Her e, each comment offers insight i nto the
per haps reoteor ypepdruspective in Poem 1 through

what GBA teaching might offer pupils in Poen

Experimenting with poetic transcription

I n relation to the composite narratives wuse
(and fail to appear) b e t-pweeesne nd d enngs esxegpeem | @
teaching uncov e reimentatiorhwitim poetid teanseriptiandoffered e a

means to rengage with collective experiences of GBA teaching from whichalspgcts of

experience were then voiced in a dramatic and specific fashion. This process, that of finding
poems from interview transcripts, not only helped to reinforce my overall understanding of

GBA teaching experience, but will also help to inform myufat practice as a physical

education teacher educator. For example, through recognition of key aspects of experience it

is important that | help prservice physical education teachers to experience variation in the

way they conceptualise GBA teaching asy@ans to try to alleviate initial nervousness and

concern that is apparent in beginner trialling of GBA teaching.

Conclusion

Clandinin and Connolly (2000) suggest that the use of composite narratregslitstories of

meaning provides opportunitiesrfcontinued growth and change in our understanding. By
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taking this premise a step further anepresenting stories as found poetry, my understanding
of GBA teaching experience was heightened through what West and Bloomquist (2012, p.
19) suggest is type | of poetic transcription; that i
|l ived experienceso0. -siolyingsand réoresenting of icBAteadching h a t
experiences can help to develop the pedagogical practice of GBA teaching as thell as

development of practice of physical education teacher educators.
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There has been a long tradition of closed skill activities in Australian Rubdsall. In this

paper, | explain how game centred training has become more prevalent in Australian Rules
football. I apply a description of the benefits of game centred training in regards to coaching
and teaching the game as well as improvements imirtgaefficiency with an emphasis on
implicit learning and game like conditioning. Barriers to implementation are discussed and
future areas for research are suggested. | offer a practitioner perspective on the progressions
and challenges of moving towardggamecentred coaching and teaching approach across the
span of my teaching and coaching career. The movement from a directed learning approach
towards utilising game based activities coupled with the use of questioning to develop the
6t hi nki nsdighfightedy leandude by offering suggestions to assist in the uptake of

the game sense approach in Australian Rules football.

Introduction

Game centred training has become more prevalent in Australian Rules football over previous
years. The foundatns of game centred training stem from the work of Thorpe et al. (1986),

which showed that many physical education and sport teaching programs were focused on the
teaching of skills through a dril/l based ap
Awly The problem was that it didndt provi de
approach be reversed and that game skills be taught through modified versions of the game

where tactical awareness and decision making are developed. This forainofgtrhas
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developed many different forms and philosophies such as; game sense, conditioned games,
small sided games (SSGs), play practice and Teaching Games for Understanding (TGfU).
These all have different core tenets but the main element is thatakeintgoccurs from the

game itself and game related activities, as opposed to drills completed in isolation then
applied during a game. When these activitie:
develop into knowing not only how to perform skillsut also where, when and why, (Light,

2005). The benefits of a game centred approach to training and development are many.

Within Australian Rules football, there has been a long tradition of using closed skill
activities within training sessions. Closskills are: predetermined and based on a perfect
model of execution where players have their own time and space to execute the skill in a
repeatable manner (Wheadon, 2008). These practice drills are often performed in isolation
from the competitive perfmance context (Davids et al., 2013). Opposite to this are open
skills. These require players to continually adapt to the situation confronting them. The
environment that they perform in is constantly changing. Football is mainly an open skill
sport (Whedon, 2008). Within a game centred training approach, the majority of activities
undertaken expose players to open skill situations. These would include differing numbers of
opponents, sections of the ground, phases of play, decisions to make and scoreboard

scenarios all performed under time and fatigue pressure.

Train as you play

In order to teach and develop players, training activities should replicate game events and
phases of play. Transfer of what is learned during training to the game environmamisiep

on how closely practice and training resembles the game (Magill, 1993). If coaches reduce
the game to its simplest form and offer only
ability to think through multiple problems and solutions to et of different scenarios is

limited. This is reduced further in many situations by coaches providing direct explicit
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feedback to players during this time, impacting on implicit learning and feedback even
further. Implicit learning and feedback is ached through the action itself and reflection

thereon as opposed to extrinsic feedback provided by an external source such as a coach.
Implicit learning is stronger and deeper and holds up under conditions of pressure and
confusion which a player encountehgring a game, (Williams and Hodges, 2005). A player

who is encouraged to explore and recognise different play based scenarios through game
based learning activities and wstructured questioning, will be able to better deal with the
complexity of thegame environment by having more experience in these situations. Game
simul ati on al so i mproves a player o6s abil it
probabilities and select the correct option, (Merrick & Farrow, 2003).

Game centred training also dewpe$ gamdike fitness conditioning along with
technical skills training and tactical understanding (Pill, 2012). Utilising game centred
training especially SSGs, allows the player to develop the fithess requirements specific to the
game provided these aglelivered at high intensity. The intensity of skill based conditioning
games has been shown to be significantly greater than both interval training aganmen
related skill drills (Gabbett 2006). Skill based conditioning games are also acceptable
substitites for aerobic interval training to maintain fitness during the competitive season,
(Gabbett, 2006). This has the added benefit of improving efficiency of training in that fithess
can be developed at the same time as developing game based skill, taxticaftategic
requirements. The main requirement is that the activity is performed in a relatively small
area with few players per team (Davies et al. 2013). This helps to provide suitable game
demands as well as the appropriate training load. Thetkthe playing area, player number
and rule changes can also influence the demands on the players. One area of concern by
some coaches is that some players can O6hi deq
IT approach, (Coaching Style, How you sefarin, Area, Numbers of players, Game Rules,

Equipment, Inclusion, Time), (Australian Sports Commission, 2007), to manipulate different
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variables within game centred activities ca
game centred traininig that players are required to compete, concentrate and communicate
effectively under pressure and fatigue, as they would during a game.

