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A B S T R A C T 

Physical education makes a unique contribution to the education of all students 

and facilitates cognitive, social, emotional and physical growth. The development of 

healthy relationships among youth is essential for creating a positive future for 

themselves, their schools, and their communities. 

The purpose of this qualitative case study is to describe the experiences of 

students learning to interact positively toward others through physical education. Positive 

interaction with others is explicitly stated as a learning outcome in the Alberta Physical 

Education Program of Study. The perspective for this study is from a selected class of 

grade 7 students. In particular six students' experiences and voices (three boys and three 

girls) are captured through journals, group interviews, observations, and narratives of the 

entire class. 

Data is analyzed using qualitative procedures and a software program, QSR 

NUD*IST. Five themes emerged as most significant from the experiences of the Grade 7 

students. First, physical education is fun. Students enjoy physical activity and interaction, 

especially when the experiences include their choice of activity, partner or teammate and 

rules. Second, physical education offers opportunity for social interaction and isolation. 

The nature of interaction (verbal and physical) between students plays a role in learning 

positive interaction. Third, the value of winning and keeping score by the teacher and/or 

the students is a factor in students' social interaction. Fourth, mixed messages concerning 

learning and assessment relate to positive interaction. Fifth, students perceive schools, 

teachers and physical educators to only react and correct misbehavior and do not teach 

positive interaction. The students agree parents, particularly mothers, teach positive and 

prosocial interaction. 

The students in this study believe they can learn positive interaction through 

physical education, however some change is needed. The teacher could articulate the 

outcome of positive interaction beginning with the course description and continue 

throughout the activities, instruction and assessment. The teacher could emphasize 

ii i 



competence over competition, introduce cooperative learning strategies, and focus 

developing an active, caring community of learners. 
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C HAPTER ONE: INTRODUCTION 

The street is bustling with people and cars. Parents, mostly mothers, drop off their 

daughters and sons at the doorstep of the school. Echoes of "Have a good day " can be 

heard followed by the slamming of car doors. Students, engaged in lively conversations, 

mingle in the entry and proceed towards the first class. This is junior high school. 

As the first bell rings, the students pick up the pace en route to class. A hall, lined 

with trophy cases filled with the rewards of athletic accomplishments, greets the students 

heading fo r the first period grade 7 physical education class. Up a short flight of stairs to 

the gym, the students pass postings of scores or invitations to upcoming sporting events. 

A poster reads, "join cross country, get in shape, make friends, school pride". Small 

groups of girls sit outside the gym on the steps. The students entering the first period 

Grade 7 'gym' class first encounter the sounds and smells of the before-school pick-up 

basketball players leaving the gym. The open and airy feel of the gym contrasts with the 

crowded hallways. The walls are mostly bare except fo r the picture of a cross and some 

team banners. Most girls and boys, with gym strip in hand, head f o r the change-rooms, 

while a few climb up to sit on the bleachers. From the boys' change room yells of "ouch" 

and laughter can be heard. From both change-rooms, expressions of concern can be 

heard about the lights not working. As students return to the gym from the change-rooms, 

most of the girls sit quietly at one end of the gym on the bleachers waiting f o r the 

teacher's instructions. The boys start out at the other end of the gym. Most of the boys 

move freely in the space developing a game with whatever piece of equipment they can 

fi n d or imagine. Two students, a boy and a girl seem to disappear into opposite corners 

of the gym until called to join the other students. 

The second bell rings. At the teacher's prompting, the students hurry to the end of 

the gym and stand slouching against the radiator in alphabetical order. The numbers 1-

30 are painted on the front of the radiator, each number a body's width from the next. 

The students fidget, poke, push, chat and kick as they wait. Over the speaker, a male 

voice welcomes the students and proceeds to recite a prayer: 
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"Make me an instrument of your peace 

Where there is hatred let me sow love; 

Where there is injury, pardon; 

Where there is doubt, faith; 

Where there is despair, hope; 

Where there is darkness, light and 

Where there is sadness, joy. " 

The students stare into space or squirm until the prayer and announcements are done. 

The teacher begins to record attendance by the numbers left vacant on the radiator and 

marks down in the book whether points are being lostfor inappropriate gym-strip. The 

teacher frowns because one particular student is absent once again. The previous lesson 

is reviewed and upcoming class activities are highlighted. Usually by ten minutes into the 

forty-minute class the first physical activity begins. The exception would be i f chairs from 

another school function have been left set up and must be cleared by the students before 

class can begin. 

"Okay you guys, three laps, starting with this end, do not pass anyone" or "count off 

f o r suicides, one's go and two's at the wall " says the teacher. "Go at your own pace, it 

doesn 't matter i f you are first or last " is followed by "Finish up, let's go. " Thud, clump, 

thud, clump. The warm-up is over and a new physical education lesson is ready to begin. 

In North American schools, students may participate in similar physical education 

experiences as described in the above story. Schools and teachers strive to meet the 

objectives and outcomes in the prescribed program of studies. In physical education, one 

objective is students will learn to interact positively with one another. The purpose of this 

qualitative case study is to describe how students learn to get along through physical 

education from the perspective of a selected class of grade 7 students and particularly six 

students. The experiences of the three boys and three girls are captured through journals 
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and interviews, as well as observations and narratives of the entire class. The review of 

the literature pertaining to the research question is presented in Chapter Two followed by 

the method in Chapter Three. 

Five themes emerged as most significant from the experiences of the Grade 7 

students. First, physical education is enjoyable and fun. Students enjoy physical activity 

and interaction especially when their choices of activity, partner or teammate and rules 

are included. Chapter Four discusses the theme of fun and choice, and its influence on 

learning positive social behavior. Space allocation for activities and free time is also 

mentioned. 

Chapter Five examines the opportunities in physical education for social 

interaction and isolation. The nature of interaction between students plays an influential 

role in learning positive interaction. Interaction both verbal (friendly, jeering and 

disagreements) and physical (hitting, kicking, hugging, and fighting) is reported in this 

study. Interaction between genders and with same genders requires special consideration. 

Social isolation and exclusion of some students is also part of the physical education 

experience. 

Three related themes identified in the students' experiences wi l l be presented in 

Chapter Six. The value placed on winning and keeping score by the teacher and/or the 

students is a factor in students' positive interaction. Students perceive that winning is fun 

but fun is achievable without winning. There are differences between the students' and 

teacher's view of the purpose of physical education, what is to be learned, and what is to 

be assessed. The students perceive schools, teachers and the physical education teacher to 

only react and correct misbehavior, but do not teach positive interaction. The students 

agree parents, particularly mothers, teach how to interact in a positive and prosocial 

manner. 

The students in this study believe it is possible to learn positive interaction 

through physical education. Chapter Seven concludes with a discussion of possibilities 

for this class and future research directions. 
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C HAPTER TWO: REVIEW OF L I T U R A T U R E 

Headlines of violence and conflict between school-aged children beg the question 

of how children learn to get along with one another. While much research has 

investigated why and how children behave antisocially, little is known about how 

children learn to interact positively and prosocially with one another. What factors, 

conditions, and situations encourage this learning? How does positive social behavior 

develop? Can schools play a role in this development? Specifically, can physical 

education contribute to the development of positive social interaction for children and 

youth? 

The answer should be a resounding "yes" in favor of physical education and its 

potential to teach positive social interaction. Physical education makes a unique 

contribution to the education of all students and facilitates cognitive, physical, emotional 

and social development. Physical education is one of the few curricula whose objective is 

to teach positive social interaction (Alberta Learning, 2000b). The knowledge, skills and 

habits learned in physical education influence students for the rest of their lives. As well, 

the types of activities in physical education generally require social interaction for 

success. The nature of physical education requires participants to get along in order to 

develop the skills necessary for lifelong activity. The learning and practice of physical 

education is a 'public' event meaning that the teacher and students can observe 

participation. This public nature of physical education allows the observation of students 

and their interaction with each other. 

This study describes the perspectives and experiences of six students from a grade 

7 class participating in physical education. What does getting along look, sound and feel 

like for these students in the context of physical education? Does physical education 

contribute to developing positive interaction? The review of literature covers three areas; 

physical education curriculum, the development of prosocial behavior, and the cultural-

historical theory of Vygotsky. The chapter concludes with the significance of this study. 
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A. Physical Education Curriculum 

Physical education was once described as a "kind of teaching, a special method of 

modifying the body and mind, a particular way of transforming character, which achieves 

the aims of education predominantly by means of pupil's large muscle activities." 

(Rogers, 1941, p. 25). Today, physical education is still considered a unique subject or 

curriculum. Curriculum may be stated or hidden (Goodlad & Associates, 1979). The 

stated curriculum is what is explicitly outlined to be taught and learned. The hidden 

curriculum refers to both values and aspects that are taught and aspects and values that 

are consciously or unconsciously left out (Fernandez-Balboa, 1993). The hidden 

curriculum may play a greater role in how prosocial behavior in physical education is 

developed or hindered. This section will describe the stated and hidden curriculum in 

physical education. 

i . Getting Along: An Explicitly Stated Outcome in Physical Education 

Physical education is one of the few school subjects that strive to achieve the 

integration of prosocial values into the program of studies. "There have been very few 

concerted efforts to integrate prosocial values, ideals and behavior into the curriculum in 

American elementary schools" (Eisenberg & Mussen, 1989, p. 98). The same would be 

true of Canadian schools. The Alberta Physical Education Program of Studies was 

recently revised in 2000 (Alberta Learning, 2000b) and states, 

The kindergarten to Grade 12 physical education program contributes to the 

development of life skills for the personal management of health, for the use of 

physical activity as a strategy for managing life challenges, and for a setting 

within which to practice the ability to work with others (Alberta Learning, 2000b, 

P- 1). 

Physical education provides opportunities for students to be healthy, to recognize and 

participate in the benefits of physical activity and for interaction with others. The 

instruction methods of teaching positive interaction within physical education warrants 

further investigation. 
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There are four general outcomes in the Physical Education Program of Studies 

(Alberta Learning, 2000b). Each outcome follows with specific considerations for 

positive interaction. 

a. General Outcome 1 : A Is For Activity 

General Outcome 1 states, "Students wil l acquire skills through a variety of 

developmentally appropriate movement activities; in an alternative environment; i.e., 

aquatics and outdoor pursuits, dance, games, types of gymnastics and individual 

activities" (p. 5). In other words, physical education develops competency in physical 

skills that allow for enjoyable and rewarding participation in movement activities. 

Competency is important because students' perceive competence as a key determinant for 

future involvement in physical activity (Hay & Donnelly, 1996; Portman, 1995; 

President's Council on Physical Fitness and Sport, 1997; Wright, 1995). When skill is 

developed in physical education, students may feel confident and competent about 

themselves leading to positive interaction with others. 

b. General Outcome 2: B Is For Benefits 

General Outcome 2 states, "Students wil l understand, experience and appreciate 

the health benefits that result from physical activity" (p. 5). Participation in physical 

activity contributes to health, physical, mental, social, and economic benefits for the 

individual and for the community. Strong evidence exists to support the assertion that 

physical activity contributes to the overall well being of individuals (Koo & Rohan, 1999; 

President's Council on Physical Fitness and Sport, 1997; Women's Health Research 

Group, 1998). 

Adolescents reap additional benefits from physical activity by instilling a strong 

sense of self-worth (Barovick, 2000). They can become more confident, assertive, 

emotionally stable and independent. Regular physical activity can buffer the effects of 

stress, anxiety and depression, provide an opportunity to partake in group activities, assist 

in making friends and develop meaningful relationships with peers and caring adults. 

Physical activity also helps individuals or groups gain social status, contributes to the 
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maintenance of a healthy weight and builds physical, social and general self-esteem 

(Women's Health Research Group, 1998). 

c. General Outcome 3: C Is For Cooperation 

General Outcome 3 states that "Students wi l l interact positively with others" (p. 

5). This outcome has evolved from the previous physical education program of studies 

and continues to be highly valued. Physical education provides a learning environment in 

which to develop cooperation, teamwork, communication, leadership and fair play skills. 

General Outcome 3 for Grade 7 defines positive interaction as communicating 

thoughts and feelings in an appropriate respectful manner as related to physical activity, 

identifying positive active living role models, demonstrating etiquette and fair play, 

identifying and taking responsibility for various roles while participating in physical 

activity such as leader and follower, selecting and practicing teamwork skills, and 

identifying and demonstrating positive behaviors that show respect for self and others 

(Alberta Learning, 2000a, p. 1). General Outcome 3 encompasses many aspects of 

positive interaction. The outcome is defined in great detail in the program of studies; 

however, the methods of teaching positive interaction in an engaging and meaningful 

way in a physical education class are quite vague. An understanding from the student's 

perspective within a physical education class provides insight. 

d. General Outcome 4: D Is For Do It Daily ... For Life 

General Outcome 4 states "students will assume personal responsibility to lead an 

active way of life (Alberta Learning, 2000b, p. 5). There is an increasing awareness that 

childhood is the time to begin an active, healthy lifestyle (Kelder, Perry, Klepp, & Lytle, 

1994). Students do not automatically develop the requisite knowledge, skills and 

behaviors that lead to consistent involvement in physical activity. Students must be 

guided toward these objectives, and physical education can be a prime facilitator in 

providing opportunities for participation. The ultimate goal of physical education is for 

students to be physically active for the rest of their lives. 
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The Physical Education Program of Studies states, " A l l outcomes are achieved 

through active and safe participation in physical education" (Alberta Learning, 2000a, p. 

6). The program of studies is activity based and strives to meet the four 

objectives/outcomes including the objective of teaching students to interact positively 

with one another. As a result, General Outcome 3 serves as the basis for this study. 

i i . Hidden Physical Education Curriculum 

As previously mentioned, the teacher presents both stated and hidden curriculum. 

To understand the hidden curriculum in physical education, the relationship between 

physical education and sport must be reviewed. Sports and games continue to be a 

common choice of activity by most teachers and some students. The relationship between 

physical education and gender is another area of literature to be examined. Physical 

education has emerged from an historical base to the present day promotion of gender 

differences and roles. Historical influences have also contributed to the irrelevance of 

physical education for the present and future lives of students, particularly girls and 

women. Understanding each of these areas is necessary to develop a clear picture of the 

contextual influences on "getting along" in physical education. 

a. Physical Education and Sport 

Sport is defined as an activity, which involves the pursuit of a non-utilitarian 

objective through the use of physical skills or capacities (Hall, Slack, Smith, & Whitson, 

1992). The major emphasis in physical education in the past has been on competitive 

sport (Chad, Humbert, & Jackson, 1999; Dyck, 1998a; Dyck, 1997; Dyck, 1998c; 

Gibbons, Higgons, Gaul, & Van Gyn, 1999; Lawson, 1988). The use of team sport and 

games was to "improve strength and courtesy" (Rogers, 1941, p. 25). Since World War 

II, physical education for boys (and some girls) has been synonymous with sport in the 

form of traditional games (Wright, 1995). The dominant sport and games model stems 

from the introduction of competitive sport into colleges and universities and then into 

schools (Lawson, 1988). 
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The complex web of interconnections between cultural values, gender identity 

development and gender stereotypes surrounding sport is mediated through the physical 

education curriculum (Humberstone, 1990). The masculinist norms of varsity athletics 

competition is important in a male-dominated culture and strong in physical education 

(Griffin, 1989). Athletic programs operate on a model of establishing hierarchy and 

dominance. Sport as part of physical education has the power to oppress because, in its 

current form, it uses science to blame the "failures" or "victims" for their lack of skill and 

success in programs (Dewar, 1990). The most talented and assertive students become 

better while the "poor get poorer" (Griffin, 1989). Less competitive and less skilled 

participants are shunned to the sidelines. When sport education replaces physical training 

and play as the dominant form of school physical education curriculum, it overshadows 

discourses concerning personal development through physical activity that has been 

traditionally favored by females (O'Reilly, 1997). As a result, boys engage in more than 

their share of active participation while girls may become invisible participants or 

minimally involved (Griffin, 1981; Griffin, 1984; Griffin, 1985a; Griffin, 1985c). 

By its very nature, sport is competitive. Competitiveness is often considered the 

opposite of cooperativeness. Rogers (1941), openly acknowledges that competition in 

physical education is as undesirable as cooperation is desirable and "teachers should 

know and act on this-today-patent truth"(p. 13). Team activities can have elements of 

cooperation, which combine the efforts and skills of team members to defeat the 

opponent. Most sport activities in physical education publicly expose the skills of the 

participants against each other to determine winners and losers. The competitive sport 

context may hinder students from positive interaction with all members of the class. 

Winning the game may take priority over getting along. 

b. Physical Education and Gender 

Historically, physical education and activity served two distinct purposes for 

males and females. For females, the object was to develop enough strength to act 

gracefully, bring out their charms and bear healthy children while for males, the object 
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was to develop a strong body to fight wars and protect family and nation (Hay & 

Donnelly, 1996; Pfister, 1997; Scraton, 1986). The notion evolved that females required 

different and separate opportunities in physical education and activity. This belief of 

different and separate physical education remains a central concept in today's physical 

education programs. Perceived gender differences and abilities between boys and girls 

continues to be the foundation upon which school physical education programs are 

constructed (Vertinsky, 1992). 

Physical education is particularly influential in the creation, negotiation and 

development of the dominant gender roles (Dewar, 1991). Gender, as the social 

construction of what it means to be male or female, allows an individual to identify with 

a gender role by incorporating the social role of a particular sex and thus take on behavior 

characteristics of that role (Dyck, 1998c; Hall et al., 1992; Lynn, 1959). O f a l l school 

subjects, physical education, has been most strongly influenced by traditional 

understandings of ineradicable biological differences between males and females and the 

social roles assigned to each gender as a supposed consequence of biology (Vertinsky, 

1992,). Social roles refer to a set of expected behaviors and the values associated with 

them (Janeway, 1971). Dewar (1987) agrees, 

Physical education is an unusual and intriguing area in which to explore 

constructions of gender in the curriculum because it is one of the few subjects in 

the curriculum that has provided patriarchal ideology with an opportunity to 

present itself as biological fact rather than as a social construction, (p. 269) 

When girls and boys enter physical education, they bring a sense of expected behavior for 

themselves as girls and boys and how they should act towards each other. The 

participants in the present study were three girls and three boys. Their perceptions and 

experiences in grade 7 are filtered through lenses of maleness and femaleness, 

masculinity and femininity. The meaning of gender for the participants while 

participating in physical education cannot help but influence social interaction. 
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Boys and girls are gendered through their interpersonal relationships with their 

family (Freud, 1957), through social learning (Bandura & Walters, 1963; Mischel, 1966) 

and through their culture (Wood, 1997). For girls, relationships tend to figure 

prominently in their values and lives while for boys, independence tends to be central to 

their values and lives (Gilligan, 1993; Rubin, 1985; Wood & Lenze, 1991). Physical 

education by its traditional sport nature promotes independence and personal 

achievement rather than interdependence and cooperation towards a common objective. 

To develop healthy social relationships between students, physical educators must 

understand how children view each other based on gender and gender role. 

Competitiveness and participation is associated with masculinity while femininity is 

associated with girls' minimal involvement in competitive games and sports (Chepyator-

Thomson & Ennis, 1997; Dyck, 1998c; Griffin, 1985c). In relation to others, males view 

themselves as the best (not of one gender) but the best of all. In a recent study on male-

female roles, Grade 2 girls viewed being the best as meaning "the best of the boys" 

(Dyck, 1998b). Hasbrook (1995) found in her ethnography of grade-school children, both 

boys and girls believe that "girls are not supposed to be big, strong, powerful or physical; 

such attributes are (seen as) shameful and a source of offense to others, particularly boys" 

(p. 17). Boys become as much the victims of gender role stereotyping as girls when 

masculinity is viewed as independent, tough mindedness, aggressiveness, athleticism, and 

strength (Griffin, 1985a). Boys, who are not seen as "masculine" according to the 

characteristics outlined, face harassment by peers (males and females) during school, 

including in the physical education class. Not all boys in physical education classes are 

highly skilled, aggressive, or interested in competitive team sports and games. Boys who 

are not athletic receive the most vicious treatment by other students in the classes 

(Griffin, 1985a). Boys are clearly made to feel less masculine if they are not actively 

involved in regular and vigorous physical activity, or i f they are not skilled in various 

physical events (Hay & Donnelly, 1996). Both boys and girls suffer from unchecked, 

stereotypical interactions between students. 
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Other theorists believe gender is best understood through a cultural perspective, 

specifically that cultures profoundly shape gender identity (Mead, 1934; Wood, 1997). 

Both boys and girls in most cultures show tendencies to nurture and to be aggressive. The 

extent to which these qualities are encouraged in each gender by particular cultures is 

different. North American culture is a sport culture. 

Based on the context of physical education and gender role construction of the 

participants, the experiences of girls and boys may be quite different. Recent research has 

investigated the experiences of 446 students in one middle school in a multi-activity sport 

model physical education class (Treanor, Graber, Housner, & Weigand, 1998). The boys 

liked physical education more than girls in all grade levels, and the difference increased 

as students progressed from 6th to 8th grade. Boys also perceived themselves to have more 

ski l l , strength, and endurance than their female classmates, though self-ratings from both 

groups were relatively high. 

The nature of interactions between students may encourage or minimize the 

opportunities that physical education can provide in the development of prosocial 

behavior (Dyck, 1998a). Students may either harass other students or ignore other 

students, which reduces motivation and participation in physical education. 

When adolescent girls are asked about physical education, the interaction between 

students is mentioned (Kunesh, Hasbrook, & Lewthwaite, 1992). In Humbert's (1995) 

study of how high school women felt about physical education, she found that the most 

common complaint was that the boys often made comments that "cut them down", 

ridiculed and hurt them. The disparaging remarks often included comments about their 

skill level and/or their physical appearance. Griffin (1985) found the most common 

interaction between females and males was "hassling". The males poke fun, name call, 

criticize, tease and complain about the females' lack of skill or physical appearance. The 

females silently endure the boys ordering them around (Griffin, 1984; Griffin, 1985a; 

Humbert, 1995). Since success in physical education relies on comfortable interpersonal 
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relationships, harassment and fearful feelings towards others diminishes the motivation to 

participate and the enjoyment of class activities. 

Sometimes boys were reported to simply ignore girls in their class (Griffin, 

1985a; Women's Health Research Group, 1998). For example, students would not pass 

the ball to less skilled students even when they were open and called for it (Chepyator-

Thomson & Ennis, 1997). Both types of interactions validate that girls are of inferior 

value and ability to boys and that lower skilled students should go elsewhere to play. 

The impact of negative interaction on young adolescents, especially girls and less 

skilled boys, is a decrease in participation in physical education. Girls reported feelings 

of anxiety (nervousness and worry) when engaged in formal sport activities at school, 

particularly during physical education class, but not when engaged in informal physical 

activity at home (Kunesh et al., 1992). Participation was further decreased when higher 

skilled boys dominated the game and playing space and the nature of the girls' 

involvement. Negative affective responses from other students were reported to lead to 

avoidance of future physical activity involvement. 

c. Relevance of Physical Education 

For some young adolescents, physical education is either not enjoyable or it is 

irrelevant (Earl & Stennett, 1987). For others, both perspectives contribute together to 

reduce or minimize participation and interaction (Dewar, 1987; Dyck, 1998a; Leaman, 

1984). Young women may examine physical activity to see how it fits in- or rather 

doesn't fit in- with the rest of their lives (Flintoff, 1990). Young women express dislike 

and disinterest for the sports, games and activities offered, and begin to realize that 

gender roles in society are amplified in physical education (Earl & Stennett, 1987; 

Humbert, 1995; Vertinsky, 1992). Young women may respond by developing strategies 

for minimal involvement or non-involvement. Opportunities are lost for physical 

education to teach prosocial behavior when students are not fully participating. 

Adolescent females may also reject physical activity because they perceive that 

femininity and being physical active are incompatible. Involvement in sports and other 
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physical activities widely has been seen by girls as irrelevant to becoming a woman 

(Chepyator-Thomson & Ennis, 1997). Desirable criteria for femininity may include 

attractive, graceful, passive, gentle and slim with psychological features of emotional, 

dependent, noncompetitive, and submissive. Typical physical education is about 

leadership, assertiveness, strength, independence, decision-making, competitiveness, 

emotional and physical control, and purposeful action (Bardwick, 1971; Harris, 1980). At 

a time when young women wish to be perceived as feminine, the opportunity to pursue 

contradictory personal characteristics is considered worthless. The development of 

meaning and relevancy in the lives of females and males is a critical component for 

physical education if it is to be effective in meeting the objective of learning to interact 

positively with others. 

Physical education has some powerful tensions, on one hand, it is competition and 

winning and on the other, it is getting along with others. To understand positive 

interaction, the research on the development of prosocial behavior will be presented in 

the next section. 

B. Prosocial Behavior 

Initially, the learning of prosocial behavior through the participation in physical 

education class was the goal of this investigation. Prosocial behavior, an outgrowth of 

social adjustment, is defined as voluntary behavior intended to benefit another such as 

helping, sharing, being kind, comforting and cooperating, regardless of the helpers' 

motives (Eisenberg & Mussen, 1989; Taylor, Peplau, & Sears, 1994). A socially well-

adjusted individual usually displays prosocial behavior. Definitions of social adjustment 

vary across studies and investigators (Crick & Dodge, 1994). Crick (1994) defines social 

adjustment as ".. .the degree to which children get along with their peers; the degree to 

which they engage in adaptive, competent social behavior; and the extent to which they 

inhibit aversive, incompetent behavior" (p. 82). Crick and Dodge outline three indices of 

social maladjustment found in research. The extent to which children are accepted by 

their peers, the degree to which children start fights, hit, push or threaten peers and the 



15 

degree to which children withdraw from peer interaction affect their social adjustment. 

Evidence of any one of the three indices results in the child being considered socially 

maladjusted. 

Understanding prosocial behavior is further complicated when one considers 

several important differences between prosocial acts and prosocial behavior (Eisenberg & 

Mussen, 1989). The acquisition or learning of prosocial behavior must be differentiated 

from the performing of prosocial behaviors. One could learn to behave a certain way but 

only at certain times or under certain circumstances. Eisenberg and Mussen (1989) also 

asked why some people display prosocial behavior and not others. Research explains 

there are two major influences; individual processes and social/contextual processes 

(Carlo, Fabes, Laible, & Kupanoff, 1999; Fabes, Carlo, Kupanoff, & Laible, 1999). 

Individual processes refer to age, gender, biological development, moral development 

and cognitive development while social and contextual processes identified were family, 

peers, culture and school. There is a growing recognition that comprehensive models 

require the integration of individual and social contextual influences on prosocial 

behaviors (Carlo et al., 1999; Carlo, Knight, Eisenberg, & Rotenberg, 1991; Carlo, 

Roesch, & Melby, 1998). The present study investigates the role of schooling and 

curriculum (particularly physical education) on the development of prosocial behavior of 

grade 7 students. 

There is conflicting research findings on whether adolescents display more or less 

prosocial behaviors than adults or children. Some argue that the occurrence of prosocial 

behavior increases with age (Fabes et al., 1999; Piaget, 1932, 1965). Adolescents may be 

more prosocial than younger children are, and with this difference appearing during early 

adolescence (Fabes et al., 1999). Other studies report helping behaviors increased only 

slightly with age (Eisenberg & Mussen, 1989). Young adolescents may be inhibited by 

fear of social disapproval for helping (especially if the help is unwanted) or by fear of 

embarrassing the potential recipient of help. There may also be a fear of being 

incompetent as a helper. Increased self-consciousness, anxiety, and embarrassment by the 
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adolescent may reduce prosocial behavior. There is limited consistent information on 

when young adolescents in particular display prosocial behavior. 

Pubertal changes may diminish prosocial tendencies in adolescence. Hormonal 

changes are linked with increased aggressiveness, irritability, and mood swings 

(Connolly, Paikoff, & Buchanan, 1996). Such changes may inhibit the tendency to help 

others, but the supporting evidence is inconsistent (Fabes et al., 1999). The impact of 

puberty on behavior may explain the gender differences in prosocial behavior where girls 

are found to be more prosocial than boys and that difference generally increased with age 

(Block, 1983; Crick & Dodge, 1994; Eisenberg & Mussen, 1989; Fabes & Eisenberg, 

1996; Gilligan, 1993). The characteristics of prosocial behavior development from 

childhood to adulthood is still a question unanswered by research (Crick & Dodge, 1994; 

Fabes et al., 1999). One reason for the lack of information on development is that 

adolescents have generally not been included in studies on prosocial behavior until 

recently. 

Wentzel and McNamara (1999) examined the contribution of peer acceptance, 

perceived support from peers, and perceived family cohesion to prosocial behavior. Only 

peer acceptance was a direct, independent predictor of prosocial behavior. Adolescents 

provide each other with ongoing opportunities to learn prosocial skills within the context 

of peer group interactions, including physical education settings. 

In summary, prosocial behavior consists of helping, sharing, caring and 

cooperating. Both individual context (age, gender, biological, moral and cognitive 

development) and social context (family, peers, school and culture) influence prosocial 

behavior. Limited research exists on the development of prosocial behavior in early 

adolescence and the need for a comprehensive model remains. 

C Vygotsky's Cultural-Historical Theory 

The social context is an important component of physical education and 

influences prosocial behavior. The theoretical framework of L. S. Vygotsky is based on 
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social context as the primary focus for learning and development. The application of 

Vygotsky's cultural-historical theory to physical education wi l l be examined in this 

study. 

Vygotsky's theory is in contrast to popular western thinking about learning 

(Lupart, 1991). Vygotsky focussed on the role of schooling and education in the 

development of the child, unlike Piaget, Erickson and Bandura who focussed more on the 

individual. The cultural-historical theory considers both the social and the individual 

aspects of the learner. The social and individual aspects are not considered in comparison 

with each other but collectively because the individual exists in a social world. Individual 

psychological development is examined in light of the social context, meaning that all 

learning takes place in a larger social context that cannot be overlooked for its influence 

on learning. Vygotsky believed that learning preceded development. First one would 

learn and then the learning would internalize or develop in the individual. Vygotsky's 

theory is both a theory and method of development. 

Vygotsky's cultural-historical theory when applied to physical education provides 

a framework for tying the outcomes and opportunities that physical education provides to 

developing positive interactions with others and being responsible for physical activity 

for life. Hence, Vygotsky's theory was suitably applied to observe children in schools 

and classrooms over an extended period of time for understanding the social context and 

the impact on the students' learning and development. 

Five themes in Vygotsky's cultural-historical theory are applied to this study of 

physical education. The five themes include; 

a. development occurs in a social and collaborative context 

b. development occurs when facilitated by an experienced teacher 

c. development is assisted by tools 

d. development requires appropriate and meaningful activities 

e. development results in self-regulation. 

Each theme wil l now be discussed in further detail. 



18 

a. Vygotsky believed that development occurs in a social and collaborative 

context (Vygotsky, 1978). "To develop, the child learns when interacting with people in 

his environment in cooperation with peers" (Vygotsky, 1978, p. 90). Vygotsky focused 

on what learners and adults (or skilled peers) did together to promote learning and 

development (Borish & Tombari, 1997). Rather than individual cognition as the central 

foundation for education, the important role of social and group dynamics is 

acknowledged. 

Exposure to multiple ways of accomplishing the objectives or tasks and varying 

degrees of skill helps the learner recognize that there is no one embodiment of expertise 

and encourages a view of learning as a continuing process (Vygotsky, 1978; Wilson, 

Teslow, & Taylor, 1993). In physical education, there are many opportunities for a social 

and collaborative interaction and instruction. 

b. Vygotsky believed that development occurs when facilitated by an experienced 

teacher. Development, according to Vygotsky, is thought to occur as a result of a 

dialogue between the learner and members of her or his social world. More 

knowledgeable members of the culture provide the learner with frameworks for 

interpreting experience, which she or he initially uses on "the social plane" or 

interpsychological plane. On the interpsychological plane, the parent or teacher through 

discussion mediates mental activity. Later, the learner's use of the knowledge becomes 

increasingly independent, as learning moves inward to the "psychological plane" or 

intrapsychological plane, to become part of her/his individual system for constructing 

meaning (Vygotsky, 1978). An adult or experienced peer engages with the learner to 

problem-solve at a level higher than the learner could attempt alone. The learner 

redefines the problem situation and gradually increases his or her contribution and 

responsibility for learning. After some time, the learner can internalize the learning and 

problem solve on his or her own (Wertsch, 1990). 

The teacher is the essential catalyst in learning according to Vygotsky's theory. 

