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Abstract

The study examined the effect of two different teaching strategies on social
skills, physical self-esteem, and physical self-concept, in a sample of Italian
Early Adolescents. One hundred and twenty-eight students (M = 62; F = 66),
from 11 to 14 years old (M = 12.01, SD = 0.50), attending their Physical Edu-
cation classes, were involved. Participants were divided into an intervention
group (n = 60) and a control group (n = 68). The intervention group was en-
gaged in PE lessons based on the Cooperative Learning model with a focus on
positive interdependence between group mates and interpersonal skills in
completing shared tasks, while the control group participated in PE lessons
conducted through competitive games, individual drills and repetition of ex-
ercises as a means of perfecting skills and procedures. In both groups, social
skills, physical self-concept, and physical self-efficacy were measured before
and after the intervention. The intervention had a significant positive impact
on perceived sports competence in boys, but no effect in girls. Related to the
duration of the study, other positive effects in boys were higher levels of
physical self-efficacy and lower levels of environmental pressure and tenden-
cy to psycho-somatization, while in girls lower levels in external locus of con-
trol were observed. Implications for physical education programs and physi-
cal self-research were discussed.

Keywords

Physical Self-Concept, Perceived Sports Competence, External Locus of
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1. Introduction

Physical Education (PE) literature has highlighted that changes in existing cur-
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riculum contents and teaching methods are needed due to emerging obesity and
other health problems among children and adolescents (Thorburn, Jess, & Aten-
cio, 2011). As Tinning noted (2012), the most widely used method in teaching
PE curriculum consists of teacher demonstration and explanation of what needs
to be learned, with an emphasis on instructions, individual drills, and repetition
of exercises as a means of perfecting skills and procedures (Dyson & Casey,
2012). Kirk (2005) observed that in traditional PE lessons pupils receive frag-
mented and poorly contextualized learning experiences. This results in a small
number of opportunities for promoting a deeper engagement in physical activity
that make the educational contents meaningful. However, in the last three dec-
ades a growing number of studies have shown the efficacy of Cooperative
Learning model that enables students to reach important learning outcomes at
various grade levels (Grineski, 1993; Dyson & Strachan, 2004; Dyson & Casey,
2012).

Cooperative Learning (CL) is a student-centered approach in which members
of a small group collaborate in order to achieve shared goals, solve a problem,
make decisions, or complete a task. The elements that make this learning process
cooperative were defined by Johnson, Johnson, and Holubec Johnson (1994) as
perceived positive interdependence between members of a group, promotive in-
teraction, individual accountability, personal responsibility to reach the group’s
goals, and use of interpersonal skills. There are numerous interpersonal and
small-group skills that influence the success of cooperative efforts. This is the
aspect that makes cooperative learning much more complex than competitive or
individualistic methods. In order to work effectively together, students must
possess a variety of social skills, such as assertiveness, democratic decision mak-
ing, and encouraging participation of others. To coordinate their efforts, stu-
dents must know and trust each other, communicate clearly and precisely, ac-
cept and support each other, and resolve conflicts constructively (Johnson et al.,
1994). In a positive cooperative and relational context, students have the oppor-
tunity to work together, to learn from each other, and, ultimately, to extend their
repertoire of social skills. If, as often happens, students do not possess high social
skills, these can be taught by the teacher as a lesson content.

An essential part of the cooperative learning model is that social skills are
taught like any other educational content, because of the centrality of social skills
in learning processes and in personal development. The person with good social
skills is able to activate a series of behaviors such as to analyze themselves and
their environment, correctly discriminate their own emotional states and those
of others, adequately communicate his instances by expressing feelings and opi-
nions, both positive and negative. The identification and pursuit of one’s own
goals, influencing the environment to one’s own advantage, without damaging
others, nor provoking in others conflicts or feelings of revenge or rejection, is
called assertiveness. On the contrary, maladjustment, or inability to relate to the
environment in a positive way, is related to the lack of one or more social skills,

which can lead to a situation of social incompetence where forms of passivity,
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states of high anxiety, depressive states, uncontrolled aggressive behavior, exter-
nal locus of control, and hostile impulsiveness generate reactions of rejection in
the interlocutors. Following a social cognitivist approach, an individual who
possesses assertive abilities is not crushed by the pressures that the environment
produces on him, but, on the other hand, is not even endowed with absolute
control over the events he lives, his emotions or his motivational level. This ex-
planatory dynamic assigns to each individual the possibility of actively influen-
cing the events in their environment (human agency). This strong interindivi-
dual variability implies a mediation between the environmental, cognitive and
behavioral components (Di Nuovo & Magnano, 2013).