There are times where these concepts are poorly understood and implemented. There
can be an over reliance on closeairting activities during training sessions for a number of
reasons. These could include: the repositioning of the coach from director to facilitator, the
sometimes chaotic appearance of game centred training, time restraints and the time required
for long term development of the players, (Light, 2005). Coaches may feel the need to
provide direct instruction to be Anoticedo
spending a great deal of time in amet(Fodi ti es
et al. 2010). Another concern would be the amount of time the players are listening to a coach
who is having their say, when they could be learning and receiving feedback via their own
actions. Some coaches may prefer the security of closésl asilopposed to the instability
presented by game based training, (Williams and Hodges, 2005). Unfortunately they become
frustrated when these closed drills are unable to be performed by players during the game. It
is a common cliché used by coaches te ithr pl ayers that Ayou pl a
Coaches should focus on shaping activities
This is not to say that there isnbét a place
utilised as a partfahe warm up and warm down and should be seen as an opportunity to
refine technical movement models, (Pill, 2015). They can also be utilised within game
centred training when an aspect of game play has broken down. By utilising them within the
structure 6game centred training, the closed drill now has a context to why it is being used.
Game centred training should not be seen as
spice up training or used as a concluding game. It should be looked upomesritearning
activity that players undertake to develop their game performance and understanding.

Australian Rules football, like many other field based invasion sports, requires teamwork
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along with highly developed technical skill and decision makinifyabombined with speed,
muscular strength, power, agility and aerobic power (Farrow et al., 2008). Game centred
training is the most efficient manner in order to achieve these aims. Time is the most precious
commodity within all programs. At the eliteeMel, game centred training and learning
promotes more efficient learning of game concepts and structures, whilst at community
levels, including senior football, junior football and Auskick programs, game centred training
all ows the teacehfionrge otfh et htee aicvhhiynag bof t he Ah
coaches ensure that time is maximised to enable learning and development to occur through
all activities. Utilising game centred training and learning activities combines these elements
into a trainirg program, improving efficiency by utilising the training time more effectively.

As with any skill, developing and implementing a game centred approach requires practice to
perfect. Coaches at all levels need help in designing learning situations thde iayers

with multiple scenarios and opportunities for decision making in game based contexts,
(Turner, 2014). Whilst there has been specific study to quantify the skill and physiological
demands of open and closed training drills in Australian Ruletbddi (Farrow et al., 2008),

there is a need to reinforce these findings, especially in regards to the skill demands within
different settings and at different levels. More work needs to be undertaken to reinforce and
further demonstrate the relationstiptween game centred training and skill development.
Areas of research related to Australian Rules football could be the optimal number of players
for small teams to have the greatest impact on learning. Another area could be the optimal
area size for SSG§ hese both have implications for learning and development of players.
Research from other invasion sports, especially soccer, has shown that game centred learning
has the most impact. As a sport, Australian Rules football needs to research, use examples

from other sports and continue to develop players and coaches within this approach.
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Progressions ancchallenges Apr act i treflectomr 6 s

These concepts have progressively evolved within my own career as a physical education
teacher and coach overetipast twenty years. As a university student in the early 1990s, the
learning focus was very much on skill and drill with organisation and structures the focus.
This passion for defined drills saw an approach that was based around breaking games, and
therdore skills, down into component parts. These were repeated until some semblance of
mastery was performed. Students were then assembled into teams and the concluding activity
was a game. Like many university physical education students at the time, redditio
professional experience was gained coaching junior sports teams at the clubs we were playing
members at. This involved implementing highly structured drills that ensured maximum
activity, minimal time spent waiting in lines, looked organised and imptegarents,
supporters and club administrators. There was minimal game play, a great deal of directed
instruction and few opportunities for playe
game.

Throughout the mid 1990s, at the very start of my Heag career, my approach
mirrored that which had been ingrained during my pre teacher training. A highly structured,
rigorous approach to skills and drills and a concluding game as a reward for working
diligently. During this period, SEPEP (Sport EducatiorPhysical Education Program) had
become increasingly popular. This was the beginning of allowing students to learn through
the playing of a game as opposed to learning from a distance. Teams were organised,
structures were set in place (teacher driveam) students were in essence left to their own
devices to play a Aseasono of sport. I f t hi
should be played, meetings were called, structures put in place, drills acted out and then the
As eas on o0 ueation woplad gortinue. dhere was a concern in regards to the learning

and development that was taking place, especially in relation to the playing of the game.
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There was exposure to the etiquette and traditions of game play but was there learning
occurrirg about how to play the game? Were the better students being challenged? Were less
capable students being provided with enough opportunities to learn? Ironically the process of
moving towards a player centred apeawvwwsath di d
this stage.

The late 1990s and early 2000s saw the game sense approach gaining more publicity
through various publications. This point in time coincided with a period of teaching in the
United Kingdom. Football (soccer) was an all pervadinggmee on the sporting landscape
and resultantly in the school yard as well. The football culture was based on informal small
games, similar to the games played by children. What was striking was it seemed that this
approach was taken to the training groahdome local teams | observed. The engagement of
the players was noticeable. This transferred into the school environment where | observed
impressive examples of SSGs in action, conducted by skilful teachers and coaches.

Returning to Australia | began fatroduce these principles into my own teaching. Whilst
there were still elements of the skill and drill approach, teaching and coaching elements of
game play through the use of grid games and SSGs became more prominent. The schools in
which | was teachigp also had decreasing amounts of students involved directly in
community sport. As a result, SEPEP had decreasing relevance to many of the students.
Within my own coaching, | was now seriously analysing my approach and reflecting on my
own playing experietes. | was looking for, and experimenting with, ways to provide players
with realistic training and learning experiences that could be transferred to games. | wanted
players exposed to as many scenarios as possible at training so that when these occurred
during games, the players would be ready.

Teaching and coaching through games and researching different pedagogical models
such as TGf U, Pl ay Practice and Game Sense,

think for themselves and work out solutidosdifferent game scenarios. | was starting to use
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an open questioning approach as opposed to a direct instructional approach. My classes,
whilst still planned and organised, were based around students solving tactical problems and
answering questions frobboth myself and each other. This included providing peer feedback

as a result of the game that had just been played. My own coaching in Australian Rules
football saw me utilising SSGs, game simulation activities and scenario based learning as the
key base for player learning and development. Using open ended questioning had become
paramount. Players were encouraged to think about the game and work together to provide
solutions to common tactical problems. The players were able to provide feedback to each
other or the group as a whole about what was working or what actions and behaviours needed
to happen more often. This is a continual process to this day and involves personal research
of teaching and learning, especially the learning preferences of playsrsnunication,
provision of feedback and the many different concepts that can be woven into my own

professional practice from many other sports and endeavours.