The teacher connects the learner to the curriculum and facilitates the learning. The 
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teacher must find appropriate levels of challenge and difficulty, link effort and outcomes, 

allow opportunities to make choices, model interest and allow opportunities for active 

response (Wilson et al., 1993). The teacher's role is, therefore, to provide the learning 

context, instructional activity and tools to assist the student to reach his or her potential, 

first in the social situation, and then gradually internalized to the point of independent 

regulation. 

Most teachers of physical education use traditional demonstration/replication 

model of instruction. The teacher controls most if not all of the class decision-making 

(McBride, 1999). Typically physical educators identify the skill or concept to be learned, 

break it down into teaching points and explain the execution. The students take the 

information and work with a partner, group or self to practice. The teacher circulates and 

observes learner performance and provides feedback (McCormack, 1997; Wright & 

King, 1990). For learning and development, physical educators may begin to evaluate the 

way they teach and introduce collaboration. 

c. Vygtosky believed that the tools of language, culture and curriculum assist 

development. The type and quality of the tools determine the pattern and rate of 

development. Vygotsky was not saying the social interaction leads to the development of 

the learner's abilities but rather that the very means or tools (especially speech) used in 

social interaction are taken over by the individual learner and internalized (Forman & 

Cazden, 1985). 

Physical education is unique as language is expressed through speech, writing, 

and movement. Verbal language is thought to play a central role as it serves both as the 

communicative function, being the vehicle by which teacher and learner make their 

thoughts known to one another, and a cognitive function, being the vehicle by which the 

student internalizes the concepts of the culture. Oral language usage in physical education 

has been studied and some concerns are evident. In Wright's (1995) study, she found that 

since the teachers expected the girls to be difficult to motivate, they gave a steady stream 

of words to reassure, encourage, and explain the details of how to perform. In Wright and 
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King's (1990) observation of a gymnastic lesson, they found that information and 

explanation about the task at hand took up most of the girls' lessons, usually with the 

girls sitting, listening, watching and not participating. The boys were given minimal 

instructions. The boys concentrated on doing the activities as many times as possible, in 

any way they could, within the bounds of safety. The girls were to focus on how the tasks 

were performed rather than the number of times they could perform the activities. 

Movement as a language can be uniquely expressed in physical education. 

Historically, dance, was viewed an essential part of physical education curriculum "to 

transform children into more healthy, graceful, sensitive, courteous, courageous, 

cooperative, cultured, and charitable citizens" (Rogers, 1941, p. vii). G. Stanley Hall 

states, 

...for youth's sake a work of rescue and revival in dance is greatly needed, for it 

is perhaps, not excepting even music, the completest language of the emotions, 

and can be made one of the best schools of sentiment, and even w i l l , inculcating 

good states of mind and exorcising bad ones as few other agencies have power to 

do (cited in Rogers, 1941, p. 2) 

Dance and other forms of physical movement are a means of self-expression and a 

method of communication to convey feelings and ideas. Communication of feelings 

during activities is prescribed within General Objective 3-Cooperation. 

Movement as a language can be a "text " similar to a literary piece (Goellner & 

Murphy, 1994). When studied as bodily text, an understanding of how social identities 

are signaled, formed and negotiated through movement can be gained (Desmond, 1997). 

History has privileged verbal, particularly written language over bodily or kinesthetic 

knowledge and language. Dance studies pursue the exploration of the body's nonverbal 

expression to the verbal world (Goellner & Murphy, 1994). Cultural studies of dance 

support movement as a language (Thomas, 1996). 

In simple forms, the teacher can use movement as a language tool for 

demonstrating physical activity and modeling positive interaction. The tool of language 
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used by physical educators may teach different messages to the students who are 

supported by the other tools of media and culture. 

Culture, as a tool for development, includes sport, gender, and media. 

Interestingly, this tool reflects more of the hidden curriculum than the stated curriculum in 

physical education. Today, media messages permeate the minds of early adolescents. The 

media dictates what is socially meaningful for girls and boys (Kilbourne, 1999; Milkie, 

1999) 

Curriculum is also a tool for learning and development. Difficulty arises when the 

objectives and activities of physical education conflict with other tools such as the media 

where physical education may not be considered relevant to the student. 

d. Vygotsky believed that development requires an environment that provides 

appropriate and "authentic socially meaningful educational activities for optimal 

learning" (Moll, 1990). The intent of teaching must be to engage the learner in 

meaningful, constructive activities that encourage growth and experimentation of new 

conceptions and skills. The activities should hold relevance in and outside the classroom. 

Although physical education is a promising setting in which to encourage adolescents to 

maintain a physically active lifestyle, it has come under fire for its inability to provide 

meaningful learning experiences (Pennington & Krouscas, 1999; Stroot, Collier, 

O'Sullivan, & England, 1994). 

Meanings associated with Western forms of physical education continue to 

reinforce white, middle class, masculinist and heterosexist values and curricula and have 

been criticized for their insensitivity to class, gender and race (Hargreaves, 1994; Harris, 

1996). Despite the changing demographic profile of school populations, there is little 

evidence that physical education programs are responding to the greater diversity of 

people and needs (Fenton, Frisby, & Luke, 1999). The search for meaning for teachers 

and students in physical education may be facilitated when the complexities of the 

experiences through study in naturalistic settings are described and understood. 
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e. Vygotsky believed that the result of higher psychological functioning wi l l be 

self-regulation, meaning that once learning has taken place, the individual would develop 

and perform the task independently. Two outcomes to be achieved in physical education 

are the self-regulation of positive interaction with others and an active lifestyle. Learning 

can occur when students choose to become engaged and construct their own 

understanding. The goal of teaching is to make a lasting impression on the learner. 

Rogers (1941) states that the goal of teaching is to permanently change another person's 

behavior or character. The goal of physical education is to continue physical activity for 

life. Vygotsky's premise of the learner as a social being thereby requires social 

interaction to become engaged in learning and changing for life. 

The five themes from Vygotsky and their relationship to each other can be 

illustrated in a dynamic model (see Figure 1). In summary, learning occurs in a social 

collaborative context, facilitated by an experienced teacher using the tools of curriculum, 

language and culture, to engage the student in a meaningful activity. 

D. Significance of the Study 

The review of literature on physical education and prosocial behavior and the 

application of the cultural-historical theory of Vygotsky demonstrate a need for continued 

study. Specifically, this study is significant in the following five ways. It provides a 

description of how physical education teaches positive interaction; applies Vygotsky's 

framework to physical education; uses qualitative and naturalistic methods to study 

positive interaction; describes the learner's perspective; and investigates young 

adolescents' lives. 

First, while physical education explicitly states positive interaction as a learning 

outcome, few studies describe the context of physical education in relation to learning 

positive interaction and prosocial behavior. Eisenberg et al. (1989) comment that, 

"However, no single investigation, no matter how extensive and well designed, could 

possibly explore al l , or even a substantial proportion, of the determinants of prosocial 



Figure 1. Dynamic model of Vygotsky's cultural-historical theory. 
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behavior." ( p. 12). While this is true, each study can contribute to an understanding of 

positive interaction and prosocial behavior. 

As with any curriculum, the implementation is where the challenge lies. One must 

understand the context in which the curriculum is taught. Very few studies in the area of 

physical education have attempted to examine the complexity of the physical education 

environment (Doyle, 1992; Luke & Sinclair, 1992; Siedentop, 1991; Vickers, 1983). 

To develop and maintain a positive learning atmosphere in a typical class in today's 

school is not easy (Rowley, 1996). The physical education environment must be 

examined to get a comprehensive picture of how physical education programs affect 

students (Schempp, 1987). The effectiveness of the program of studies in meeting the 

stated goals is also worthy of thorough investigation. By looking at physical education 

from an adolescent's perspective, a better understanding can be gained of how the 

programs are being received. 

Within the context of the learning environment, adolescents come to school with a 

variety of backgrounds and experiences that affect how they learn and participate in 

physical education class. Despite the obvious benefits to activity, the number of students 

enjoying physical education and physical activity continues to decrease and the 

percentage of inactive youth continues to rise. There is a steady decline in participation in 

physical activity between the ages of 11 and 15 and this is especially true for females 

(Health Canada, 1990; Women's Health Research Group, 1998). Despite compelling 

reasons to stay involved, girls and young women continue to drop out of physical 

education and are unlikely to return to physical activity (Sands, 1991; Stephens & Craig, 

1990). This study is significant as it examines the context of physical education. 

Second, Vygotsky's cultural-historical framework, with its emphasis on the social 

collaborative context for development, appears to be suited to understanding social 

interaction in physical education. No other studies have applied his theory to physical 

education. 
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Third, few naturalistic and qualitative studies have investigated positive social 

interaction and prosocial development in the complex world of early adolescence or in 

physical education. The most common method of research in the area of social 

adjustment is the hypothetical situation interview or questionnaire (Crick & Dodge, 

1994). Other research methods are interviews about actual events and self-report 

inventories. Naturalistic settings and actual situation assessment of behaviors are rarely 

found in social adjustment research. The need for naturalistic research of actual social 

interaction, particularly of adolescents' complex lives, continues. There is a need for the 

study of responses in an everyday, natural community setting (Christensen, Fierst, 

Jodocy, & Lorenz, 1998). Furthermore, these settings and observations provide highly 

dependable information (Eisenberg & Mussen, 1989). This study contributes to the gap 

in naturalistic and adolescent research by observing adolescents interacting in their 

natural setting and describing their perspective from observation and interview data. 

Fourth, studies on the adolescent learner's view of physical education are few in 

numbers and as a result very little is known about how the physical education programs 

are being experienced by the participants. Only a few researchers have given 

consideration to the adolescent's perspectives within physical education (Fox, 1988; 

Graham, 1995; Hellison & Templin, 1991; Orlick & Botterill, 1975; Patterson & 

Faucette, 1990; Schutz, Small, Care, & Mossier, 1985). Research on the adolescent's 

perspective has also been limited to identifying how children rate or rank certain physical 

activities, and there is little information available that suggests why children enjoy some 

activities over others (Rowley, 1996). McKenzie and Sallis (1991) advocate that 

"designers of physical education curricula who want to develop positive attitudes toward 

physical education should consider student perceptions about both the curriculum and the 

specific activities that are included in i t " (p. 207). Further research is needed to gain a 

better understanding of children's experiences in physical education. 

Finally, this study contributes to an understanding of boys and girls at twelve 

years of age. Further insights are needed on how children view each other and how they 
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develop caring, helping, cooperating and respect for others. In turn, a greater 

understanding of children who do not get along and become violent towards each other 

may prevent more school tragedies. 

One of the goals of physical education is to help the children develop positive 

attitudes toward physical activity. More information about how the programs are 

affecting children must be known (Rowley, 1996). By focusing on the young adolescent's 

perspective, this study supports the belief that teaching of physical education needs to 

give consideration to their physical, intellectual, social and emotional growth and 

development. Perhaps by considering the adolescent's perspective, appropriate physical 

education for all learners can be offered (Rowley, 1996). 

In summary, this study is significant because of the limited naturalistic research 

on social interaction and prosocial behavior of early adolescents in school in particularly 

physical education. The study allows the voices of the participants in Grade 7 to be heard 

and understood through the unique application of Vygotsky's cultural-historical theory. 
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C HAPTER THREE: METHOD 

Methodology includes the ".. .methods and procedures developed in preparing to 

conduct the study, in collecting the data, and in organizing, analyzing, and synthesizing 

the data" (Moustakas, 1994, p. 184). The purpose of this study is to describe how grade 7 

students learn to "get along". The most obvious source to answer the question is to "ask 

the students". With this idea in mind, a qualitative case study approach was selected to 

research this question. This chapter defines the qualitative approach and outlines in more 

detail the rationale for selecting this approach. A discussion of basic assumptions of 

qualitative research, assumptions of the case study tradition, assumptions of the study, 

and assumptions about the researcher will follow. A detailed description of the method, 

participants, and procedures concludes this section. 

A. Qualitative Research Approach 

Several perspectives characterize qualitative research (Bogdan & Biklen, 1982; 

Cresswell, 1997; Eisner, 1991; Merriam, 1988). A l l agree that "qualitative inquiry is not 

a single thing with a singular subject matter" (Patton, 1990b, p. 65) but an umbrella term 

for a collection of numerous different methodologies (Bogdan & Biklen, 1982; Corbin & 

Strauss, 1990; Denzin & Lincoln, 1994; Patton, 1990b). When one undertakes qualitative 

research in a natural setting, the researcher is an instrument of data collection who 

gathers words, analyzes through induction, focuses on the meaning of the participants, 

and describes a process that is persuasive and expressive in language. The researcher 

develops a complex narrative that takes the reader into the multiple dimensions of a 

problem or issue and displays it in all its complexity (Cresswell, 1997). 

This study asks how physical education contributes to the social development of 

grade 7 students. A strong rationale for using this research method follows reasons 

outlined by Cresswell (1997). First, the selection of the method is based on the nature of 

the question. Since the question to be answered begins with a "how" or "what" and 

demands a description of what is going on, qualitative inquiry was selected. 
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Second, a qualitative method is chosen because the topic or issue needs to be 

explored in a particular way. Physical education as a facilitator of prosocial development 

is a recent research interest and as such, has a limited knowledge base. The complex life 

of an adolescent continues to be a topic of much debate and research. Schools, where 

children spend a significant amount of time, should teach children to share, care, help and 

cooperate within all curriculums. The current status of physical education in the province 

of Alberta is largely an unknown starting point and therefore in need of investigation 

(Spence, Thompson, Mandigo, & Marshall, 1998). Prosocial development in physical 

education has received limited investigation particularly from the student's perspective. 

Third, a qualitative study is used when there is a need to present a detailed view 

of the topic. Many influences on the prosocial development, complexities in the life of an 

adolescent and conflicting curriculum in physical education exist. There is a need to view 

and describe the phenomenon in detail. 

Fourth, qualitative inquiry is a suitable approach to study individuals in their 

natural setting. The design is "naturalistic" in that the setting under study is a real-world 

situation not subjected to manipulation (Patton, 1990b). As well, most studies on physical 

education and prosocial behavior have been conducted using surveys, systematic 

observation and laboratory settings. Most studies have also undertaken an in-depth look 

at a single influence on social development. There is limited research that takes into 

account the complexities when many influences are occurring simultaneously. Physical 

education research has also been conducted from a traditional scientific base, which may 

limit the observation of interacting variables on the teaching and learning of physical 

education. It would be impossible to describe how grade 7 students experience getting 

along in physical education without going to the setting, gaining access and gathering 

information. 

Fifth, qualitative inquiry allows the writer to become part of the study, to 

understand from the inside and write in a literary or narrative style. Qualitative research 

allows the research to be an extension of the investigator. In previous research, 
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the researcher developed a story telling style (Dyck, 1999). This study provides a 

comfortable fit between the researcher's style and the method. 

Sixth, qualitative inquiry is suited to a research question that requires extensive 

data collection in the field and detailed data analysis of "text" information. To understand 

the physical education experience of grade 7 students, documents such as interview 

transcripts, observation notes, lesson plans, information, and resources on physical 

education at the teacher, school and provincial level were part of the data analysis. 

Seventh, a qualitative approach is appropriate because the audience is receptive to 

this style of research. The audience for this study is teachers, administrators, school and 

provincial curriculum developers, and teacher educators. Physical educators, when asked 

what is the toughest part of teaching, often comment on the difficulties in getting the 

students to "get along." 

Finally, the researcher is also a learner wanting to gain information from an 

active learner perspective and understands the participants' view rather than as an expert 

who judges the participants. The aforementioned eight reasons support the selection of a 

qualitative approach for this study. 

i . Case Study Research Design 

A case study is "an exploration of a 'bounded system' or a case (or multiple 

cases) over time through detailed, in-depth data collection involving multiple sources of 

information rich in context" (Cresswell, 1997, p. 61). This case study is bound by time 

(physical education classes from October 19 to December 15, 1999) and place (a selected 

school). Patton (1990) states that case studies, 

...become particularly useful where one needs to understand some special people, 

particular problem, or unique situation in great depth, and where one can identify 

cases rich in information—rich in the sense that a great deal can be learned from a 

few exemplars of the phenomenon in question (p. 54). 
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The question of "how" children view physical education and getting along, their 

explanations of "why" they feel the way they do, and their experiences are described with 

this case study. 

Within the field of education, case study research is used as a method to influence 

the development of knowledge and improve practice. Research focused on the discovery, 

insight and understanding from the perspective of the participants offers great potential for 

making significant contribution to the knowledge base and practice of education 

(Merriam, 1988). In this particular instance, the researcher's focus is on teacher education 

with the hopes to use this new understanding to contribute to the training of physical 

education teachers. 

i i . Assumptions 

In a qualitative research design, the writer uses, either explicitly or implicitly, a 

set of philosophical assumptions that guide the study (Cresswell, 1997; Greggs, 1997). 

The assumptions speak to the understanding of knowledge and view of the world. General 

assumptions about knowledge include; 

Knowledge is within the meanings people make of it; knowledge is gained 

through people talking about their meanings; knowledge is laced with personal 

biases and values; knowledge is written in a personal, up-close way; and 

knowledge evolves, emerges, and is inextricably tied to the context in which it is 

studied (Cresswell, 1997, p. 19). 

Understanding the phenomenon as a research goal is more important than prediction and 

control. The participants' viewpoint is worthwhile and a primary source of knowledge. 

The researcher is the research instrument (Lincoln & Guba, 1985; Patton, 1990a). Human 

beings and their interactions are complex and contextual. The purpose of the research is 

to understand the participants from their point of view, in particular the meanings they 

attach to events and interactions (Bogdan & Biklen, 1982). 

Twelve years of age is assumed to be an important time to investigate prosocial 

development. Many changes, such as puberty, school location, and independence from 
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parents, and friendships in a twelve year old's life influence the development of social 

skills and relationships. Assumptions about a stormy period of adolescence abound. The 

difficulty of becoming independent of family, choosing friends and selecting careers 

assumes some uncertainty on the part of the early adolescent. 

There are also assumptions about students' experiences in grade 7. Grade 7 is 

usually the first year of junior high school. Students may leave behind relationships 

formed through elementary school and embark on new relationships. Grade 7 is a change 

from the top grade in elementary school to the bottom of a more mature school social 

order. Grade 7 provides a window to view how new relationships are formed, how former 

relationships are maintained and how both change during early adolescence. 

In qualitative inquiry, the researcher is the primary instrument for data collection 

(Patton, 1990b). Data collection is accomplished through direct interaction with the 

participants in order to hear their perspectives (Lincoln & Guba, 1985; Patton, 1990b). In 

summary, assumptions about the researcher, the construction of knowledge, the impact of 

physical education and adolescence shadow this study. 

i i i . Trustworthiness, Credibility and Dependability 

Case study research requires extensive verification (Cresswell, 1997; Stake, 

1994). In this study, verification was accomplished through extensive field work and 

persistent observation to learn the culture and develop trust. Triangulation as part of 

verification involved a variety of data sources using the same method (more than one 

student) and different collection methods (interviews, journals and narratives). Credibility 

of the researcher was developed through preliminary fieldwork. Notetaking, interviews, 

and member checking were also used for verification (Lincoln & Guba, 1985). The 

fieldwork and interpretation in particular took place over several months to ensure 

sufficient evidence to provide a comprehensive description. Every effort was made to 

cross check the information from the different data sources for triangulation. Peer 

debriefing shared the data and asked for comments as a way of thinking through the data. 

The reflective journal helped track hunches and themes. 
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Through triangulation, "consistency in overall patterns of data from different 

sources and reasonable explanations for differences of data from divergent sources" is 

reported (Patton, 1990b, p. 468). In addition to observations, interviews, journals and 

narratives, the teacher was a source for triangulation of data collection and analysis. The 

teacher was asked to comment or give opinion on the data. The teacher was available 

immediately following the class and this time was used to discuss the day's observations 

or ask questions about the activities. The teacher read the first draft and provided 

clarification on some portions. 

Credibility of the study depends on rigorous techniques for gathering the data, 

researcher credibility through training and experience and philosophical belief in 

naturalistic inquiry as supported by Patton (1990). Rigorous techniques included in this 

study included triangulation, a variety of sources and methods, mentally replicable and 

explicitly systematic methods of data collection and analysis. 

Reliability in coding the data was completed by an independent colleague and the 

researcher coding the same document. The coder was provided with three journal entries, 

three observation notes, and three pages of an interview. The coder selected one of each 

to code using a list of codes and definitions and the researcher independently coded the 

same documents. On the first attempt over half of the categories were matched between 

the researcher and colleague. The colleague coded the same ideas within the theme, but 

some categories were different or were coded more often. The researcher and the 

colleague met and reviewed each text unit that was different and an agreement was 

reached. There were no areas of disagreement after the discussion. 

iv. Ethical Considerations 

Bogdan and Biklen (1982) highlight several ethical principles that need to be 

addressed when conducting qualitative research. First, the identity of the participants 

involved should be protected. Each student in the class was given a pseudonym. Caution 

was demonstrated at the school site to refrain from sharing information about the 

participants with others. 
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Second, every attempt was made to get to know the students and build a trusting 

relationship. Establishing rapport or a positive relationship between the researcher and 

the students with emphasis on warmth, trust and safety is necessary not only for 

increasing the amount and accuracy of information provided by the students but for the 

wellbeing of the students (LaGreca, 1990). The researcher's background included 

interviewing children and practicing developing rapport, listening, and communicating at 

the level of the child (Dyck, 1998b; Dyck & Drayson, 1999). The researcher must be 

sensitive to the student and, as much as possible, ask and word questions in ways that 

communicate respect and acceptance (Ellis, 1994). Ellis explains: 

It is important for the interviewer to communicate confidence in the child as a 

person who has good reasons for everything he or she does, thinks or feels. As 

part of demonstrating acceptance, the interviewer must convey that there is no 

hidden answers to be guessed, no concealed standards of behavior or expression 

that are not openly stated, no pressure for the child to read the interviewer's mind 

and no rush to say everything at one time. (p. 78) 

Conscious effort was made to listen to the participants. Y i n (1989) defines a good 

listener as one who "hears the exact words used by the interviewee (sometimes, the 

terminology reflects an important orientation), captures the mood and affective 

components and understands the context from which the interviewee is perceiving the 

world" (p. 63). Communication with the students was in an honest, respectful and sincere 

manner during the time together. 

Third, the participants involved were informed about the nature of the study and 

the importance of their role in it. Parents and students were also invited to meet prior to 

the study and at any subsequent point during the life of the study. The participants were 

informed that they could withdraw from the study at any time. 

Fourth, experiences in physical education can produce some strong emotional 

feelings. The students expressed feelings of rejection, dislike of others, and upsetting 

experiences. Prior to the interviews, the school counselor was contacted to be available 
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during the interview times. The names of the students and interview dates and times were 

provided to the counselor. 

Lastly, all data was kept in a secure place. Only the researcher, the transcriber, 

and the supervisory committee could read the data. The participants reviewed drafts of 

pertinent sections and were instructed to report any sections pertaining to themselves, 

which they felt uncomfortable regarding its inclusion in the final report. 

B. Method 

Eisner (1991) states that qualitative research: (a) is field focused (i. e. this study 

concentrates on the experiences of Grade 7 children in physical education in a single 

school and a single classroom setting); (b) relates to the self as an instrument (i. e. the 

role of the researcher was to observe and make sense of what was seen in the physical 

education context); (c) is interpretive (i. e. this study is concerned with matters of motive 

and why children view social interaction the way they do); (d) uses expressive language 

and the presence of voice in text (i . e. this study uses vivid descriptions of the classroom 

and school setting to help the reader come to a better understanding of the students' 

experiences); (e) attends to the particulars so that the distinct features provide a sense of 

the uniqueness of the case (i. e. general themes and categories of the classroom context 

and the student's lived experiences are derived from the particulars); and (f) is believable 

because of its coherence, insight, and instrument utility ( i . e. multiple sources of evidence 

are used to come to an understanding of the case). 

This study relies on combining a variety of data collection techniques in an 

attempt to develop what Y i n (1989) would describe as "converging lines of inquiry, a 

process of triangulation..." (p. 97). Data includes observation notes of the researcher, 

small group interviews transcripts of six students, documents of the teacher, students, 

school and program of studies, personal journals writing of six students, reflective journal 

of the researcher, and narratives written by the entire class. By combining several sources 

of data collection, a more accurate account of the students' perspective in the context of 

physical education is described. 
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Stake (1994) suggests that, "Qualitative case study is characterized by the main 

researcher spending substantial time, on site, personally in contact with activities and 

operations of the case, reflecting, revising the meanings of what is going on" (p. 242). 

This case study began on the first day of the 1999 - 2000 school year in one grade 7 

physical education class (see Appendix A: Proposed Schedule for Data Collection and 

Analysis and see Appendix B Actual Timeline). Informal classroom visits and 

observation of the students in their physical education classes continued until October 

19th, 1999. Beginning October 19, formal observation notes of each class were written 

for seven weeks until December 15, 1999. This length of time allowed the opportunity to 

get to know the children, experience the physical education program, and develop a sense 

of the school setting. 

A pilot study was conducted from October 19th to November 1st to ensure that the 

methods of data collection were organized, understandable and would provide the 

information for which the methods were intended. Six children were selected and 

consented (along with their parents/guardians) to participate in interviews and journal 

writing (see Appendix C for letter and consent forms). Four group interviews of 

approximately one hour in length were conducted with the six selected children. The six 

students were asked to complete a journal entry after each class. The researcher kept a 

reflective journal. On November 26, the entire class participated in a narrative writing 

exercise. A l l students in the selected class were invited to participate in some aspect of 

the study. A meeting was held with the class to explain how each person in the class 

could contribute to this study (see Appendix D for a diagram of contribution). Each 

aspect of the study wil l now be explained in greater detail. 

i . The School Site 

One of the first tasks is to gain access to the data that wi l l answer the question 

(Bogdan & Biklen, 1982; Cresswell, 1997). This research project was carried out at an 

urban Catholic junior high school. The school serves a population of 450 students from 

grade 7 to 9.The school operates on a six-day cycle. The selected physical education class 
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met Period One from (8:09 to 8:50 am) on Day 4, 5 and 6. Information about the school 

was obtained through informal interviews with the teachers and administration, 

observation of the school, and documents about the school. The school was selected 

based on the requirements of a suitable teacher. 

i i . The Teacher 

Mrs. Reese (not her real name) is the teacher in this study. A female teacher was 

selected for this study as there are slightly more full time certificated female grade 7 

teachers in Alberta than male (51.7%) (C. Bexte, personal communication, July 3, 1999). 

Mrs. Reese had completed a four-year Bachelor of Education degree majoring in Physical 

Education. The teacher was in her 11th year of teaching at the time of the study and this 

was the second school in which she had taught since graduation. The teacher was 

recognized by the administration of her school as a "good teacher". The teacher also 

contributed to the extra curricular programs by coaching the girls' volleyball team. 

The teacher was given some time to respond when asked if she was interested in 

the study. After verbal agreement, a meeting was arranged with her principal and 

informal approval to allow the teacher to participate in the study was given. The teacher 

completed a consent form prior to the beginning of the school year (see Appendix E for 

consent form). Ethical approval for the research and approval from the school district and 

university was received. 

Though the study focused on the experiences of the students, the important role of 

the teacher as outlined by Vygotsky's cultural-historical theory was given consideration. 

There were several ways that the researcher worked with the teacher to understand her 

teaching. The teacher had a planning period immediately following the class, which 

allowed time for discussion. Informal interaction and discussion with the teacher 

provided insight into the role of the teacher in this class. Lesson plans were submitted for 

analysis. The teacher was also part of the observation notes and reflective journal. The 

teacher provided a source of verification by reviewing draft copies of the segments. 
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i i i . The Class 

The class was comprised of 28 students (12 females and 16 males). Some students 

walked to school while others were bused. There were four Aboriginal students (two boys 

and two girls). Several others in the class represented Dutch, Ukrainian, Asian and 

French backgrounds. One male student was repeating grade 7 physical education. 

iv. The Pilot Study 

The pilot study took place from October 19 to November 1. Observation note-

taking was completed for six physical education classes (Oct 19/20/21 and Oct 

28/29/Nov 1). Six students (three boys and three girls) consented to partake in the pilot 

interviews and journal writing (see Appendix F for consent letter and form). The pilot 

participants met for two consecutive interviews on Day Six of the schedule. The first 

interview piloted the predetermined first interview questions. At the end of the first 

interview, the six participants completed the Narrative Exercise. The Narrative Exercise 

asked the students to describe a time when they felt they were getting along and not 

getting along in physical education and outside of physical education. Keywords were 

selected from the Narrative Exercise responses. The keywords were categorized by 

common themes and ranked according to frequency of response and compared to a 

colleague's selection of categories. Discrepancy in the word selection was discussed and 

words that appeared only on one list were either abandoned or explained to an agreement 

between the researcher and the colleague. 

The second interview was informed by the first interview and discussed physical 

education class. The predetermined last interview questions were piloted during the 

second interview. At the end of the second interview, all participants completed a 

Keyword Survey (see Appendix G for sample). The purpose of the Keyword Survey was 

to determine which keywords (from the list generated by the Narrative Exercise 

responses) were most frequently used to describe situations by the pilot participants when 

they were or were not getting along in everyday life and in physical education. The pilot 

participants were to place a checkmark beside their choice of the top five key words. The 
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pilot participants also wrote in a personal journal after each of six physical education 

classes. The researcher began a reflective journal during the pilot observation period. 

The pilot study provided valuable information to refine the proposed method. 

Several changes or revisions were made to the original plan as a result of the pilot work. 

First, the observation notes needed to include who was absent and what proportion of 

boys and girls were in attendance. The class enrollment was 16 boys and 12 girls but it 

was sometimes very different depending on the attendance. The class organization 

followed a standard format, which allowed for extensive note-taking. The researcher also 

knew all the children's names by the time the pilot study ended which helped in writing 

the observations. 

The pilot interviews proved to be quite challenging. The pilot group was quite 

vocal and argumentative. There were two students (one boy and one girl) who were 

constantly in disagreement. While the study was to learn how students experience getting 

along, the researcher was placed in an awkward position. At one point in the interview 

there was a verbal attack on another student. The dilemma became "Do I let this go? and 

watch "getting along" in action or "Do I intervene and impose a bias defining acceptable 

behavior?" The researcher felt the student who was attacked became silenced and 

therefore stopped the behavior in a non-judgmental way. To stop the behavior the 

researcher responded saying "SH.. .SH.. .SH". This did stop the behavior and seemed 

non-judgmental. From this experience, better ground rules were set at the beginning of 

the data collection related to taking turns, raising her/his palm if one wanted to add to the 

conversation, and making sure everyone was given an opportunity to contribute. No 

similar verbal attacks occurred during the interviews. An interview protocol sheet was 

developed for consistency that included equipment, announcements, a section to record 

who attended, sitting arrangement, length of interview and comments that might impact 

the interview (see Appendix H for sample of protocol sheet). 

The Narrative Exercise also needed more explanation and better word phrasing on 

the questions. The phrase "getting along" did not mean the same to each student. As a 
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result of students' comments the wording was changed and resulted in fewer questions on 

what to write about. 

In the Keyword Survey, many words given by the students in the Narrative 

Exercise could have fit into either "getting along well" or "not getting along". Sometimes 

a word was listed under the question to describe when not getting along but was related to 

getting along well. The keywords selected from the Narrative Exercise did not seem to 

make much sense (for example, some words describing getting along well were "doing", 

"partner", "fun", "talking", "friends", "pretty", "hanging around", "nice", "likes me", 

"introduced"). Some questions did not have five words so the pilot students were asked to 

check any words that came to mind. Each question also had a space to list any words that 

she or he would use but did not appear on the list. Most students checked off all words 

and added few. After reviewing the responses it did not appear that the Narrative Survey 

would provide any additional information of value to the study and was dropped as a data 

collection instrument. 

Forjournal writing the students need more explanation at the beginning on what 

constitutes ajournai entry. During the pilot, one student simply commented on the day's 

activities in all classes and nothing in physical education class. While the students could 

write in the last part of the class to ensure they actually did write, this did not seem like a 

good solution because the last part of class usually was game time and appeared to be the 

most enjoyable. The students were encouraged to write as they were leaving the class. 

The researcher tried to remind the students by putting messages on the blackboard 

encouraging the students to complete their journal entries. Since it was not until the end 

of the pilot study that the journals were found to be incomplete, the decision was made to 

require the study participants to hand in their journals on every Day Six. 

For the researcher's reflective journal, writing events, thoughts and decisions as 

they happened worked best. At the end of each day, the journal entries were added to the 

main reflective journal document. If entries or parts of entries were method decisions or 

rationale, these ideas were also recorded into a separate document called protocol. The 
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plans for follow-up questions and insights were also listed in the journal with to do lists 

and check boxes to make sure they were done. 

