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ABSTRACT

Ho Soo Fern, 2013. Implementation of a Social amb&onal Learning Programme in
Physical Education: A Teacher’s Action ResearchlitMaster’s Thesis in Sport and
Exercise Psychology. Department of Sport Scieridasjersity of Jyvaskyla. 65 p.

The importance of Social and Emotional Learningl(Skas been widely studied and
its impact on the holistic development of youtimidisputable. The teaching of social
and emotional skills through Physical Education)(REa pertinent context though it
remains an under-explored domain. This study ainasltress the gap by offering
insights into the educational process of implenmené socio-emotional skills
intervention programme in PE, encompassing sociotiemal competencies of impulse
control, effective communication, empathy and bénavmanagement. The study was
conducted using a qualitative action research stasly approach. Data was collected
from researcher’s journal as well as semi-struckuméerviews with PE teachers and
pupils. Results from inductive content analysisesded that Social and Emotional
skills, like motor skills, had to be explicitly tglat, modelled and practised in order for
mastery to occur. In addition, facilitative teaahstyles with an affective focus
enhanced the teacher-pupil relationship and lgulipdls’ perception of a positive
school experience. Finally, this study also shedesbght on the need for adequate
support in teachers’ pedagogical knowledge, ressuand training in carrying out a
SEL curriculum effectively.

Keywords Social and Emotional Learning; Physical EducatiortjokcResearch
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1 INTRODUCTION

The importance of Social and Emotional Learningl(Sttas been widely studied and
its far reaching impact on the holistic developmanthildren is indisputable. With the
main focus of today’s education on preparing th&dbr survival in the future, it is no
wonder that the growing interest of educationaticutum reforms have shifted their
attention to developing competencies that equigcktile with ‘soft skills’, as much as
academic skills and subject content knowledgeetent years, great attention has also
been paid to these skills in the workplace andaiety as a whole (Collaborative for
Academic, Social, and Emotional Learning [CASELQQ3, 2012).

Gardner (1983) first developed the idea that beitejligent takes many forms,
including being intelligent about our own emotidimgra-personal intelligence) and
those of others (interpersonal intelligence). Gaar(1996) introduced the term
“emotional intelligence” and made it popular thrbugs book on the subject, and
argued that emotional and social abilities are nidftaential than conventional
intelligence for all kinds of personal, career @otool success. This has supported, if
not prompted, the case for schools to focus on i&lrder to provide for an education
that will bring about positive development in yagitand in building an effective

society.
1.1What is SEL?

SEL is a process for helping children and eventadidvelop the fundamental skills for
life effectiveness. These skills include recogrgsamd managing our emotions,
developing caring and concern for others, establispositive relationships, making
responsible decisions, and handling challengingasitns constructively and ethically
(CASEL, 2003, 2012). They are the skills that alldvildren to calm themselves when

angry, make friends, resolve conflicts respectfudlyd make ethical and safe choices.

The Social and Emotional Aspects of Learning (SE&Ujdeline rolled out in schools
in the United Kingdom defines SEL as skills of mmakpositive relationships with other
people, of understanding and managing ourselve®andwn emotions, thoughts, and
behaviours (Department for Education and SkillsHSJ, 2005, 2007).

Zins and colleagues (2007) define SEL as the psotesugh which children enhance

their ability to integrate thinking, feeling, andtmaving to achieve important life tasks.



Those competent in SEL are able to recognise amageatheir emotions, establish
healthy relationships, set positive goals, meetgaal and social needs, and make

responsible and ethical decisions.