Conclusion

In this paper | have highlighted a range of benefits of using a game centredcapionwards
training and learning in Australian Rules football. As a practitioner, the optimal number of
players and the size of area within SSGs specific to Australian Rules football remain as
issues. | suggest the uptake of the Game Sense approachtrialidmskules football would

be assisted by further research into its benefits specific to the sport and these highlighted to
coaches at all levels. There is a need for further research including autoenthnographic
accounts of their practitioner journeyttte Game Sense approach to enable an appreciative
perspective on why some adopt readily the philosophy and pedagogical practice of the Game

Sense approach yet the literature suggests it is yet to become common coaching practice.
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Fostering creativity: The gameslessonasthe laboratory of the possible
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Schooling has aohg history of promoting conformity and social control by emphasizing
deductive thinking over inductive thinking a
creativity that humans are born with (Robinson, 2006). While the traditional sport skill
approach contributes to the promotion of conformity and the suppression of creativity

suggest that a Game Sense approach offers physical education teachers the opportunity to
provide learning experiences that are liberating, transformative and which ostar f
creativity. Focused on maintaining the play element of games, we highlight the possibilities

they inherently offer for developing creativity and how this can be enhanced by using Game
Sense pedagogy. The emphasis Game Sense places on the leariiogmeny and

facilitating learning instead of determining it opens up possibilities for creativity, interaction

and expression in the games lesson to makkbaatory of possibilities

Introduction

Although our concern in this article is with phydiemucation we begin with the second
author reflecting upon her experience of art in year two at primary school. This personal
experience forms the origin of our interest in writing this article and supports concern with
how schooling discourages creatyiiy focusing on a subject that we tend to associate with
creativity. It also helps to remind us of how teaching and learning in physical education is

part of larger discourses across education and society.
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| loved drawing and painting and was trying tmé how excited | was about my
first art c¢class of the year. |l coul dndt w
with all those bright paints. The teacher gave all of us a piece of paper with a

standardized fish outline printed on it and detailedrimsions on what colours

to use and where. My heart sunk; and i nsi
| complied with the teacherds instruction:
My Ocreationd was 1 dent i-ceackpt forconeal | 30 ¢

Stephaniehad coloured the eye of her fish browmnot blue, as we has been

instructed to do. | sat in silence as she was reprimanded for not following

instructions and Aruiningd the picture as

that moment | had a new understandaigrt and what it meant to draw or paint.

I understood that | should I|isten careful

them precisely, because they know more about art than students do. With glances

at other studentsd womrkedtod ,malk es sawed mi me

work to seek approval and reward.

This experience | ends s up pantdntiontbatyBasphet t o
experiences such as this eventually conditic
O0whdd you want me to do, and how?6 and Robi
creativity. It also provides an example of thee pr oducti ve O6bankingdé ap
that sees students as empty vessels to be filled with knowledge and which Frége (19
argues, dehumanizes teachers and students while limiting possibilities for learning.

The traditional sport skill approach to physical education teaching (Kirk, 2010)
conforms to the banking approach but here we suggest how it can adopt a more of the
problemposing approach advocated for by Fiere (1970) to promote education as a liberating
and transformative experience through a focus on creativitipes so through emphasizing

listening, dialogue and action as the core features of problem posingpggd&Vallerstein,
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1987) and of Game Sense pedagogy (Light, 2013). Focused on the play element of games we
explore the possibilities they inherently offer for developing fuller humanity (Freire), which
includes positive affective experiences and the dewedmt of creativity. The emphasis
Game Sense places on the learning environment and facilitating learning instead of
determining it opens up possibilities for creativity, interaction and expression in the games

lesson to make it mboratory of possibilies(Hendricks, 2006).

Do schoolskill creativity?

The experience recounted by the second author that we opened with provides an example of
how reward and punishment are used in schools to promote homologous knowledge and
behaviour and limit the room avVable for the development of creativity. Most physical
education classes that focus on the repetition of skill drills would offer similar examples of
promoting homologous knowledge and limiting possibilities for developing creativity. De

Bono (2006) defias creativity as the ability to generate new things and new ideas that exist
out side the fAboxdo buildt by external expect a
argues that creativity is essential for progress in any society but points out hevihaker

been no significant innovations, inventions or breakthroughs (processes that require creative
thought) in the arts or the sciences for the past 40 years or more (De Bono, 1993). Indeed, he
argues that Athe | ast gol dewee@rr 1680 o nadane dE
Bono, 1993, p. 29).

Psychol ogi cal studies have shown a notabl
from early childhood to adulthood over the s
cited. Kim conducted a metndysis of 6 normative samples of participants from
kindergarten through to 12th grade students in the USA and Canada. They had been tested for
creativity |l evels with Torrance Tests of Cr e

creativity which argfluency, originality, elaboration, abstractness of titles and resistance to
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premature closure. The study identified a large decrease in creativity for all ages from 1990

onwards.

The play element in games
The games that young children play are typica&hgaging and form important learning
experiences for them but as they progress through the schooling system the spontaneity and
rich social interaction that makes them enjoyable and meaningful declines as teachers feel
increasingly oblhowte play tooectly.tTeisatgpltaly invdivesngames
being reduced from free, expressive and imaginative play to exercises in the pursuit of an
i deal 6correcto form. There i s, however,
the GBA (game ased approach) literatureeven with teaching games in primary school. For
children, playing games free off adult interference inherently requires, and promotes, creative
action and deep engagement in the game. The emphasis on dialogue, problem sdlving an
inquiry in Game Sense can players realise the opportunity for developing creativity that
games offer becauses Hendricks (2006) notes:
Play is the laboratory of the possible. To play fully and imaginatively is to step
sideways into another reality, theeen the cracks of ordinary lif¢p. 1).
[Furthermore] vinen deeply engaged in a good game we can be transported to a
place where customary logic no longer applies and where we are surprised at
every turn. In such ways, the play world is a kind of punglet. Like Alice (in
Wonderland) we are drawn in deeper and deeper, at each moment learning
something curious about the universe and about ourselves (p. 2).
Playing good games takes us away from the profane world of routine, predictability and
control inb the sacred realm of excitement and possibilities, removed from the constraints of

normal life (Light, 2000). This applies to both young children playing informal games made
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up on the spur of the moment and elite level athletes who can be lost filovthef an

intensely and evenly matched contest (Csikszentmihalyi, 1990).