Results of the meta-analysis of studies by Babic et al. (Babic, Morgan, Plotni-
koff, Lonsdale, White, & Lubans, 2014) showed that physical self-concept and its
sub-domains are associated with physical activity in children and adolescents.
Physical self-concept has been defined as a hierarchical and multifaceted set of
perceptions and descriptions concerning the whole physical experience about
oneself. In Shavelson and Marsh’s model (Marsh & Shavelson, 1985), physical
self-concept has a hierarchical organization of factors in which self-esteem is at
the apex level of the hierarchy and physical self is at the domain level—as in the
Physical Self Worth model by Fox and Corbin (1989)—and it includes the sub-
domains appearance, health, body fat, and performance. In turn, performance
brings together six factors at a lower level: strength, endurance, flexibility, coor-
dination, physical activity, and sports competence (Meleddu, Scalas, & Guicciar-
di, 2002). Marsh and Peart (1988) showed that physical self-concept is related to
physical competence, physical activity participation, and other indicators of fit-
ness. Potential barriers to participation in physical activities in children are con-
stituted by low actual and perceived physical abilities, low physical fitness levels,
and obesity (Khodaverdi, Bahram, & Robinson, 2015). Other studies showed
that during early adolescence, there is a decline in physical self-concept, espe-
cially in girls. Esnaola Etxaniz’s study (2008) showed that 12 - 14 years old girls
have lower scores than boys in Self-esteem and Physical Self Concept
sub-domains, such as physical appearance, physical condition, physical ability,
and strength. Several intervention studies that analyzed the relationship between
physical self and physical activities or sports in adolescence have shown contra-
dictory results. In these studies, the interventions differed in time, total duration,
and activities. In a review of exercise intervention studies 37 randomized and 42
non-randomized controlled trials were included, investigating the effects of
sport programs on self-perception and self-esteem. Results indicated that 78% of
the studies achieved significant effects on physical self-perception and self-esteem,
despite less than half being based on sampling designs with control groups (Fox,
2000). In two studies, Daley (2002, 2007) showed that the participants involved
in extracurricular physical activities had significantly higher scores in perceived
physical appearance and in self-esteem, although there were differences between
gender, and boys had higher scores in self-esteem, physical competences, and

physical appearance than girls. Crocker et al. (2003) showed that changes in

DOI: 10.4236/ape.2020.104031

380 Advances in Physical Education


https://doi.org/10.4236/ape.2020.104031

S. Nicolosi, A. Ancona

body attractiveness were associated with levels of physical activity and diet in
adolescent girls. The study of Lindwall and Lindgren (2005) examined the effects
of an exercise program on physical self and physical social anxiety in a sample of
non-physically active adolescent girls. Participants chose one of the many sports
promoted by the program and followed the 6-month exercise intervention. The
intervention had positive changes in all of the physical self-dimensions and a
decrease in anxiety levels. Few longitudinal well-designed intervention studies
have investigated the effects of physical activities and sports programs on
self-esteem, physical self-perception, and sport competences in adolescents
(Lindwall & Lindgren, 2005). Schneider, Dunton, and Cooper (2008) observed
the impact of a 9-month school-based intervention for sedentary adolescent fe-
males. However, authors found no changes in physical self-concept.

In the 90’s, Grineski (1996) reported outcomes of the CL model on cognitive
and motor learning goals within the field of physical education, showing how
physical education goals and more positive social interactions can be achieved
through cooperative goal structures in children with and without emotional and
behavioral disorders. More recently, Dyson, Linehan, and Hastie (2010) showed
that cognitive and social tasks consistently contributed to learning outcomes in
PE contexts.

Several studies showed that CL also yields positive effects in the affective do-
main, promoting behaviors such as trust, acceptance, helping, working together
for goal achievement. CL can enhance self-esteem as a result of an increased in-
dividual accountability in reaching common goals. Cooperative Learning in
Physical Education develops interpersonal and social skills in a more inclusive
and supportive learning context (Dyson & Casey, 2012; Barrett, 2005; Casey et
al., 2009; Goudas & Magotsiou, 2009, Lafont et al., 2007). In a study by Dyson
and Strachan (2004), PE high school teachers concluded that the CL model de-
veloped motor skills and game strategies, but also improved the students’ active
participation, their communication skills, respect for others, and accountability.
Furthermore, Navarro-Paton et al. (Navarro-Paton, Rego Ferreira, & Garcia
Garcia, 2018) found that CL model affected significantly the physical self-concept
and its subdimensions in a sample of primary school’ children.