The importance of social and emotional learningyfmwth has been well documented in
the literature. Such learning has a critical rolémproving children’s academic
performance and lifelong learning (Zins, Weissb&vgng, & Walberg, 2004). It is not
unusual a phenomenon that students' daily expesese filled with emotions such as
frustration, loneliness, enjoyment, and interesinée, social and emotional skills are
becoming increasingly crucial as young people thffeeult challenges at school and in
their personal lives. Furthermore, research ind#tat psychologically competent
young people are likely to avoid high-risk actegithat can have dangerous

consequences for their health and well-being (Resgiell, & Elias, 2002).
1.2 The impact of SEL

SEL programmes have permeated schools in curricalading Special Needs
Education, Conflict Resolution Education and ChimaEducation. One of the most
discussed characteristics of SEL is its impactaadamic performance. Studies have
found that SEL promotes young people’s academicess; health, and well-being at
the same time preventing a variety of problems siscalcohol and drug use, violence,
truancy, and bullying. In other words, SEL improgasdents’ positive behaviour while

reducing their negative behaviour.

A meta-analysis recently conducted by Durlak arsdchileagues (2011), revealed that
students who receive SEL instruction had more pesiéttitudes about school and
improved an average of 11 percentile points ondstatized achievement tests
compared to students who did not receive suchuatstm. In addition, the study also
concluded that school-based programmes are mestietly conducted by school staff
(such as teachers or student support staff), itidgcéghat they can be incorporated into
routine educational practice. The magnitude angesod these results suggest that SEL
programmes are among the most successful youtHegewent programmes offered to
school-age youth (Durlak, Weissberg, Dymnicki, Day& Schellinger, 2011). Longer
term contributions of SEL can be seen in its paaétd prepare young people for

success in adulthood since it teaches them hoettarsl achieve goals and how to



persist in the face of challenges, the very skilig today’s employers consider
important for the workforce of the future (CASEIQO5).

Other studies conducted by Wang and associate3)1®9nd that social and emotional
factors were among the most influential factorstudent learning. Particularly high-
ranking social and emotional components includadstbom management, parental
support, student-teacher social interactions, sbelbavioural attributes, motivational-
affective attributes, the peer group, school celtand classroom climate. They suggest
that directly influencing the psychological compotseof learning is an effective way of
changing how much and how well students learn. @lfieslings correspond to the
understanding of the fundamentally social natureafming, and the growing
knowledge base on how emotions affect cognitionlaaching. It has been well-
established, for instance, that the learning amdting neurological development of
infants occurs through social interactions withrtiearegivers (Shonkoff & Phillips,
2000), and young children primarily learn througipleratory play with other children
and adults (Bransford, Brown, & Cocking, 1999; R&i999; Isenberg & Quisenberry,
1988). Likewise, children who succeed in schooleargaged in active social and
intellectual interactions with their peers and tess; are active participants in learning
rather than passive recipients of knowledge; ale tbcommunicate effectively and
ask for help when needed; and are able to workiwelboperative learning groups
(Salovey & Sluyter, 1997). SEL programming in sdea@n help students develop
these social capacities, as well as develop theienad resiliency to manage emotions
that interfere with learning and concentration, smgersevere in the face of academic

setbacks and challenges.

Research clearly demonstrates that social and enabtskills can be taught through
school-based programmes. And thus schools haveitiestified as a highly effective

setting for such skills to be taught.
1.3 SEL in the Singapore context

SEL is viewed to have impact on two main areasaratter and citizenship (Ministry
of Education, Singapore [MOE], 2009). SEL in Singagschools has been one of the
key programmes in the whole school curriculum fr2005 to 2011. The SEL
framework has been put in place to inculcate vadunesbuild competencies in pupils.

Currently it is embedded in the umbrella framewofrkhe newly initiated Character



and Citizenship Education framework (MOE, 2012)jckiwill be rolled out in primary
and secondary schools from January 2014. Accotditige guidelines for all schools as
laid out by the MOE, character refers to valuesifeated in life, with social &
emotional competencies as its vehicle for manitestaFor example, to demonstrate
the value of responsibility, the person needs ttwgosemotional skills of self-

management, such as impulse control and resporggbision making.