Positive affective experience andcreativity
The positive emotional states stimulated by the use of games in Game Sense (Light, 2002,
2013) and the opportunities they provide for espran, creativity and human development
arise from the play element in these games that is enhanced by the use of Game Sense
pedagogy. Teachers and researchers often ignore the importance of the subjective aspects of
physical education with Kretchmar (2Q0&uggesting that they tend to be more comfortable
with an objective view of movement and learning. They seem to be more comfortable with
the concrete and measureable aspects of teaching and learning, but the magic of movement
cannot be found in the dritlg of isolated techniques and we still know too little about
subjective experience and meaning. The irony of this lies in how the practical aspects of
physical education offer rare opportunities for whpégson engagement in learning that is so
lacking am devalued in the academic curriculum.
The pedagogy used in TGfU and Game Sense can provide learning experiences that

are social, exciting, joyful, and liberating (Light, 2002). Focused on TGfU, Kretchmar (2005)
proposes ten ways in which changes in hoavteach can promote delight and we suggest
that they can enhance creativity. He suggests that this involves changing from:

1. mechanically correct to expressive movement

2. acting to being

3. repetitive movement to inventive movement

4. inventive movement to creativeovement

5. seeing opposition as an enemy to seeing them as friends who enable the game

6. movement being obligatory to being your own story

7. the constraints of being unfit to the freedom of being fit
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8. aesthetically distasteful movement to pleasing, beautifulemewnt
9. fearing and avoiding challenges to enjoying them

10.thinking about movement to the spontaneous enaction of knowledge

Developingcreativity through Game Sense

Some research and writing on the development of sporting expertise suggests the importance
of early experiences of unstructured games as childeéné(Baker & Abernathy, 2007).
Chappell and Light (2015) argue that the games of cricket children typically design, manage
and play develop the sort of creativity and adaptability needed at the thighels of
international cricket. They suggest that the academies used across the cricket world are only
finishing schools and that the important fundamentals of creativity, flexibility in skill
execution and decisiemaking are learned in these creatilarning environments as
children. This is supported by a recent study on the origins of expertise by Indigenous
Australian NRL (National Rugby League) and AFL (Australian Football League) players that
identified the pivotal importance of informal gamegayadd and selfnanaged as children

(Light & Evans, in press). Other research on the development of sporting expertise also
highlights the importance dddel i ber ate playé rather than 6
(Coté Baker, & Abernathy, 2007) thatgically occurs withinrsmall, supportive communities

(eg. Balish & C6té, 2011).

The education and psychology | iterature
and curiosity are naturally occurring but need appropriate learning environments to be
realied (eg. Lin & Riefel, 1999). While Hendricks (2006) suggests this might be an overly
romantic view of play, some of the physical education literature on GBA suggests the
inclination of children to create and develop games that are dynamic, engaging ahd whi
provide an environment that can encourage realisation of creativity as an attribute needed to

be a good gamglayer (Light & Evans, 2015
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The role of thelearning environment in fostering creativity

The technical approach to teaching games that feausdearning technique before the game
reduces the inherent complexity of games and the possibilities for positive affective
experience and the development of creativity. There is a reasonable degree of certainty for
teachers in this approach with theadaer 6 s or coachds role being
with the students being responsible for being able to perform these skills with a degree of
competence. Typically, there is one correct way to perform the skill during practice and an
expectation that #n skill will be performed correctly in the game or modified game played
once execution is good enough. In terms of promoting creativity there are few opportunities
available during the drilling of technigue and, although there is some possibility favityeat
during games, this approach does little to actively promote it.

Game Sense emphasizes the learning environment by contextualising learning in
conditions that replicate aspects of the end game or sport the students or players are
practising for. All @mes or learning activities must have an element of awareness and
involve some decisiemaking for transfer from the games lesson to the full or modified end
game (Light, 2013) . Learning to play games
2005) as aprocess of adaptation arising from a conversation between embodied, non
conscious learning and conscious, articulated learning (Light & Fawns, 2003). Game Sense
pedagogy emphasizes structuring experience by creating and managing the physical learning
environment with much of the learning in a Game Sense lesson arising from engagement with
the learning environment, which is how Dewey (1916/97) suggests we all learn. These are
conditions that are infinitely more conducive to encouraging creativity thart tsdaction
of technique.

The dynamic environment of practice games requires constant adaptation, eecision
making and responses that involve some sort of creative response but which can be difficult

to identify. Two features of Game Sense teaching that i prime importance for
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encouraging creativity ar€l) the provision and encouragement of processes of collective

inquiry and, (2) the provision of a supportive segioral environment (Light, 2013).

Promoting collective inquiry

As practice games inease in complexity they offer more opportunities for students to have
Oteam talksd6 or engage in the o6édebate of i
they formulate solutions for problems they have identified in the game. They then test their
ideas in the game, after which, they reflect upon the results and make appropriate changes or
abandon the idea if necessary. This inquiry approach encourages interaction, creativity and
opportunities for experimentation. It can excite children and yowugplp by empowering

them to actively take charge of their learning once they have adapted to this empowerment
and feel comfortable with it. In this approach the students work together to create ideas,
improvisations, strategies and/or new ways of perfognskills, test them, reflect upon

results and respond.

Providing a supportive sociemoral environment

The way in which being creative involves risk of failure requires the teacher providing a
supportive environment in which students are not anxious aimaking individual or
collective mistakes. Indeed, to promote inquiry and creativity, the Game Sense teacher needs
to develop a class culture in which students recognize and accept that any learning involves
making mistakes. They should be encouraged tenstahd that learning requires making
mistakes that we learn from through reflection upon them. This is the type ofnsob
environment from which creative solutions and ideas can emerge and which can encourage a

creative disposition toward game playddife more broadly.
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Conclusion

Playing games inherently fosters creativity, whether in impromptu games played by young
children in the playground or in practice games used in elite level sport. The key issue here is
the level of complexity required fothe game to be deeply engaging and to provide
opportunities for creative thinking and action. The more complex games are the more
problems emerge that offer opportunity for creative solutions on an individual and collective
basis. This is why reducinggans t o s ki | | drills dehumani zes
To foster creativity the teacher must focus on creating appropriate physical learning
environments (typically modified games) through which s/he structures experiences and
provides opportunityfor creativity by encouraging curiosity, inquiry and learning how to
learn. The excitement, positive affective experience, sense of discovery and empowerment
this can produce can make learning liberating and transformative.