During the pilot study, the availability of documents was quite limited. When 

asked for yearly, unit, and lesson plans, the teacher indicated that she did not have to 

provide those for the principal. Her lesson book only contained single phrases on what 

she would be teaching (such as " s k i l l testing", "teach serve"). 

Several significant changes were made as a result of the pilot study. When the 

words "getting along" were first mentioned, the participants asked whether that meant 

getting along well or poorly. From then on, "well" or "poorly" was added to "getting 

along". In addition, the students referred to physical education class as "gym", and 

therefore this term was used to reduce any confusion. Other changes included, more 

detailed expectation of the journal writing for the students and reminders, discontinuation 

of the keyword survey as a method of data collection, one observation note format 

instead of three, adding an interview protocol sheet, and the development of a structure 

for interviews that allowed all students an opportunity to speak and maintained a safe 

social environment. 

v. Data Collection 

Data collection for case study is extensive, drawing on multiple sources of 

information and methods (Cresswell, 1997). Y i n (1989) recommends several types of 

information: direct observations, participant observations, documentation, interviews, and 

physical artifacts. A description of the types of information used in this study follows. 

a. Observations 

As naturalistic research takes place in the field, observational data is critical in the 

understanding of the context (Rowley, 1996). Merriam (1988) states the importance of 

using observations as a data source, and stresses that observations make it possible to 

record behavior as it is happening. In this study, the field notes of the researcher 

concentrate on the students and the environment, all interactions and activities during 

physical education class. 
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Observing the students during physical education provides a "wide-angle" view 

from which to come to know the student's views. Spradley (1980) suggests there are 

several kinds of participation in the observation process. The "insider/outsider 

experience", in particular, was selected (Spradley, 1980 p. 56). Merriam (1988) also 

defines this alternating role as one of "observer-participant" (p. 93). To experience the 

physical education activities in an immediate, subjective manner, the researcher 

participated in class activities alongside the students (a cross-country lesson, a volleyball 

lesson and a badminton lesson). The rest of the time, the researcher was a detached 

observer. 

The selected class was attended for seven weeks before the actual data collection 

began to prevent the students from reacting differently to a visitor in the class. The time 

prior to data collection allowed the children and teacher to become accustomed to a 

visitor and allowed the names and nature of the children to be learned. There was 

evidence that the students were comfortable with the visitor during a cross-country 

running lesson. The students were to run around the schoolyard. Part of the schoolyard is 

not visible from where the teacher was stationed. When the students and the researcher 

were running out of the view of the teacher, the students took some generous shortcuts 

even though the researcher was running with them. The researcher attended a staff 

meeting and the main office was visited on a regular basis to become familiar with the 

school. 

During data collection in this study, keywords or phrases were written down in 

the researcher's reflective journal to help remember a significant idea. This technique 

was used successfully by Rowley (1996). In this study, the immediate time after 

observing a class was spent expanding on the field notes which allowed rich descriptions 

of people, events, conversations, behaviors, physical environment, and interactions to 

develop. 

During the interviews, the students were questioned to gain an understanding of 

how they viewed the particular activities and events that were occurring in the class. For 
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example, the students were questioned, when whipping noises and "ouch" sounds were 

coming from the boy's change-room and mentioned in the journals. When classes were 

particularly good or poor, the observation was conveyed to the students for discussion 

and insight. This checking provided "formal and informal member checks" and supported 

the validity of the data by checking the understanding between the researcher and the 

students (Lincoln & Guba, 1985, p. 373). 

b. Interviews 

Interviews contribute to a better understanding of the students' perspective. The 

six students were interviewed as a group three times during the study. Group interviews 

are customarily thought of as discussions, but they are also common ways to find out 

what and how students think (Stevenson, 1998). Group interviews have been found to 

work well with elementary students as they allow recall of specific events and 

perceptions that rarely surface in individual interviews (Portman, 1995) 

The first interview time and date was selected in consultation with the teacher 

based on convenience and availability of a interview room. Reminders were posted at the 

classroom for each subsequent interview as well as an announcement was read before the 

lunch-hour. 

A l l interviews were audio-taped with permission of the participants. Audio-taping 

allowed concentration on the student's voice and nonverbal communication without the 

distraction of taking notes. A l l the tapes and their transcriptions were stored in a secure 

place inaccessible to others. After the completion of the research the tapes were erased 

and the transcriptions shredded. 

During the first interview the students were asked three predetermined general 

questions (Bogdan & Biklen, 1982; Colaizzi, 1978). The questions were: 

How would you describe yourself? 

How would you describe physical education or gym class? 

How would you describe being in grade 7? 
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Following each interview, the audio-tapes were transcribed in preparation for the 

next interview. The rest of the interviews began with a review of the last interview for 

accuracy and completeness, then moved to new events of the week. Some of the 

significant incidents that were observed in the class were highlighted and clarification 

and interpretation was obtained, especially for obscure or puzzling behaviors. A 

limitation of using audio-tapes is the absence of body language. Signs of uneasiness or 

discomfort such as pausing or laughing are not recorded in audio-tapes. The comfort level 

of the students when answering the questions is not known from transcribed text. 

It was agreed that lunch period on Day Six would be the best time to conduct 

interviews. The library was selected as a location for the interviews because it contained 

a small seminar room that comfortably seated seven people around a rectangle table. 

Each participant had an opportunity to speak at each interview. If a student wanted to add 

to another's answer she/he was instructed to raise her/his palm to signify that she/he 

wished to add to the conversation. 

One interview was conducted with the girls only (Week 5) and one interview with 

the boys only (Week 6). A standard set of initial questions was used for the single sex 

interviews. The questions were: 

What is it like to be a 12 year old girl/boy? 

What does "getting along" look like, sound like and feel like for girls/boys in 

physical education or gym class? 

The girls-only and boys-only interviews reduced the group size to three people. It was 

hoped that the students would share information because they were in a group of their 

own gender and/or the small group size might provide more freedom to share. 

The final interview took place during Week 7, and concluded with two 

predetermined questions as follows: 

If the principal called you into the office and asked you what are the problems of 

getting along in grade 7, what would you say? 
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If the principal said you are in charge of all grade 7 gym classes and the students 

must learn to interact positively with each other or get along well, what would 

your plan be? 

Every effort was made to use language that is understandable and comfortable to 

the students. Evidence confirms that children can provide accurate and reliable reports 

when questions were phrased in a manner that children could understand (LaGreca, 

1990). 

The teacher was not formally interviewed to focus the study on the voice of the 

students. The teacher and the researcher discussed the class on a regular basis usually 

after or before class. During this time, information about of the teacher's objectives for 

the lessons and insights about individual student behavior were collected and recorded in 

the reflective journal. 

c. Narrative Exercise 

Another way of verifying the data is to collect information using different 

methods. Narrative inquiry is a subset of qualitative research in which stories are used to 

describe human action (situated action) (Ellis, 1994; Polkinghorne, 1995). There is a 

universality of the story as a guide to living and as a vehicle for understanding the 

behavior of others (Sarbin, 1986). A narrative or story telling approach was selected for 

collecting data from the students. 

The entire class of 28 students was invited to participate in a narrative exercise. 

Consent packages were sent home with the students during Week 3 (see Appendix I for 

samples). The exercise was conducted during Week 5. Sixteen students and parents 

consented to participate in the narrative exercise. The instructions and questions were 

read out loud to the class before the students began and the researcher answered 

questions. The instructions were to complete four stories from their own experiences with 

others. The students were to describe the setting, the relationship of the people involved, 

what happened, and how they felt (see Appendix J for sample). 

The questions asked students to: 
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Write about a time when you felt you were getting along well with someone or 

others. 

Write about a time when you felt you were not getting along well with someone 

or others. 

Write about a time when you felt you were getting along well with someone or 

others while participating in gym class. 

Write about a time when you felt you were not getting along well with someone 

or others while participating in gym class. 

This exercise was completed during the students' language arts class in place of 

journal writing. As was the tradition of this class' journal writing, the teacher instructed 

the students to write for the entire class period. The researcher and a colleague 

independently read the narratives. Common patterns were selected from each narrative by 

the researcher and a colleague and added as another source of data for triangulation. 

d. Student Journals 

Each of the six students was given a coil bound booklet to use as her/his journal. 

The students were asked (in writing) to describe activities or incidents that they 

experienced during their physical education classes (see Appendix K for sample). It was 

explained that the journals could also express thoughts and feelings that they may not 

want to share in the interviews, or that they did not have an opportunity to share. The 

students were encouraged to record their feelings about physical education and how they 

were getting along with others. The journals provided another source of information 

about their perceptions and experiences in physical education. Participants were 

requested to turn in the journal on a regular basis to carry on a dialogue. The journals 

were kept in a secure place inaccessible to others. 

e. Reflective Journal 

In addition to descriptive observation notes, Bogdan and Biklen (1982) suggest 

the researcher include personal reflections of what has been observed in a personal 

journal. Bogdan and Biklen also recommend that "rather than allowing the recording of 
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detailed description to dominate your activities to the exclusion of formulating hunches, 

record important insights that come to you during data collection before you lose them" 

(p. 157). The personal reflective journal was also used to jot tasks that needed to be done 

(such as put a reminder of the next interview on the board or meet with the principal), 

ideas to ask the teacher (ask about where a certain student has been lately), and ideas to 

ask the students in the interview (ask about assessment). 

f. Documents 

Several documents related to the physical education program were considered as a 

source of data in this study. The teacher's daily lesson plans from October 19 to 

December 15, the Alberta Program of Study, bulletin and announcement boards, the 

school student handbook, and the school newsletter were also considered. Any 

documents such as permission letters from parents to not participate in class were 

examined. 

A substantial amount of data was collected for this study. Observation notes for 

21 class periods and three and one-half months of reflective journal writing were 

completed. The students provided 90 journal entries, 64 narratives, and five hours of 

interviews. 

vi. Data Analysis 

Qualitative research requires multiple sources of data and multiple methods of 

data processing. Qualitative researchers agree that data collection and analysis should be 

a simultaneous process (Bogdan & Biklen, 1982; Cresswell, 1997; Eisner, 1991; Lincoln 

& Guba, 1985; Merriam, 1988). In one sense the data analysis began with the first walk 

in the school door, the first class observed, the first interview and continued until the last 

day of observation. At the end of each observation day, the data was read through, 

elaborated on observations, and identified areas that needed further questioning. 

A chronological list of categories complete with definitions was developed throughout 

the study. During the next interview the categories were reviewed and the participants 

were asked to comment. Categories that appeared only once and/or elicited little 
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discussion from the participants were left alone while others that repeatedly came up and 

eagerly discussed remained as possible categories for further investigation. 

After each collection, the data was organized for easy retrieval. The purpose of 

the study was often reread as suggested by Goetz (1984). The transcripts, field notes, 

journal entries, narratives and personal reflections were imported into a qualitative 

research computer software QSR NUD*IST (NUD*IST, 1991). Data was indexed line by 

line into a series of nodes that reflected emergent themes. A combination of writing in 

margins and searching in NUD*IST was used. These methods identified the "coding 

categories" (Bogdan & Biklen, 1982). The data was searched in an attempt to find 

patterns of categories that would develop into a rich description of the case as suggested 

by Cresswell (1997). Categories were then generated by looking for words, phrases, and 

patterns of behavior that tend to repeat themselves or stand out using the constant 

comparative method (Glaser & Strauss, 1967). The first analysis produced 157 

categories. The categories were sorted to find and eliminate any duplication. Several 

categories were also deleted as they appeared rarely or could be collapsed into others. 

The second list narrowed the categories to 144. Data were also eliminated i f they referred 

to occurrences outside of class. Some categories were collapsed into others using the 

constant comparison method narrowing the number of categories to 28. The data was 

then coded using NUD*IST with the 28 categories. The coding enabled reports to be run 

on each of the 28 categories. After careful comparison of the categories and the 

relationships between categories, 13 themes emerged. Within the 13 themes there 

appeared some overlap especially in the participation category. Each of the thirteen areas 

were read and studied to find the main categories. Several themes were collapsed again 

and five themes became the final product. The five themes are enjoyment of the physical 

education experience, social interaction and isolation, keeping score, learning and 

assessment, and teaching positive interaction and prosocial behavior. 

Lesson plans, unit plans and yearly plans from the teacher for document analysis 

were requested, however, the teacher submitted copies of her day planner and the course 
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outline. The teacher indicated that she was not required to provide a yearly plan or 

objectives to her principal therefore the data did not exist. As a result, the teacher 

provided limited documents for analysis. 

v i i . The Six Students 

a. Selection of the Six Students 

The sampling process begins in qualitative research when the characteristics of 

the participants and their place in the social setting are clearly delineated (Colaizzi, 

1978). Colaizzi gives two criteria for participation. First, the participants must have 

experience with the phenomenon under investigation. Second, the participants must be 

articulate not precocious. 

Six students (three boys and three girls) were selected for group interviews and 

journal writing. Typical case sampling was used to recruit the six students. A profile of 

the students was developed based on different types of students observed. The teacher 

helped select the students for the study that were representative of the class based on the 

following guidelines: 

1. Students who had good attendance. 

2. Students who varied in motor skill development. 

3. Students who varied in sociability. 

4. Students who were articulate. 

Several students met the above criteria. The candidates were narrowed down to six with 

the addition of two criteria: 

5. Students who are were born within four months of each other. 

6. Students who did not typically socialize together in and outside of class. 

Initial willingness to participate was confirmed by a verbal agreement. Parents 

and students (both the pilot group and the interview group) were invited to an 

introductory meeting. Each family was contacted by telephone (using a script) and 

offered two possible information sessions to attend. The agenda for the meeting included; 

introduction and background of researcher, introduction of participants, introduction of 
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topic and significance of the study, outline of the project and how each member of the 

class wi l l contribute, interview schedule and questions. Of the six students in the 

interviews, only the three boys and their parent (s) attended a meeting. A parent from 

each of two girls and one boy in the pilot study, also attended the meeting. 

b. Description of the Six Students 

This section wi l l describe the six students who participated in the interviews and 

journal writing. Kara, Becky, and Lindsay (not their real names) are the girls. Dallas, 

Adam and Danny (not their real names) are the boys in the study. The students were 

asked in the first interview to describe themselves, what it was like to be 12 years old, 

and to tell about being a student in Grade 7. Their perspectives on being a boy and being 

a girl w i l l conclude this section. 

Kara described herself as "weird," "dull" and "athletic" in that order. She played 

football in summer and made the school basketball team at the end of the observations 

(she was quite excited to share this good news). From the observations, Kara was a leader 

among a group of four girls. 

Becky described herself as "shy" and "I get queasy really easy." Becky was 

always hassled while running in the warm-up laps as a big space would develop between 

herself and the person ahead of her. The boy behind Becky would always ask the teacher 

loudly, "Can we pass?" Becky referred to her cousins as her friends during interviews. 

She was also friends with two girls in the class. 

Lindsay described herself as "friendly" and a "whole bunch of personalities." 

When asked to clarify she said, "Well, I can be happy at one point and then all of a 

sudden I'm mad and then, like, I could be really weird and I can really be sophisticated 

sometimes...."According to the teacher, Lindsay was very successful in her academic 

work. She did not appear to have a group of friends in this class. Since her last name 

began with a letter near the end of the alphabet, she was the last one in the attendance 

line. Usually the teacher picked the first person or last person to lead the warm-up laps. 

Sometimes, Lindsay protested but the teacher insisted until she began running. In her 
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journal, Lindsay usually commented on her relationship with the teacher. Lindsay spoke 

often of how special she felt when others picked her as a partner. 

Dallas described himself as "weird and funny". He felt he was weird because his 

parents and brothers said that he was weird. From the observations he was the most 

popular student in the class and was looked up to by all the boys in the class. He was tall, 

motor-gifted and friendly. By the end of the observations he was "going out" with one of 

Kara's best friends. 

Danny described himself as "athletic" (though his peers disagreed), "funny", "not 

an early riser" and "like cartoons". Danny seemed to be the joker in the class. He said that 

some students felt he was fat or could not run fast. Danny commented on how lonesome 

he felt when others did not pick him as a partner or teammate. 

Adam described himself as "smart", "can run pretty fast", and can "draw good". 

A few years ago, he had moved to the city from out of province. He was well liked by all 

the students. Adam seemed to be the one that the popular boys and girls found ways to 

pick on. He did not feel picked on and said people were "just fooling around." In the 

change-room, he was the target of being whipped with shorts. When this was mentioned 

in the journal, he commented " I am ok though." The teacher felt that Adam was a strong 

student. 

When asked what it was like to be 12 years old, the students gave similar answers 

to each other. They described themselves as being "big kids." They felt it was their last 

year to be a "kid" as next year they would be a teenager. At 12 years old they had more 

privileges and responsibilities. The girls talked about being able to baby sit. Dallas spoke 

about being able to go for lunch on his own away from the school. A l l spoke about now 

being responsible to clean their rooms. The students in the study felt they were beginning 

the transition from childhood to adulthood. 

The students were also asked about their school and gender. Grade 7 was viewed 

as better but harder than elementary school and fun. The students said it was better 

because there were prizes, better food, better teachers, more freedom and new friends. 
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However they felt that they were back in beginning of school as they were once again the 

youngest students in the school. While the boys agreed that being a boy was indeed 

"wicked" it was also hard. However they did not elaborate despite questioning. Later on 

in the study when Dallas was "going out" with one of the girls from class, he mentioned 

that things were not going as well with his male friends as they felt he was ignoring them. 

The girls discussed this question in greater detail than the boys did. Lindsay 

answered, "Well a good thing about being a girl at this age is - well, a bad thing is that, I 

don't know, people think like, okay, you're so mature but sometimes you're not, like." 

The girls mentioned that sometimes they do feel mature. Becky felt her parents expect 

her to be "maturer" but "sometimes I don't want to so I just don't." Knowing how to act 

more mature was a concern, as Kara put it, "it's struggling because you're being more 

mature but you don't know how to act mature, you just - you're so used to being more 

of a kid kind of, its more of a struggle to find out how to be more mature." When asked 

if they felt they were growing up too fast, the girls all said no without hesitation. Since 

several girls had been observed answering "I don't know" to questions both in the pilot 

and the interviews, the question was asked outright. 

Researcher: One thing I've noticed around twelve-year old girls is, they say "I 

don't know" a lot. In the pilot where I interviewed some other kids from the class, 

the words "I don't know" came up about every other word from the girls. 

Lindsay: I know why. 

Researcher: Why do you think that is? 

Lindsay: Because they are not sure of themselves yet. 

Kara: Yeah.(Interview 3-Girls) 

Adolescence has been identified as time when girls change physically and begin to "lose 

themselves" (Gilligan, 1993; Gilligan, Rogers, & Brown, 1990; 1993; Pipher, 1994; 

Pipher, 1998). When this research was shared with the girls, Lindsay continued, 

Lindsay: Because they're not sure of theirselves because they're like changing, I 

guess. 

Becky: Yeah, changing. 

Lindsay: Yeah, they're right in puberty so they don't know what their feelings, 

are like... their feelings are all, like, jumbled up, they don't know how they feel 

about some things. (Interview 3-Girls) 
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The girls seemed to relate the uncertainty to puberty. The changes brought on by 

puberty affects all aspects of a person's life. For girls puberty typically begins at age 

twelve and fourteen for boys (Friedman, 1997). Signaling the physical transition from 

childhood to adulthood, the growth spurt occurs as much as eighteen to twenty-four 

months earlier for girls than boys do and there is great variability in the timing of puberty 

for both sexes. This means that girls are typically coming out of a growth period when 

boys are nearing the peak (Fabes et al., 1999; Friedman, 1997; Muuss, 1975). The girls in 

the interviews were already into puberty while the boys may have been just entering 

puberty. 

For both girls and boys, the experience of puberty is a major transition. Their 

bodies may seem familiar but completely different. Boys seem to be advantaged as the 

changes that they see are positive and self-affirming. Their bodies become what are 

valued in society (bigger bodies, wide shoulders). Girls find themselves in a double bind 

when they enter puberty. Along with their newly developed bodies comes the pressure to 

look good and to fit into a narrowly defined ideal of female beauty. The gain of fat, 

though biologically necessary, is not acceptable or considered representing the ideal 

female. "Instead of celebrating their rounded bodies, most girls feel conflicted over how 

they experience themselves and how society is telling they should be" (Friedman, 1997, 

p. 114). The girls in this study revealed an uncertainty about themselves. 

Puberty affects girls and boys differently. Research suggests that puberty is 

occurring at an earlier age than ever before (Lemonick, 2000). While the sequence of 

events has not changed, physical changes are now occurring at an earlier age (Tanner, 

1972). Children are maturing earlier in a socio-cultural sense as well because they are 

exposed to the adult aspects of life much earlier than the previous generation (Zigler & 

Stevenson, 1992). The girls in this study however did not seem to think they were 

growing up too fast. Further research on how early puberty impacts interpersonal 

relationships is warranted. 
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The six students described in this chapter contributed through interviews, 

narratives, and journal writing. From the various sources of data, five themes emerged as 

significant to the perspectives of Grade 7 students participating in physical education. 

The themes were enjoyment of the physical education experience, social interaction and 

isolation, winning and keeping score, learning and assessment, and the teaching of 

positive interaction in physical education. Each theme wil l be closely examined in the 

following chapters. 
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C H APTER FOUR-THEME 1: E N J O Y M E N T OF P H Y S I C A L EDUCTION 

Physical education is fun. Most of the students in this study enjoy the physical 

activity and the opportunities for interaction that is offered in physical education. 

Enjoyment of the experience was tied to the many choices available in a physical 

education class. The teacher in this study chose most activities, partners and teams, and 

rules. Space allocation is also a choice in physical education. 

A. Choice of Activity 

From the first day, the type of activities planned and participated in influenced the 

student's perspective. The following story, compiled from observation notes, provides a 

glimpse of the activities planned for this class. 

At 8:07 the warning bell rang on the first day back to school. The grade 7 

students were anxious as this was their first class in a school where they were once again 

the youngest and most vulnerable. Some knew each other from elementary school but 

many were meeting new people and lookingfor something that might connect them with 

each other. The teacher asked the students to line up in alphabetical order along the 

radiator and explained that the number where they stood would be their gym attendance 

number f o r the rest of the year. The students cautiously surveyed each other to see who 

they would be "stuck" beside fo r gym class attendance. The teacher distributed the 

course outline and began to reveal the upcoming lessons. First would be cross-country 

running. Moans arose from the students and frowns crept across some of their faces. Next 

would be volleyball, low organized games and badminton. After Christmas, indoor 

soccer, basketball, track and f i e l d and softball would follow. Some students cheered 

while others moaned as the activities were announced. The teacher informed the class 

that these were the activities they must do during grade 7 physical education class. The 

teacher emphasized that i f the students were just there and dressed they could not f a i l 

gym class. 
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As indicated in the course outline the activities selected by the teacher were 

primarily sports and game activities. When the students in this study, were asked to 

describe gym class, they agreed that they were learning sports. 

Lindsay: Because you learn sports and you're not, like, in class kind of, you know, 

it's just kind of playing around. (Week 3) 

The major emphasis in physical education in the past has also been on competitive sport 

(Chad et al., 1999; Dyck, 1998a; Dyck, 1997; Dyck, 1998c; Gibbons et al., 1999; 

Lawson, 1988). Humbert (1995) interviewed female high school students about their 

physical education experiences and found physical education programs characterized by 

traditional sports and excessive competition seemed to discourage students. Humbert also 

noted that many of the high school girls she interviewed had a negative body image, and 

felt uncomfortable in coeducational physical education classes that stressed traditional 

sports. 

Physical education when subscribing to a traditional sport model promotes 

independence and personal achievement rather than interdependence and cooperation 

towards a common objective. Boys and girls are gendered through their interpersonal 

relationships with their family (Freud, 1957) and through their culture (Wood, 1997). For 

girls, relationships tend to figure prominently in their values and lives while for boys, 

independence tends to be central to their values and lives (Gilligan, 1993; Rubin, 1985; 

Wood & Lenze, 1991). Physically skilled boys would find enjoyment and excitement as 

the objectives and results match their constructed gender role. Girls and motor challenged 

boys may find the physical education class discouraging and irrelevant. 

The mixing of physical education and athletics was observed early in the study as 

evidenced by the following story compiled from the researcher's observation notes. 

It is the third week of school. The grade 7 students are settled nicely into a 

routine. Cross-country running is just beginning as the activity f o r the unit. Outside the 

gym a poster reads, " Join the cross country team. Get in shape. Make friends. School 

pride. " Today the boys ' gym teacher Mr. Hanna stops in to chat with Mrs. Reese's grade 
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7 gym class. He begins by saying he was going to tell the class why they were doing this. 

"Yeah, why are we?" a boy says quietly under his breath Mr. Hanna begins, "To get 

2 5 % of your grade " and "To make the school cross country team and go in the city meet 

next Wednesday. " Mr. Hanna continues to explain that some students had not been 

coming outfor cross-country and this would be another chance to make the team. "If you 

get in the top ten times f o r boys you get to represent the school" said Mr. Hanna. He 

explains that the boys and girls run together, and "just because you are 21s' overall you 

may still be in the top 10 in your group. From the back of the gym a small voice says, 

"I'm going to try f o r 11th. " As Mr. Hanna leaves the gym, a look of fear spreads over 

some students' faces. 

A few days later, the teacher was overheard telling a student that he should want 

to be on the cross-country team. On the day of the city cross-country meet, the students 

from Grade 7 walked to the park marked off for the race. Each student ran for their grade 

in physical education class and a chance to represent their school on the cross-country 

team. The times and placing of each student at the meet was posted on the bulletin board 

outside the gym. The emphasis on athletics and competitive sport may hinder students 

from positive interaction with each other. 

Within a physical education class, the experiences of girls and boys may be quite 

different. At the time of pubertal change it becomes more important to act in ways that 

are consistent with gender-role expectations (Fabes et al., 1999; Huston & Alvarez, 

1990). Since adolescents may act consistently with gender-role expectations with females 

exhibiting more prosocial behavior than boys, females in physical education may find 

some activities such as competitive sports incompatible with their roles. Likewise, 

adolescent males may select to act more "masculine" and find a cooperative games 

approach in physical education meaningless. 

In this study, Dallas felt physical education class was "awesome." The boys 

agreed that sports and dodgeball were the most fun activities. This finding is consistent 

with recent research that investigated the experiences of 446 students in one middle 
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school in a multi-activity sport model physical education class (Treanor et al., 1998). The 

boys liked physical education more than girls did in all grade levels and the difference 

increased as students progressed from 6th to 8th grade. Boys perceived themselves to have 

more skil l , strength, and endurance than their female classmates, though self-ratings from 

both groups were relatively high. The girls in the current study viewed themselves to 

have different muscles than the boys. Many physical education teachers also believe that 

boys are stronger and bigger and better (Wright, 1995). 

High school female students in Gibbons'(1999) study also referred to physical 

education as a subject in which they could have "fun with their friends" and participate in 

"fun activities". Physical education, according to many participants in Gibbons' study, 

provided an opportunity for positive social interaction not available in other subjects. The 

grade five students in Rowley's (1996) study felt that fun meant activities that challenge 

their abilities, allow for active participation, and permit them to play with friends. The 

participants in the current study also shared this description of physical education. Fun 

and enjoyment involved a combination of content and social interaction. 

When the students in this current study were asked if and when physical 

education was not fun, the students answered it was not fun when they were doing an 

activity they did not like, when they were being tested, when they make a mistake and 

everyone laughs, and when they have to run. This information adds to the literature on 

how students view the activities in physical education. 

The students feel that the choice of activity is connected to the enjoyment of their 

experience. Some activities are openly disliked (i.e. cross-country as evidenced by the 

moans whenever running was mentioned). Other students like some activities, but not 

others. Research on the adolescent's perspective has been limited to identifying how 

children rate or rank certain physical activities, and there is little information available 

that suggests why children enjoy some activities over others (Rowley, 1996). McKenzie 

and Sallis (1994) concluded that children in the fourth and fifth grade preferred skill-

related activities such as basketball, soccer and softball, to health-related activities such 
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as jogging, running and fitness walking. Although they suggest that further research is 

needed to determine why this difference exists, they speculate that this preference may be 

that children find health-related activities to be more strenuous than skill-related 

activities. McKenzie and Sallis advocate that "designers of physical education curricula 

who want to develop positive attitudes toward physical education should consider student 

perceptions about both the curriculum and the specific activities that are included in i t " 

(p. 207). Gibbons et al. (1999) investigated the factors that may either encourage or 

discourage enrollment in elective physical education programs in British Columbia 

secondary schools. Through focus group interviews eight themes were developed 

including the need for change in PE 8-10, choice and control of activities, participation 

over sk i l l , enjoyment, accessibility in timetable, physical education valued as an 

important pursuit, more academic content, and making an informed decision (Gibbons et 

al., 1999). 

Choice of an activity by students may be influenced heavily by the relevance of 

the activity to the student's life. Students commonly ask "why are we doing this?" 

Bycura (2001) notes that junior high physical education programs are either extensions of 

elementary programs or watered down high schools programs. The students in the current 

study mentioned many different activities that they would include in the physical 

education class that had meaning and relevance for themselves such as skating and rock 

climbing. 

During low organized games unit, the teacher gave the students an opportunity to 

respond to her choice of activity. 

8:14 The teacher said for the boys to line up on one side and girls to line up on 

the other side of the middle of the gym. From there the teacher divided half of 

the boys and half of the girls to go to each end. The teacher announced instead 

of badminton, we would have low organized games for three days. Today would 

be Doctor Dodgeball. There were loud cheers from the boys... Before the game 

began two students from the same team went to centerline and addressed the 

opponents, "you guys suck". (Week 3 ) 
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At the next class, 

...some people had asked for dodgeball again. The teacher asked how many were 

totally opposed to playing it again. Seven people put up their hands. Six girls and 

a smaller boy with a slight build.... Some of the girls were still throwing 

underhand. Four girls asked if they could forfeit. (Week 3) 

Unfortunately, the teacher did not respond to some students' apprehension about playing 

dodgeball. 

From the observation of the students' skill level, some students did not have the 

prerequisite skill level to be successful in dodgeball. Students' perspectives of the social 

safety in the learning environment is influenced by whether the students like or dislike 

physical education and how they view themselves as having the prerequisite skill to 

perform competently. In general, the participants in this study liked physical education 

but they did not always feel successful. In Portman (1995) observation of grade six 

students, the students agreed they liked physical education more when they were 

successful than unsuccessful. They associated success with having fun and enjoyment. 

Success also emphasized the immediacy of positive results. Most common reasons for 

being successful were previous experience/ability, practice, and luck. The students in 

Portman's study did not perceive physical education as a time for learning new activities 

or skills, but rather hoped it would be a place to succeed everyday. Immediate success 

was more important than striving to achieve some deferred learning goal (Portman, 

1995). 

The new physical education program of studies states that G02, 3 and 4 wil l be 

achieved through GO 1 which is the learning of skills and activity. Through a 

collaborative social context the teacher takes the student from a level of success in 

learning to their potential of development. "What a child can do with assistance today, 

she can do by herself tomorrow" (Vygotsky, 1978, p. 86). Keep in mind that learning 

refers to knowing while development refers to being or becoming. It is the difference 

from learning or knowing to be active and actually being active where a lifelong change 

has occurred (B. Gindis and E. Kravtsova, personal communication, July 13, 2000). If 
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students, therefore feel successful and confident they will enjoy the physical education 

experience more. 

Vygotsky believed that the teacher's role was to provide the learning context, 

instructional activity and tools. With the use of tools, learning and development could be 

limitless. Each class would provide the student with the opportunity for success. 

During the study, the teacher gave the students some free periods. A basketball 

was also given to each student. Students could select whatever activity they wished. The 

boys and girls generally segregated to opposite ends of the gym. There was a difference 

in activity levels between the boys and girls. The boys were active, dribbling and 

shooting layup baskets. The girls stood around one basket and shot with very little 

movement. Research demonstrates that a sport and games model results in boys engaging 

in more than their share of active participation while girls become invisible participants 

or minimally involved (Griffin, 1981; Griffin, 1984; Griffin, 1985a; Griffin, 1985c). 

When the class played dodgeball, some students who were less skilled in throwing and 

dodging also hid behind others or in the corners and did not become active participants. 

The first game ended at 8:30. Team B's doctor was hit. The girls were tagged 

first which left mostly boys playing. I noticed one girl had not touched the ball 

and was just standing towards the back of her team and not making any effort to 

catch or throw. (Week 3) 

Griffin (1985b) calls this type of participant "lost souls." Lost souls are identified as low 

skilled girls who choose positions or space where they are least likely to contact the ball. 