Social and emotional competencies help a persbe #ogood citizen, who contributes
positively to civic life. He/She is personally asakcially responsible in his/her
behaviour, which requires the application of al #Hocio-emotional competencies. As a
responsible citizen, he would take care of hisgeakhealth, which is enhanced with
socio-emotional skills. For example, Self Managensenl Relationship Management
skills help a person to manage stress better, happier relationships, and lower his
risk for stress-related illnesses like ulcers, depion or psychosis. Thus he can enjoy
better physical and mental health. For childrenymghs, being a good citizen means
doing as well as he can in his studies. Socio-enaticompetencies help students to
achieve his academic best. For example, self-mamageskills like impulse control

and stress management help students to finishuloek first before play. It also helps
them to deal with negative emotions like anger amxety, so that they can concentrate
better in class and in their work. Relationship agement skills help students to reduce
interpersonal conflicts that result in negative &ors. These skills also enable students

to be more effective in obtaining the help theychem others for their studies.

For an adult, being a good citizen includes beigg@d worker. This means being
equipped with skills that would enable him to beptayable and productive. The
Workforce Development Agency of Singapore listsththree skills: problem-solving
and decision-making, communications and relatignsiminagement, and, self-
management — among its Top Ten Employability Skllsthese are Socio-emotional
competencies (MOE, 2009).

1.4 The link between SEL and Physical Education) (PE

The notion of life skills development through spagotesent a platform for school to
integrate SEL teaching into the PE curriculum. Iskdls have been defined as internal
personal assets, characteristics and skills sugbassetting, emotional control, self-

esteem, and hard work ethic that can be facilitatedkveloped in sport and are



transferred for use in non-sport settings (Goul@&son, 2008). Life skills can be

behavioural (communicating effectively with peensladults) or cognitive (making
effective decisions); interpersonal (being asseytor intrapersonal (setting goals)

(Danish, Taylor, Hodge, & Heke, 2004).

Positive youth development is another term useberliterature that focuses on the
promotion of any number of desirable competenciesutccomes in young people. Such
competencies include becoming a caring individdaleloping a general sense of self-
worth, having a positive future orientation andtéag how to adapt to different
educational and working environments (Carnegie @@ton of New York, 1995). In
the sports setting, positive youth developmentides learning positive health habits
and becoming physically fit. A study that examirleel outcomes of using and learning
social and emotional skills in sport and PE corsténts shown increases in social
responsibility, goal knowledge, and social intes¢Brunelle, Danish, & Forneris,
2007). So, how can PE serve as a good platformctddating SEL? As Hodge (1989)
puts it, character is taught, not caught througirtsiport and PE, then, serve as a
highly desirable backdrop for teaching life skiltsyoung people because it is an
activity in which skill development is the norm abelcause it is one that society values,
children and youth are motivated to engage in,@rethat provides clear results for
hard work and effort.

Further, social and emotional skills have a paldicimportance for both the teachers
and students of PE. Socially and emotionally coenpebehaviour helps to create a
supportive learning atmosphere, positive experigarel enjoyment, which are
important goals and means in PE classes (Lintun&udsela, 2007). Students who
have received positive experiences and enjoyment #E have a good foundation for
the practice of lifelong exercise activity. In afiloh, because PE classes are action
oriented, they provide a lot of interaction and+da situations that teachers can
capitalise on. Hence, the nature of PE lends itetibly for addressing SEL.

Indeed, life skills do not inevitably emerge fronemaly participating in sport. Effective
programmes and approaches are typically sequeactde, focused, and explicit.
CASEL (2005) recommends a sequenced set of aesuiti achieve skill objectives,
using active forms of learning and including asteane programme component focused

on developing personal or social skills. And figa#xplicitly targeting particular



10

personal or social skills for development. Therefar well-conceptualised programme
is essential to ensure effective delivery of an 8Htriculum, particularly in the PE

context.
1.5 Addressing teacher capacity

In the education process, teacher effectivenebgisrucial link between a relevant
curriculum and achieving desired outcomes. As diyealdressed in the earlier section,
life skills do not inevitably emerge from merelyrpeipating in sport (Gould & Carson,
2008). The teacher, thus, plays the central roknddctive agent in the conceptualising,
creating, and in delivering a curriculum (Paris93p In creating a relevant curriculum,
the teacher’'s own values, beliefs and goals comoepiay. Conceptualisation of
curriculum knowledge involves knowing what to teactd how to teach it. A relevant
pedagogy needs be considered, involving teachmategies, content, materials and

method.