Dewey (1938) makes a distinati between experience that is educative and
experience that is miseducative, which is useful for thinking about how a Game Sense
approach provides opportunity for developing creativity. Educative experience expands
possibilities for learning and growth the future while miseducative experience restricts
possibilities and growth in the future. Fro
while Game Sense pedagogy is educative because it enhances the possibilities for human
development, includingreativity. Teachers cannot directly teach creativity but they can
develop environments that can foster its emergence and development while contributing
toward the pursuit of fuller humanity (Freire, 1970). This requires an open and inquiring
disposition @ the part of the teacher (and some creativity) with a view of his/her role as
being a cdearner and guide instead of an instructor who teaches how to be creative. It also
requires the patience to let creativity emerge over time in ways that may notlediately

noticed or easily measured.
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Developingcollective leadershipand a Gse n sokté@amin high school sport

LanaMcCarthyandAndrewJ. Martin
MasseyJniversity,NewZealand

Email: A.J.Martin@massey.ac.nz

This paper reflects on the development of collective leadership and team culture in a regional

high school t eam, based on the application of
model of organizational culture integrating artefacts (rites & rituals, symbols and stories),
values and beliefs, and core assumptions. Arsflixive approach hasebn used from the

perspective of the team coach, the lead author/researcher. Examples are provided of the
devel opment stages of team building involvin
of team rituals and values which are consistently oeoaid. Examples are also provided of

the devel opment of a collective O6seniord | ea

a sense of pride and unity throughout the team.

Introduction

Team culture and leadership

The theoretical framework this e=rch is founded on iISchei nbés (2010) t |
theoretical model of organizational culture using artefacts (rites, rituals & symbols), values

and beliefs, and core assumptions (see FiguBt)hei n defines organi zat
pattern of shaed basic assumptions learned by a group as it solves its problems of external

adaptation and internal integratien ( 2010, p. 18)
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Visible organizational structures
and processes
{(hard to decipher)

Artifacts

Strategies, goals, philosophies
Espoused (espoused justifications)
Values

+ i

Unconscious, taken-for-granted beliefs,

Basic Uﬂdﬂ_"i}' ing perceptions, thoughts, and feelings
Assumptions {ultimate source of values and actions)
Figurel1.Schei ndés three | evel model of team cul tu
Scheinbs (2010) first | e v eible baotosorhetinnes 10t ar t el

comprehensible, the second level involves the values of the organisation and the third level is

the entrenched basic expectations and traditions that are taken for granted by the members of

the organizationEvery sports team is dédfent and the culture within each team is unique

and special. The difference between an ordinary sports team amdnigng sports team

however, is the demand of the development of a winning team culture (Goldsmith, 2007).

Culture can be compared to an ieap Just as an iceberg has a section that is visible above

the waterline and a larger section that is invisible below, the concept of culture has some

aspects that are visible and others that can only be assumed, and are invisible (Hamdan,

Belkhouche & Snth, 2008). Schein (2010) outlines six essential steps for a strong

establishment of team culture:

1.

2.

Team leaders, with formal and informal influence, must embrace values

The values must be continually reinforced through formal and informal means.
Theleag@ r 6s reaction to crisis, using this
values and demonstrate them as unwavering.

Emphasis the team leaders place on situations to reinforce the values.
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5. Firm selection of member sedvalest wi | | embr
6. And finally, the team values are reinforced through rewarding appropriate
expression of the desired culture.

Another aspect that is vital towards the creation, formation, and maintaining of a
successful winning culture within a sports tearthat of leadership. Sweetenham and Parker
(20009, p . 36) ¢meviding directior and aoposumity p allasguatiins and
ensuring success for average people to achieve greatness because of your influence and
presence Schein (2010) explainshat leadership is fundamental towards developing a
successful or gani s actlture isacteated, leintieddede evalvadd and h a t
manipulated by leadess ( Sc hei n, 2010, p . 3) . Whil st cCul
also creates culture. Bein (2010) claims that leadership plays a significant role in the
establishment of a positive team culture, combined with firm and specific set of values,
beliefs, and rituals, a team with these elements will perform considerably better than a team
wheret hese el ements dondt exi st.

The purpose of this current paper is to a
sportsé team to develop their team culture
(1*) team competing at school and senior reglidevel. A selreflexive approach has been
used from the perspective of the team coach, the lead author/researcher, as advocated by

Kerwin and Hoeber (2015).

Sport teams

Johnson, Martin and Watsonds (2014 atedithatv e st i ¢
a positive team culture inspires a higher degree of inclusion from the individuals involved.

They develop a sense of ownership over their performance within the organisation and a
sense of pride in what they have contributed. A culture with giyeysnclusive environment

also promotes the loAgrm development of responsible, mature work habits on the part of
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each individual member and over time, members begin to personally identify with the goals
of the organisation. Goldsmith (2007) claimatttieveloping a winning team culture means

that the primary goal of the team, the players and the management and coaching staff, is the
creation of an environment for all involved that is founded on excellence.

In netball, players work together collectiyeas a team to help make another player
Ashineo, for exampl e, by helping to create
players accentuating the emotionally supportive and sympathetic role that they play for one
other. It is critical to forgive lpyers in the team who may be down because they made a
mistake in the game and to focus on encouraging them instead (Heeran & Requa, 2001). For
many elite sports players, in their imagination they often seem to make the connection
between winning and unitg with teammates (Mallett & Cote, 2006). Team sports, such as
netball, require time and energy to be devoted to building a culture that will lead to success
(Taylor, 2013). In a sporting context, teams often form a special bond that is often very
strong.With this bond come particular ways of behaving, a special determination to win and
ways of dealing with both winning and losing (Lussier & Kimball, 2009). Johnson, Martin,

Pal mer , Wat son and Ramseyb6s (2013a) aedudy o
the alignment of informal and formal leadership to be even more powerful in reinforcing and

emphasising strong team culture.

Method

Narratives of self are highly personalized accounts that draw upon the experiences of the
authofresearcher for the pooses of sociological understanding (Ellis & Bochner, 2000;
Sparkes, 2000). Whilst sedtudies have been scarcely used when examining experiences
associated with the management of sport, more rec&etiwin and Hoeber (2015)ave
encouraged personal keftion as a tool to strengthen methodological approaches in

qualitative research. Using se@ft h n o g itha pekewrcheatithor describes a cultural
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setting to which sdéhéAhasssaomnal Woxa,l m@mccedd
i nv o lpwmseful Kisibilityy o f the researcher with then
r es ul tmethapological transparenoy. The researcheroés refl ex
perspectiveimnad despght and mdAndersos &sAusini ned
2012 p. 140). Collaborative ethnography then allows two or more ethnographers to work
together to gather data on the same social phenomenon, where data collection may occur in
different social settings (Clerke & Hopwood, 2014).