Students who do not contact the ball have limited activity, skill development and 

enjoyment of physical education. 

Activity levels also varied before class. During the time before class began the 

boys played hackysack, football, piggyback and tag while the girls sat on the bleachers 

until the bell. Clearly, the choice of activity influences the social interaction in the 

physical education class from an increase in jeering in the games, chatting by the girls in 

free periods and avoiding being hit by others in dodgeball. 
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B. Choice of Partner/Teammate 

The students in the study describe a second choice, that being, the choice of who 

they wi l l be participating with as a partner or teammate. The teacher selected activities 

involving groups of two or more. Some days the teacher picked the groups while other 

days the teacher allowed the students to select their partner or teammate. Several methods 

of grouping were observed, including numbering off the attendance line (i.e. 1,2, 1,2), 

dividing by boys and girls and then numbering off within the gender, and groups/teams 

set up entirely by the teacher. Sometimes, the students did rearranging of the selection 

made by the teacher. For the lesson on low organized games, the teacher asked all the 

boys to form a line and all the girls to form a line then numbered off. While the teacher 

was numbering the boys off, her back was turned to the girls' line. Some of the girls 

pushed other girls out of the way to get the numbers to work so their friends were all on 

the same team (Week 3). One of the girls who was pushed around was part of the 

journal/interview group and wrote in her journal, 

...Today we played octopus that was sort of boring then we played Chinese 

baseball so Mrs. Reese lined the girls up then the girls moved themselves so they 

all could be together but me and Janis were arranged between them. Debbie was 

a "1" but then went to the "2" side. Alison made me change my number so she 

could be with her "fun" friends. It made me kind of upset. (Week 3) 

The next week she wrote, 

...Today we started badminton...! am happy I wasn't left out today. (Week 4) 

The action of the girls who did the rearranging was upsetting to the girl who was left out. 

Peers are often divided into crowds, cliques, friends and romantic interests (Smart & 

Smart, 1973). Within this class was a clique of four girls lead by Kara. A clique offers a 

context whereby members meet each other's needs "to belong with" and become part of a 

group (Stevenson, 1998). Cliques are also an experiment in inclusion and exclusion, a 

way of gaining information about how it feels to include or exclude others. Cliques are 

often awkward and an extremely painful way in which young adolescents (especially 

girls) try to understand the dynamics of relationships (Girls at 11, 1993). Teachers have a 

difficult task keeping cliques from forming and causing problems for others. 
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Within the physical education class, the teacher also presented opportunities for 

the students to pick a partner. When asked directly if the students preferred the teacher to 

pick the partners, the six students in the interviews said "no." (Interview 2). A l l the 

students in the interviews said they liked to pick their own partner or group. 

Lindsay: And I like it when you can make your own partners, like, where you are 

not paired off with somebody you don't like or something. (Interview 2) 

Danny: I like to pick my own partners because-because you get to be with your 

friends and have more fun. (Interview 2) 

In partnered activities, with the exception of one boy and one girl, the students select 

same gender partners. When there is one boy and one girl left without a partner, each 

would join and form a group of three (same gender) unless the teacher intervened. When 

the teacher assigned students to mixed partners, the boy and girl usually did not look or 

speak to each other. 

Students mentioned in the interviews, journals and narratives that it is not as much 

fun when they were partnered or teamed with certain students 

Dallas: Sometimes it's not fun when you have, like, Thomas on your team. 

Researcher: Now why? 

Kara: Or Desiree. 

Dallas: Yeah, or Desiree. Thomas and Desiree just stand there and then when you 

-when you tell them to do something, they go... (Interview 2) 

The students seem to have an expectation of what a good partner would be like and 

getting a partner that did not meet the expectation diminishes the activity level and the 

fun. 

The students demonstrated and discussed the importance of their friendships. It is 

well known that friendships change as a child enters adolescence. Friends during 

adolescence are chosen more for personality than play activities and proximity. 

Friendships at this age are initially based on mutual tastes and interests but increasingly 

are founded upon trust and loyalty. This increased intimacy is generally thought to have 
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important implications for both short- and long-term social development (Buhrmester, 

1990). 

The girls in the study especially like to be with their friends. Gilligan (1993) 

reports that girls have learned to understand themselves in the connections they have with 

others. At early adolescence, affective characteristics (loyalty, trust, willingness to share 

confidences) replace pragmatic ones (shared activities and interests) and are the critical 

criteria for friendships. With these features, friendships have a firm basis for the 

provision of emotional and instrumental support (Brown, Dolcini, & Leventhal, 1997). 

When moving from groups of peers to smaller intimate relationships, differences 

in relationship development appear between boys and girls. While traditional adolescent 

developmental theory postulates adolescence as a period of psychological withdrawal 

from significant others, more recent research suggests that adolescent girls actively strive 

to build and maintain relationships with others (Bios, 1979; Erikson, 1968; Gilligan, 

1993; Gilligan et al., 1990; Greggs, 1997; Havighurst, 1972; Lyons, 1990; Stern, 1990). 

The adolescent girl does not necessarily want to distance herself (separate) from others 

but change the nature of that relationship in ways that acknowledge and affirm her own 

changes, personal growth and expanded repertoire of non-familial relationships (Surrey, 

1985). The problems facing adolescent girls are problems of connection, not problems of 

separation (Brown & Gilligan, 1992; Gilligan et al., 1990; Lyons, 1990; Stern, 1990). 

Since physical education lends nicely to groupings and social interaction, girls should 

feel less conflict. The girls in this study appeared to value being together and especially 

selecting their friends as partners or teammates in the activities. 

While both boys and girls expressed a desire to play with their friends, the girls 

perceived the boys as not caring whom they participate with as much as the girls. The 

reason given was that the boys are all friends and they hang out as a group. Girls on the 

other hand prefer to be with just their own friends (see Appendix L Section 2). The girls 

feel it may be a factor as there are more boys than girls in the class. There were 28 
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students enrolled in this class (12 females and 16 males). One female attended only three 

times the entire semester. 

Kara: Yeah, there's lots more boys, so the boys, they don't really have to worry 

about not being with their friends because there's more of them. (Interview 3-

Girls) 

Kara's observation supports research findings of boys preferences of being in large 

groups or tribes while girls prefer to be in smaller, intimate groups of two and threes 

(Brotman, 2000; Gurian, 1996; Gurian, 1998; Tannen, 1990; Turner, 1967). 

The girls feel they would rather play with girls only on their teams and play 

against the boys than play on teams with both boys and girls (see Appendix L Section 1). 

One female student however felt that having boys on the team would be advantageous for 

volleyball and basketball "because the guys are usually stronger than the girls" 

(Interview 2). 

Not only did the students' value choosing their friends, but also the act of being 

chosen made them feel very special. "Happy," "wanted," and "feeling good inside" were 

descriptors of the students' emotions when picked by others (see Appendix L Section 3). 

In grade 7 when we were allowed to choose groups of 6 and Randy, Alison, Kara, 

Lynn and Debbie picked me to be in their group. We got along very well. I felt 

very happy that they chose me. For the next three days, we got along just fine. 

We laughed and talked; it was a lot of fun. I felt all nice and very happy when 

they chose me. Ever since then we have got along great and now they include 

me in everything and I am glad they do. (Narrative-Girl) 

On the other hand, students discussed how they feel when they were not selected. 

Danny: When I don't have a partner, I feel like a loner." 

Researcher: Okay and that's not a good feeling? 

Danny: No. It feels like no one's my friend. (Interview 3-Boys) 

During the narrative exercise students were asked to describe a time when they felt they 

were not getting along well with others. Students mentioned that they felt they were not 

getting along when they were not selected as partners (see Appendix L Section 4). 

As mentioned, friends and peers play a unique role in the lives of the Grade 7 

students (Carlo et al., 1999; Eisenberg & Mussen, 1989; Goossens & Marcoen, 1999). 
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Positive social interaction with adults and peers is the very first developmental need of 

young adolescents (Scales, 1991). Peers shape children's behavior patterns in either 

positive or negative ways. While students value the choice of partners (especially 

friends), early adolescents may not be developmentally ready to accept the consequences 

of asking and being rejected or empathizing with students who are not accepted by a peer 

group. Charney (1993) comments on friendship difficulties. Adolescents show interest in 

working things out between friends but are still limited in their ability to see another 

point of view without help. Charney also adds that students at the age of 11 will stick 

with the same friends unless partnered by the teacher. 

Peers are effective agents of reinforcement that facilitate the acquisition and 

modification of prosocial behavior, self-esteem and moral development (Lieberman, 

Doyle, & Markiewicz, 1999; Schonert-Reichl, 1999). Peer acceptance is a direct, 

independent predictor of prosocial behavior when compared to perceived support from 

peers and perceived family cohesion in adolescents (Wentzel & McNamara, 1999). 

Within the social context of physical education class, adolescents are provided with 

ongoing opportunities to learn prosocial skills through peer group interactions. However, 

in this study, little manifestation of prosocial behavior was observed, perhaps due to the 

nature of the activities. 

Students said they did not get along with each other because of perceived 

competency, lack of effort, the choice of activities, and the choice of partners or 

teammates. The students blame the unpopular students for their difficulty in getting along 

with them. Students did not try to see the picture differently but felt if the student wasn't 

so "annoying" they would get along better. This is a troubling thought when students can 

only see "the other" as the problem and not their own intolerance or social responsibility. 

Lickona (1991) reminds the reader that unless students are taught to be socially 

responsible and the classroom is structured to elicit student's capacity for positive social 

interaction, students' capacity for antisocial behavior will be exercised. 
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In summary, the students, in this study, feel they have more fun if they can pick 

their own partners or teams. This is particularly important to girls who want to be in 

smaller all-girl groups. 

C Choice of Rules 

The choice of rules for the activities influences the enjoyment of participation. 

The students frequently modified the rules from the real game, especially during skill 

testing 

No teams are playing a "real game." There are two-handed hits, smash serves, 

and hitting twice on one side. Week 6 

The modifications sometimes lead to the game falling apart and students off task, or with 

the physical activity continuing in a different form (Week 2, 5, 6 and see Appendix L 

Section 5 for the student's comments). Most of the time in this class, the modifications 

lead to a reduction in physical activity by the students. 

The teacher however felt strongly that the students should be learning and playing 

only the "real" game. In an informal discussion following class about what she perceived 

as a weakness in the elementary school physical education programs, the teacher 

expressed that elementary school teachers need to be teaching the "real game" with the 

"real rules". When observing the badminton unit the games were played in partners. 

Teacher said there are too many of us to play so I will switch after four minutes. 

There is no use playing three on three because that is not the way to play 

badminton says the teacher, so half play and the rest sit on the stage. (Week 4) 

There appears to be a discrepancy between the teacher's objective of teaching the adult 

version of the game and the student's desire to modify the rules. The students tried to 

modify the rules by themselves to make the game more fun but sometimes the game fell 

apart resulting in less activity. The teacher did not discuss with the students any 

adaptation of rules. Rule-making should one of the first acts of cooperation and mutual 

respect in the development of the classroom community (Lickona, 1991). When the 

teacher and students make rules together, the students get a lesson in the social purpose of 

rules which is to allow a group to live and work together. 
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As indicated, during free time and skill testing, the interactions and activity tend 

to fall apart. The students want choices but appear to be lacking in self-control, respect 

for the activities and responsibility to make the opportunities work. How can some of the 

students be in grade 7 and still lacking self-control and social responsibility? For students 

to develop higher psychological functioning especially concerning self regulatory 

behavior, Vygotsky believed that children need more time devoted to active play 

(Vygotsky, 1978, p. 129). Play according to Vygotsky involved the imagination and was 

not highly structured. As indicated in one student's comments, she wished that there were 

days they could just go get whatever equipment they wanted and play. The teacher could 

have provided the students with more choices and allowed the opportunity to play, be 

innovative and creative while being active. 

The students perceive that their enjoyment of physical education is influenced by 

the choice of activity, partner/teammate, and rules. The choice, or lack of choice, 

provided to the student continues to be the responsibility of the teacher. 

D. Space 

In addition to choice of rules, the allocation of space was a significant perspective 

relating to the enjoyment of physical education. Space can refer to actual physical area in 

the gymnasium as well as place and opportunity to respond within an activity. Space to 

play and move is a prerequisite for physical activity to occur. The utilization of space was 

manifested in surprising and subtle ways in this grade 7 class. Also surprising was the 

acceptance of the students on unequal distribution of space. 

Before physical education class began the gym was occupied with pickup 

basketball. Several years earlier, a veteran male physical education teacher started to 

come early to school to play basketball with his children. Other students showed up to 

play and he "never turns anyone away." The principal reported that the groups are 

formed through families and most of the students arrive early on the bus. He indicated 

that there are many groups that play in summer and continue on into the school year 

(personal interview, Week 1). During the study, between 4 and 33 students played pickup 
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basketball before the physical education class. The students were predominantly 

Aboriginal and male. The teacher's daughter was present most of the time. On one other 

occasion there were two other females participating. On that day, two girls played by 

running up and down the court guarding their opponents but they were never passed to or 

contacted the basketball. They appeared to enjoy the game as they continued to smile the 

whole time. The students in the physical education class would usually wait on the 

perimeter of the class and watch the game. On a few occasions, one of the students in the 

observed class did join in. Girls would either sit on the bleachers closest to the doors or 

on the steps outside the gym until the boys playing basketball left after the first bell. 

There appeared to be a subtle message to the girls that the space called "the gym" 

belonged to the boys and girls watch or sit outside. 

On another occasion, the boys were observed taking over a physical space during 

the instruction of a lesson. The teacher asked the students to come and sit around half of a 

badminton court so she could instruct and demonstrate. The boys lined one side and the 

back and part of the second side, sitting sprawled and relaxed. The girls crammed 

themselves into the remaining space (part of one side) during the instructional time 

(Week 4). 

During free time, it was observed that the boys took over most of the gymnasium. 

There are six baskets in this gym and 27 students in class on that day (11 females and 16 

males). 

The teacher says she will give them a free period. The basketballs come out. 

Everyone has one. The boys go to the far end and are dribbling and shooting. The 

girls stay at the near end and just shoot or try odd shots. Janice has her own 

basket. Four girls, including Becky , are playing on another basket. Five girls are 

playing on the other basket at the near end. It is very congested in the boy's 

end. Janice is playing alone. Dallas and four boys come along and play on Janice's 

basket. Janice moves off and stops playing. Janice goes then to Becky's basket. 

Nancy finishes the exam and shoots by herself in the boys' end. More boys have 

come down to the girls' end. The four girls at Becky's basket are no longer at the 

basket but playing catch in the corner. (Week 7) 
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As was observed, by the end of the class, only one basket was occupied entirely by girls. 

Nancy was sharing a basket with boys in the far end of the gym. The students were asked 

about this observation at the next interview. The students concurred that the boys had 

asked the girls to leave and the girls eventually did (see Appendix L Section 6). Further, 

both the boys and girls in the interview said they did not notice that the baskets were 

almost totally occupied by the boys. Humbert (1995) also reported boys taking over space 

in the gymnasium and taking over games. Though this behavior limited the girls' 

opportunities to be active, the girls did not resist and did nothing to reclaim their space. 

The boys and girls use the space differently during free time. The boys tend to 

spread out when they play and cover more area than the girls. While the girls mostly 

stand and shoot usually in a conversation with each other, the boys dribble and run 

around as well as doing lay-ups. This difference in activity level and space to play 

basketball may help explain why five boys on one basket was crowded while five girls 

playing at another basket did not seem to be a problem. However this difference is not 

justification for the boys to take over the space of the girls and move them to the 

perimeter of the playing area. 

Other occasions were observed where students took over the space of another and 

limited their opportunity to respond in the activity, such as when a high-skilled female 

played beside a low-skilled female in volleyball. 

When Lynn plays beside Susy she stands in the same position and takes all the 

balls that come into Susy's position. When Lynn takes her balls and does 

something good with it that scores, Susy is very excited and cheers. (Week 2) 

Griffin (1985b) also observed this type of behavior in her study of physical education in 

grade six, seven and eight. Griffin would label "Susy" a "cheerleader." Cheerleaders are 

girls with relative low skill but a lot of enthusiasm about the team and participation. They 

do not want to contact the ball themselves. In team games, Griffin also reports that low 

skilled boys and girls rarely contact the ball, comply with students' (mostly boys) orders 

to get out of the way or substitute out of the game, and are generally ignored by most 

students in the class (Griffin, 1984; Griffin, 1985a). 
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The allocation of space and opportunity influences the enjoyment of experiences 

for the Grade 7 students in physical education. The students, boys and girls, skilled and 

developing s k i l l , seem to accept that the boys have a right to more space than girls, and 

skilled students have a right to more space than less skilled students. 

This study supports assumptions of gender role in relation to activity level, space 

use, and activity choice by boys and girls and the teacher. Girls and young women begin 

to realize the gender roles in society are amplified in physical education (Earl & Stennett, 

1987; Humbert, 1995; Vertinsky, 1992). Vygotsky (1978) believed that relevance and 

meaning in school begins with the student's interests. Girls may examine physical 

activity to see how it fits in-or rather doesn't fit in-with the rest of their lives (Flintoff, 

1990). Girls may also reject physical activity because they perceive that femininity and 

physical education are incompatible. Involvement in sports and other physical activities 

widely has been seen by girls as irrelevant to becoming a woman (Chepyator-Thomson & 

Ennis, 1997). The development of meaning and relevancy in the lives of girls and boys is 

a critical component for physical education if it is to be effective in meeting the objective 

of learning to interact positively with others. 

When the objectives of learning tie closely to the culture, there is increased 

motivation to learn. For example, in North American culture males value physical 

prowess especially in sporting events. When physical educators use sports like football, 

baseball, basketball, boys tend to be more interested in learning. This may not be 

effective to motivate the girls in the class. Conversely, when physical educators offer 

tennis or dance some girls may be more motivated to learn while some boys would be 

disinterested. 

Not only is gender a consideration when discussing relevance, but also motor 

ability. Students with high skill or motor ability may find activities in physical education 

more meaningful than those students who struggle to perform. Students mentioned that 

when they felt they were performing the skills well they liked the game or activity better. 
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In summary, enjoyment of physical education in this study is influenced by the 

choices the students are permitted to make. Students like to have a choice in the activity, 

the grouping of students, and the rules. Girls particularly prefer smaller groups of their 

close friends while boys like bigger groups. The formal and informal allocation of space 

decreases the enjoyment of participation for some students. Relevant and meaningful 

activities are essential for students' enjoyment of physical education. 
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C HAPTER FIVE-THEME 2: INTERACTION 

For the students in this study, physical education provides many opportunities for 

social interaction and isolation. As mentioned earlier, physical education is one of the 

school subjects that explicitly states positive interaction as a learning outcome. Positive 

interaction is further described in the Alberta Program of Studies as the ability to 

communicate thoughts and feelings in an appropriate and respectful manner, identify role 

models, and demonstrate fairplay, leadership, and teamwork. The nature of interactions 

between students may encourage or minimize the opportunities that physical education 

can provide in the development of positive interaction and prosocial behavior (Dyck, 

1998a). Both verbal and physical interaction is described from this grade 7 physical 

education class and is presented in this section. The unique contribution of the change-

room to interaction w i l l also be discussed. Considerations for gender and interaction will 

conclude this chapter. 

A. Verbal Interaction 

Verbal interaction was observed and discussed by the students through interviews, 

journals and narratives. Verbal interaction includes interaction between friends, jeering, 

and disagreements. 

i . Interaction Between Friends 

When asked what getting along well with someone else would look like, the 

students responded by describing their interactions with friends. Joking, smiling, talking, 

and laughing characterized friendly verbal exchanges (see Appendix M Section 1). 

The students described how they picked their friends. 

Lindsay: They're more, like, more like me, I guess, more the same kind of 

personality. (Interview 2) 

Danny: They have the same personality as me. (Interview 2) 

I really don't know when because if it is someone that I really don't have much in 

common with that is the person I don't get along with and all lazy people and 

mean people (Narrative-Girl) 
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Friends are important to young adolescents. Friendship is also an important factor in 

adolescent motivation for physical activity (Smith, 1999). Physical educators must find 

ways within the class to develop friendships and opportunities for students to learn from 

their peer groups. The teacher in this study may wish to cultivate friendships within this 

class as a way of motivating students to participate since the students suggested in the 

interviews that they did not want to participate at all with those who were not their 

friends. 

Students in this study also describe people who "gang up" on them or who are 

mean and yet they still call them "friends." Early adolescence is the time when friends 

can betray each other and the students appear to struggle with what it means to be a good 

friend (Elkind, 1998). 

Becky: Like, like, like my friend, she was at my house one time and she was 

getting everyone to gang up on me... and she always does this so we don't - we 

hardly every see each other... 

Researcher: What would ganging up look like? 

Becky: Like, they all go on - they all go on her team... 

Lindsay: Okay. Well, ganging up is on like, let's say one person is mad at you and 

then all of a sudden all your friends are mad at you and you have, like, nobody to 

play with. (Interview 2). 

When people started doing bad rumors that were not true. It was like they were 

not my friends. Rumors about me like I'm fat, cannot run very well and can't play 

hockey. (Narrative-Boy). 

Last year in grade 6 I was best friends with someone. Then all of sudden he 

started not liking me. I felt terrible (Narrative-Boy). 

From the comments in this study, the students appear to need assistance to learn to 

discern between friends and schoolmates and communicate honestly with both. 

i i . Jeering 

A common verbal interaction in the physical education class is jeering. Jeering is 

a verbal comment directed towards another and addresses his/her person or ability. 

Typically a jeer is a one-sided putdown without any expectation of a response from the 

other person. Jeering often accompanies pointing gestures towards the other person who 
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may or may not be on the same team as the person jeering. In Humbert's (1995) study of 

how high school women felt about physical education, she found that the most common 

complaint was that the boys often made comments that "cut them down," ridiculed and 

hurt them. The disparaging remarks often included comments about their skill level 

and/or their physical appearance. The social context allows students to communicate with 

each other however the communication sometimes is negative and hurtful. 

Jeering and put downs seemed commonplace in this physical education class. 

Portman (1995) also noted that grade six students felt they would be more successful in 

class if they were not publicly criticized by their peers, especially in competitive 

situations. Students felt the critical environment in class lessened their ability to be 

successful in physical education. 

Based on the frequency of the jeering and putdowns in this study, a connection 

between sport activities and acceptable behavior was evident. Perhaps the jeering and the 

putdowns are tolerated more because most activities were sports. In the media this 

behavior is just "part of the game." Jeering seemed to be a legalized putdown unique to 

physical education (see Appendix M Section 2 for examples). 

Jeering may be considered a form of bullying. Bullying in schools is a problem 

and teachers are paying closer attention to behaviors that insult, exclude, and humiliate 

other students. Craig and Pepler (1997) video-taped children at elementary schools and 

found that teachers noticed and intervened in one of 25 incidents of bullying. This is an 

astonishing figure but from the perspective of this study, quite believable. The teacher in 

this study could reduce the opportunities for jeering by selecting other activities besides 

sports, increasing self-awareness for students, and adopting a "zero tolerance" for jeering 

and other bullying in class. 

i i i . Disagreements 

Some verbal interactions were in the form of disagreements. Disagreements 

involve at least two people with different viewpoints about the same topic. The students 

usually referred to disagreements as "fights." Disagreements sometimes started out over 
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small things and erupted into confrontations. As time passed, the students could not 

always remember what started the disagreement in the first place (see Appendix M 

Section 3). 

During physical education class, the most common topic of disagreements 

involved the rules of the activity. The students disagreed on the score, the boundary lines, 

and the rule infractions and usually ended with an accusation of cheating (see Appendix 

M Section 4). The teacher was a firm believer in the rules of the adult version of the 

game or activity. Perhaps if the students could develop their own version or modifications 

of the rules, the students would take ownership of the rules and their behavior in 

complying with the rules. 

In summary, verbal interaction involved friends, jeering and disagreements. As 

indicated in the objectives for positive interaction in the Program of Studies, students wi l l 

learn to communicate thoughts and feelings in an appropriate respectful manner as related 

to physical activity. The teacher might model and demonstrate how to say that one is 

angry, disagrees with another, or feeling hurt in a tone that would be received favorably. 

Within physical activities, there may be opportunities to also practice being thoughtful, 

helpful and kind, however in a sport and games model this is less likely to occur. 

Resources and ideas for teaching the objective of positive interaction and positive verbal 

interaction are limited. 

B. Physical Interaction 

Students also have opportunities to interact with each other in a physical manner. 

Common categories in physical interaction were touching, hitting and kicking and 

fighting. 

i . Touching 

There were many different kinds of touching or physical contact between 

students. First, the attendance line requires students to stand beside each other, which 

results in some physical contact such as kicking and poking (see Appendix M Section 5). 
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Hugging, squeezing in bear hug style, and headlocks were also observed. Bear hugs and 

headlocks were more common for the boys (see Appendix M Section 6). 

The girls (during the girls-only interview) discussed some apprehension about 

being touched by a boy or having a boy touch them whether intentional or otherwise (see 

Appendix M Section 7). Physical education sometimes involves contact between students 

such as guarding a player in basketball, or tackling in soccer and wrestling. 

Understanding this apprehension would be important for the teacher to develop a socially 

safe learning environment and assist in promoting respect between boys and girls. 

i i . Hitting and kicking 

Physical interaction also included hitting with objects or equipment and kicking. 

Boys were observed kicking and hitting each other with equipment (see Appendix M 

Section 8). Hitting with equipment was legal in the context of dodgeball. When students 

were asked what made gym class fun, the boys responded: 

Danny: When we play fun games like Doctor dodgeball. 

Researcher: What makes Doctor Dodgeball fun? 

Danny: You get to hit them with the ball. 

Dallas: And you don't get in trouble for it. 

Adam: Yeah 

Researcher: Okay 

Danny: Especially in the face. (Interview 1 ) 

To throw objects with the intent to hit someone is allowed and encouraged in games like 

dodgeball. Bowyer (1996) found similar enjoyment from dodgeball when preservice 

teachers were asked about their favorite and lest favorite activities. Some students, 

however also listed dodgeball as their least favorite because they disliked getting hit and 

also sitting out of the game when hit. Hitting with an object is not permitted in other 

school subjects. 

i i i . Fighting 

As mentioned earlier, the students usually called any verbal disagreement or 

argument "fighting." However, physical fighting with pushing and shoving did appear 

three times during the study. In all cases, two boys were involved however they were not 

the same two boys fighting in each episode (see Appendix M Section 9). 
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In summary, many examples of social interaction were evident in this physical 

education class. The students experienced verbal interaction and physical interaction. 

Verbal interaction was between friends, jeering, and disagreements while physical 

interaction was touching, hitting and kicking, and fighting. Not all of the interactions 

between students were positive; in fact, many interactions were negative as outlined in 

the examples. While this physical education class provided many opportunities for 

interaction between students, there appeared to be limited instruction to encourage the 

development of positive interaction. 

C. Inclusion/Exclusion 

As mentioned, physical education provides opportunities for social interaction and 

isolation. Some students were excluded in this class. Students want to be selected by 

others, to belong, and not to be left out. Elkind (1998) introduces exclusion as a theme in 

the changing social relationships from childhood to adolescence. Rather than simply 

playing with whoever lives close by or has toys, adolescents may decide who belongs by 

social status and ethnic background. The cruel distinctions of the selection process 

amount to rules of exclusion that can come as a terrible shock to adolescents who perhaps 

never previously thought of themselves as different. The shock can, with adult support 

and sympathy, help the young adolescent attain a more realistic view of self as seen by 

others (Elkind, 1998). 

Some students were excluded by either being asked not to participate or not 

allowed to participate in activities. Equipment was also used as a mechanism to exclude 

individuals from activities. The nature of physical education, which uses groupings to 

form teams for activities, may also amplify the shock of exclusion if the teacher does not 

sensitively orchestrate the selection of group members. Each wil l be discussed in the 

following section. 

There are some students in this study who seem invisible to the other students and 

the teacher. These "invisible" students are in the gym but they do not touch the object 
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used to make the activity. Griffin (1985b) also encountered "invisible students". In her 

study, the "invisible" students were usually boys who appeared to be involved but did not 

take an active role including not touching the ball or other players. 

On other occasions, students excluded other students from participating. Often, a 

high skilled player takes the ball from the low skilled player. In several instances, a 

particular boy was not well liked by the class and was mentioned as the one no one 

wanted as a partner. When he was playing badminton, he "does not get any birds hit at 

him" (Week 3). Another day, Dallas finished testing and came to play volleyball on the 

girls' side. 

When Dallas was on the girls' side he received all the balls and would play back 

and forth while the rest of the girls watched. The boys made sure to give the ball 

to him. (Week 1 ) 

Another instance occurred in badminton when a boy was selected to be the partner by a 

girl and the opponents only sent the birds to the boy. 

All the shots go to Alex who says "oh baby" each time he is successful. (Week 2) 

Other researchers have also noticed that some boys simply ignore the girls and other less 

skilled students (Griffin, 1985a; Women's Health Research Group, 1998). For example, 

students would not pass the ball to less skilled students even when they were open and 

called for it (Chepyator-Thomson & Ennis, 1997). 

Sometimes the excluded students are high skilled students. On several occasions 

in this study, groups of girls were observed to "take over" an area of the court and limit 

the participation of boys. 

The four girls are playing at the front of the court. Alex is playing at the back. 

"Alex get back" say the girls. He appears frustrated. The girls are acting silly. 

They are playing on the floor in the court so others cannot play. (Week 6) 

On the court Kara and Lynn were playing badminton at the front of the net. 

Randy was playing at the back of the court. Randy did not get to hit the bird 

much but is good when he does" (Week 4) 
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In this study both boys and girls found ways of excluding each other. Playing around 

classmates or ignoring others validates that some students are of inferior value and ability 

to other students and discourages enjoyment and participation. 

Sometimes, students are excluded because they are "untouchables." In a tag game, 

an aboriginal female student seemed to have a space around her that no student would 

venture in to tag her. She was excluded from the game because no student would tag her. 

Her solution appeared to be to run so close to another aboriginal student that the other 

student could not help but tag her. 

Exclusion was observed between the volleyball and badminton unit when the 

teacher selected some low-organized games. Doctor Dodgeball was played the first day. 

The rules are when a player is hit with the opponent's ball they are "injured' and must lie 

on the floor. Usually they lie face down and hold an arm up. The doctor on each team 

may touch his or her teammates who are "injured" to reactivate them to play. If the 

doctor does not touch them they cannot participate. The doctor can select not to touch a 

teammate (exclusion), as observed, 

Connor was the doctor for team B. He was not making an effort to touch his 

players to allow them back up. Mitch and Craig were tagged early and were 

calling and calling him to come but he did not pay any attention to them. Craig 

got very upset and said he quit. When Connor came by Craig. Craig said, 'You are 

stupid'. (Week 3) 

This situation was humiliating for Mitch and Craig. Not only was their self-worth 

diminished but they were prohibited from being physically active in this class. 

From the first day, two aboriginal students (one male and one female) were 

observed to be always by themselves. The female student was often seen sitting alone on 

the side. One occasion she did not have a partner and returned to sit on the side bleachers. 

On that occasion, another student also did not have a partner but did not approach the girl 

to make partners. The male student was "shooting baskets at every opportunity and 

oblivious to everyone else" (Week 2). A third aboriginal student was not only invisible, 

but absent for all but three classes in four months. On the three occasions she did not 



80 

bring appropriate gym strip and did not participate unless personally invited by the 

teacher for each task during the lesson. Griffin (1985b) labels such absent students as 

"system beaters". They did not attend and managed to find an excuse acceptable by the 

school administration but usually not the physical educator. 

Several situations also arose where students were asked not to play or participate 

(see Appendix M Section 10). One boy in particular would always volunteer to sit out or 

wait to rotate into play. When it was mentioned to the teacher that the boy was always 

first to volunteer to wait to substitute into play she was surprised. He was a medium 

skilled student and popular with the boys though the teacher also found him to be 

uncooperative. 

Equipment was also used to include or exclude individuals from participating. 

Due to an insufficient number of badminton racquets, the students were asked to share. 