In the process of curriculum making, the valuehef teacher’s critical reflection must
not be overlooked (Dewey, 1933). Reflection, asethad of inquiry into teaching, is
inquiry into pedagogy and curriculum, the underyassumptions and consequences of
these actions, and the moral implications of tted®ns in the structure of schooling
(Liston & Zeichner, 1987).

Particularly in the Singapore context, where thecation system is one that is
continually seeking improvements and changes tosvagidvant developments in
schools and the nation, a crucial success factanyaeducational paradigm is the
teacher (Ng, Lan, & Thye, 2004). It was propodet Bingapore needs reflective
teachers who can continually reflect upon their gnactices to find better ways of
teaching as well as maintain their purpose anctime amid a sea of changes. It was
also highlighted in their study that not only shih# teacher reflect critically on
education policies, he or she needs also to caltinseek to educate the students better

and in more holistic ways.

Another critical aspect of teacher capacity ndidmeglected is the development of the
teacher’s social and emotional skills. If a teadheo teach particular skills, he or she
must first and foremost exhibit these skills. Tineg only allows the teacher to be a role

model for the students, it also increases theadjiof teaching such skills. Schools



11

involved in promoting SEL have found that improvstgff social and emotional skills
has a positive impact on pupil learning and behav8EAL, 2010). Teaching is based
upon social interaction and effective learning, sathing requires high levels of skill.
This is of particular importance when the focuseaiching is on the social and
emotional skills themselves. Staff will need soeiati emotional understanding and
competence so they have the confidence to modelodstrate and coach when
teaching these skills to pupils. Students devetopt®nal skills when teachers plan to
include them and model the behaviour for the stteddmke motor skills, social and
emotional skills must be practised. Therefore, reacentred, action-oriented teaching

and learning methods should be considered.
1.6 Theoretical framework

A learner-centred approach will be taken in thislgt The Cognitive-Social Learning
Model of Social-Skill Training (see Figure 1) prdes the theoretical framework for
this study. This humanistic branch of psycholodgims that Social skills training
literature states goal as helping pupils to acquorecepts of socially appropriate
behaviour (Ladd & Mize, 1983).

Figure 1: A Cognitive-Social Learning Model of Saleskill Training

Training objective Training procedure
Enhancing skill A. Establishing an intent to learn the skill concept
concepts Providing an advanced organiser

Stressing the functional relevance of the concept
B. Defining the skill concept in terms of its attribat
Conveying concept meaning
Identifying relevant and irrelevant attributes
C. Generating exemplars
Identifying positive and negative exemplars
D. Promoting rehearsal and recall of the skill concept
Encouraging verbal rehearsal
Establishing a memory code
E. Refining and generalising the concept
Correcting misconceptions
Identifying alternative applications
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Promoting skill A. Providing opportunities for guided rehearsal
performance Requesting overt skill rehearsal

Conducting rehearsals in a sheltered context

B. Evaluation of performance by the instructor
Communicating performance standards
Providing feedback about the match between
standards and performance

C. Fostering skill refinement and elaboration
Recommending corrective action including concept
reformulation and skill modification

Fostering skill A. Providing opportunities for sedirectrehears:
maintenance/ Skill rehearsal in a serious of contexts that
Generalisation approximate real-life situations

B. Promoting self-initiation of performance
Encourage skill usage while withdrawing
performance cues or aids

C. Fostering self-evaluation and skill adjustment
Self-appraisals of skill performance
Self-monitoring of skill outcomes
Adoption of nondefeating self-attributions and
affective states
Use of information from self-monitoring to modify
performance

According to this theoretical framework, childremrh a concept or cognitive
representation of behaviour(s) from informative eng@nces such as observing a model
or listening to verbal instructions. On subsequetiasions, the learner may use these

concepts as patterns or representational guidggeféormances (Ladd & Mize, 1983).