This case study (Stake, 2008) a high school female sport team provides a- self
ethnography from the perspective of the team coach, the lead author/researcher. A
collaborative approach with a second researcher, also a coach of a high school sport team,
allowed comparison, insight, dgais, and interpretation of perspectives. It is argued that this
approach has strengthened the credibility of the findings in this case (Flyvbjerg, 2006). Being
an integral part of the research process has allowed the researcher to be part of the
participantinstructor group and activities that were observed (Yin, 2009). In presenting the
findings, the nature of interpretive and case study research seeks to form a unique
interpretation of events rather than produce generalizafioassferability the inerpretive
equi val ent to generalisability, i's enhanced
(Merriam, 1998).Kerwin and Hoeber (20159rgue that collaborative sedthnography of
researchersodé sport exper i enityassacredblequalitative ac hi n

method in sport management research and theory development.

Findings/Discussion

Developing core assumptionS et t i ng fAgreat o expectations
Culture change is dependent on, shaped by, and specific to the context in which it is
delivered, for example, player motivations, needs, and team preferences (Cruickshank,

Collins & Minten, 2013). In this female netball context once the final squad had been
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confirmed, season aims, goals and expectations were set at an initial te8QBad at
the school involving the players, their parents, the coach, manager and trainer.
This Omutual &8 environment all owed discus
agreed upon by the coaching and management team, in conjunction with the schools
sport de@rtment to make sure the team expectations aligned with the school rules.
These 6greatd expectations included:
1 Commitment towards attending trainings, keeping up with personal fithess outside of
regular trainings
1 Attitude: positive attitudes towards teames, coach and management staff,
opposition teams, and umpires; positive attitudes towards work ethic and intensity
during training sessions
1 Behaviour: in regards to players when-oaurt and also parents when on the side
line at games, making sure conmtee are positive towards players, opposition,
umpires, and the coaching and management team
1 Court timeduring a game is not guaranteed at all for any player. From a coaching
perspective, if a combination on court is successful there may not be any changes
made. The decision around the players named in the starting 7 is that of the coach;
several factors are considered including recent commitment and work ethic during
trainings, positive attitude, and prior knowledge of effective combinations on court.
These findings support those of Cruickshank et al. (2013) who emphasised that
culture change in a (professional) sport is about shaping environmental contexts and
regulating power. Culture change does represent strict, linear steps but instead requires an
integrated, holistic, and dynamic process. Regular team building sessions were then also
scheduled in the netball calendar. Sessions included an adventure based learning session,

Laser Tag, pizza and movie nights.
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Developing valuesReinforcing team values
Wang and Struab (2012) argued that a team without a core set of values to provide guidelines
for all players and management to behave and abide by, will struggle to form a strong
foundati on to become a successf uvbluesw(Figurei ng t
2) were discussed and agreed upon by all team members together during an initial team
meeting.
We created a symbol encompassing these values, which was printed, laminated, and
tied onto each of the gir | & sventwheraverthe g . I
team went.
9 Trust: in each other, in the coach, management team,
1 Commitment: to trainings, games, own personal fithess/training,
1 Respect: players, teammates, opposition, umpires, management staff, parents,

1 Spirit: positive team spit; attitude, atmosphere.

Figure 2. Team values

A united front for both junior and senior players was identified so that everyone
owal ked the talkdéd and the values of the tea
reinforced. This process,diilighted earlier by Schein (2010) six steps, has encouraged the

establishment of a strong team culture.
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Developing rites, rituals, & symbols
Schein (2010) describes artefacts and creations as the visible, tangible elements that one sees,
hears and feelabout the cul ture. The girlsé netball
rituals, however there were sormtial rituals that were recognised, but none on a regular
basis through the season.
1 Training singlet: At the player/parent BBQ, each playeisvpaesented with a team
training singlet with their name printed on the back recognising their achievement at
being selected into the team, and al so t
involved in the ATop Teamo arietadf Hiferege at
challenges throughout the school year. At each challenge, the girls would wear their
team training singlets reinforcing the se
1 Naming of the captain: The management team, including the co@amger, and
team trainer, met and discussed the qualities that we were looking for in our team
captain. These qualities included the ability to lead by example Htoort
performances, commitment and intensity at trainings, demonstrating leadership
quali t i es, buil ding trust with all/l team me
players and communicating with the coach and management. Once the captain was
decided upon, this was then announced at the player/parent BBQ to create a sense of
Apri deda@hardefment 0.
Johnson et a[2013b), in an All Blacks context, argued that rites and rituals are vital
to establish and to be upheld by team members and play a significant part in the creation of a

winning team culture.

Developing collective leadership
Schein (2010) claims that leadership plays a significant role in the establishment of a positive

team culture, combined with a firm and specific set of values, beliefs and rituals, a team will
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perform considerably better Tthekangial séamet be
formed aleadership group comprised of the coach, manager, trainer, captain, and three
Anomi natedod players that were anonymously v
leadership to improve the team culture is strongly stpp by Johnson et al. (2012) who
believe this approach of sharing the leadership role assists in supporting a culture where
relationships are considered precious and are appreciated and team members experience a
sense of pride and sadbnfidence.
The payer s selected were three Year 13 0 ¢
experience in the team and were recognised by their fellow teammates as having
leadership qualities. The leadership group was responsible for developing and
running warmups both beforeraining and games, planning regular team bonding
sessions, supporting the captain in her
between the players and the management sharing any concerns/worries they may
have heard amongst the team.

T The Obuddlyeba ns ynsatneang:e ment paired up a O6sen
member of the team. As buddies they were responsible for looking out for each other,
helping each other with anything not necessarily nette#ited (school work,
issues/concerns/worries). Thadulies often got together for coffee, hing together
outside of the netball team environment, and became confidants.

1 A team Facebook page was set up, which was accessed only by the players, parents,
and team management. Here, any information from tesmagement was posted,
and the girls often posted team photos and videos for all to view. Through the
Facebook posts the team developed a sense of unity.

The following two quotes were posted on the team Facebook page by two members of

the leadership tearhe first was posted after the team had suffered a rather significant loss,
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and were feeling quite disappointed in their performance. The second was posted after the

team had a very good team performance resulting in adeséirved win (Figure 3).

WHEN YOU FOCUS ON TEAMWORK

PROBLEMS, YOU'LL HAVE Alone we can do so little.
MORE PROBLEMS. WHEN YOU Together we can do so much.

FOCUS ON POSSIBILITIES,
YOU'LL HAVE MORE
OPPORTUNITIES.

MADE BY
THEGOODVIBE.CO

Helen Keller

Figure3. Pl ayer O6teamb. Facebook posts

Sweetenham and Parker (2010) agree that one of the most important factors of
creating a winning team culture is to have strong leaders that lead from the front and act as
role models for the other team memberseSeéhleaders must set high standards and positive

examples, whilst living and breathing the winning culture they are attempting to build.