Several instances occurred that demonstrated how equipment could be used to exclude: 

Kirk takes Rick's racquet even though he needs it to play as well. (Week 6) 

Thomas needed a racquet but two people say no when he asks. Finally Nancy 

gives it to him. (Week 6) 

When students are excluded, the impact on young adolescents especially girls and 

less skilled boys is a decrease in opportunity and desire for participation. Girls report 

feelings of anxiety (nervousness and worry) when engaged in formal sport activities at 

school, particularly during physical education class, but not when engaged in informal 

physical activity at home (Kunesh et al., 1992). Participation further decreases when 

higher skilled boys dominate the game and playing space and the nature of the girls' 

involvement (Griffin, 1985c). Negative affective responses from other students are also 

reported to lead to avoidance of future physical activity involvement. 

Subtle messages by the teacher may support exclusion. The teacher usually 

referred to all students as "guys." On one occasion where she was dividing the boys and 

girls into two groups she called each group "guys." This leads to some confusion for the 
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girls in the class. Work must continue toward awareness and correction of sexist 

language. 

Exclusion was experienced by some of the students in this physical education 

class. Students were excluded by not being selected as a partner, denied access to space 

and equipment, and denied opportunities to participate fully in the activity. When 

exclusion occurs, not all students are given equitable learning opportunities, or 

instruction. The excluded students may view the learning environment as unfriendly and 

generate negative feelings towards their skill competence and physical activity. 

D. Change-room 

A unique phenomenon in physical education that surfaces as an opportunity for 

interaction is the change-room. Physical education is a school subject, which often 

requires a change of clothes for active participation. The grade 7 class in this study was 

required to wear appropriate gym-strip. Since the class was the first of the morning, some 

students came dressed in their gym strip but the majority of students changed in the 

change-room. 

Throughout the study, the most prevalent issue surrounding interaction in the 

change-room was if the lights were turned on or not (October 20, 1999, November 1, 

1999, November 5, 1999, November 25, 1999). When the light was off in the girls' 

change room, the girls would not go in. When the light was off in the boys' change-room, 

only the taller boys would go in while the smaller boys waited outside. 

The second issue was what activities occurred in the boys' change-room. By the 

third month of school, a ritual of some boys whipping other boys with shorts developed. 

For the most part, Dallas was the boy who was doing the whipping. The target was 

usually Adam although other boys were fearful (see Appendix M Section 11). Adam 

recorded in his journal the change-room activities: 

Today Dallas and Connor were whipping me with their shorts for something to do. 

I'm ok though. I had fun in gym today.(Week 3) 

In the change-room Dallas was whipping everybody with his shorts. He wasn't 

hurting any one though (Week 4) 
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Today in gym the boys were all in a hurry to get into their gym strip and out of 

the change-room fast, before Dallas came to whip them. (Week 4) 

This behavior appears to have started as a replication of an activity with Dallas and his 

brothers as they washed the family car and Dallas carried on the activity in the change-

room (see Appendix M Section 12). 

The change-room was also a place where the boys engaged in short discussions. One 

male wrote in the narratives: 

At school in our changing room we are always gabbing, we are always talking and 

laughing. Connor is always drinking coffee or drinking something. In the changing 

room is the only time we can talk about something you don't want to talk about. 

Never once since the start of the year to the day over today have I had an 

argument in the changing room I hope to keep it that way (Narrative-Boy). 

During an interview one boy added, 

Researcher: ...so that's what's happening in the boys change-room every day... 

Adam: And there's various arguments every day (Interview-Boys). 

Singing was also heard coming from the boys' change-room (Week 6). For the boys, the 

change-room provided a place to have fun and talk. Yet depending on the situation, as 

was evidenced by the whipping, the change-room was a place of fear, embarrassment and 

discomfort. After Craig received a low grade in physical education on his first report card 

for not changing, he started changing but only after everyone else was out. The boys were 

asked about this observation and they responded: 

Researcher: Now, there's some boys that sort of wait till everyone else is 

changed before they actually go in the change-room. 

Danny: Not me. 

Dallas: That's because they're - that's because they're scared. 

Adam: That's because they don't want to get whipped because they're scared. 

Danny: Yeah 

Researcher: That's because they are -

Dallas: They're scared of getting whipped. 

Danny: They're scared of people calling them fat. (Interview-Boys) 

The change-room experience is unique to physical education. The interactions within 

the change-room may go unnoticed by the teacher; yet play a significant role in the 



83 

exchanges between the students. The nature of change-room interactions may carry over 

into the class and impact a socially safe learning environment for students. 

E. Gender Considerations 

Interactions occur between boys and girls, between boys and boys, and between 

girls and girls. From coding in NUD*IST, boy-girl interactions comprised most 

interactions with 8.3% of the text units in the documents. Girl-girl interactions were 

found in 6.1% of the text units and boy-boy interactions in 3.3% of the text units of the 

documents. 

i . Boy-Girl Interaction 

From the beginning to the end of the observations, the boys participate at one end 

of the gym and the girls at the other. The teacher and students viewed this segregation as 

normal. On one occasion during a skill demonstration when one boy sat in among the 

girls, the teacher commented that the boy was brave to sit on the girl's side. 

The three girls were questioned in their interview why students tend to select 

same gender partners or teammates. They explained that when the girls were younger 

they were friends but now the boys do not like girls their own age. Both the boys and 

girls concluded that boys at 12 years of age prefer older girls (see Appendix M Section 

13). The exception to same gender selection for activities was one boy and girl who 

usually began to team up together half way through the observations. 

Some of the girls and boys become less segregated as a result of a male and 

female student "going out". 

Kara: But there's-l don't have a group, really but like Dallas's going out with Lynn 

and Lynn is my best friend...so all the boys hang out with us. (Interview-Girls). 

Researcher: Tell me about the boys and the girls in your class and at the 

beginning, you were always quite far away from each other. Now you're a little 

bit closer to the girls. 

Dallas: Yeah, that's because my girlfriend's in that class... and then when she's 

around with her friends, so then I'm around the girls. (Interview-Boys) 
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Clearly, the grade 7 students were negotiating relationships with each other. The boys 

and girls appeared to be exploring feelings for each other while at the same time being 

uncertain about their feelings about themselves. 

a. Romance 

While young adolescents still prefer same sex to opposite sex for best friends, 

cliques and groups, there are both internal and external exigencies for reconsidering 

relationships with the other sex (Women's Health Research Group, 1998). At puberty, 

girls and boys begin to find one another attractive. During the course of the study, two 

romances developed among classmates. One relationship, between Dallas and Lynn, was 

initially revealed during an interview but was not overtly observed in class. 

The relationship between Dallas and Lynn demonstrates how gender roles play 

into physical activity. The following story, compiled from observation notes, describes 

the manifestation of gender roles during physical education. 

Lynn was the faster runner in the class. She was tall, lean and a natural athlete 

who played club and varsity volleyball. When the badminton unit began the teacher 

changed the warm-up from three laps around the gym to line touches or suicides. The 

teacher would number off the students in the attendance line. "1 - 2 , 1 - 2 , " and so on. 

"Ones at the first line, two waiting at the w a l l " said the teacher. Even though suicides 

were a warm-up and the students were encouraged to go at their own pace, this was 

considered a race fo r students like Lynn. She would always carefully touch each line and 

yet be the first one back usually with a f u l l sprint at the end. 

Almost overnight, a change came over Lynn. The way the numbering system 

worked, Lynn was always in the same group with Dallas. On any given day she was 

faster... except today and the days that followed. This unusual change began about the 

same time when Dallas announced to his classmates that he was going out with Lynn. 

Upon closer observation, Lynn started the suicides in f u l l stride as she usually did. She 

glanced across at Dallas who was usually a f u l l step behind her. Instead of pushing 

through the f i n a l set of lines, Lynn slowed up just enough and Dallas made it back first. 
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He cheered and exchanged high fives with his friends. For the rest of the badminton unit, 

Lynn never won another set of suicides. 

This story demonstrates expected behavior of the girl once a romantic relationship 

with a boy has been established. Though other researchers (Griffin, 1984; Griffin, 1985a) 

have found evidence of gender role stereotypes in the interactions between students 

during physical education lessons, there was limited support in this study. The exception 

would be the space allocation as previously mentioned. 

The second romantic relationship, between Thomas and Nina was observed 

during the class. Thomas was an unpopular student and few wanted him for a friend, 

partner or teammate. Nina missed classes and did not fit in very well with the girls. She 

did not appear to enjoy the activities especially dodgeball. Thomas and Nina began to sit 

together outside the gym before the class with less personal space than most boys and 

girls of their age. Several romantic exchanges during class were observed such as 

carrying her backpack, touching and putting his arms around her (see Appendix M 

Section 14). 

When young adolescents become interested in romantic and sexual relationships, 

other-oriented emotions may be promoted (Fabes et al., 1999). An other-oriented 

perspective, in turn, may increase the capacity for sympathy and empathy, which are 

important correlates of prosocial behavior (Eisenberg & Fabes, 1991). Friendship and 

romantic interests add a complicated layer to the understanding of the development of 

prosocial behavior. In physical education, the setting is more social than in other school 

subjects, which provides an opportunity to discuss and negotiate in a positive manner 

changing relationships between boys and girls. 

i i . Girl-Girl Interaction 

The girls in the study formed several smaller groups. The most popular group was 

made up of four girls lead by Kara. The group included a boisterous Debbie, tall quiet 

athletic Lynn, and Alison who seemed to follow the other three around. Kara seemed to 

control the others simply by the look on her face (see Appendix M Section 15). A second 
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group was comprised of three girls who would have nothing to do with the first group. 

This group was made up of three shorter girls, Becky, Susy, and Carol. Two other girls 

became friends; Nancy and Nina who regularly missed school. Nancy began as an 

"invisible" student in this class. Both Nancy and Nina by the end of the observations had 

started to hang out with boys who were not well liked. The teacher was concerned that 

Nancy had found friendship in the "wrong crowd." Another girl had only attended three 

days the entire semester and was facing a court date for truancy. The remaining two girls 

included a strong academic Lindsay and a self-confident athletic Janice who tended to be 

by herself. 

Though there were distinct groups of girls in this class, they supported each other 

as a gender. Examples of girls cheering when another girl performed are described in the 

following notes : 

In the game court if the girls made a mistake, they would say, "good try." If a 

good play was made, they were excited and slapped hands. (Week 2) 

" I need you to sit on the outside of the square" teacher says. She shows the 

overhand and underhand clear. Hit at the highest point she says... Teacher asks 

Alison to volunteer first. Teacher and Alison take to the court for a 

demonstration. Teacher serves; Alison misses and says I missed it. Teacher says 

"okay, no big deal" and serves again. Alison hits the wood this time and it does 

not go over. The girls clap for her. (Week 4) 

This supporting behavior may have been a result of the small numbers of females to 

males in this class. 

The free periods in this physical education class provide an opportunity for the 

girls to socialize and solidify small groups of friends however with limited physical 

activity. During free periods, the girls would stand and talk most of the time while taking 

standing shots at the basketball hoops (as opposed to dribbling and lay-ups, which 

involve more physical activity). Girl-girl interaction therefore was based on small groups 

of close friends. 
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i i i . Boy-Boy Interaction 

Interaction between boys usually involved a large group. As mentioned earlier, 

the change-room offered a socializing place. Once the boys had changed and were 

waiting for the teacher or class to begin they would make up games, use equipment as 

toys (sabers, guns, etc), piggyback race and tackle each other. Boys' interaction usually 

involved talking with physical contact like roughhousing. 

There was a change in interaction between some of the boys when one boy started 

"going out" with one of the girls in the class. The students in the interview commented 

that Donovan had been irritable lately in class. Donovan was the best friend of Dallas. 

Dallas now had a girlfriend, which caused some friction between Donovan and Dallas as 

Donovan had to share Dallas's attention with Dallas's girlfriend (see Appendix M 

Section 16). 

In summary, boy-girl interaction is the most common interaction in this physical 

education class. At the beginning of the school year, the boys and girls tend to segregate 

by gender but as romance becomes part of the interaction some of the boys and girls 

become friends. Girls choose to interact by talking in smaller groups and supporting each 

other in large group activities. Boys interact with less talking and more physical activity 

and contact. This physical education class provides opportunities for boys and girls to 

interact with each other and their own gender. 

iv. "Because girls are sort of like girls" 

As mentioned earlier in this study, physical education is particularly influential in 

the creation, negotiation and development of the dominant gender roles (Dewar, 1991). 

Physical education is strongly influenced by traditional understandings of ineradicable 

biological differences between males and females and the social roles assigned to each 

gender as a supposed consequence of biology (Vertinsky, 1992). When girls and boys 

enter physical education, they bring a sense of expected behavior for themselves as girls 

and boys. 
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Throughout the study, both the boys and girls debated about what a girl was and 

behaviors that were described using "girl" as a prefix. The girls seem to be uncertain of 

what a girl was and how she should act. There were several references to girls such as 

"real girl", "girlie man" and "girlie girl". During the first interview, when asked to describe 

herself, Lindsay stated she wanted to be a "real girl". 

Lindsay: I don't know. Sometimes I want to be like a real girl, like, and then 

sometimes I don't. 

Kara: I know how you feel. 

Lindsay: Like, when you dress in a skirt and you, like look like a lawyer and then 

sometimes-

Researcher: Okay 

Lindsay: - I go really weird. (Interview 1 ) 

When asked during an interview about the boy who liked to participate with a particular 

girl, the boys called him a "girlie man". The students described a male that was not very 

manly as a "girlie man" (see Appendix M Section 17). This was not a compliment and 

perhaps shows an expression of homophobia. The girls also described a "girlie girl" who 

was a girl afraid of bugs, concerned about her looks, and did not go outside (see 

Appendix M Section 18). Once again the adjective "girl" was negatively viewed. 

During the second interview, the boys and girls demonstrated some gender role 

stereotyping while discussing choosing teams by gender. 

Kara: But like if you're playing basketball or volleyball, like, you have a coed team, 

it's like more fun because the guys are usually stronger than the girls. 

Researcher: And why is that? 

Dallas: Come on, ask me about it. 

Kara: Because girls are sort of like girls, you know, like -

Researcher: Why is that? 

Dallas: Oh thanks. 

Researcher: Okay, but let's s e e — 

Dallas: Come on, I didn't mean anything. 

Researcher: -do boys have different muscles than girls do? 

Lindsay: Yeah. 

Kara: Yeah. 

Danny: Well, yeah, we g o t — 

Kara: They've got like big muscles, like their shoulders are bigger and everything. 

Lindsay: Like hockey players. 
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Danny: Yeah, he -

Kara: Yeah, their shoulders are big. But there's a line that they use on the 

Bombers team, they're all guys and they're put together and all the guys on the 

other team, say things because we have girls on our team. They say that and 

girls can't play football. 

Lindsay: Girls are allowed to play any sport. 

Danny: No, uh- uuh. 

Researcher: But if they're -

Danny: You're not allowed to be a priest. 

Kara: In your face. (Interview 2) 

The examples given above illustrate the difficulties young adolescent boys and girls face 

when searching for their gender identity. Research on teacher expectations would match 

the student's discussion as teachers expect boys to be stronger and fitter while girls are 

expected to perform at much lower standards (Griffin, 1985c; Hay & Donnelly, 1996; 

Sands, 1991; Wright, 1995). In relation to others, males view themselves as the best (not 

of one gender) but the best of all. Both the boys and girls in this class believed that boys 

had more and bigger muscles. In a study on male-female roles, Grade 2 girls viewed 

being the best as meaning "the best of the boys"(Dyck, 1998b). Hasbrook (1995) found in 

her ethnography of grade-school children, both boys and girls believe that "girls are not 

supposed to be big, strong, powerful or physical; such attributes are (seen as) shameful 

and a source of offense to others, particularly boys" (p. 17). To develop healthy social 

relationships between students in this class, the teacher must understand how students 

view each other based on gender and gender role. Physical education seems to be able to 

provide an opportunity for positive physical contact between students but requires the 

expert guidance of the teacher. 

Another area to consider when discussing gender is the identification of role 

models. As indicated in the Program of Studies, part of positive interaction is identifying 

role models and learning the roles of leader and follower. These two areas seem 

problematic for teachers when considering the gender of the students. First, the students 

are to identify positive and active role models. Role models for girls are difficult to find 

and active females are almost impossible to find. When females are asked to identify role 
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models, they typically select a male. Others wil l select their mothers which reinforces the 

positive influence mothers have on the activity patterns of their children (Dyck & Halma, 

1995b). 

Positive interaction within physical education as defined by the Program of 

Studies, includes learning to be a leader and a follower. While this suits male 

development and socialization, there may be inconsistencies with female psychological 

development (Gurian, 1998). Girls tend to appreciate a cooperative environment where 

all participants are on an even keel and not a hierarchical structure. Perhaps it is 

somewhat contradictory to insist that positive interaction will be learned through 

leadership and teamwork. 

In summarizing this chapter, some students are isolated or excluded from 

participation, sometimes for arbitrary reasons. The phenomenon of the change-room 

demonstrates opportunities for interaction unique to physical education. Further, the 

characteristics of interaction between and among the boys and girls in this study may 

provide the teacher with insights for the teaching of positive interaction. 
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C H APTER SIX - T H E M E 3, 4, & 5: WINNING, L E A R N I N G , A N D 

T E A C H I N G 

Three related themes are identified in the students' experiences in this physical 

education class. Theme 3 identifies the value placed on winning and keeping score by the 

teacher and/or the students as a factor in students' positive interaction and learning. 

Differences between the students' and teacher's view of the purpose of physical 

education, what is to be learned, and what is to be assessed are evident in Theme 4. 

Theme 5 discusses the students' perspectives that schools, teachers and the physical 

education teacher do not proactively teach positive interaction. Each of the three themes 

will be presented in the following sections. 

A. "We Weren't Keeping Score, We Were Just Having Fun." 

The students identified winning and keeping score as a theme in learning positive 

interaction. The students experienced an emphasis on winning through the physical 

environment of the school, the selection of activities and methods of instruction by the 

teacher, and the value of winning and recording scores by the teacher and students. The 

categories in Theme 3 describe winning and keeping score by the students, winning 

described as feeling good, and the effect of winning as compared to losing on the 

students. 

The gym environment is steeped in the tradition of athletics and competition. The 

corridor in this school from the main entrance to the gym is lined with athletic awards 

and banners. Inside the gym, banners announce upcoming athletic events and 

encouraging slogans. The bulletin board outside the gym posts the scores of the most 

recent events. 

The course outline indicates that most activities are games and sports (volleyball, 

badminton, and low organized games) which are usually played with a score keeping 

system to determine a winner. The teacher valued score keeping and winning. The 

teacher gave "treats" usually a small candy to the winning teams for each sport (see 

Appendix N Section 1). Studentjournals made reference to the score or winning and the 
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treat that the teacher would bring for them. The teacher recalled one of the students 

asking her if everyone was going to get a treat or just the winners. The student felt it was 

not fair if only the winners get a treat. The teacher told the student that she could not 

afford to buy everyone a treat and dismissed the student's concern for fairness. 

Most students agree that winning feels good. The students comment that physical 

education class is fun when they are winning or on a winning team (see Appendix N 

Section 2). It should be noted that students also comment that they had fun even if they 

did not win. 

Me and Kara played against Alison and Debbie and they won. It was fun. (Week 3 

-Journal) 

We had fun but we lost a few games. (Week 3-Journal) 

Regardless, it appeared that winning was more fun than not winning, because students 

added the word "but" in their statements about not winning. 

It is clear that winning and keeping score is important to the participants in this 

class. When the students submitted their journals, each entry included the score if one had 

occurred that day (see Appendix N Section 3). The students may have included the score 

because they thought the score was important information for the research or it was 

important to themselves. The reason is uncertain however the inclusion of results does 

indicate that the students believe that winning and keeping score is important. 

When asked to describe a time when they were getting along well or poorly with 

others during physical education class, the boys identified situations with winning/losing. 

When me and my friends were winning in badminton we got along with people, 

we were happy and when we are happy we get along with people and badminton 

is fun. (Narrative-Boy) 

When I didn't hit the birdie and lost the game. And we needed to win too. 

(Narrative-Boy). 

There is some evidence that when a team or individual lost or had the lesser score, the 

students appeared unhappy and also were quick to blame the loss on someone else (See 

Appendix N Section 4). 
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The theme of winning and keeping score was identified early in the study and 

reoccurred so often that students were asked directly about their thoughts on winning and 

how to make everyone feel like a winner in physical education. The girls suggested tying 

up the score, giving the team with the low score additional chances to catch up, not 

bragging, and being a good sport even when down (see Appendix N Section 5). The boys 

added not keeping score, always ending it in a tie, and not worrying about the score (see 

Appendix N Section 6). From the interviews with the boys and girls, it appears that the 

students do not attach a negative stigma to winning even when the opponents play in such 

a way that they are allowed to win. Further research should study if winning regardless of 

earned or allowed (by the other team's play) is part of a social awareness process that has 

not developed by twelve years of age. 

There could have been opportunities in this grade 7 class for the teacher and 

students to collaboratively tackle issues of winning, keeping score, and fairplay. Russell 

(2001) supports teaching all students to be gracious in victory and defeat, as well as 

emphasizing hard work and persistence over winning. Considering the disagreements 

observed in this class, perhaps if this class and teacher reduced the emphasis on winning 

and losing the disputes over cheating and rule breaking might be reduced. This in turn 

could lead to positive interaction. 

B. Learning and Assessment 

The Alberta Program of Studies states several outcomes including positive 

interaction are to be met by the students. Assessment determines the progress of the 

student toward the purpose, objectives and outcomes. There are differences between the 

students' and teacher's view of what is the purpose of physical education, what is to be 

learned, and what or how this is assessed. Mixed messages concerning learning and 

assessment relating to positive interaction will be examined in this chapter. This section 

begins by reviewing the students' view of the purpose of physical education. 
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i . What Is "Gvm" For? 

Historically, physical education served two distinct purposes for males and 

females. Since the 1970's and the introduction of Title I X in the United States, the 

purpose of physical education is similar for all students. This study attempts to gain an 

understanding from the students what they view is the purpose of physical education? 

a. Students' View 

Students in this study were not able to articulate the objectives/outcomes of 

physical education as specified in the Alberta Program of Studies. Recent studies (Dyson, 

1995; Hopple & Graham, 1995; Lee, Carter, & Xiang, 1995; Veal & Compagnone, 1995) 

have focused on the child's perspective at the elementary level, specifically at the grade 4 

to 6 levels. The above studies found the children had very little understanding of the 

purpose of physical education and most children felt that doing one's best was more 

important than successful performance in physical education (Rowley, 1996). During the 

final interview in this study, the students provided some insight on what were the goals of 

physical education: 

Researcher: Lindsay you said, no, phys-ed doesn't teach you how to get along. 

Why not? 

Lindsay: Because-

Kara: It's only for your athletic skills. 

Lindsay: -it's only for more like your athletic skills and then it's also because 

you get partnered up with people that you don't like sometimes and then it's 

like, oh, I hate gym because of this...(Interview 4) 

The two girls in the interview felt that physical education is for the development of skills 

for athletics or competitive sport experiences. This view is supported by others (Flintoff, 

1990; Vertinsky, 1992) and is connected to the earlier comments by the students that 

physical education is for preparing students to play on school sports teams. 

b. Teacher's View 

The teacher formally states that the objective of Physical Education 7 is to 

"provide a balanced program of physical activities, which include: fitness, dance, 

individual and team sports, gymnastics, outdoor pursuits and aquatics. Instruction in 
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each unit will include: history, terminology, skills, rules and strategy." (Course Outline, 

September 2, 1999). The teacher outlined the formal evaluation to the students on the first 

day of classes. Sk i l l performance is worth 3 5 % , knowledge is worth 2 5 % and 

participation is worth 4 0 % of the students' grade (see Appendix O Section 1). 

Participation includes leadership, cooperation, sportsmanship and respect for others, and 

respect for equipment. 

The teacher structured each of the units in a standard format. Units were typically 

10 to 13 lessons in length. During the first few lessons the students learned or reviewed 

the basic skills and rules. For the next lessons the students played games usually in a 

tournament format. The final lessons were testing individual skill performances while the 

rest of the students were playing games. For the volleyball unit, the students were tested 

on individual skills such as setting, passing and serving. For the badminton unit, the 

students were tested on individual skills such as serving, overhead clear, and underhand 

clear. Macdonald (1997) also commented that physical education programs award grades 

primarily for active participation, knowledge, and skills. 

During the course of the four months the students wrote two exams (volleyball 

and badminton) which took about 20 minutes each. The students were given a written 

review sheet to study from for the exams. Assessment in physical education must ask the 

question of what is more important: whether the student knows how to perform a sk i l l , or 

whether the student can perform the ski l l . The student could demonstrate through written 

or verbal language that she/he know how to perform a skill but only through the language 

of movement can the student show she/he can perform a ski l l . If the objective of physical 

education is to engage the student in physical activity then simply knowing perhaps does 

not fulfil this objective. 

Experienced and inexperienced groups of teachers consistently stated that skill 

learning was the major objective of their programs (O'Sullivan, 1989). The teacher in this 

study conveyed that the students must be taught the skills before they could play the 

game. Until the students were skillful they should not expect to play. 
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The teacher said, 

'We won't be playing for a while.' 

'There is no point in asking if we can play. We will teach skills first because I test 

skills. (Reflective Journal) 

"You will not get an A because your team wins the tourney or you can win 15-

10. You must have the skills; games are just for practicing skills". (Reflective 

Journal) 

The teacher was consistent in her teaching and testing individual skill performance. 

Assessment in physical education is unique. Brooks (1993) feels assessment is in 

need of overhauling to make it more relevant to students. Veal (1992) advocates authentic 

assessment as a way of ascertaining competence and mastery in real physical education. 

She considers authentic assessment as regular and ongoing, with connections between 

daily instructional tasks and assessment, focusing upon observable skills, and with a 

connection of skills to real-life situations (such as game situations rather than isolated 

skills) as learning indicators. Students could also present exhibitions and portfolios 

(Brooks & Brooks, 1993). The students in the current study would agree with more 

meaningful assessment. One way of ensuring greater meaning in terms of the curriculum 

and assessment may be to involve students in the curriculum process (planning, 

performing and evaluating activity). 

By following a standard unit plan, the teacher was able to assess the performance 

of a student's individual skills, the students' knowledge and assess participation based on 

attendance and gym-strip. 

c. Gym-strip 

Informally, the area of assessment that was discussed each day was the wearing of 

gym-strip or clothing designed for physical education class. On the course outline, the 

participation grade was listed as worth 4 0 % of the total mark. Mrs. Reese announced that 

if the students were there and dressed they could not fail the course. The teacher 

announced that for each day not dressed, the student would lose 2%. Each student was 

aware he or she would be allowed one grace day. On the grace day the teacher recorded a 
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happy face beside their name in the grade book. If the student did not change a second 

time, the student lost 2 % off the unit grade and so on. 

They were to bring their gym strip on Monday and a pencil. She discussed the 

gym-strip. Remember they lose marks for no gym strip. If your grade was 85 and 

you did not bring gym-strip for 5 days then you are down to 75%. The reporting 

period ends Monday. (Week 2) 

Students who fail to bring their gym-strip participate in what they wore and are 'stinky' 

the rest of the day. The teacher said that this strategy of requiring participation in 

whatever the student brought has been successfully used to reduce the number of students 

who felt they should be excused from participating since they had not brought 

appropriate gym-strip. At the beginning of the year, when the teacher received a note 

from a parent asking the teacher to excuse the student for not bringing gym-strip, the 

teacher told the main office of the school to not bother accepting notes about gym-strip. 

The loss of marks for gym-strip did not seem reflective of the evaluation formally 

outlined for the students because the course outline lists leadership, cooperation, 

sportsmanship, and respect for others and equipment for the participation grade. The only 

days the students did not have to change were days when the class activities included 

putting up or taking down equipment for assemblies. 

Most students brought their gym-strip everyday. However, there were about five 

students who rarely brought their gym-strip. By the first report card period some students 

had lost over 2 0 % of their grade. 

Teacher says Craig lost 2 2 % because of no gym strip. Connor also lost marks and 

had not turned in his report card to his mom so the teacher will be calling home. 

She asked him if she could tell his mom to go get it from his pocket and read it. 

He said that his mom does not know how to get in his room. The teacher and I 

discussed why the students might not care that they lost marks. The teacher 

said they just don't care. They have said that their parents do not care about 

what mark they get either in PE. As the observer, I wonder if it has to do with 

having to change into gym strip? (Week 3) 

The report card seemed to have an effect on Craig as the next day he brought 

track pants but waited until everyone left the change-room before going in to change. 
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Assessment also involved skill testing and written tests. The students find testing 

the least fun part of gym class. Students mention that skill testing is stressful. During the 

skill testing of volleyball and badminton, the teacher set up three court areas, one for 

practicing, one for playing, and one for skill testing. The teacher told the students if they 

failed any part of the skill test they could redo it anytime until the unit was done. Each 

time skill testing occurred, the activities became less structured and most students were 

off-task (see Appendix O Section 2). On several occasions, the boys seemed to be more 

serious about playing while the girls were being silly (running around the court, laughing 

and falling down, not trying, singing). 

When the volleyball games went completely off task during the skill testing, the 

teacher talked with the class. 

Teacher said she noticed the games were not being played like real volleyball. In 

real volleyball there would be no screeching, running under the net. This is not 

good etiquette. She will be recording the etiquette and giving a grade so she 

would be watching...The teacher said that it sure gets the kids acting better if 

she says she is marking etiquette, even though she doesn't count it. (Week 2) 

The change in activity and interaction when the skill testing was taking place was 

discussed with the students. The students gave several ideas to improve skill testing such 

as assess students when they are playing, award more for participation and effort, and 

assess students' abilities to play with other people (see Appendix O Section 3). Gibbons 

et al. (1999) found a similar finding on preference for evaluation of participation over 

skill for Grade 10 females. Recent studies (Dyson, 1995; Hopple & Graham, 1995; Lee et 

al., 1995; Veal & Compagnone, 1995) at the grade 4 to 6 levels concluded that most 

children felt that doing one's best was more important than successful performance in 

physical education. Other solutions for this class could be "cooperation, problem-solving 

skills, questioning and examination skills and students' designing of physical activities 

that meet the needs of the group" (Home, 1998, p. 137). This variety in assessment also 

might encourage the students to develop a sense that they have some input into their 

physical education program. 
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i i . Mixed Messages 

The course outline for this class indicated that one of the objectives was to 

participate in activities (predominately games and sports). This objective matches the 

students' perception that gym class is to develop athletic skills, however, there are mixed 

messages concerning the objectives of physical education as stated by the Program of 

Studies and assessment between the students and the teacher. These messages include 

being graded on skill but rewarded for winning, incongruence between the content of the 

lessons and the tested material, the threat of being tested on etiquette but not followed 

through by the teacher, and the value assigned to wearing gym-strip not reflected in the 

course outline. 

The teacher is very clear that skills are the most important lessons to be learned 

and evaluated based on the course outline and comments like the following: 

Mitch says after class that Craig and I have lost all our games. Teacher says it 

doesn't matter its for fun and to practice the skills. It has no bearing on the 

grades. The teacher said to me that the grade 9 girls were the worst. The Grade 

9 girls are so concerned that losing will give them a bad grade. (Week 5) 

Roughly one third of the classes were spent in game competition with candy and verbal 

rewards for the winners. The best grades for skills or participation did not receive any 

public recognition, but the tournament winners were announced to all the class. 

The course outline indicates that knowledge is an important element of the 

evaluation. A systematic connection between the lessons taught and the questions on the 

test is lacking. The review sheet provides answers but not the day to day content of the 

lessons. The teacher explains that the physical education department divides up the units 

and each teacher designs a test for his or her selected units. 

Today in gym we wrote a test on badminton. I looked over the study sheet a few 

times yesterday, so I think I didn't do too bad. I was stumped on a few questions, 

though. (Week 7-Journal) 

Several students ask the teacher questions. She replies the answer was on the 

handout. (Week 7) 
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On one unit, the teacher admitted that the material on the test could not be found on the 

handout but it was not the unit test she designed. 

The teacher uses the tactic of telling the class she will mark on etiquette to 

improve the students' social behavior. This strategy works as the games became more 

organized and the students returned to the assigned task. The course outline indicated that 

some of the participation mark would be for sportsmanship but the teacher indicated it is 

not recorded in a specific way on the grade sheet. 

There are also mixed messages about wearing gym-strip. If a student did not dress 

in the appropriate physical education attire, he or she was docked 2%. The penalty of 2 % 

does not appear in the course outline as a separate category. If the student did not dress 

the entire year, the grade of the student would be out of maximum of 6 0 % (still a pass as 

the teacher indicated in the first class). Skill testing took about one third of the lesson 

time and precise scores were calculated, for example, in volleyball, the students had five 

tries to serve the ball to an area in the court. On one hand a great deal of time and 

calculation was spent on one area of assessment (skill testing) and yet, little time and 

calculation was spent on another aspect (gym-strip). The days that the class had to help 

out other school functions such as stacking and clearing chairs were days that the students 

who usually refused to dress did not lose their 2%. The students who never changed were 

rewarded on days when the physical education lesson was replaced with music concerts 

and equipment removal. 