Italian policies of the Ministry of Education for primary school (5 - 10 years)
and middle school (11 - 14 years) (Ministerial Decree 31 July 2007; Ministerial
Decree 16 November 2012) oriented the curriculum objectives for physical edu-
cation towards a greater consciousness in physical self-knowledge and an en-
hanced use of movement as an educational tool for a more complete develop-
ment of psychological, physical, and social well-being. Furthermore, PE should
embrace the larger principle of supporting lifelong engagement in Physical Ac-
tivity and healthy lifestyles in children and adolescents. In Italy, above all over
the last fifteen years, CL has become more widespread at school through both
community of practice and a research-based approach (Ellerani, 2017; Ellerani,
2014). To our knowledge, Italian research has assessed learning, and the affective

and social outcomes of the CL model, in various school subjects, while there are
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still few studies that have directly measured the effects in PE (Nicolosi et al.,
2010; Raiola, 2014; Raiola & Tafuri, 2015). These studies assessed the effects of
more complex approaches or teaching methods in PE, such as the Ecologi-
cal-Dynamic Approach and Interdisciplinary PE models. However, in these stu-
dies, CL was not the only teaching method and its effects were not directly as-
sessed, so the findings could not clearly be attributed to the efficacy of this mod-
el. The intervention study by Nicolosi et al. (2010) investigated the impact of an
interdisciplinary PE program, with lessons carried out with cooperative small
groups, in a sample of early adolescents. The intervention group’ girls had sig-
nificant time x group interactions in external locus of control, social anxiety, and
perceived social pressure, with posttest scores significantly lower than pretest
scores. Whereas the effects observed in boys were due to time changes and not
the intervention. Nevertheless, this study is useful to show how an interdiscipli-
nary intervention program can lead to an enhancement of perceived social abili-
ties in girls in an Italian PE context.

Thus, the purpose of the present study was to assess the effects of two differ-
ent teaching strategies on social skills, physical self-esteem, and physical
self-efficacy, in a sample of Italian Early Adolescents enrolled in middle school
PE class. The hypothesis is that PE lessons based on positive interdependence
between group mates in completing shared tasks will improve the participants’
social skills and physical self-concept more than traditional methodology con-
ducted through individual drills and repetition of exercises, as a means of per-

fecting skills and procedures.

2. Method
2.1. Participants

A quasi-experimental study with a pretest-posttest non-equivalent group design
was used to involve participants in this study. Class groups were maintained to
further permit a contextual and ecological analysis of game-centered approach
interventions, as recommended by Harvey and Jarrett (2014).

Study participants were 128 early adolescents (62 males and 66 females), aged
between 11 and 14 years (M = 12.01, SD = 0.50), attending the 7" and 8" grade
in three public middle schools. The middle schools are located in three towns in
the South of Italy, in the same school district, and in a similar socio-economic
and cultural context.

Participants were divided into an intervention group (n = 60; 31 males and 29
females) and a control group (n = 68). The intervention group was engaged in
PE lessons, based on the Cooperative Learning model with a focus on positive
interdependence between groupmates and interpersonal skills in completing
shared tasks. The remaining 68 adolescents (31 males and 37 females) composed
the control group, that participated in their regular PE lessons conducted
through individual drills and repetition of exercises as a means of perfecting

skills and procedures.
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2.2. Procedures

A 6-month pretest-posttest design was used to test the targeted variables. In both
the intervention group and in the control group, the assessments were carried
out before (pretest) and after the intervention (posttest). Data were collected at
school in two collective administration sessions for each classroom. The study
was authorized by the headmaster of each school and written consent was signed
by parents after a meeting explaining the study’s aims and procedures. Addi-
tional meetings were held with the intervention group participants’ parents to
explain the goals of the educational activities.

Measures were assessed by an author of this paper, who explained how to fill
out the questionnaires and guaranteed confidentiality and anonymity of res-
ponses. The students were offered the opportunity to refuse to participate in the
research project, at any time and for any reason. In every administration session,
the opportunity to clarify any doubts was provided. At the end of each adminis-
tration the correct compilation of each questionnaire was verified. A single PE
teacher followed both the groups in all three schools.