As outlined by this cognitive-social learning franak, principles of skills learning
and behaviour change may be translated into th@afimlg training objectives: (a)
enhancing skill concepts, (b) promoting skilful feemance, and (c) fostering skill
maintenance and generalisation (see table 1).raimertg procedures are defined as:
Instruction (model or verbal — language-based matdion and demonstration),

rehearsal, and feedback.

And according to the works of Klausmeier (1992}rinstional strategy utilising a
combination of instruction, rehearsal and feedbackide the following basic steps for

skill enhancement:

i) Providing a purpose and explanation for learnirgggkill or concept

i) Identification of relevant and irrelevant altutes of the concept
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iii) Use of exemplars or nonexamplars to prevemra@and under generalisation
iv) Rehearsal and recall of the concept to faddincoding and retention

v) Feedback is given to the learner to foster ustdading and skill application

Life skills are indeed skills, and like physicallisk they are taught through
demonstration, modelling and practice (Danish &;14981). Cooperative Learning
methods (Kagan, 1994) will also be utilised in dediting instructions within the

curriculum of this study.

Indeed the incorporation of SEL in PE remains ashetrexplored domain. Thus, a
teacher-driven curriculum that focuses on lifelskileing taught in PE can lead to
outcomes that meet national objectives and havefiignt positive effects beyond the
sphere of the school. The potential of SEL havipgcaiound impact on the

enhancement of the workforce in the long run isamiable.

In this regard, the teacher plays an immense nolkea classroom. Philosopher and
Educational Reformer John Dewey (1933) prescribedotoneering viewpoint that the
classroom is a democratic community, and believkatators should be skeptical of
teaching and be concerned with reflection and iwmgmeent. Kurt Lewin (1947) further
refined this as the Action Research process thausal in addressing social change
issues and making social improvements. He emplthiseneed for collaboration and
group inquiry in collecting information about sddisues and developing action plans
to solve these social problems. To put things éngthool context, Richard Sagor
(2000) proposed that the goal of action researdbd¢csunderstand what is happening in

the school or classroom and to determine what nigptove things in that context.

According to Stringer (2004) the systematic proesss action research extends the
teacher’s professional capacities, bringing fortiesof tools that enhance general
classroom planning. They also enable educatorddeeas significant problems in the
classroom that are beyond the teachers’ existiofgpsional know-how. Furthermore,
the action research process of inquiry is suitédslgeneral classroom purposes, but is
particularly relevant when educators face long-teteep-seated problems signaling a

need for significant changes to current practicggraegrammes.
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2 PURPOSE OF THE STUDY

The purpose of this study was to examine and peoaidetailed description of the
process of implementing a SEL programme in PE filoenteacher’s perspective. To
this end, a set of socio-emotional skills teachiggpurces were created, which also
served as pedagogical tools for the PE classroalditiénally, it was hoped that
through this inquiry, ideas for future interventsaargeting the SEL curriculum could

be developed.
The aims of the study were streamlined as follows:

I) To design and implement a SEL intervention tigto&E, and to evaluate the

educational processes of the intervention
i) To understand pupils’ experience in class withuch a curriculum

iif) To uncover the factors influencing an effeei8EL programme
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3 METHODS
3.1 Research design and role of researcher

Action Research was chosen for this study as dipahprocess to systematically look
into the prevailing educational issues and makeavgments within the context of the
study. The teacher-researcher acts as a catalgstaitaborative effort to develop a best
practice in teaching Socio-emotional skills in Bt classroom. There is great value in
the teacher-researcher engaging in a qualitatudyghat harnesses the advantage of a
practitioner’s perspective of methods and processesalso of importance to the
researcher to document her own practice with threadichanging her teaching, and

enhancing her own learning in the research jou(Aeyanda, 2007)
3.2 Participants

The study was carried out in a secondary schoBingapore. The school was chosen
because SEL is a school-wide focus in this schbelschool has an over-arching
Student Development Framework that encompassescextemic learning focus such
as Life Skills, Character Education, Career CouimgglCo-curricular Activities (e.qg.
Sports Clubs), to name a few. Hence, the profilthisf school was a very good fit for
the study. Participants were students of a Secygr@ae class, aged 12 to 13-years at