To summarize Theme 4, students are unclear about the purpose of physical education 

other than perhaps for the development of physical skills for athletic teams. The teacher 

assessed the learning based on individual skill performance through skill testing, 

knowledge through writing tests and participation through attendance and the wearing of 

gym-strip. The mixed messages throughout the class do not allow a clear message about 

physical education and objectives/outcomes to be learned. In fact, the students did not 

seem to receive any message of the importance of positive interaction from a purpose or 

assessment standpoint. 
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C Teaching of Positive Interaction and Prosocial Behavior 

Teaching positive interaction and prosocial behavior developed from the students' 

perspectives as Theme 5. The students attribute a portion of their learning positive 

interaction to their school and their home. 

i . School 

The students agree that the teachers at their schools (including the physical 

education teacher) and the physical education class contribute to the development of 

positive interaction only on a reactionary basis. The Positive Incentive Education (PIE) 

program at the observed school was developed to promote positive interaction between 

students and recognize " good deeds" in the entire school. The students however, did not 

view this program as being very effective as they believed students just "sucked up" to 

certain teachers. Perhaps if students were first given an opportunity to develop clear 

definitions of prosocial behavior that was worthy of PIEs, the program would be viewed 

differently by the students. Students instead of simply obtaining a teacher signature for 

observing "good deeds" could describe (in writing) what action they observed. This 

would increase the use of language as a tool. The students provide other 

recommendations of how schools can teach students to get along 

One of the problems in schools is the treatment of physical education as a 

marginal subject. For example, four of the physical education classes were used to set up 

or take down chairs or other equipment. The students commented that they were losing 

their gym class. The physical education teacher, principal, and other teachers thanked the 

students each time for helping either by addressing the students or teacher directly or the 

teacher rewarding the class with (PIES) or free time. A second example of 

marginalization of physical education concerns a student who had not been attending. 

The physical education teacher felt that student would be passed in physical education 

even though she had not attended class. It is uncertain if the school also awarded passing 

grades in her other school subjects without attendance. The principal was asked about 

how this student could be passed and he replied that grades were irrelevant for this 
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student because he just wanted her to be in school. He felt that she had grown up too fast, 

her parent had lost control of her, she had alienated herself from her peers, and that the 

school system did not have a place for her to go. Special help was available for at risk 

students however only for students in Grade 8 to 12, not the ten Grade 7 students the 

principal felt were in his school (personal interview, November 26, 1999). The teacher 

may be more effective i f the school also valued the physical education program and its 

goals, objectives, and outcomes. 

a. Teachers 

According to the students, teachers teach students to interact positively with each 

other by enforcing rules such as the harassment policy and by giving detentions and 

suspensions. The teachers react to negative interaction and give instructions for 

inappropriate behavior (see Appendix P Section 1 for examples). When problems occur 

between students, the students are not entirely convinced that telling the teacher or the 

principal is always a good idea. Some students feel the intervention of the teacher or 

principal makes the situation worse. Instead of telling a teacher, students feel that the 

situation w i l l just eventually go away and resolve itself (see Appendix P Section 2). 

When I didn't get along with someone in gym class was in Grade 6...1 really don't 

like him because he has a big mouth and says he is better than everyone and the 

thing was he wasn't good at anything but being a slob. The teacher didn't help 

since he was always on his side and never on my side. But that was the only 

person I didn't get along with(Narrative-Boy). 

The teacher, in this study, reacts to negative interaction and did not always reward 

positive interaction. 

The students specifically discuss the role of their physical education teacher in 

reacting to negative interaction. Class observations provide several examples of how the 

physical education teacher expects positive interaction of the students (see Appendix P 

Section 3). 

Mick and Randy were arguing over whose ball it was. Mick's ball was on the 

testing court and rolled onto the playing court. They started yelling, pushing, and 

shoving. The teacher caught up to the argument and asked Mick what are you 

doing? He said he was getting the ball. She asked what happened. Tim told her 
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the story of the ball going on the court. The game continued into total 

chaos....Teacher went over and explained to the group that they were not 

supervised and needed to be responsible. (Week 1 ) 

Rick ran into the door and hurt himself. Teacher asked if he was okay....Teacher 

said Dallas had a good game to play. He said some of the other kids know it 

called Octopus (like British Bulldog). When Dallas said the name of the game, 

Debbie moaned. "No not that. That's a stupid game." Teacher told Debbie to 

keep her comments to herself. (Week 3) 

In gym at the start of the year, Mick had a waterbottle and I took a drink out of 

it. He was very mad. We got into a fight but Mrs. Reese broke it up. (Narrative-

Boy) 

The teacher intervened when conflicts or disrespect emerged. This intervention is 

reactionary as opposed to proactive teaching of positive interaction. 

In this physical education class, there is limited cooperation between students, 

even when students were placed on teams. No instruction or encouragement was given to 

play as a team or use tactics and strategy as a team or partner. In doctor dodgeball, there 

was limited evidence that the doctor and the dodger cooperated to keep their team 

playing. The teaching of positive interaction does not seem to be an objective that is 

valued, planned and implemented in this physical education class. As a result, the 

students rarely show respect to each other. 

Limited facilitation and collaboration was observed between the teacher and the 

students. Vygotsky emphasized that an experienced teacher must facilitate learning 

(Vygotsky, 1978). To implement a caring school and classroom requires a concerted 

effort on the part of the teacher. There could be others who can teach, such as the 

classmates, in the physical education class. The students were not involved in helping 

each other to learn. The teacher did not give cues, task cards, or other forms of peer 

teaching aids. Vygotsky believed that the student needed to become the subject of the 

learning rather than the object. From this perspective, teachers should not say they teach 

physical education but rather they teach students the content of physical education. The 
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student is the subject of the teaching. Rather than be taught to, the student needs to learn 

with the teacher and others. 

b. The physical education class 

The six students were uncertain i f and how the physical education class did help 

them to learn positive interaction. 

Researcher: So do you think phys-ed teaches you to get along at all? 

Dallas: No 

Kara: No. 

Adam: Yeah. 

Researcher: ...Why do you say yes? 

Adam: Because - well, kind of yes and no because with - with games, it you're 

on the same team with somebody, like I know if I was having a bad day in 

Princeville where I used to live, sometimes we'd play this football game where it 

was based on catching the ball and I was - I was pretty good at it and people -

the guys on my team would - would always, like be happy because I can make 

some good plays and stuff sometimes. 

Researcher: Um-hum. 

Adam:-- and so they'd, I don't know, they'd just be happier or sort of. 

Kara: Be friendly? 

Adam: Yeah, they were more friendly... (Interview 4) 

As mentioned by Adam, physical education allowed him to feel good about himself and 

those he was participating with. The psychological and social benefits of physical activity 

and skill competency are well documented (Center for Disease Control, 2000; Koivula, 

1996; President's Council on Physical Fitness and Sport, 1997). 

The students mentioned several reasons why physical education does not teach 

students to get along (see Appendix P Section 4). The notion of physical education for 

athletic skills surfaced as a reason. A male student also mentioned the competitive nature 

of sports in physical education. A female student, when asked why she felt physical 

education did not teach her to get along, commented, 

Because you - you have to do certain things, like you have to do things you 

don't want to and if you don't like doing it, you kind of - you don't want to 

participate and you don't want to get along with anyone. You're mad...(Interview 

4) 
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Only one particular class stands out as looking and sounding like students were 

getting along. There were lots of smiles and laughter. Each pair of students in this 

badminton unit was active and on-task. The teacher had given them cues to perform a 

skill and the content was challenging but allowed students to be successful. There was no 

game going on but students were performing a skill and rallying. The key to this 

particular class seemed to be that the activity was social, challenging and the students 

were experiencing success. The six students did not seem to know why this particular 

class had been different but acknowledged the class had been fun and everyone "got 

along". Challenging students to higher levels of academic performance and encouraging 

connectedness and involvement among students is important because this fosters 

prosocial development (Carlo et al., 1999). A prosocial climate is more likely to occur if 

the curriculum is optimally demanding or engaging. 

The students identify four obstacles in physical education that prevent students 

from interacting positively with each other. The obstacles are the belief that physical 

education is just for athletic skills, that the teacher groups people together that do not like 

each other, that the class environment is competitive, and that the teacher selects 

activities that the students did not enjoy. As mentioned earlier, one student in an 

interview felt he got along better when he felt competent or successful in the task or 

activity. When students participate and perceive themselves as competent at the skills, the 

students feel this leads to more positive interaction between classmates. 

This study assumes that physical education can teach prosocial behavior and that 

kindness is a learned behavior. One might ask if kindness, for example, was already 

learned before the physical education class and therefore the class simply provides a 

context for this to occur. Either way, kindness learned before or during class results in 

students being kind to each other. Observable instances of prosocial behavior included 

encouraging a teammate, helping up a teammate who had fallen, and volunteering to be 

someone's partner when there was a conflict between three students (see Appendix P 

Section 5). There were a few examples of prosocial behavior however the constant 
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jeering and putdowns outnumber them. More prosocial behavior might occur if there 

were more deliberate opportunities in the activities to allow students to learn and practice 

prosocial behavior. As well, the teacher could be diligent in reinforcing and praising 

prosocial behavior when observed. 

Vygotsky's application to the teaching of prosocial behavior requires a social 

collaborative context much like what could be available in a physical education class. 

Students need to be taught kindness and thoughtfulness. 

"there's an old Russian saying: Give him a fish, he'll eat for a day. Teach him to 

fish, he'll eat for a lifetime." It applies to self-confidence and skill building, of 

course, but I think it applies also to teaching thoughtfulness. We can do things for 

our sons, do things for Grandpa, do things for everyone, but at one point we have 

to fully make sure our son is doing them. As he gets used to helping out, he will 

help out for a lifetime. (Gurian, 1999, p. 214) 

This begins with the teaching of manners and respect from an early age. Modeling must 

occur at home first and then continue at school. 

c. Recommendations from the students 

The students were asked in the final interview about the obstacles to getting along 

in grade seven (see Appendix P Section 6). The students mentioned that since moving to 

the new school for Grade 7 they were meeting people who they had interaction 

difficulties with from their elementary school. The general consensus, however, was that 

other people's behavior causes them to not get along. The students showed little respect 

or tolerance for others. It was also clear the students felt that if they did not get along 

with someone it was because the other person was different or annoying. In essence, the 

students felt it was the other person's fault for being annoying and that is why they were 

not getting along well. 

Finally the students were asked to develop some solutions or ways of teaching 

students to get along (see Appendix P Section 7). The solutions given by the students 

were to select activities that are fun, that function with simple and clear rules, that were 
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physically tiring, and that allow for free time with friends. Other suggestions from the 

students include to teach some anger management strategies (like punching bags and time 

outs), to provide a choice of equipment, and to administer stiffer penalties for anti-social 

behavior including physical work. 

i i . Home 

The family is the first relationship a child forms. Traditionally, adolescence has 

been viewed as a period of growing autonomy from the family (Carlo et al., 1999). 

During these transition years from childhood to adolescence, there is a gradual shift from 

parents as primary influence to a growing prominence of selected peer and peer groups 

(Elkind, 1998). The students identify parents as more important teachers of positive 

interaction than the school. Learning to treat siblings and family members with respect 

teaches these students how to treat others including peers (see Appendix P Section 8). 

Two boys believe a combination of maturing and family helped them learn to get along 

better with others. These two students perceive that the parents teach them to get along by 

also punishing inappropriate behavior like their schoolteachers. The students in this study 

were still very connected to their families as they talked openly about their families as the 

decision-makers in their lives. These students at 12 years old were perhaps not as 

sophisticated or "grown up" as the media would lead the public to believe. Family is their 

greatest influence. 

Theorists have speculated that parents influence a child's prosocial development 

by: providing information about desirable ways to behave, modeling of prosocial 

behavior, encouraging and directing appropriate behavior, punishing inappropriate 

behavior, and creating an affective climate that encourages empathy (Carlo et al., 1999; 

Eisenberg & Mussen, 1989). The limited research (Eberly & Montemayor, 1999; 

Eisenberg & Mussen, 1989) on prosocial development in adolescence indicates that 

development is fostered by supportive parenting, combined with parental practices and 

discipline techniques which help focus the adolescent's behavior on the feelings of others 

and providing models of prosocial behavior. 
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After defining prosocial behavior to the students, the students were asked in the 

final interview how they learned to help, cooperate, share and be kind (see Appendix P 

Section 9). Five of the six students named their mother as the person who teaches them to 

act prosocially. Two of the five also named their father. The five students were three boys 

and two girls. Dallas also named another female, his girlfriend. The calming effect of 

females on males misbehavior is supported when considering single sex classrooms, as 

the boys act up more without the influence of girls and it is believed that the girls keep 

the boys under control (Sadker & Sadker, 1994). 

Vygotsky believed that the mother was a child's first teacher and school was an 

extension of the family (Kravtsova, 2000). The involvement of the family in the student's 

learning, even after the student began formal training, contributes to the development of 

the child. The family unit, particularly the mother is critical to development of positive 

interaction of this group of students. In a time period where conflict resolution courses 

and violence prevention programs are a part of a school's curriculum, there is an absence 

of the family as part of these programs. There needs to be a coordination of school-based 

conflict resolution and violent prevention programs with home-based parenting in the 

family unit to maximize the development of positive interaction between young 

adolescents. 

Grade 7 students believe that their family (particularly their mothers) play a key 

role in teaching positive and prosocial behavior. Vygotsky believed that formal education 

in schools is only one part of an individual's learning. As mentioned earlier, the students 

in this study were close to their families and their families were their greatest influence 

on their behavior. Since the family is influential in the students learning prosocial 

behavior, the school might consider involving the student's families with initiatives to 

promote positive interaction and daily physical activity. 

In summary, the student's describe their experiences in physical education as 

focused on winning and keeping score, learning with mixed messages and reactionary 



teaching. The students also identified family and home in teaching positive social 

interaction. 
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C HAPTER SEVEN: DISCUSSION 

The students describe their experiences in this physical education class as fun and 

enjoyable. Physical education offers a chance to play games and be with friends. The 

students describe the activities as mostly sports and games taught in a teacher-centered 

competitive environment. There are many opportunities for social interaction and 

isolation. There are very few choices made by the students. The teacher selects most 

activities, groupings and assessment methods. Students attest to assessment based on 

individual participation, performance, and knowledge. The students learn to interact 

positively with each other only through teacher reaction to and corrective instruction of 

negative interaction. 

As with all qualitative studies, generalizing the experiences of these students to a 

larger population is left to the reader. This final chapter wi l l however, discuss the results 

and some suggestions that may have assisted this class in learning to get along. 

A. Explicit Articulation of the Outcome Desired 

General Outcome 3 in the Alberta Physical Education Program of Studies (2000) 

states that "Students wi l l interact positively with others" (p. 5). Physical education is to 

provides a learning environment in which to develop cooperation, teamwork, 

communication, leadership and fair play skills. However, students in this class did not 

describe knowledge of this outcome in any of their experiences. The students did not 

sense that they were expected to learn positive interaction through the physical education 

class. Therefore, if the teacher wishes the students to learn positive interaction, then the 

teacher must explicitly articulate this objective or outcome . Beginning with the course 

outline, the outcome should be evident throughout the activities, groupings, instruction, 

and assessment. 

i . Course Outline 

The teacher in this study states in the course outline that the objective of Physical 

Education 7 is to "provide a balanced program of physical activities, which include: 

fitness, dance, individual and team sports, gymnastics, outdoor pursuits and aquatics. 



I l l 

Instruction in each unit will include: history, terminology, skills, rules and strategy." 

(Course Outline, September 2, 1999). Positive social interaction is not mentioned as an 

objective or outcome. Under the assessment section of the course outline, the 

participation grade specifically includes leadership, cooperation, sportsmanship, and 

respect for others and equipment. However, within this participation grade was the gym-

strip compliance grade, which is not mentioned on the course outline. The social 

curriculum is part of the academic curriculum in physical education. The students began 

this class with little understanding of social interaction expectations and outcomes, and 

continue to describe their experiences void of any reference to positive interaction. 

i i . Selection of Activities 

The teacher selected the activities for this class. Students knew from the first day 

what the year would bring in terms of activities. Rogers (1941) cautioned that educational 

value of physical activities is not automatic. That is, students do not necessarily improve 

in health, culture and character simply from participation in games, sports or other 

physical activities. "If social growth is desired, the teacher must so guide pupil 

experiences that good social traits develop and bad social traits diminish in power" 

(Rogers, 1941, p. 30). Students mention that they like some activities more than others. 

They want choice in picking the activities. To want to pick activities that they like is a 

reasonable request, as students come to physical education with different skills, interests, 

and ideas of the relevance of physical education. The role of the physical educator is to 

encourage all students towards life long activity. A balanced variety of student-centered 

activities is suggested to increase the enjoyment of physical education for all students in 

this class (Beveridge & Scruggs, 2000). Also, free time and fitness testing time in this 

class resulted in reduced activity and positive interaction. The teacher and class could 

develop guidelines for responsible free time and consequences for irresponsibility. 
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i i i . Instruction 

The instruction in this study was teacher-centered. Skills were taught first in drill 

formation. When skills had been practiced for several lessons, students would play in 

competitive games. 

Several suggestions come to mind that would encourage the students to learn and 

practice positive interaction as well as skill development. The teacher could have 

developed peer teaching opportunities (Beveridge & Scruggs, 2000). In using small 

groups, students would interact more closely with each other. The observation notes 

indicate there were many "teachable moments" (Parker, Kallusky, & Hellison, 1999). 

When confrontation or jeering occur the teacher could use the opportunity to 

communicate and model positive interaction. Jeering, putdowns and other bullying 

behaviors were observed each day of this class. The students and the teacher could 

develop a code of conduct that would describe acceptable and positive behaviors as well 

as those that are unacceptable behaviors and the consequences. 

Physical education classes by their nature engage in some kind of partnering or 

grouping almost each class. Grouping and selection of partners and teams was also 

described by the students as an important theme of their experiences. The students 

preferred to choose their friends however their immaturity demonstrated that perhaps 

they were unable to do so without hurting or excluding others. There were several 

opportunities to teach tolerance, responsibility for one's own feelings, communication 

with others in positive ways and understanding of the different people in this class. The 

students say they did not get along because other kids annoy them. How do we teach to 

"quit being bugged"? The students blame the person for being annoying and that seems to 

justify being treated badly by others. The students simply react to other students as 

opposed to responding which has a cognitive element. The students said that physical 

education does not teach them to get along because they get partnered up with people 

they don't like. 
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From the class observations, the students and teacher appear to be unaware of 

gender biased language and gender-role stereotyping in such areas as pre and in class 

activities, free time, space, and activity level. Stereotypical antisocial behavior such as 

shunning for girls and whipping for boys is tolerated. Without awareness, there is no 

desire to change behavior. 

iv. Assessment Strategies 

The teacher outlined the formal evaluation of the students on the first day of 

classes. Sk i l l performance is worth 3 5 % and is measured by individual skill tests. 

Knowledge is worth 2 5 % and is measured by written rules, history, and skill tests. 

Participation is worth 4 0 % of the students' grade and is measured by gym strip 

compliance. Although participation includes leadership, cooperation, sportsmanship, and 

respect for others and equipment there were no occasions where the teacher recorded any 

change in grades for these items. Students assume that what the school or teacher values 

wil l be what the assessment strategies wi l l reflect. If the teacher values positive 

interaction, she could reward the students through formal assessment as well as public 

praise and reinforcement of students "caught " doing good things. 

The students mentioned they would like to choose being assessed in situations 

where they were applying the skills. To increase opportunities for positive interaction, the 

teacher could develop peer assessment strategies in the lessons. The teacher would 

provide what to look for and use index cards or posters for students to assess the skills of 

others. It was noted that a decrease in activity and positive interaction always occurred in 

this class during individual skill testing. The teacher could develop different assessment 

strategies that allow her to keep supervising. 

The students did not mention in their experiences that one outcome of physical 

education was to interact positively with others. Without explicit articulation of this 

outcome in the course outline and the day to day instruction and assessment, students wi l l 

continue to miss out on one of the factors that encourages them to pursue enjoyable life 

long activity. 
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B. The Learning Environment 

A socially safe and positive environment is critical to support student learning in 

any subject. This is especially true in physical education. The students describe their 

learning environment as competitive, taught by only the teacher, and performance-based. 

To assist these students to learn positive interaction skills, the teacher could stress 

competency over competition, introduce a cooperative learning model, and develop a 

community of learners. 

i . Competency 

The overriding outcome of the Alberta Physical Education program of studies is 

that students wi l l become physically skillful within the class and for the rest of their lives. 

The class environment could promote competence before competition. Portman (1995) 

cautions that refocusing the curriculum to place an emphasis on skill development rather 

than game play wi l l not automatically make physical education better. Success must be 

based on mastery or improvement in one's own performance. Comparison with others 

should be avoided. Competition does serve to make one strive and achieve further than 

one could if comparing only to ones self. Once skilled, the students could learn the true 

meaning of competition that being to "strive together" in modified game settings. 

i i . Cooperative Learning 

The environment for the students in this study did not include group problem 

solving or cooperative learning. While some games involved teams, there was an absence 

of team strategy or decision making. Cooperative learning is defined as "small-group 

instruction and practice that uses positive interaction as a means of achieving 

instructional goals"(Dyck & Halma, 1995a, p. 28). Cooperative learning also teaches 

students responsibility by allowing them to organize and operate their groups, give 

feedback, and collaborate on solutions to problems (McBride, 1999). In cooperative 

learning, the teacher is no longer the sole provider of instruction but a facilitator for 

students to learn and discover. In cooperative activities, increased positive relationships 

resulted whether the group succeeded or failed (Johnston & Johnston, 1989). Cooperative 
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learning strategies could assist the students to work together and interact positively with 

each other. 

i i i . Community 

The students' experiences in this class reflect individuals who happen to be in that 

class according to their assigned timetable. Meeting the outcome of positive interaction is 

very difficult for this class as the students did not become comfortable enough with one 

another to enjoy participating together. The teacher would need to start on the first day to 

create a community. Cothan (1999) reported that students in high school physical 

education lacked a sense of membership or social connection within this physical 

education class. In this study, at the junior high level, the students felt very comfortable 

with only their friends and did not wish to associate with others. Students need help to 

build positive relationships with each other. The teacher could find ways for the class to 

become friends so they wi l l enjoy being partnered with each other. The teacher could 

encourage open discussion with the students on the annoying behaviors that prevent 

friendship. Charney (1993) suggests teaching children to take an interest in others lives 

and in views unlike there own. She notes that children are conscious of differences 

spontaneously, naturally and at an early age. Acceptance of diversity has to be 

constructed. Barriers between groups of children are not always easy to dismantle and 

require deliberate and constructive teaching. Interestingly enough, Johnson (1977) found 

that attaining a high level of performance is influenced by the quality of one's 

relationships with the other participants (Johnson & Johnson, 1977). The more positive 

the relationships, the more cohesive the group, the greater the esprit de corps, the higher 

the level of performance. In the long run, both outcomes of skill competency and positive 

interaction are interconnected and achievable. 

The focus of this section is creating a socially safe learning environment. From 

observing this physical education class, there was an emphasis on providing students with 

a physically safe environment. In discussing with other physical educators, current trends 

in physical education today and the results of this study, the overlying fear of physical 
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education teachers is an unsafe physical environment. Perhaps the safety perspective even 

overshadows teaching of acceptable social behavior. For example if a student throws the 

ball during dodgeball at another person's head, the teacher might say that that is unsafe 

and someone could get hurt. On the other hand, hitting someone in the face has another 

meaning that relates to positive social interaction. It is rude and unacceptable to hit 

someone in the face because that is not how a person should treat another person. Caution 

should be taken when physical safety is given more importance than social safety. With 

the addition of competency over competition, cooperative learning strategies and the 

development of a community of learners, the students in this study may have learned to 

interact positively with each other. 

C Collaboration with Family and School to Teach Positive Interaction. 

The results of this study suggest a collaborative effort between family and school 

is necessary to teach positive interaction and lifelong activity for these students. The 

students firmly believe that it is their families that teach them to positively interact with 

others. School is an extension of the family. The family unit must be cultivated and 

supported by the school. Today, the school expects the family to support its goals and 

programs. Many programs such as conflict resolution and anti-violence programs are 

taught in schools with little consideration and sometimes even with the exclusion of 

family members. For such programs to be effective, the family must be involved in the 

program. To teach only the students conflict resolution or how to identify bullies and 

ignore the parent (s) w i l l have little long lasting impact on the part of the student. 

D. Application of Vygotsky's Cultural-Historical Theory to Physical Education 

This study is the first to apply Vygotsky's cultural-historical theory to physical 

education. Vygotsky believed that learning occurs in a social collaborative context, 

facilitated by an experienced teacher using the tools of curriculum, language and culture, 

to engage the student in a meaningful activity. 

This physical education class proved to be a social context however without 

collaboration. Methods of increasing the collaboration have been mentioned in the above 
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section on the learning environment. The application of this theory suggests that the 

shortfall of meeting the outcome of positive interaction is related to the absence of 

collaboration between teacher and student, and between students. 

Vygotsky viewed the teacher as a facilitator or mediator in the learning and 

development of the student. Most elementary school physical education programs in 

Alberta are taught by the classroom teacher, and programs vary widely from one school 

to another depending on the knowledge and expertise of the teachers, and how the 

physical education program is valued and supported within the school and district 

(Rowley, 1996). Physical education is a unique subject taught in a space that allows more 

opportunities for interaction than most school subjects. Increasing the number of physical 

education specialists in elementary and junior high schools would be beneficial to teach 

positive interaction and skill competency. 

Vygotsky believed that curriculum was one of the tools for development 

(Kravtsova, 2000). Through experiencing the physical education curriculum the student 

could be changed, and become self-regulatory and responsible for life long activity. 

Vygotsky also believed that language was the strongest tool in developing the student. 

Written and oral language did not comprise a significant amount of time during the 

physical education lessons, especially in learning to get along. The tool of language was 

used only for writing a test on rules and history at the end of each unit. The teacher gave 

instructions and verbally outlined the expected behaviors or reprimanded students who 

were out of line but there were no written components or discussion dealing with positive 

interaction. 

Since Vygotsky believed that development occurs best through tool use. 

Language, culture, and media are three tools that could have been promoted in this class. 

As mentioned earlier, an increased use of language may assist teaching in physical 

education. "The most important moment in the course of intellectual 

development... occur s when speech and practical activity converge" (Vygotsky, 1978, p. 

24). This convergence is where physical educators have difficulty. The traditional method 
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of teaching is authoritarian where the teacher conveys the message, the students listen, 

then go away and try to do the task in a controlled drill format. There could be increased 

use of verbal cues, peer teaching, reflective journals, and interaction between the student 

and teacher specifically addressing positive social interaction. 

A problem could arise when the physical educator engages the students in more 

written work or discussion at the cost of activity time. Students solve problems with help 

of perception (eyes), speech (mouth) and action (bodies) (Vygotsky, 1978). Students can 

be instructed to use their bodies' movement as language. The difficulty facing physical 

educators is how to solve social problems in physical education, which lead to higher 

psychological functions in social situations outside of physical education and still have 

the student active during the class? Resources are scarce in answering this question. 

Finally, Vygotsky supported engaging the student in meaningful activity. There 

were occasions in this class where students were uncertain why they were doing the 

activities given by the teacher. Vygotsky suggests beginning with the student's interest. 

Meaningful activity must relate to the lives of the students and their other school subjects. 

The teacher could investigate the role of activity in each student's culture and the media 

messages. This role may be quite different for students based on gender, ethnic origin, 

and motor ability. In light that the outcome of positive social interaction was not entirely 

met in this class, the teacher might consider taking a closer look at Vygotsky's cultural-

historical theory. 

E. Future Directions 

Several areas of future research are evident from the results of this study. First, 

there continues to be a need for studies that allow the voice of the student to be heard. 

Many times in this study, what appeared to be observed was not the perception of the 

student. The students' voice must be heard to understand the experiences of students in 

physical education. 

Second, the factors that support enjoyment in physical education are still sketchy 

between Grade 7 and high school. While the students in this study enjoyed physical 
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education class, many other studies of older students claim lack of enjoyment. Future 

research should look at Grade 7, 8 and 9 level students and their experiences in physical 

education. 

Third, while media reports welcome the "new PE", there are little resources for 

teaching the positive interaction outcome of this new physical education. The "new PE" 

movement was spurned by the Surgeon General's Report (1996) and since has gained 

political support especially in the United States. The new program of studies suggests 

teachers teach skills, interaction, benefits, and responsibility through a safe activity. 

Parker (1999) goes further calling for a total curriculum focused on personal and social 

responsibility goals through physical activity. It w i l l be some time before researchers can 

study the effect of teaching the "new PE" and any realized benefits. 

Fourth, the teacher in this study taught as she had been taught as a student and as 

a pre-service teacher. The challenge facing many teacher education programs wil l be to 

train pre-service teachers to teach physical education differently than they were taught as 

students. Identifying and meeting the needs of both males and females and teaching all 

students to interact positively with one another may be the biggest challenge of physical 

education. A beginning step calls for a major revision of teacher education in the area of 

physical education. Future research could continue to study prospective pre service 

teachers to more efficiently and effectively train them for the "new PE." Studies could 

also investigate the socialization and transition of beginning physical educators trained in 

the "new PE" to existing school cultures and organizations. It is uncertain the level of 

support the new teachers may have from their colleagues and administrators. 

Finally, the development of prosocial behavior in early adolescents should 

continue an area of future research. The specific factors that affect prosocial behavior are 

varied. This study supports the recognition that the integration of individual and social 

contextual influence prosocial behavior. Within this study, few prosocial behaviors were 

exhibited. The reason remains sketchy and therefore worthy of further investigation. 



120 

F. Conclusion 

The development of lifelong physical activity and healthy relationships is the 

ultimate goal of physical educators. The students in this study enjoyed physical 

education. The students' experiences demonstrate the potential physical education has on 

the physical and social well-being of a selected group of early adolescents. As one 

student commented he felt "better with others" when he was actively playing. He was a 

changed person (socially and physically) because of his participation in physical 

education. Physical educators must continue striving to make a difference in the lives of 

their students. 

Another grade seven class begins a new year and the prayer bellows over the 

public address system. Perhaps this year the lessons learned in physical education will 

teach the students to become the instruments of peace, love, pardon, faith, hope, light and 

joy-
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A P P E NDIX A: Proposed Schedule for Data Collection and Analysis 

Data Collection 

September October November December 

1st course 
outline 
received. 
Reflective 
journal begins 

6* Ethics approval 
received 

1st Pilot Interview 2 
Pilot Narrative word survey 
Collect PilotJournals 
Attend Staff meeting 

3-7* Observations (3 
classes) 
7th G06 Interview 3-
BOYS 

14th Meeting with 
Class. Packages to 
Pilot and G06 plus 
alternates 

5-9* G06 Journals begin 
Observations (3 classes) 
Class narratives consent 
forms out. 