The intervention was carried out in the PE classes, during the regular Italian
PE school curriculum (two hours per week). Intervention group was involved in
two-hour sessions per week for 6 months. The PE lessons were based on Coop-
erative Learning goal structures designed by the PE teacher and the authors of
this report, using the following key elements: instruction time, management
time, team roles, and self-evaluation criteria. Working in small groups, the stu-
dents were given written detailed team sheets or task cards. Small groups were
involved in cooperative games, with a focus on positive interdependence be-
tween groupmates and specific interpersonal skills in completing shared tasks.
Each lesson addressed specific motor skill tasks and motor problem solving
tasks, adequate to the motor and technical skills of the students. At the end of
each lesson, 15 minutes were dedicated to the debriefing, highlighting positive
and critical issues and providing feedback (not solutions) on unsolved questions.
The control group followed a traditional instructional plan in PE classes, con-
ducted through individual drills and repetition of exercises as a means of per-
fecting skills and procedures and direct instruction methodologies (Metzler,
2011). Each lesson followed this structure: a brief explanation of the goals of the
lesson; a warm-up of 5 - 10 minutes with global and specific exercises; the main
part of the lesson, consisting of motor skill tasks or technique-centered tasks; a
cooldown phase was also applied at the end of the class, commonly with a free

game or a competitive sport game.

2.3. Measures

Physical Self-Description Questionnaire Short (PSDQ-S). The Italian short
version of the PSDQ by Scarpa, Gobbi, Paggiaro, and Carraro (2010) was admi-
nistered to assess the physical self-concept. The Italian short form (Scarpa et al,
2010), developed by the English validation study (Peart, Marsh, & Richards,
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2006), was obtained with 47 of the 70 statements of the long form of PSDQ
(Marsh, Richards, Johnson, Roche, & Tremayne, 1994), validated for the Italian
context by Meleddu et al. (2002). The short form, like the long one, measures
nine specific sub-constructs of physical self-concept (Health, Appearance, Activ-
ity, Body Fat, Sport, Coordination, Flexibility, Strength, Endurance) and two
global constructs (Physical self-concept and Self-esteem). Each item is a declara-
tive statement (e.g. “I am good at most sports”) in which subjects respond on a
six-point Likert scale ranging from 1 (“false”) to 6 (“true”). Cronbach’s alpha of
PSDQ reported by Meleddu et al. (2002) ranged from 0.73 to 0.89, with good
construct validity. The short form reduces the length of the original version
maintaining its psychometric properties, with coefficient alphas that ranged
from 0.77 to 0.91. The internal reliability for this study ranged from 0.65 to 0.92
for the subscales, whereas, considering the whole instrument, alphas are 0.88
(control group) and 0.85 (intervention group).

Physical Subscale of the Multidimensional Self-Concept Scale (MSCS). The
MSCS (Bracken, 1992, 1993) is composed of 150 items assessing six self-concept,
context-related dimensions (such as family life, interpersonal relationships, en-
vironmental control, emotion, academic success, and physical experience) in
subjects between the ages of 9 and 19. Each dimension is measured by a 25-item
scale, which can be administered separately. Children are asked to give their
rating for each statement on a scale of 1 (“strongly disagree”) to 4 (“strongly
agree”). For this study, we used the subscale related to the physical contexts, in-
cluding 10 reverse-scored items. The items are constructed as statements, such
as the positively-keyed items “I am an attractive person” and “I feel good about
the way I look”, or the negatively-keyed one “I'm not physically in good shape”
and “I want to change a few parts of my body” (Bracken, 1993). The Italian ver-
sion of MSCS has strong internal consistency reliabilities for the total score
(Cronbach’s alpha is 0.98) and the subscales (from 0.87 to 0.98). In particular,
the coefficient alpha in the subscale related to the physical context is 0.92. The
instrument is also highly reliable over time, with subscale coefficients ranging
from 0.73 to 0.81 (in the Physical experience subscale stability coefficient is
0.81), and a total score coefficient of 0.90 obtained by a four-week period retest
protocol (Bracken, 1993). The internal reliability coefficient for this study is 0.80
(Cronbach’s alpha).