Conclusions/Implications

Evaluating the development of (a winning) team culture

Is it working? From a seHreflexive maching perspective, the initial formation of a positive

team culture was a catalyst that was built upon and reinforced throughout the season.
However, it took time and commitment from both players and team management to believe in
what we were trying tochieve. A collective leadership approach was very evident within the
team throughout the season. Team culture was enhanced through successful implementation
of Scheinés theory wusing the three steps of
an ncrease in overall winning of games with the team experiencing a higher degree of
success compared to the previous season: In the Regional Premier One Grade the team

finished 6 place (out of eight teams), with 4 wins in 2015 compared to zero wins in B014
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the Regional Secondary School competition, the team made the grand final match, finishing

second.

It is important that the process of developing team culture and collective leadership is

reinforced again at the start of next season particularlychiéinges in team personal evident.

However, it is argued that there have been improvements this season that will able to be built

upon. It is hoped that this collaborative and-seffexive approach can be transferred to other

sporting teams in developirneir team culture and leadership.
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Changing our view of the role of the teacher or coach is important for Game Sense (GS)
pedagogies. This article explores my experiences of changing my teaching role in order to

hand overcontrol to teacher candidates on an outdoor education camp for school students. |
examine the different scripts required by both myself and the teacher candidates. Seeking to
provide a generative space for the teacher candidates | sought to be nmoneiragesd about

how teacher candidates planned for teaching school students outdoors. The changing scripts
resulted in discomfort and tensions for me and also the teacher candidates as we entered new
roles. | provide three examples of student behavibat highlight these tensions: the
6focused pl afmuerpsed,s 6t, handwawve Ot ent sl acker s
essentially replicating a classroom planning process but without the desks; | had hoped they
would be more responsive to the autd r context. The O6wave | ur
suspicion; were they wusing the planning ti me
and playing on their phones. | was clear on my response to the tent slackers. | explore the
implications of thisstudy for the negotiated space between eparmdedness and discernment

using a GS approach.

Introduction

Pill (2014) states thaBames Sense5S) emerged from the work of Rod Thorpe with the

Australian Sports Commission in the 1990&S is primarily a approach to structuring

learning so that students are exposed to increasingly realistic experiences which enhance

tactical understanding, decisiomaking and enjoyment (Ligh012). This pedagogy allows
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students to become not simply good techniciartsalso good players of the gamé&rom

these beginnings, GS has been applied broadly and there is a growing body of literature
advocating GS for PE teacher educatidtowever, because GS arose from the domains of
coaching and physical education, there haen limited work with GS outside of sports.

This article draws on foundational ideas about GS and extends them to the preparation of
teacher candidates (TCs) for outdoor education (OE) settings. In essence a GS approach to
teacher education requirdsat TCs experience increasingly teachiilkg experiences as part

of the progression of them learning to become teachers.

Game Sense anteachereducation
The GS focus on independent decisinaking through more realistic experiences has also
developedvithin initial teacher education (ITE). For example Lave and Wenger (1991) have
shown that people achieve knowledge of a practice by participating in that practice. If the
TCs are learning to teach OE, then knowledge is best gained by actively pantcgrat in
fact teaching OE. Similarly Dewey (1900) argues that learners should be engaging in
6occupationsd which reproduce some form of
students learn to talk, rather than learn from talk, and learo tmd relate rather than from
watching others doing and relating (Kemmis & Smith, 2008). It is not only the teacher
educators who call for experience of practice, TCs also highly value experiences of teaching
(Rossi , Sirna, & Tinning, 2008). In OE coxitg experience of teachers in particular
contexts has been linked to improved safety (Brookes, 2003b) and to enhanced student
learning (Brookes, 2003a). Ultimately the best learning for TCs occurs through personal
experiences of teaching.

Like GS, theexperiences of teacher candidates can be modified to emphasise certain
aspects of teaching. Schon (198itects teacher educators to examine particular aspects of

practice when designing learning experiences for their TCs. In particular teacher educator
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should focus on the level of risk, the freedom to learn, and the kinds of coaching TCs will
need for professional |l earning. Sch°nés ap
of GS.

The focus on designing learning experiences that are madisticeand which provide
more of a sense of the oO6whole gamed is a si.
within GS. This approach requires that both teachers and students have an attitude of open
mindedness to new ways of teaching and legrr@piegel (20125ees opemindedness as a
virtue, a form of intellectual humility and the recognition of our fallibility. Teachers should
therefore be sufficiently humble to acknowledge the uncomfortable fact that we have a
limited and partial understding of what the best learning is for each of our students. Pill
(2015) also found that teachers using GS app
practiceo (p.15) which resulted in feelings
undersand that learning within a GS approach will feel very different to a lecture and
requires them to step out from familiar and often comfortable roles. All participants in this
pedagogical endeavour therefore need to come with open minds and a willitogossider
different ways of teaching and learning.

However, opermindedness is only a virtue when held in tension with discernment.

In addition to an openness to new and creative approaches, teachers, also have certain
expectations of what quality leang looks like, and need to pay careful attention to what is
being learned. This requires a high level of discernment.

The question that guided this research w;
to teacher education affect the roles that I nedded t ake on as a teache
article therefore documents how, as a teacher educator, | implemented more realistic
experiences for the TCs in my courses. It also explores some of the discomfort | felt as a

teacher in trying to balance the ndedopenrmindedness with the need for discernment.
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Methodology

| use a selstudy methodology to explore this question. Salidy is a type of practitioner
research that uses practice as a window into understanding both the practice and the
practiioner. Within physical education, Brown (2011) argues s$ketftstudy research offers

a way to achieve multiple goals, including professional development and the improvement of
our teaching. According to LaBoskey (2004%elf-study requires the use of rtiple,
established data gathering techniquédy research draws on the perspectives of students
(interviews and focus groups), recordings of my classes, my reflections as teacher educator
(both a private journal and an open journal which | shared with &@d interviews with

critical colleagues who observed my teaching. | use different fonts to help distinguish the
different data sources in the article. Salidy conceived in this way results in collaborative

and personal research (Brown, 2011) aratdfore provides meaning in my research for me,

my TCs and the wider community.