13-15* Observations (3 
classes) 
15* G06 Interview 4 
Collect Journals 

18-20"1 Parent/student 
Meetings 
19th Observations 
begin (3 classes) 
Pilot Journals begin 

9th GOoInterviewl 

Collect Journals 

17th Final Collection of 
documents 

21st Pilot intervie w 1 

Pilot narratives 
Collect pilot 
journals 

16-18* Observations (3 
classes) 
18* G06 Interview 2 
Collect Journals 

28-1th Observations 
(3 classes) 

25* Class narrative consent 
forms due 
25-29* Observations (3 
classes) 
25* Class Narrative 
Exercise 
29* G06 Interview 3-
GIRLS 

Data Analysis 

-read and 
review 
comments from 
reflective 
journal 
-select sample 

- begin observation 
notes 
-transcribe pilot 
interview audiotapes 
-review pilot journal 
entries 
-review narrative 
analysis on pilot 

-review keyword analysis on 
pilot 
-develop modifications from 
pilot 
-transcribe interview 
audiotapes 

—review documents for 
development of themes 
and interview questions 
-Transcribe interview 
audiotapes 
-Begin formal analysis 

Study resulted in the following sources of data (excluding pilot*) : 
1) 7 weeks of 3 classes (40 min. each) classroom observation (total of 14 hours) 
2) 5 (1 hour) student interviews 
3) 16 Narrative Exercises from the class 
4) Documents from Teacher and School—lesson plans, notices, letters, 
5) 6 Student Journals -transcriptions for the 5 weeks of the observation 
6) Researcher's Reflective Journal- from Sept I-Dec 15. 
*Pilot Study involved, 2 (1 hour) student interviews, 6 Narrative Exercises, 6 Keyword Surveys, and 
6 student journals. 
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A P PENDIX B: Actual Time Line 

Oct 13, 1999 Human Subjects Ethical Approval 

Oct 18/19 Parent Meetings 

Oct 19-21 Week 1 Observations/Pilot Journals 

Oct 21 Pilot Interview 1/Pilot Narrative Exercise 

Oct 28-Nov 1 Week 2 Observations/Pilot Journals 

Nov 1 Pilot Interview 2/Pilot Narrative Survey 

Nov 5 - Nov 9 Week 3 Observations/Journals 

Nov 9 Interview 1 

Nov 16-18 Week 4 Observations/Journals 

Nov 18 Interview 2 

Nov 25 - 29 Week 5 Observations/Journals 

Nov 26 Narrative Exercise 

Nov 29 Interview 3 -girls 

Dec 3 - 7 Week 6 Observations/Journals 

Dec 7 Interview 3 -boys 

Dec 13 - 15 Week 7 Observations/Journals 

Dec 15 Interview 4 
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A P P E NDIX C: Parent/Guardian and Participant Consent Letter and Form for 

Selected Six Students 

Letter to Parent/Guardian 

Dear Parent, 

Let me introduce myself. I am employed in the Faculty of Education at the 

University of Lethbridge. I have resided in Lethbridge since 1978 and am involved in 

many community programs. Currently, I am also a Ph.D. student at the University of 

Calgary. My area of study is Physical Education. My final research project will 

investigate how Grade Seven students perceive and experience getting along with 

others while participating in their physical education class. This study wi l l require 

three boys and three girls who are thirteen years old between September and 

December 1999. 

The purpose of this letter is to request your support should your daughter or 

son be willing to participate in this study. Prior to beginning the study, an extensive 

discussion of the project wi l l be held with you and your daughter or son, at your 

convenience. If you are willing to have your daughter or son participate, the attached 

parental consent form is the one you would be asked to sign. I wi l l ensure that 

confidential information about your daughter or son is protected by assigning a 

pseudonym, presenting the data as aggregate, and storing the data in a secure place 

inaccessible to others. The data wi l l be shredded and the audiotapes erased when the 

project has been completed. 

The supervisor for this project is Dr. Tina Gabriele, Faculty of Kinesiology, 

University of Calgary. Dr. Gabriele can be reached at 403 220-2689. If you have any 

questions, please do not hesitate to contact me at 381-8757 (h) or 329-2258 (w). You 

may also contact the Office of the Vice-President (Research) and ask for Karen 

McDermid, 220-3381. 

Thank you for your consideration of this request. 

Sincerely, Mary Dyck 



141 

Parent/Guardian Consent Form 

I/We, the undersigned, grant permission for 

to participate in the research project entitled 'Getting Along: Perspectives of Grade 

Seven Students Participating in Physical Education", i f she or he is interested in 

taking part. 

I/We understand that such consent means that 

wil l participate in ten audiotaped group interviews of less than one hour in length to 

be held at the school on a weekly basis from the week of October 4th to the week of 

December 6th; that she/he wil l contribute her/his thoughts in the form of journal 

entries concerning physical education class; that a full description of the study wi l l be 

discussed with us before it begins; that I/We and she/he wil l be able to contact/meet 

with the researcher at any time before, during and/or after the project; that my/our 

consent is required for participation; that she/he may withdraw from the study at any 

time; that her/his identity and confidentiality w i l l be protected by assigning a 

pseudonym, presenting the data as aggregate, and storing the data in a secure place 

inaccessible to others; that the data w i l l be shredded and the audiotapes erased when 

the project has been completed; and that she/he wil l assist in the verification of the 

findings pertinent to her/his interviews and journal entries. 

Signature 

Parent/Guardian 

Date: 



142 

Letter to Participants 

Dear Grade Seven Student, 

Let me introduce myself. I am employed in the Faculty of Education at the 

University of Lethbridge. I have resided in Lethbridge since 1978 and am involved in 

many community programs. Currently, I am also a Ph.D. student at the University of 

Calgary. My area of study is Physical Education. My final research project wi l l 

investigate how Grade Seven students perceive and experience getting along with 

others while participating in their physical education class. This study wi l l require 

three boys and three girls who are thirteen years old between September and 

December 1999. 

The purpose of this letter is to request your support should be willing to 

participate in this study. Prior to beginning the study, an extensive discussion of the 

project wi l l be held with you and your parents. If you are willing to participate, the 

attached consent form is the one you would be asked to sign. I w i l l ensure that 

confidential information about you is protected by assigning a pseudonym, presenting 

the data as aggregate, and storing the data in a secure place inaccessible to others. The 

data wi l l be shredded and the audiotapes erased when the project has been completed. 

The supervisor for this project is Dr. Tina Gabriele, Faculty of Kinesiology, 

University of Calgary. Dr. Gabriele can be reached at 403 220-2689. If you have any 

questions, please do not hesitate to contact me at 381-8757 (h) or 329-2258 (w). You 

may also contact the Office of the Vice-President (Research) and ask for Karen 

McDermid, 220-3381. 

Thank you for your consideration of this request. 

Sincerely, 

Mary Dyck 
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Participant Consent Form 

I, , agree to participate in the research project 

entitled 'Getting Along: Perspectives of Grade Seven Students Participating in 

Physical Education" conducted by Mary Dyck under the supervision of Dr. Tina 

Gabriele, University of Calgary. 

I understand that such consent means I wil l participate in eight audiotaped 

group interviews of less than one hour in length to be held at the school on a weekly 

basis from the week of October 4th to the week of December 6th; that I wi l l contribute 

my thoughts in the form of journal entries concerning physical education class; that a 

full description of the study will be discussed with me before it begins; that I wi l l be 

able to contact/meet with the researcher at any time before, during and/or after the 

project; that my consent is required for participation; that I may withdraw from the 

study at any time; that my identity and confidentiality w i l l be protected by assigning a 

pseudonym, presenting the data as aggregate, and storing the data in a secure place 

inaccessible to others; that the data wi l l be shredded and the audiotapes erased when 

the project has been completed; and that I wi l l assist in the verification of the findings 

pertinent to my interviews and journal entries. 

Signature_ 

Participant 

Date: 
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A P P E N D I X D: Protocol For Involvement in the Study 

R E S E A R C H E R 

CLASS 
OBSERVATIONS 
Oct. 19-Dec 15 

T E A C H E R 

G R O U P B 

DOCUMENTS 
Oct. 19 - Dec 15 

JOURNALS 
Nov 5 - Dec. 15 

PILOT 
TESTING 
Oct. 19 -
Nov 1 

GROUP A 
KEYWORD 

SURVEY 
Nov. 29 

C L A S S 

NARRATIVES 
Nov. 18 

t 

G R O U P B 

G R O U P B 

L E G E N D : 

Group A: Pilot Study Group of Six students. 

Group B: Selected Group of Six Students 
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A PPENDIX E: Teacher Consent Form 

I, the undersigned, agree to participate in the research project entitled 'Getting 

Along: Perspectives of Grade Seven Students Participating in Physical Education". 

I understand that such consent means that the researcher wi l l be permitted to 

observe in my physical education class from the week of September 1st to the week of 

December 6th ; that a full description of the study will be discussed with me before it 

begins; that I wil l be able to contact/meet with the researcher at any time before, 

during and/or after the project; that my consent is required for participation; that my 

identity and confidentiality w i l l be protected; and that I wil l assist in the verification 

of the findings pertinent to the observations. 

Signature. 

Teacher 

Date: 
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A P P ENDIX F: Parent/Guardian and Participant Consent Letter and Form for 

Pilot Study 

Parent/Guardian Consent Letter 

Dear Parent, 

Let me introduce myself. I am employed in the Faculty of Education at the 

University of Lethbridge. I have resided in Lethbridge since 1978 and am involved in 

many community programs. Currently, I am also a Ph.D. student at the University of 

Calgary. My area of study is Physical Education. My final research project will 

investigate how Grade Seven students perceive and experience getting along with 

others while participating in their physical education class. This study requests that 

students in Grade Seven complete a written survey on words they use to describe 

positive interaction with each other and negative interaction with each other while 

participating in physical education and outside of physical education. The survey wi l l 

be given the students during the week of November 29th. However, in preparation for 

this survey, I am requesting your child's support in piloting the survey OR writing a 

short story which wil l provide content for the survey The pilot test of the survey and 

storywriting will take place during the last week of September at a time of your 

child's convenience. 

The purpose of this letter is to request your support should your child be 

willing to participate in this project. If you are willing to have your child participate, 

please sign the attached parental consent form and return it to the teacher by 

September 21st. I wil l take every precaution to ensure that confidential information 

about your child is protected by assigning a pseudonym, presenting the data as 

aggregate, and storing the data in a secure place inaccessible to others. The data will 

be shredded when the project has been completed. 

The supervisor for this project is Dr. Tina Gabriele, Faculty of Kinesiology, 

University of Calgary. Dr. Gabriele can be reached at 403 220-2689. If you have any 

questions, please do not hesitate to contact me at 329-2258 (w) or 381-8757 (h). You 

may also contact the Office of the Vice-President (Research) and ask for Karen 

McDermid, 220-3381. 

Thank you for your consideration of this request. 

Sincerely, 

Mary Dyck 
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Parent/Guardian Consent Form 

I/We, the undersigned, grant permission for 

to participate in the research project entitled 'Getting Along: Perspectives of Grade 

Seven Students Participating in Physical Education", i f she or he is interested in 

taking part. 

I/We understand that such consent means that 

wil l participate in two audiotaped group interviews of less than one hour in length to 

be held at the school on Sept 24 and Oct 4th; that she/he will contribute her/his 

thoughts in the form of journal entries concerning six physical education classes; that 

a full description of the study will be discussed with us before it begins; that I/We and 

she/he wil l be able to contact/meet with the researcher at any time before, during 

and/or after the project; that my/our consent is required for participation; that she/he 

may withdraw from the study at any time; that her/his identity and confidentiality w i l l 

be protected by assigning a pseudonym, presenting the data as aggregate, and storing 

the data in a secure place inaccessible to others; that the data wi l l be shredded and the 

audiotapes erased when the project has been completed; and that she/he wil l assist in 

the verification of the findings pertinent to her/his interviews and journal entries. 

Signature 

Parent/Guardian 

Date: 
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Participant Consent Letter 

Dear Grade Seven Student, 

Let me introduce myself. I am employed in the Faculty of Education at the 

University of Lethbridge. I have resided in Lethbridge since 1978 and am involved in 

many community programs. Currently, I am also a Ph.D. student at the University of 

Calgary. My area of study is Physical Education. My final research project wi l l 

investigate how Grade 7 students perceive and experience getting along with others 

while participating in their physical education class. This study requests that students 

in Grade 7 complete a written survey on words they use to describe positive 

interaction with each other and negative interaction with each other while 

participating in physical education and outside of physical education. The survey wi l l 

be given the students during the week of November 29nd. In preparation for this 

survey, I am requesting your support in writing a story about getting along OR 

piloting the survey questions. The story writing OR pilot test of the survey will take 

place on or near the end of September at a time that is convenient for you. 

The purpose of this letter is to request your support should you be willing to 

participate in this project. If you are willing to participate, please sign the attached 

participant consent form and return it to your teacher by September 21st. I wil l take 

every precaution to ensure that confidential information about you is protected by 

assigning a pseudonym, presenting the data as aggregate, and storing the data in a 

secure place inaccessible to others. The data w i l l be shredded when the project has 

been completed. 

The supervisor for this project is Dr. Tina Gabriele, Faculty of Kinesiology, 

University of Calgary. Dr. Gabriele can be reached at 403 220-2689. If you have any 

questions, please do not hesitate to contact me at 329-2258 (w) or 381-8757 (h). You 

may also contact the Office of the Vice-President (Research) and ask for Karen 

McDermid, 220-3381. 

Thank you for your consideration of this request. 

Sincerely, 

Mary Dyck 
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Participant Consent Form 

I, , agree to participate in the research 

project entitled 'Getting Along: Perspectives of Grade 7 Students Participating in 

Physical Education" conducted by Mary Dyck under the supervision of Dr. Tina 

Gabriele, University of Calgary. 

I understand that such consent means that I will participate in a pilot testing of 

a written survey on words that I would use to describe positive interaction with others 

and negative interaction with others while participating in physical education and 

outside of physical education OR write a story about getting along with others; that I 

will be able to contact/meet with the researcher at any time before, during and/or after 

the project; that I wi l l not have access to the survey materials; that my consent is 

required for participation; that I may withdraw from the study at any time; and that 

my identity and confidentiality w i l l be protected by assigning a pseudonym, 

presenting the data as aggregate, and storing the data in a secure place inaccessible to 

others; and that the data will be shredded and when the project has been completed. 

The pilot testing of the survey OR story writing is scheduled for last week of 

September 1999. 

Signature_ 

Participant 

Date: 
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APPENDIX G: Pilot Keyword Survey 

Part I: Keyword Survey Outside of Physical Education 

1. Select the five words listed below that best describe what getting along with others 

means (interacting in a positive way) by placing a check mark on the line beside the 

word. 

word word 

word word 

word word 

word word 

word word 

List any words that you would use but do not appear on the list above. 

2. Select the five words listed below that best describe what NOT getting along with 

others means (interacting in a negative way) by placing a check mark on the line 

beside the word. 

word word 

word word 

word word 

word word 

word word 

List any words that you would use but do not appear on the list above. 
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Part II: Keyword Survey In Physical Education 

1. Select the five words listed below that best describe what getting along with others 

means (interacting in a positive way) while participating in physical education or 

gym, by placing a check mark on the line beside the word. 

word word 

word word 

word word 

word word 

word word 

List any words that you would use but do not appear on the list above. 

2. Select the five words listed below that best describe what NOT getting along with 

others means (interacting in a negative way) while participating in physical education 

or gym, by placing a check mark on the line beside the word. 

word word 

word word 

word word 

word word 

word word 

List any words that you would use but do not appear on the list above. 
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A P PENDIX H: Interview Protocol Sheet 

INTERVIEW PROTOCOL SHEET 

QRemind students as they leave P E about writing in journals and noon interview 

QPut reminder on announcements. 

QGet tape 

QTest tape and machine 

QGet questions ready 

QSet up room 

QTurn tape on 

QRules f o r interviews (one person at a time, put palm up, treat others with respect, 

write in journal thoughts) 

QCheck tape at 30minutes. 

QStop tape. 

QWrite in journals. 

QCollect journals. 

I N T E R V I E W # 

DATE: DAY: 

S E A T I N G A R R A N G E M E N T : 

S T A R T T I M E : 30 M I N T I M E E N D T I M E 

S C H O O L C L I M A T E : 

C O M M E N T S : 
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A P P ENDIX I: Parent/Guardian and Participant Consent Letter and Form for 

Narrative Exercise 

Dear Parent, 

Let me introduce myself. I am employed in the Faculty of Education at the 

University of Lethbridge. I have resided in Lethbridge since 1978 and am involved in 

many community programs. Currently, I am also a Ph.D. student at the University of 

Calgary. My area of study is Physical Education. My final research project wi l l 

investigate how Grade 7 students perceive and experience getting along with others 

while participating in their physical education class. This study requests that students 

in Mrs. Reese's Grade 7 class write four short narratives or stories from their 

experiences that describe positive interaction with each other and negative interaction 

with each other while participating in physical education and outside of physical 

education. The narrative exercise is scheduled for November 26, 1999. 

The purpose of this letter is to request your support should your child be 

willing to participate in this project. If you are willing to have your child participate, 

please sign the attached parental consent form and return it to the teacher by 

November 18th 1999.1 will take every precaution to ensure that confidential 

information about your child is protected by assigning a pseudonym, presenting the 

data as aggregate, and storing the data in a secure place inaccessible to others. The 

data will be shredded when the project has been completed. 

The supervisor for this project is Dr. Tina Gabriele, Faculty of Kinesiology, 

University of Calgary. Dr. Gabriele can be reached at 403 220-2689. If you have any 

questions, please do not hesitate to contact me at 329-2258 (w) or 381-8757 (h). You 

may also contact the Office of the Vice-President (Research) and ask for Karen 

McDermid, 220-3381. 

Thank you for your consideration of this request. 

Sincerely, 

Mary Dyck 
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Participant Letter 

Dear Grade 7 Student, 

Let me introduce myself. I am employed in the Faculty of Education at the 

University of Lethbridge. I have resided in Lethbridge since 1978 and am involved in 

many community programs. Currently, I am also a Ph.D. student at the University of 

Calgary. M y area of study is Physical Education. My final research project will 

investigate how Grade 7 students perceive and experience getting along with others 

while participating in their physical education class. This study requests that students 

in Mrs. Reese's Grade 7 class write four short narratives or stories from their 

experiences that describe positive interaction with each other and negative interaction 

with each other while participating in physical education and outside of physical 

education. The narrative exercise is scheduled for November 26, 1999. 

The purpose of this letter is to request your support should you be willing to 

participate in this project. If you are willing to participate, please sign the attached 

participant consent form and return it to your teacher by November 18, 1999.1 will 

take every precaution to ensure that confidential information about you is protected 

by assigning pseudonyms, presenting the data as aggregate, and storing the data in a 

secure place inaccessible to others. The data will be shredded when the project has 

been completed. 

The supervisor for this project is Dr. Tina Gabriele, Faculty of Kinesiology, 

University of Calgary. Dr. Gabriele can be reached at 403 220-2689. If you have any 

questions, please do not hesitate to contact me at 329-2258 (w) or 381-8757 (h). You 

may also contact the Office of the Vice-President (Research) and ask for Karen 

McDermid, 220-3381. 

Thank you for your consideration of this request. 

Sincerely, 

Mary Dyck 



APPENDIX J: Narrative Exercise 

Complete four stories from your own experiences with others. Describe the 

setting, the relationship of the people involved, and what happened during the 

experience. Include information on how you felt during the experience. Thank 

you. 

1. In the space below write about a time when you felt that you were getting along 

well with someone or others. 

2. In the space below write about a time when you felt that you were not getting along 

well with someone or others. 

3. In the space below write about a time when you felt that you were getting along 

well with someone or others while participating in gym class. 

4. In the space below write about a time when you felt that you were not getting along 

well with someone or others while participating in gym class. 
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A P PENDIX K: Journal Writing Instructions 

Today is the first day of your participation in "Getting Along" Project. Your 

participation is valuable, as only you know what it is like to be a grade 7 student in 

physical education class. Let me outline the opportunities that you have to contribute: 

1. Journals 

You wi l l receive ajournai to write in about each physical education class until 

Christmas. Please remember to bring them to school on Day 4/5/6. You should write 

in the journal as soon as possible after PE classes so that you can remember as much 

as possible. Write about what activities you did and how you felt about the activity. 

Describe any interactions between the teacher, you, and others or among others that 

you noticed. Give some ideas of why others are interacting and acting the way that 

do. I w i l l collect the journals every other day six starting on Nov. 9th. 

2. Interviews 

Interviews wi l l begin on Nov. 9th and wi l l be held every day 6 (Nov. 18, 29 (girls 

only), Dec 7 (boys only) and Dec 15). To make the most of our time, please bring 

your lunch to school those days. We will meet and eat lunch in the conference room 

in the library. Interviews take the entire lunch period. I w i l l put announcements over 

the intercom on interview days indicating that the Getting Along G06 interview wi l l 

begin at 11:05 in the library. 

Thank you again for participating in this study. Your input is very valuable. I look 

forward to getting to know you better through this project. 
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A PPENDIX L: Enjoyment of the Experience 

Section 1: Girls Want To Be With Their Friends 

Today in PEcIass instead of playing badminton we all played doctor 

dodgeball. We had boys and girls on our team. But I would rather the girls on 

one side and the boys on the other. That would be fun because I would be 

with my friends. But we all had some fun. (Week 3, Journal of Kara). 

Lindsay: I like it when there's like, girls against boys. 

Researcher: Okay, why do you like that? 

Lindsay: Because then I don't have to touch boys? 

Dallas: Oh, why would you want to touch boys? 

Danny: Why would you - get away from me. 

Lindsay: And because then you're always with - you're always with your 

friends if it's girls against boys. (Interview 2) 

Today in gym class we played doctor dodgeball. I think it would have been 

better if it were boys against the girls, because then all the friends would be 

together. Doctor dodgeball was quite a bit of fun but I didn't like how all the 

girls were split up so it wasn't as fun. (Week 3, Journal of Lindsay) 

Section 2: Boys Are Always With Friends 

Kara: ...the boys don't care who they're with., and the girls want to be with 

their friends. 

Lindsay: And have fun. 

Kara: Yeah. 

Researcher: Okay, why do you think the boys don't care? 

Lindsay; Because they're all friends, like. 

Kara: Yeah, they're all friends. 

Researcher: Okay now, why? 

Lindsay: And they're all, like a big group. Like, they're ail - they all ...hang out 

together all the time, and, like, I don't think boys care who they're having 

fun with as long as they're having fun. 

Researcher: Okay 

Lindsay: Or if they're as good, if they get somebody good on the team, 

they're happy. 

Researcher: Yeah, yeah, but girls are different? 

Kara: Yeah...because they want to be with their friends. (Interview 3-Girls) 

Section 3: Being Selected 

This year I felt that I was getting along with Craig when he picked me for a 

badminton partner. Made me feel wanted. (Narrative-Boy) 
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When Donovan asked me to play on his badminton team. So I said yes. We 

won every game so far. We hope to win it all. It made me feel wanted so I 

was very happy. (Narrative-Boy) 

I felt I was getting along with the girls in grade 6 when the coolest girl in 

grade 6 asked me to be her partner (even though I was her friend before) she 

never asked me to be her partner. I was so happy that day. I felt so good 

inside. (Narrative-Girl) 

Section 4: Not Being Selected 

Once we were doing gymnastics and my friends wouldn't let me in their group 

(Narrative-Boy). 

I felt I wasn't getting along with someone in gym when I asked someone to 

be my partner and she said 'just a second' then turned around and asked 

someone else. I felt pretty bad that day and was sad. I felt that I wasn't good 

enough for her. I have never asked her to be my partner again. (Narrative-

Girl) 

Section 5: Modified Rules 

Adam: Kids might be happier playing badminton because we get more playing 

time, like there's only two people on a team. In volleyball, there's anywhere 

from twelve to five on a team so they're always rotating and going off and 

coming on, so you don't get as much action. Unless you have a small team 

but usually we have bigger team. We had three on a team but it's a lot better 

than six. 

Dallas: Yeah, that was awesome. (Interview 2) 

Section 6: Taking Over The Girls' Baskets 

Dallas: And then we started to play a game because—and when we were 

trying to play a game down in the boy's end, there was too much people, and 

there was, like five people on one net and like a bunch of people on the other 

net so we couldn't really play there—so then we went over there and we 

asked Janice if we could use this court for a bit and she said yes, and 

Researcher: So then what did she do, I can't remember? 

Dallas: She went and played in the l i t t l e — 

Researcher: The little court. 

Dallas: Um-hmm. 

Researcher: Okay, and then I saw Tim's group...They went over to the basket, 

Becky: that you were playing at okay, and then what happened there? 



Becky: He told us to like, "leave and stuff" and we said "no". Then they just 

- they just started playing there. 

Researcher: What did you do after that? 

Becky: We stayed there. 

Researcher: And then you went and passed in the corner, right? After a 

while? 

Becky: Yeah. (Interview 4) 
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A PPENDIX M: Interaction 

Section 1: Interactions Between Friends 

Adam: Well, we - we like joke around and stuff. (Interview 2) 

Lindsay: We wouldn't be fighting and yelling at each other, like, calling each 

other names... (Interview 2) 

Kara: If you're getting along, you're like laughing and you're not mad. 

(Interview 2) 

I felt like I had been friends with him forever, even though I just met him this 

year. We were laughing, goofing around, and just having fun. (Narrative-Girl) 

He doesn't yell, lose his temper, not have not fun, be a bad teammate. He 

also has fun. He was a good teammate, good-tempered man. Well behaved. 

Although sometimes he doesn't like to lose. He is a great partner to have and 

a good friend to. (Narrative-Boy) 

Lindsay: Oh, there'd be like lots of smiles and laughing and there'd be a whole 

bunch of girls and they'd be talking and laughing and, I don't know, getting 

along... smiling, not yelling at each other. (Interview 3-Girls) 

Dallas: Smiling, playing with each other, like talking to each other (Interview 

3-Boys) 

Section 2: Jeering 

Mitch stood beside Becky and always yells "Becky". The play just goes around 

her. (Week 1 ) 

The boys on the playing court were jeering the girls when they made a 

mistake. (Week 2 ) 

"You suck Andrew" when he missed serve. (Week 2) 

Before the game began Tim and Connor went to the centerline and said, "You 

guys suck." (Week 3) 
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Danny on stage was pointing and saying, "hey you missed it" to Susy. Dallas 

and Donovan were jeering when they made a good play. (Week 5) 

Danny talks to his partner. "It's 2-2 and all your fault." (Week 5) 

Craig says to Mick "Gees you suck" "It is not in." "Is so." Mick gets mad and 

walks off the court...(Week 5) 

Debbie is yelling "oh yeah oh yeah" when she is successful. If Alison misses, 

Debbie yells "Alison". (Week 5) 

Thomas says, "Mick sucks". (Week 5) 

Thomas calls Mick "stupid idiot" several times .(Week 6) 

Section 3: Disagreements 

Becky: Okay, but sometimes I get mad when they tease me or something. 

Researcher: Okay, and what kind of things would make you mad, appear 

mad? 

Becky: The littlest things... (Interview 2) 

Last year, in grade six, me and one of my friends, who doesn't go to this 

school got into the biggest fight over the stupidest thing. And now we 

haven't talked for over half a year. (Narrative-Girl) 

Me and this girl Karen had been friends for a while. One day someone must 

have told Karen that I hated her (I didn't really). So she started calling me 

really bad names. So I wrote her a note telling her the truth. She wrote back 

saying that she didn't believe me. So I asked Janice if she liked her and she 

said not really. So when we were working together (Janice and I) we wrote a 

note to her. We even made a title for it "our snob queen". She gave the note 

to the teacher (Karen). So I gave my note to her too. The teacher sent us 

down to the office. He (the principal tried to solve our problem but we 

wouldn't say "sorry" to each other but now were friends (sort of). (Narrative-

Girl) 

When I was in Grade Six, me and 7 friends got into a huge fight with Hannah 

and we yelled and screamed at each other. We got in so much trouble by the 

teachers and the principal. Every time she told on us we just got madder and 

madder at her. It kind of felt weird being mad at someone for about half a 
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year. But it felt kind of good because she always got mad at me for nothing 

or if I used her pen should would be mad at me and she made fun of me 

sometimes and would boss me around so it was time to not let her push me 

around and calling me down. It was time for me to stand up for myself. So I 

did. Forawhole 1/2 year, I didn't get along with her. (Narrative-Girl) 

Lindsay: I was mad at someone for a whole year. (Interview 3-Girls) 

We got into a fight about the dumbest thing in the world. I can't even 

remember. Forthe rest of the year we made fun of each other, we didn't talk 

to each other without screaming. The fight lasted for one year. But in Grade 

Six we became friends again. (Narrative-Girl) 

He is my best friend but we still had a fight about what I can't remember but 

I know it was really stupid but now we are really good friends so I have fights 

with other friends but they are small fights. (Narrative-Boy) 

Dallas: I said that one of my friends—I used to be, like, best friends with this 

one kid last year and then all of a sudden he started not liking me for some 

reason... I didn't even know why he didn't like me... for some reason and he 

wouldn't talk to me so I still don't know why he doesn't like me (Interview 3-

Boys). 

Section 4: Disagreements in Physical Education 

One court cannot decide on the score so a shouting match erupts between 

two teams. Teacher finally comes over and settles the score. (Week 1 ) 

The serve was made when Lynn was tying her shoe. Her team began yelling 

that they were not ready. It became a yelling match between Debbie and 

Alex. (Week 1 ) 

I didn't like how the other team didn't go down when hit. Connor got hit a 

million times and didn't fall down. (Week 3- Dallas' Journal) 

Also I thought a couple people cheated by climbing towards the doctor and 

then it was almost impossible to hit the doctor. But not all of them cheated. 

Some played a fair game. (Week 3-Danny's Journal) 

Teacher called the game saying Team B won. Three girls said Dallas cheated 

because they were throwing and catching balls. (Week 3) 
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More arguing about the rules...Mick gets mad and walks off the court and 

puts his racquet away. Other kids say he's cheating and he cheats all the 

time. Mick's team wins 7-1. (Week 5) 

Becky says "stupid cheaters." (Week 5) 

This day I was not getting along well with Carol. When she said I cheat in 

badminton. I got so mad at her. But I kept it inside ( I don't cheat it's just 

that she does not play by the rules). (Narrative-Boy) 

Yesterday in gym class. Randy and I were playing against Rick and Mitch. I 

served the birdie over the net and Mitch hit it back but it didn't go over the 

short service line so I let it drop. We got into a 5-minute argument to figure 

out who was right and who was wrong. We waste so much time fighting we 

barely got to play, only about 2-3 minutes. The final score was 10-0 for us, 

because Mitch didn't want to play after that, so he didn't even try! 

(Narrative-Boy) 

When Connor cheated in dodgeball, I was angry. So I yelled to play by the 

rules. So he did. I called him a dork for not playing by the rules. (Narrative-

Boy) 

When the teacher said we weren't allowed to throw the ball above the waist. I 

accidentally hit someone and she got so mad at me she wouldn't be my 

friend for a week. (Narrative-Girl) 

Debbie yells and calls "Out". 

"Come on" someone responds. (Week 5) 

Randy and Mick had a yelling match. Randy does not understand the short 

service line and thinks it applies to all play (Week 6) 

"It's on the line". More arguing about the rules. (Week 6) 

Section 5: Attendance Line Touching 

At attendance line. Several girls had circled Adam and were pretending to 

kick him. Though no one actually touched him it appeared that he thought 

they might and reacted in protection. (Week 2) 

In the attendance line, Debbie was kicking Adam (Week 2) 
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Craig changed late after everyone had left the change room. Debbie was 

twisting Randy's wrist. Teacher divided the class up in the middle of the 

attendance line. Half on one side and half on the other. Alison is poking 

Debbie. "Alison" said the teacher. (Week 4) 

Section 6: Hugging 

Adam is grabbed and squeezed by Dallas. (Week 1 ) 

Craig was agitated about something and was talking to John about Craig's 

back being hurt. Craig and two others started heading towards the gym exit 

in search of someone. When Mick entered the gym, Craig grabbed him around 

the neck and said, "We are going for a little walk." It subsided after that. 

(Week 2). 

When boys screw up, they go bear hug or knock down the person. (Week 2 ) 

Teacher enters. Takes the nets down. Danny, Randy and Alex all individually 

go over to Andrew and put a headlock on him and "rough him up a bit" while 

he was just standing around (Week 3). 

Debbie hugs Randy but squishes him and won't get off...Debbie and Lynn 

hug. (Week 5) 

Section 7: Boy and Girl Touching 

Lindsay: Or they were, like, boys and if they, like, touched you, you were, like, 

oh my God, that's never happened before, like oh my God. 

Researcher: Doesn't your dad hug you? 

Lindsay: Well, yeah dad's and brothers 

Kara: Yeah 

Lindsay: --but boys, like other boys, whoa! 

Becky: I hug my brother but -

Lindsay: Well I don't hug my brother but -

Kara: Neither do I 

Lindsay: -but people that you don't know too well, you just don't want to 

get too close. (Interview 3-Girls) 

Lindsay: Yeah, but when you say, oh, I like so and so. Then it's sometimes 

like, oh well, and then you're like by him and they push you to him or like 

Kara: Ooh you want to kiss him. 

Lindsay: At a dance?... you know, you feel like dancing with someone and 

they just keep pushing you closer, the jerks have to push you closer or put 

their hands somewhere that you don't want, l i k e — 
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Kara: Yeah 

Lindsay:--they'll grab the hand of the person and put them on, like your bum 

and things like that. 

Kara: Do that. 

Lindsay: And the guys, l i k e — 

Kara: And it's embarrassing, too. 

Lindsay: It is. (Interview 3-Girls) 

Section 8: Kicking and Hitting 

8:44 Craig is kicking Connor (Week 1). 