Perceived Self-Efficacy in Physical Activity Questionnaire (APEF). The ques-
tionnaire APEF (Caprara, 2001) was employed to measure the perceived barriers
to maintenance of exercise behaviour. The APEF consists of 5 items, rated on a
4-point scale, from 1 = “very uncertain” to 4 = “very certain”. In each item, sub-
ject expresses his/her degree of certainty or uncertainty in practicing physical ac-
tivity when difficulties are encountered. The initial statement “I persist in my
intention to do exercise, even if...” is followed by 5 items, such as “...I am wor-
ried”. The measure has good reliability and internal consistency (Cronbach’s al-
pha is 0.88) (Caprara, 2001). The internal reliability for this study is 0.89 (Cron-
bach’s alpha).
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Interpersonal Adjustment Questionnaire (QAI). The Interpersonal Adjust-
ment Questionnaire for middle school students (Di Nuovo & Magnano, 2013)
consists of 23 items, in which subjects assess their level of agreement or disa-
greement on a 3-point scale (“Very”, “Somewhat”, and “Little or none” (true for
me); “Often”, “Sometimes”, and “Rarely or never”). The version for middle
school students includes four sub-scales that explore negative dimensions (or
barriers) related to self-management in social situations: social context and fam-
ily pressure, external locus of control, tendency to depression and psy-
cho-somatization. The test has good levels of reliability in all of the subscales,
with coefficient alphas of 0.82 for the tendency to depression subscale and 0.84
for the psycho-somatization problems subscale, in the external locus of control
subscale (alpha = 0.83) and in the social context and family pressure subscale

(alpha = 0.85).

3. Results

Means and standard deviations, in the intervention and control groups for all

the variables at the pretest are shown in Table 1.

Table 1. Means and standard deviations for all the variables at the pretest.

Males Females
intervention control intervention control
Variables group—CL group—instructional group—CL group—instructional
model (n =31) plan (n =31) model (n =29) plan (n =37)
M SD M SD M SD M SD
Physical self-esteem (MSCS) 3.083 0.394 2.977 0.446 2.779 0.393 2.891 0.407
Physical self-efficacy (APEF) 2.527 0.456 2.871 0.656 2.463 0.422 2.578 0.543
Interpersonal Adjustment Questionnaire (QAI)
Environmental pressure 0.403 0.358 0.403 0.340 0.457 0.438 0.250 0.295
External locus of control 0.589 0.351 0.629 0.309 0.638 0.431 0.520 0.259
Depression 0.570 0.338 0.575 0.261 0.529 0.268 0.577 0.384
Tendency to psycho-somatization 0.395 0.422 0.435 0.382 0.638 0.426 0.453 0.440
Physical Self Description Questionnaire (PSDQ-S)
Health 5.036 0.866 4.957 0.959 5.140 1.181 4.859 1.122
Coordination 4.250 0.645 4.759 0.780 4.663 1.068 4.386 1.085
Physical activity 3.511 1.176 4.625 1.094 3.233 1.397 3.507 1.326
Sports competence 4.432 0.976 5.051 0.824 4.525 1.048 4.424 1.106
Body fat 4.439 1.351 4.702 1.212 4,783 1.249 4.581 1,487
Appearance 3.261 1.119 4.304 0.809 3.850 1.215 4.086 1.013
Strength 4.220 1.211 4.536 0.952 3.433 1.416 3.900 0.978
Flexibility 3.667 1.150 4.259 1.001 4.458 1.155 4.069 1.198
Endurance 4.242 1.174 4.595 0.895 3.917 1.270 4.033 1.169
Physical self-concept 5.011 0.818 5.000 0.720 4.763 1.408 4.693 1.427
Esteem 4.644 0.779 4.714 0.824 4.800 0.809 4.812 1.032
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Student’s t-test showed that, at pretest, there were no group differences in all
variables. Repeated measure ANOVA was used to investigate whether the
changes were related to time or to the interaction between time and interven-
tion. In males, repeated measure ANOVAs detected a significant effect for Time
in Physical self-efficacy (Pillai’s Trace = 0.082 F = 4.454 p = 0.040 ES = 0.54)
with an increase in both groups due to the time. Repeated measure ANOVAs
showed a decrease in the means in both groups in Environmental pressure (Pil-
lai’s Trace = 0.112 F = 7.548 p = 0.008 ES = 0.77) and in psycho-somatization
tendency (Pillai’s Trace = 0.083 F = 5.442 p = 0.023 ES = 0.63). A significant ef-
fect due to the interaction between time and intervention was observed in only
one subscale of PSDQ-S, the Perceived Sports Competence scale (Pillai’s Trace =
0.105 F = 5.493 p=0.023 ES = 0.63), with an increase in the intervention group’s
means and a decrease in the control group’s means. In females, results showed a
decrease in the means of both groups in External Locus of control (Pillai’s Trace
=0.092 F =6.501 p=0.013 ES=0.71).