This research was part of my doctoral studies and was carried out in 2013, within a
Bachelor of Education in Physical Education degree in Aotearoa, New Zealand. In this
artide | describe my research on a tdlay OE camp which prepared teachers for junior high
school OE teachingThe camp i s about two hoursé drive
camping area in a forest. The experience begins with me leading an onettdtie area on
the Sunday, and on the Monday, the TCs teach an OE day programme for students from a
local school. The particular period of time this research focuses on is the transition between
the Sunday teachded activities and the Sunday evenin@ Ted planning in preparation for
the arrival of the school students on the Monday. The camp therefore provided an
opportunity for my TCs to experience a transition from being a student to a realistic teaching

experience.
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Analysis was through the framevk of opemmindedness and discernment. Data
from interviews with students and critical colleagues alongside my reflective journals was
examined for examples of teaching decisions based onropeledness and discernment.
Ethical issues are always praten research and in sedfudy research there is an added
concern due to the power imbalance between the researching teacher and the participating
TCs. This concern arises because the researching teacher has the power to pass or fail the
TCs who are alo participants in the research. The TCs may therefore provide a filtered
account of their experiences and result in research which simply supports the effectiveness of
our teaching and assumptiorfslamilton , 2002). Within selétudy, a high level of
transparency is required as it is the readers who assess the trustworthiness of the qualitative
data, reframings, and analytical interpretatioflsoughran & Northfield , 1998) Through
this article | hold my research to these established standards amdhaeWwol challenged my

assumptions.

Findings
One of the things | struggle with as a teacher is letting go of power. |
always want to chip in with my ideas. There is a place for teaching from
the front and giving information, but as we transition to temp
experience | need to make sure | donot
there to support everyoneos l earning.
facilitator lead session but could definitely feel the pull to get involved. |
feel l i ke | ean fmheeinng am egacowh ng | ots of
(Open Journal 6 March, 2013)
This extract from my open journal indicates my experience of the tension between
being opemminded and allowing TCs to take control of a more realistic learning experience

on the one &nd, and my desire to manage and control the quality of the learning that was
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occurring. This tension emerged as | observed different groups of TCs planning on the
Sunday afternoon for the arrival of the school students on the Monday.

One group was dihg under some trees, writing and discussing. | waved and passed
them by. In my mind they were the embodiment of active learners; they had identified their
task and were working to solve the problem at hand.d&€orte (20105t at es @A What
essentialn the constructivist perspective is the mindful and effortful involvement of students
in the processes of knowl edge and skills ac
(p.50). These TCs looked both mindful and effortful to me.

Another group wa playing in the water (they were permitted to go up to waist deep in
the shallow bay). | wondered if they were productively using their planning time, but | did
not intervene. | did follow up later with the group because | was concerned in parti¢hlar wi

two of the group members as there were previous instances where these TCs had proved

unreliable:

A

Chris- | can feel it in myself, and | 6m | i ke,

you guys with staying focused and going h

just my own feeling that |1 édm recognising t
you guys is ...16d be really keen for vy
word?

Student More switched on?

Chrisé What | 6 m wanting from you guys i s jus
Aware on it Chris we are working hardo ail
also you need to show me you need to make it quite demonstrable to me

that | can seeé

StudentLi ke when wedbre out swimming before |
were tal king qdiorug twhado.wedwe wer endt | us

the complete whole time (Audio Recording)
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In this exchange | was negotiating the tension between giving them the freedom to

Ado it their wayo and needing to feeMycomfor

strategy in this context was to be transparent, and | told the TCs my feelings of unease. | also
asked them to be careful to show me that they were using the time productively. As such, it
seemed that | was expecting certain types of behaviouwwthdd show me that planning was
occurring. Also within OE Bowdridge and Blenkinsop (201ktate that teachers make

judgements fias to what ki nds of behaviour

within this newly f or mawinggon myupridr knondedge ¢f phesé 5 6 ) .

particular learners as | only spoke with two members of the group. The other two members |
considered reliable and did not question them.
| was open to groups planning in ways that were not simply sitting down @vitlammd

paper or laptop to plan. However some TCs seemed to be wasting their planning time. After

I wal ked around the entire area, I still h a
their tents and recorded the following comment as | walked :away
ltés so funny. I just went and saw J[thr
their phones. I dondt know, itéds not ki
itéds completely diametrically opposed to
to have a talk aboutitormhye | just need to back off.
and accumulating a list of things | feel uncomfortable with. What are they
doing there? How much is it OK for them 't
them al l up and get them oubeach.f their bl

Here we go. (Private Audio Journal from Camp)

This brief extract reflected the decisions that teachers have to make hundreds of times
a day in teaching settings. It highlights how my attempt to remain-iop&ed led to a
feeling of dissatisfa®@n, which in turn pushed me towards discernment and finally a course

of action.
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As a consequence of my intervention the TCs got out of the tent and | did follow up
with them to ensure that they had indeed planned sufficiently for the next day.

Thes three examples demonstrate the tensions that teachers, coaches and leaders face
when they embark on a GS approach to teaching and learning. In the first example of the
060focused plannerséo I felt that the¢emdSts wer e
of the freedom to 6do it their waybo. I n t h
TCs were taking some freedom to plan creatively but became suspicious that they were not
being productive. Fi nal | grvebheh Eachoof myrrdsporsésa ¢ k e 1
to these different situations can be viewed through the discernment andnpkeainess

continuum.

Discussion

The balance between oparindedness and discernment lies at the heart of creating quality
learning opportunitiesvhether students are learning within a sports context or in teacher
education courses. This article highlights the tensions that coaches and teachers need to
negotiate. By being too openinded, we risk students setting low expectations and missing
out an valuable learning. The GS literature supports the active engagement by teachers
through questioning in order to guide student learning (see for exdnpdel and Spittle

(2011), Light (2013) and Pill (201And this was certainly my experience.

Bycot rast, if teachers and coachesd expec
creativity and agency of our students. For example if we tell our students that they will
experience increasingly realistic experiences of a game, yet we continually siemirtrol
and provide feedback, we are sending a clear signal to our students. We are telling our
students that there is a right and a wrong answer and they will then learn to look to the coach
or teacher to find the right answer. Rather than promatyamcy, this promotes dependence

in our students.
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As with all complex learning situations, there is no simple answer. My learning as a
teacher educator was that it is uncomfortahbl
teacher and into a mefacilitative role. | needed to remain alert not just to what my students
were doing, but also maintain a high level of ssifareness. When | felt drawn in to
intervene, | needed to constantly ask myself if my action was justified. Was | being
sufficiently operminded? Was | being sufficiently discerning? When viewed from both of
these perspectives simultaneously | felt that my teaching of through GS approaches was
enhanced.

The purpose of this articl e wapproachod t o s
teaching and coaching using a GS approach. The purpose was to challenge my assumptions
and by providing an example from my experiences, to assist others embarked on a similar

journey. If this article has proven illuminating to readers it nalve served its purpose.
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