At the end of class, Craig is hitting Thomas with a photo album and a racket 

(Week 5 ) 

Dallas is hitting the bird hard and the net. He is whacking everyone around. It 

does not look like a game (Week 5). 

Section 9: Fighting 

Mick and Randy were arguing over whose ball it was. Mick's ball was on the 

testing court and rolled onto the playing court. They started yelling, pushing 

and shoving. The teacher caught up to the argument. (Week 1 ) 

Donavon and Mitch were fighting over a ball, trying to grab it away from each 

other. Connor came over and said to "break it up". (Week 2) 

In gym at the start of the year, Mick had a waterbottle and I took a drink out 

of it. He was very mad. We got into a fight but Mrs. Reese broke it up. (Week 

5) 

Section 10: Inclusion/Exclusion 

The students began to setup to play a game. Several boys were on both 

sides but were called by boys to go all to one side. The girls began on the 

other side though there were five boys and three girls. Mick was on the 

outside of the court and waited but no girl invited him to play so he walked 

away (Week 2 ) 

Self-selected teams to play. Mitch runs over and says "Me and Tim against 

you". Kids are wandering around looking for a place to play. Connor wants to 

play on the court with Adam. Adam says "You are too late" so he stands on 

the court and rallies with Alex....Connor walks into the middle of the courts. 

Players ask him to not play. (Week 6 ) 
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Section 11 : Change-room 

Some boys call for Adam to come into the changeroom. There are no lights in 

the changeroom. When Adam goes in there is loud yells of "ouch, ouch, stop" 

coming from the changeroom. Sounds of whipping and lots of yelling. (Week 

3) 

Researcher: Adam, what - what makes it (gym) the most fun, when's the 

most fun? 

Adam: like -1 like it when you're playing fun games and nobody's whipping 

your gym shorts or anything. (Interview 1 ) 

Dallas just does it for fun probably. He doesn't do it as much now though. 

(Week 5) 

Section 12: The Origin of the Whipping Shorts 

Researcher: In fact, sometimes I even hear people yelling "ouch" and "stop' 

so what's happening in there? 

Dallas: People whipping each other with their shorts. 

Researcher: And - and why are you guys all laughing? 

Danny: Adam. 

Researcher: Adam's whipping you? 

Danny: No, we whip Adam? 

Researcher: Now, why do you whip Adam? 

Danny: I don't know. 

Researcher: Now, like if you're - if you're whipping him with your shorts, what 

are you wearing? 

Dallas: Our pants. 

Adam: Just before they get changed. 

Dallas: Sometimes in between they get - before you get changed. 

Researcher: And then you're chasing each other around in the changeroom? 

Dallas: Yeah. 

Researcher: So how did the whipping start?... 

Dallas: I don't know. 

Danny: He's the only one that does it. 

Dallas: No, Connordoes it ... Connorfound some -Connorfound this shirt 

that was laying on the ground and started just whipping people. 

Researcher: And that's how it started? 

Dallas: No. Well me - me and Connor started it but -

Danny: We just laughed at Connor, though, because he can't whip hard, he 

just goes... 

Researcher: So how did you become the expert, Dallas? 

Danny: He does it everyday. 
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Dallas: Me and my brother, we always - when we are cleaning out the car 

once with rags, we got them wet and then we started whipping each other. 

He whipped me right in the ass and now I always whip people. 

Researcher: Oh, so it has a long family history you bring to phys-ed class, 

right? 

Dallas: Um-hum. (Interview 3-Boys) 

Section 13: Boy-Girl Interaction 

Becky: I think it's just when they get older because in grade three there's a 

lot of boys have to sit with girls on the bus and I remember., he came up and 

wanted to sit with me and my friend and we said, sure go ahead and., when 

we were in grade five, he didn't want to sit with us at all, so I think this is 

only when you get older. 

Researcher: Okay. What do you think changes? 

Becky: Hormones... They, like think, oooh boys are- I mean girls are yucky, 

they ..but then they like oooh, girls are nice when they get older, like a little 

older. 

Kara: Yeah, because they like going to hockey and they don't even watch the 

game. They just wander around looking for girls. (Interview 3-Girls) 

Dallas: ...all the good-looking girls are older than you. 

Researcher: There's no good looking twelve-year-olds, is that what you are 

saying? 

Dallas: Well no, there is-

Danny: No. 

Dallas: -but they're all bossy and snobby. 

Adam: Yeah (Interview 2) 

Section 14: Romance 

...noticed on the way in that Ninawassitting with Thomas (his front to her 

back) on the benched outside the gym. Thomas carried her backpack into the 

gym. (Week 5) 

... in class, Thomas puts his arm around Nina's shoulder. She is comfortable 

with that... Nancy and Thomas are rubbing Nina's shoulder. Thomas then 

stands his front, her back with Nina and puts his hands on shoulders and they 

rock together. (Week 7) 

Section 15: Kara 

Kara seemed to be feared by the girls. As one point she was chasing Debbie 

and Debbie was saying "Just kidding, Just kidding...On the playing court, 
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Debbie says to Kara "Try to get it over the net this time." Kara didn't and put 

on a serious face and walked towards Debbie. Debbie backs away. (Week 2 ) 

Section 16: Donovan and Dallas 

Dallas: So like my brother's friend - was like making fun of us and he said that 

- that my brother would be going to, like he would say he was going to his 

girl friend's house and I'd want to go over, too and then Donovan feels like 

I'm forgetting him. 

Adam: Maybe that's why he's so grouchy. 

Dallas: Because I'm always with the - because I'm always with the girls and 

stuff and so he's - he thinks I am, like, forgetting him or whatever. 

Adam: Yeah, today we were just having some fun in gym and, like -

Dallas: --and Donovan wasn't with all the people that he wanted to be with, -

Researcher: Um-hum. 

Dallas: -- like on the team, so he got mad and was telling everybody, oh you -

what? 

Danny: Well, Adam here, he was like picking all the good players on his team. 

Adam: I was not. 

Danny: Because Mitch and Donovan were—went to Adam's team and I was on 

the other team-

Researcher: Um-hum. 

Danny: -and then he- he was, like, Mitch and Donovan, go on the other team, 

Dallas, come on over to our team. 

Dallas: No, I just- because that's how it was to start with, like in gym it was 

me and him and all his friends.( Interview 3-Boys) 

Section 17: Girlie Man 

Researcher: Okay. Sometimes partners - I've seen in class, sometimes 

they're mixed partners, as in a boy and a girl and sometimes -

?: Like Randy, he's -

Lindsay: Randy's my friend. 

Kara: He's my friend, too. 

Dallas: I think he's flirting with you. 

Lindsay: No he's not. 

Researcher: So you perceive that the reason Randy picks girls as friends is 

because he's flirting with them? 

Dallas: Yeah. 

Adam: We kind of lost him to the girls. 

Lindsay: They're just jealous. 

Adam: Unless he's a girl not a guy. 

Dallas: He's in the girl world now. 

Lindsay: They're just jealous because Randy can play with us and they can't. 

Dallas: He lost his - he lost his brain. 
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Kara: Because they're shy. 

Lindsay: Because they're shy. 

Dallas: I'm not shy. 

Adam: I'm not shy. 

Researcher: Whoa. 

Danny: I'm shy. 

Lindsay: They're just jealous of Randy because Randy has guts to play with 

us. 

Kara: Yeah. 

Adam: They stole him from the boys. 

Danny: He has no guts. 

Dallas: All he got is brainwashed. 

Adam: Yeah. 

Lindsay: See, these guys are jealous. 

Dallas: We're not jealous. 

Researcher: And what would they - what would they - what would they 

brainwash him to be? 

Adam: Aliens. 

Danny: A girlie man. 

Dallas: Yeah, a girlie man. 

Researcher: What's a girlie man? 

Danny: A man -

Adam: A guy that has no muscle and he's really weak and he's always with 

girls. 

Researcher: Is your dad a girlie man? 

Dallas: No. 

Adam: No. 

Researcher: Okay, what's the difference? 

Dallas: Well, it's like --

Adam: Well, he does lots of manly stuff, my dad. 

Dallas: It's like when we do (indiscernible) -

Lindsay: Your dad sleeps with a girl, I bet. 

Dallas: So, they're married. 

Danny: He doesn't flirt with twenty girls at least. 

Researcher: Adam? 

Adam: Like - like in Randy's case, sometimes we're doing group things, like 

like at our retreat and he's, like, we need somebody else for our group so 

we'd ask Randy and it's not bad to hang around with girls or anything but 

he'd already be with a group with all girls and him, like and sometimes we 

want to be his partners but he'll just -He always, like, is with the girls, like. 

Dallas: Yeah, he always sits beside the girls in class. 

Lindsay: During social --

Danny: That's because you girls are aliens. (Interview 2) 
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Section 18: Girlie Girls 

Lindsay: Like let's say if you're one of those really girlies that 

Kara: Are afraid of bugs and -

Lindsay: Yeah, and like they make sure their clothes are perfect and they 

don't talk to boys, like — 

Kara: They're afraid to. 

Lindsay: Yeah, they're afraid to, or let's say that you're one of those girls 

that if you see a bug, you'd freak -

Kara: Or your hair gets wet and real curly, you start freaking out about your 

hair real fast -

Lindsay: And like, they only talk on the phone, they listen to music, they stay 

in their rooms all the time, then boys, they're like -

Kara: They like doing 

Lindsay: Let's go outside and play football. 

Kara: They like getting dirty and 

Lindsay: Yeah, and - and like 

Kara: It depends, like, what the girl's attitude is like 

Lindsay: Yeah 

Kara: So like if she likes sports or something like that, she might be able to 

become good friends. (Interview 3-Girls) 
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A PPENDIX N: Keeping Score 

Section 1 : Winning Is Fun And Feels Good. 

Today, we did the same thing as last Friday. Played doctor dodgeball. It was 

fun when we won (Week 3-Danny's Journal) 

We played in the tournament again today and had fun again but we won all 

the games we played. (Danny's Journal) 

We were happy to know that we haven't lost a game. That made us feel 

good. (Narrative-girl) 

A while ago in gym, about when volleyball was just coming to an end, my 

team for the tournament was so happy to have come in first place for the 

class. We were having so much fun; we didn't even care if we lost. They were 

all so supportive if I or anyone else missed a serve. I remember when it was 

tie score and at the last minute Donovan bumped the ball for the win. We 

were all so happy and jumping around, that the bell rang and we didn't even 

get to change. (Narrative-Girl) 

I was playing badminton with Janice and we won. I felt really good. Actually 

we won twice and lose once. (Narrative-Girl) 

Section 2: Journal Writing About Scores and Winning 

Today we only played once in the whole gym period and we tied but also we 

were able to cheer on some other people (Week 3-Danny's Journal) 

Today in gym we played badminton and me and Lindsay were on a team. We 

beat Alison and Debbie by 7 pts. (Week 4-Kara's Journal) 

Me and Kara played against Dallas and Donovan and they said they won but it 

was a tie 5-5. (Week 5-Lindsay's Journal) 

Anyway, last Friday, my team won two games. Then this Monday, we won I 

think two and lost one. Today, we beat the first place team in the A group 

and won the tournament. Mick's partner wasn't there so he picked me to play 

in the final for the 6th place team and we won that, too. (Week 6-Adam's 

Journal). 



172 

Section 3: Unhappy When Losing 

Teacher said stop. Dallas was running around "We won, we won, oh oh oh." 

Lindsay and Kara looked dejected and were looking away. Lindsay said it was 

a tie when the teacher said stop. (Week 5) 

Group crowds around the teacher to find out placing. Debbie says we got 

first, Lynn says we got second. Carol says my team did not win a single 

game. Thomas says, "Mick sucks". (Week 5) 

Section 4: Teacher Values Winning and Scores 

Teacher calls everyone over. Announces the winner of the tournament and 

placing of each team. She promises treats tomorrow. (Week 1 ) 

Teacher was giving out suckers to the winning team in volleyball. (Interview 

2) 

Teacher's note to substitute teacher says, " Badminton tournament. Have 

them play 7-minute games and keep score. Record winner and score." (Week 

5) 

Teacher says, bring in your scores. (Week 5) 

Kara and Lindsay look for the teacher as they have won their game 15-2 

(Week 5 ) 

Teacher says, "Okay you guys, come in for a second. The round robin is over. 

I have calculated the winners. Next day we will begin with the playoffs and 

skill testing. You have come a long way and it looks not too bad. I will tell you 

next day the teams. (Week 5) 

Teacher says we are having playoffs. Top teams play each other from each 

pool and bottom teams play each other. Wewill start at the bottom. 

... racquets away and scores to the teacher (Week 6) 

Section 5: How To Make Everyone A Winner-Girls' Responses 

Researcher: Some of the time, like I read the stories that everyone wrote in 

class the other day, and a lot of the stories talked about, they were getting 

along best when they were winning. All right? Now, when we are winning, that 

was the best. Okay, now obviously if we have winners, then we must have 

losers, too, so only half of the class is feeling good about it so how could we 

make phys-ed where everyone feels like they're winning? 

Kara: Obviously 
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Researcher: Because the winning was a really good feeling, so how do we 

make phys-ed better so that everybody feels like they're winning, not just 

half of the class? 

Kara: We could always tie it up. 

Researcher: And how would you do that? 

Lindsay: I don't know, but say if it's 3-2, the other person can get a special -

like a foul shot, kind of, for basketball and if they get it, it's tied up but if 

they don't it's still fair because you've given them the chance -

Researcher: Okay 

Lindsay: -to try and win. 

Researcher: Okay, that would be an interesting suggestion. Becky, how would 

you be - always feel like a winner in class? 

Becky: I don't know, just by having fun. 

Researcher: So you - do you measure whether you're a winner by the score? 

Becky: Sometimes. I think everyone does now and then. (Interview 3-Girls) 

Researcher: So how do we make the people that aren't feeling really good 

feel better? 

Kara: Not brag as much. 

Becky: Include them. 

Researcher: Okay. How would we do that, how would you - how would you 

control that, that sort of bragging? 

Lindsay: I'd tell them that they're bragging. We did - all of us did our hardest, 

it's just that you guys got lucky. 

Researcher: Okay 

Kara: When you lose, you lose. 

Researcher: Don't be a sore loser? 

Kara: Yeah. 

Becky: Yeah. 

Lindsay: Don't you should have better sportsmanship. 

Kara: As long as you're having fun. 

Becky: Yeah. (Interview 3-Girls) 

Section 6: How To Make Everyone A Winner-Boys' Responses 

Researcher: Okay tell me about - okay, when I was reading your stories you 

wrote in class, they talked about the best times when you were in phys. ed 

class is when you're winning? if then fifty percent of the class is winning, 

then that means that fifty percent of the class is losing, right so they're not 

having fun, so how could phys. ed be so that everybody feels like they're 

winning? 

Dallas: Oh, oh, oh, we don't keep score. 

Researcher: Don't keep score. Danny? 

Danny: Always make it end in a tie. 
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Researcher: Okay, now how would you do that? 

Dallas: Purposely lose. 

Adam: You can't purposely lose. 

Danny: When you're like up like say in hockey like up 20 to nothing-

Researcher: Yeah. 

Danny:-pull the goalie and let them score twenty goals. 

Adam: Sounds great. 

Researcher: Adam, what were you going to say, how could everybody feel like 

a winner? ... 

Researcher: Do you thing phys-ed class labels people winners and losers? 

Dallas: No 

Adam: No 

Dallas: I think -1 think phys-ed class should have no winners and no losers. I 

think we should just play it for fun and— 

Adam: Yeah, just to get (indiscernible) 

Researcher: So you'd like different partners but you wouldn't necessarily keep 

score? 

Dallas: Yeah 

Danny: Like in gym, when we were playing, when - when it wasn't for the 

tournament and when - like today, we weren't keeping score, we were just 

having fun. 

Dallas: Yeah, we didn't really worry about that. (Interview 3-Boys) 
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A P PENDIX 0: Assessment and Learning 

Section 1 : Course Outline 

The course outline read: 

Evaluation: 

A. Physical Skills 3 5 % 

-execution of skills 

-standard of performance 

-application of skills in game play 

B. Knowledge 2 5 % 

-history 

-terminology 

-rules 

-strategy 

-skills 

C Participation 4 0 % 

-attendance 

-punctuality 

-leadership 

-cooperation 

-sportsmanship 

-respect for others and equipment 

-effort 

100% (September 2, 1999) 

Section 2: Sk i l l Testing 

The game continued into total chaos. Kids were holding down the net, 

running into the net and it was very disorganized. Teacher said this is what 

always happens when she skill tests (Week 1 ) 

The teacher decided to do some resetting and took over the far court. The 

play was poor and most of the time players did not pay attention. (Week 2) 

Section 3: How To Change Skill Testing. 

Researcher: How could the teacher or how could phys. ed teachers mark 

differently or what could they mark on that would keep the class going and 

getting along? Any ideas? Anyone can answer. 

Danny: Like instead of doing skill testing at the end there? 

Researcher: Yeah. 

Danny: Maybe- maybe mark us more seriously what we're doing while we're 

actually playing, like mark us if we're going to hit the bird or the nets or 
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something and maybe dock a mark off or something if we aren't doing so 

good or... 

Lindsay: Well, you could like mark us when - like mark us when we don't know 

she's marking us, like you know, like because then you're not nervous and 

everything. 

Kara: Yeah. 

Researcher: Okay, because lots of times in your journals when it came to skill 

testing, you said I've usually done this well but in the test I didn't, so you're 

thinking that might help out. Danny? 

Danny: She could mark us on participation. 

Researcher: Okay, as opposed to skill? 

Lindsay: Well participation and skill. 

Researcher: what would be some ideas on how to mark participation? 

Danny: ah 

Researcher: It's just being there, standing in the spot? 

Danny: No. Like moving around, trying to hit the birdie and that. 

Researcher: Okay, putting in an effort. 

Adam: Just doing the activity. 

Researcher: Doing the activity should be worth marks. Okay, Dallas, you got 

any ideas? 

Dallas: Like she does, how she picks the four people. 

Researcher: Um-hum. 

Dallas: And then takes them in, she should do that but make-let them play, 

like up to five or something and then switch the teams and play to five and 

see how you play with different people. 

Researcher: Okay. Becky, how would you like to be marked in phys-ed. 

Becky: I don't know. It doesn't matter. (Interview 4). 
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A P P E NDIX P: Teaching Positive Interaction 

Section 1: Schools Help To Learn To Get Along 

Researcher: so what do schools do about helping you get along? 

Dallas: Suspend you if you're bad... 

Researcher: What are the things they can teach you to be good and to get 

along, how do they teach you - How do schools teacher you to get along 

with others? Or do they? Maybe they don't. 

Dallas: The harassment policy. 

Danny: Like, you don't want to -you don't want to hurt anything because it 

hurts you when you get in trouble. 

Researcher: Okay. 

Danny: So then you try to be nicer to everyone. (Interview 3-Boys) 

Lindsay: Okay, last year there was a group of friends that were in a big fight. 

Researcher: Okay, what's a big fight? 

Lindsay: I mean, huge, like we were throwing things at each other and 

Danny: I remember that. 

Lindsay: --being sent to the hos-

Kara: (indiscernible) each other. 

Lindsay: -I mean the office and, yeah, put it that way, we got detentions and 

in-school suspensions. (Interview 4) 

Researcher: What about schools, do teachers teach you anything about 

getting along? 

Dallas: No. 

Researcher: Why not? 

Danny: Well, yeah. 

Researcher: How do they do that? 

Dallas: I cut my hair once, like right here, and then like right here, so there 

was this big space and then I told on this other girl, I told her that she - I told 

the teacher that she did it and so then she told me that I wasn't supposed to 

lie. And this other time, I had put-l had this eye patch and I wore it to school 

and the teacher asked me what happened and I said, that kid over there 

punched me and the doctor said to keep it on my eye, and then I took it off 

during class because I couldn't see good and she said, like, I thought you 

were supposed to keep it on and I'm like, no, I don't have to. 

Researcher: Are you in the habit of lying? 

Danny: Yeah 

Dallas: And then she - and then she found out that I was lying and then I got 

in trouble... (Interview 3-Boys) 
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Section 2: Telling A Teacher Is Not Always A Good Idea 

Lindsay: Well, some - sometimes, but sometimes you get, like if somebody 

tells on you on what you did to them, you get madder because they told. 

Researcher: They told, okay. 

Lindsay: So you get madder and madder that they're telling and telling so it 

just makes a bigger problem. 

Researcher: If you're the one that does something that's nasty, or if someone 

is nasty to you and you tell? 

Lindsay: Like say that -

Kara: Like say you break a window or somethings-

Researcher: Okay? 

Kara:-and then this kid goes and blabs on you. Then you get 

Lindsay: But say I'm mad at somebody for doing something, okay? 

Researcher: Okay. 

Lindsay: And if they go and tell a teacher, sometimes it can make people 

even madder, like -

Researcher: So it doesn't always work. 

Lindsay: It doesn't always work to tell somebody, sometimes you have to just 

let it ride out and some - usually they forget about it or think about it and 

think, oh well, that wasn't that bad.(Interview 3-Girls). 

Kara: and this chain note got around and people changed it as it went around. 

Researcher: Oh yeah. 

Kara: So then it got to her. 

Researcher: Oh no. 

Kara: And she went to the principal and the whole school got in trouble. 

(Interview 3-Girls) 

Researcher: So how do you teach people to respect each other's stuff, then, 

because it sounds like respect has a lot to do with it. 

Dallas: Put a lock on your binders. 

Danny: Tell on them. 

Adam: Well, if you tell on them, then they just do it more. 

Dallas: Yeah, then they get mad at you. 

Researcher: So does it work to tell on people? 

Dallas: It doesn't work to tell, not all the time. 

Danny: Suspension. 

Dallas: Sometimes, if it's - if it's serious, it will work, like if they beat you up 

really bad, then if you tell, then-

Danny: Oh, Oh. 
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Dallas:--then they can get suspended and that'll work but if it's just little, like, 

there's nothing much you can do about it because they'll just get mad at you 

more. 

Adam: Yeah. 

Danny: That's happened to me a lot. (Interview 3-Boys) 

Dallas: Like if they hear you in the hall sometime, like last year there's some 

kids that called me names and stuff last year, but then our principal called us 

in and asked us what was wrong and everything, and then, then we worked it 

out then, and now - then they didn't make fun of me anymore. 

Researcher: So it's the tea - so the principal sort of helped sort it out 

between you two or 

Dallas: Yeah. (Interview 4) 

Lindsay: And then we just - we were at the baby-sitters class, so we threw 

play dough at her head and we got, like, in school suspensions and then I 

went to - to I'll pick the name Suzie and said, I feel sorry for you, Suzie, and 

the principal called us in and yelled at us and said, you should be hiding every 

day, every minute and every second from the teachers, and the we - so I 

don't think they helped that much then. (Interview 4) 

Lindsay: Sometimes, if it gets really bad, like if it lasts for a year or 

something, you should talk to a parent or something but, like, people have to 

be able to meet in the middle on things. Like, don't do that, and me don't do 

that and then you could get friends again, you and me... Like sometimes you 

need people just to come and say, sorry. (Interview 3-Girls) 

Section 3: The Physical Education Teacher 

Teacher said she noticed that the games were not being played like real 

volleyball. In real volleyball there would be no screeching or running under the 

net. This is not good etiquette. She will be recording the etiquette and giving 

a grade so she would be watching...Donovan and Mitch were fighting over a 

ball, trying to grab it away from each other. Connor came over and said to 

"break it up". Connor is lying on the floor and called someone "a prick". 

Teacher came over and sent him to sit outside the gym on the steps....The 

teacher called Connor in from the steps. She said his language was 

unacceptable in gym and in the school. That was his first and last warning. 

The next time he would be in the office. (Week 2). 

Teacher said she watched for etiquette yesterday and the behavior was much 

better than in previous days. She would again be watching and 
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recording....Dallas was reprimanded by the teacher for something. The 

teacher said, "We don't do that in volleyball." (Week 2) 

Mick was hit so Team A said but he refused to go down. Team A protested to 

the teacher. Teacher said she did not see it so would have to tag again. 

(Week 3 ) 

Becky and Janice came up to the teacher saying Mick had cheated. Teacher 

said she would watch today. ... 

Randy is banging on the bleachers louder and louder until the teacher notices 

and stops...(Week 5) 

Section 4: Does Physical Education Teach You To Get Along? 

Researcher: Lindsay, you said no, phys-ed doesn't teach you how to get 

along. Why not? 

Lindsay: Because -

Kara: It's only for your athletic skills. 

Lindsay:-it's only for more like your athletic skills and then it's also because 

you get partnered up with people that you don't like sometimes and then it's 

like, oh, I hate gym because of this... 

Researcher: Okay Danny, why did you say gym class doesn't teach you how 

to get along? 

Danny: Because you're like in competition. Like, the NHL, you're in 

competition and you want to beat the snot out of them... 

Researcher: Becky, why do you say that phys-ed doesn't teach you to get 

along? 

Becky: Because you - you have to do certain things, like you have to do 

things you don't want to and if you don't like doing it, you kind of - you don't 

want to participate and you don't want to get along with anyone. You're 

mad... 

Researcher: Okay Kara, last question, why did you say it doesn't help you get 

along? 

Kara: Because it's for your athletic skills. (Interview 4) 

Section 5: Prosocial Behavior 

A group of three boys. Teacher had another boy that needed a partner. 

Someone in the group of three said "But we were here from the beginning. 

Adam volunteered to go with the person. (Week 1 ) 



181 

Games began. Connor always sits out first. One team went back to John 

when he made a good serve and shook his hand saying Good serve. (Week 1 ) 

Lynn fell down once and her teammates (female) helped her up (Week 1 ) 

Donavon tries to teach Connor how to serve. He stood beside him and walked 

through it, "do it at the same time asme" with a demonstration. (Week 2) 

Rallying back and forth. Janice is helping her group by saying "Hit it high". 

(Week 4 ) 

Dallas helps Debbie up after she falls down and stays. (Week 5) 

Donovan offers to help Connor up on the big court but he refuses. (Week 5) 

Section 6: Obstacles To Getting Along 

Researcher: So if the principal called you into his office and asked if he asked 

you, what are the main problems about getting along well in grade 7, what 

would be your answer? 

Dallas: Other people. 

Researcher: Other people, what do you mean by that? 

Dallas: Like, if you've been - if you've had experiences with other people and 

they come to this school, too, but you weren't' friends with them last year. 

Researcher: Um-humm 

Dallas:--then they would, like, make fun of you and stuff and then you might 

take out your anger on other people.... 

Researcher: Okay, Lindsay, what would you tell the principal? 

Lindsay: People. 

Researcher: Okay, be more specific. 

Lindsay: Certain people. 

Mary: Certain people? 

Lindsay: Let's say you have, like a bad memory of somebody, like a really big 

fight. 

Researcher: Okay? 

Lindsay: And then they came into the school that would, like, make them not 

get along. Like, if - lets say there's this older person that's been in the school 

and he's in grade eight and, well, you did something to make them really mad 

in grade five -

Researcher: So then you're back in the same school? 

Lindsay: Yeah, and then they don't like you. They like, make fun of you, beat 

you up and everything... 

Researcher: Okay and back to Adam did you think of something? 

Adam: Not really anything. 
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Dallas: Well sometimes - sometimes - sometimes people, they like - I don't 

think of this much but sometimes - sometimes some kids look at people, like, 

like if they, they wear the same clothes over and over and they're kind of 

raggy or -

Danny: I know who you're thinking about, Thomas. 

Dallas: Some people, they kind of - pick on them... 

Danny: I have a different answer. 

Researcher: Okay what's your answer? 

Danny: Different personalities. 

Researcher: Different personalities is what -

Danny: For example, like if someone was, like -

Dallas: Crazy. 

Danny: No, like handicapped like Donald -

Researcher: No no no... 

Danny: And - and then the other people, like weren't handicapped so they'd 

make fun of him... 

Researcher: Okay, Kara? 

Kara: ...I'd tell him people, yeah.(Interview 4) 

Section 7: Solutions For Getting Along 

Researcher: The principal says to you that you're now in charge of all the 

grade 7 gym classes...There's only one requirement and that is that you have 

to guarantee that students will know how to get along better with each other 

and interact positively...and if you don't - you lose your job, okay?... 

Adam: Fun and games... 

Researcher: What's the class like? 

Dallas: We'd play games, like fun games that anyone could get along, like 

organized games. Like you know how we were playing, like doctor 

dodgeball...like different games that people couldn't cheat as easy without us 

having to tell them. Like, if you played like floor hockey, it's not really - its 

not really easy to cheat unless a player goes onto another team... 

Researcher: Okay, Kara, do you have anything? 

Kara: Yeah 

Researcher: Okay? 

Kara: I'd, like, I don't know. 

Researcher: What would the class look like? 

Kara: Like, unorganized. 

Researcher: Unorganized? 

Kara: Yeah. 

Researcher: So not so much structure? 

Kara: Well, it would be organized but, like unorganized. 

Researcher: Okay what would- okay what parts of what's organized now 

would you take out, then? 



183 

Kara: I don't know... 

Lindsay: Okay, well, I'd let them do organized games. 

Researcher: Okay, now what would be an example? 

Lindsay: Like doctor dodgeball or like, I'd let them go into the place with all 

the equipment room, the equipment rooms-

Researcher: Okay. 

Lindsay: -- and they could do whatever they wanted to with their friends 

because they're not with people - then they're not with people that they 

don't get along with... 

Researcher: Okay Becky, what would your phys-ed class look like?...How are 

you going to teach kids to get along? 

Becky: They'd have to, I think they get along already. (Interview 4) 

Section 8: Parents As Teachers 

Researcher: So would of-would have there-would there have been anyone like 

an adult at any point that could have helped that disagreement not have 

gone on so long? 

Dallas: Well, I think-

Researcher: Or who would that have been? 

Dallas: Well, I-I-actually I don't think anyone could, like stop it from 

happening because, like 

Researcher: You were talking about whether any adult could help. 

Danny: Parents. 

Researcher: Parents, how could parents help, do parents teach you skills 

about getting along? Yeah? 

Danny: When - when you don't get along, they punish you. 

Researcher: But is that teaching you skills? 

Dallas: It works for them.... 

Researcher: How are you supposed to get along, then? 

Dallas: Oh Oh it just comes to you naturally. 

Researcher: Oh so eventually you get older and people get along? 

Dallas: Well, kind of that way but your parents -

Researcher: Well, that - that really -

Dallas: Your parents kind of help you , too because -

Researcher: Okay? 

Dallas: -like if you fight, if you have brothers, and like me and my brothers, 

like, fight a lot and then they, like ground me if I hurt my brother or 

something. 

Researcher: Okay. 

Dallas: So then that teaches me not - so then I'm - so then I haven't been 

mean to my brother for a long time. (Interview 3-Boys). 
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Section 9: My Mom 

Researcher: Now, I want to talk about how do you learn to be a helper, to be, 

a to share, to cooperate and to be kind and good, how do you learn those 

behaviors? 

Dallas: From others. 

Researcher: Danny? 

Danny: By getting pies for it. 

Researcher: Do you think that works, though? You just said you're not sure it 

really works. Does it work? 

Adam: My mom. 

Researcher: Your mom teaches you? 

Adam: Yes. 

Researcher: How does your mom teach you? 

Adam: She yells at me. 

Researcher: If you? 

Adam: Be bad. 

Kara: You're going to not be that if she yells at you. 

Danny: Same with my dad. 

Researcher: Lindsay, you were going to add to it? 

Lindsay: My mom. 

Researcher: How do you learn to be a helper and caring and sharing? 

Lindsay: My mom. 

Dallas: My girl friend. 

Researcher: You get -

Dallas: Or girl friends. 

Researcher: Wait, wait, wait. Let -

Lindsay: My mom. 

Researcher: Your mom teaches you that? 

Lindsay: Yeah. 

Researcher: How does your mom teach you that? 

Lindsay: By yelling at me if I don't listen to her, like help my brother with his 

homework and he - and I'm babysitting him. I'm grounded. 

Kara: My mother won't let me talk-

Researcher: Okay Dallas, you were going to - you were talking about your girl 

friends, they help you? 

Dallas: Yeah, Yeah, because if I be like mean to Adam, they go, like, oh, that's 

mean, so then I go-

Adam: He wouldn't be mean to me because he's my friend. 

Researcher: Okay Becky, how do you learn to be kind and helpful and share 

and cooperate? 

Becky: From my mom. 

Researcher: From your mother, and how does she teach you that? 

Becky: Tells me to go play with my brother. 



Dallas: That would suck. 

Danny: That would suck. 

Dallas: Yeah, I've got two brothers. (Interview 4) 