4. Discussion and Conclusion

This study examined the effects of two different teaching strategies on social
skills, physical self-concept, and physical self-efficacy, in a sample of Italian Ear-
ly Adolescents enrolled in middle school PE class. The initial hypothesis was that
PE lessons based on the CL model will improve the participants’ social skills and
physical self-concept more than traditional methodology. Findings showed posi-
tive effects of the intervention in boys, only for perceived sports competence
subscale of PSDQ-S. Related to the duration of the study, other positive effects
observed in both groups were an increase in physical self-efficacy and a decrease
in perceived environmental pressure and tendency to psycho-somatization. In
girls no significant changes arising from the intervention were detected. A posi-
tive effect due to time was observed in external locus of control.

These results reflect the difficulty of producing changes in physical self-concept
dimensions through educational interventions as highlighted by Lindwall and
Lindgren (2005), but also the difficulty in delineating contents and method of
physical education programs. As numerous studies have shown, physical
self-concept tends to be stable and resistant to change, once its dimensions have
become settled. Further experiences in sport and physical activity contexts,
which are conflicting or not coherent with their body image, will not be easily
accepted (Navarro-Paton et al., 2018). Therefore, a positive increase in physical
self-concept in childhood and early adolescence, from teaching PE with a CL
model, should be considered by educators and PE teachers in their educational
practice. In order to prevent a decline in physical activity in adolescence an ex-
tension of the school PE with extracurricular activities is needed. Physical activi-
ties outside of school PE should be offered, offering adolescents the opportunity
to discover their personal interests. Enabling choices among various sports and
physical activities can broaden knowledge and information regarding physical

activity practices.
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The intervention consisted of a CL model, in which boys found the opportu-
nity to express their skills through physical performance. On the contrary to a
previous study by Nicolosi et al. (2010), results indicated lower scores in per-
ceived psychological barriers in peer relationships, but in an interdisciplinary PE
program that integrated PE with math using a CL model. After the intervention,
girls perceived themselves as less stressed by social and physical contexts and felt
more confident with others. Furthermore, girls’ posttest scores were higher than
pretest in self-image. A combination of both teaching strategies (interdiscipli-
nary PE and CL model) would seem more suited to bringing about a change in
girls. As noted by Harvey and Jarrett (2014) in their review, research results of
hybrid studies using multiple pedagogical approaches (e.g. CL model with
Teaching Game for Understanding) were positive. This suggests that multiple
pedagogical approaches could be used to enhance teaching and learning
processes, but there have been few studies combining Interdisciplinary and Co-
operative Learning in the Physical education context (Nicolosi, Sgro, & Lipoma,
2016).

Several limitations have been discussed. Firstly, this research involved stu-
dents in their PE class. An additional extra-curricular intervention would be ad-
visable to observe more effective results. This program should involve only vo-
lunteers and allow participants to choose among different activities. Secondly, a
more effective involvement of PE teachers would improve the researcher’s ef-
forts in carrying out the educational activities. PE teachers could be engaged in
preliminary training and also be engaged in the intervention. Further studies
could investigate the mechanisms underlying the relationship between exercise
and physical self, in different populations by age, physical activity levels, and
educational context. To make significant and lasting effects on physical
self-concept and socials skills, the PE curriculum could be modified using a
mixed methodology of interdisciplinary PE and CL model. From an applied
perspective, an interdisciplinary educational intervention could stimulate stu-
dent motivation through cooperative and problem solving-based learning, using
movement as an educational tool, and offering a new way to experience the PE
settings. Moving away from a teacher-directed and a competitive model towards
a student-centered pedagogy takes time, effort in adaptation, and critical reflec-
tion. Professional development programs must provide training in a variety of
teaching models and practices (Ovens, Dyson, & Smith, 2012). Educators and
practitioners should be aware of the multidimensional nature of physical activi-
ties and their many educational possibilities when designing programs to en-
hance an integrated development of self. To support this change, university re-
searchers should work with teachers on their professional development to pro-
mote multiple pedagogical approaches that fit the psychological and educational
needs of their students in a “good enough” way, being a “good enough teacher”
(Reid, 2019). Facing the complex settings of ongoing schooling implies con-
stantly finding a balance in knowledge and teaching skills, the context in which

they teach, and recognizing and meeting the needs of their students. In this
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sense, researchers and teachers should reflect on their practice with the goal of

promoting lifelong physical activity and psychological wellbeing.
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