that time. The class enrolment was 40, with 1Zgirid 28 boys.
3.3 Procedure

The study was conducted in August 2012 over fowgksen 4 1-hour periods. A unit of
4 lessons was designed and developed using literahd resources in conjunction with
the school’'s SEL Framework and Student Developr@amticulum, so as to align all
lesson focus to the school’s instructional objexgivas well as National outcomes (see
Table 1). The lessons were conceptualised and iseghio relate specifically to the
progressive development of SEL from “managing &1& $o “relating to others”. The
unit also sought to employ key features of PE imaaner that would facilitate the focus
on SEL, such as playing in a team, effective comoation and social group skills in

general. The action-oriented nature of PE lenadfissiitably to facilitate SEL.

Table 1: Alignment of intervention objectives wjrevailing Ministry and School

Learning Outcomes
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Lesson 1 Lesson 2 Lesson 3 Lesson 4
SEL Core Self- Social Social Relationship
Competency Management  Awareness Awareness  Skills
Lesson Effective “Conflict
Objective Impulse Control Communication Empathy Resolution”
Technique / The “Silence”  Affirm and Perspective “Stop-Think-
Tool Sign Encourage Taking Do”
School’s .
« R “Helping
Student S_tart"the Class BU|Id|E’1g Others” | “Teamwork”
Development Right Bonds ) —
. Bullying
Curriculum
Caring in
School Values Excellent in Caring in Action / Noble in
Endeavours Action Noble in Character
Character
C201E Self-Directed Confident Concerned Active
Learner Person Citizen Contributor

According to the Secondary One PE Scheme of Workgthe period of the

intervention, Basketball would be taught. The tviibtBachers of the class took care of

the PE focus while the researcher, as co-teaatmurséd on teaching the specific SEL

competencies identified for that lesson within filzenework of the PE curriculum.

3.4 Methods of data collection

Data were collected pre-intervention, during thterivention and post-intervention.

Data included field notes from observation, reflatdiaries after each lesson,

interviews with PE teachers, interviews with pupéls well as pupils’ reflection

worksheet.

In the pre-intervention phase, the content of the frogramme was agreed upon with
the two PE teachers of the class. Initial contatt We class took place one week prior
to the intervention. Observations were carriedasutesearcher watched the regular PE

lesson for the class on two occasions and notel@sts’ behavior during this time.

1 C2015 is a vision articulated by MOE,“&trong Fundamentals, Future Learnings;to guide the design of future curriculum in
ensuring that a strong and broad-based foundatitaid for all students and sufficient room is pd@d to meet diverse student
needs, so as to prepare and develop skills andseti®ith students for life and work in the 21st agnt
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Besides giving herself the opportunity to be faanilvith the setting and context of the
intervention (Stringer, 2004), the researcher Inéehded for these observations to also
serve as a foundation for building rapport andttriesallow the students to be familiar
with the researcher’s presence in their midst (Tip@@03). Researcher also took the

opportunity during this time to introduce herseitlaexplain her purpose.

In the intervention phase, the 4 SEL lessons wenelucted. The following were the

lesson focus of the SEL programme:
1. Self-Management: Impulse controtSetting the Class Tone”
2. Social Awareness: Effective CommunicatiotA#irming and Encouraging”
3. Social Awareness: EmpathyPerspective Taking”
4. Relationship Skills: Conflict Resolution*"STOP-THINK-DO”

In this phase, the researcher noted down all thsuggelings and perceptions about the
whole lesson proceedings immediately after eadotessuch as pupils’ behaviour, and

researcher’s perception of pupils’ attitudes towata lessons.

In the post intervention phase, the researcheiruged to record her thoughts in the
diary, focusing on self-evaluation. These refletsiovere handwritten immediately after
the session, to capture accuracy of insights flearécency of recall. This would help
in tracking the researcher’s thinking and judgentieat led to subsequent decisions
(Coughlan & Brannick, 2010). Additionally, the eascher conducted semi-structured
interviews with the PE teachers and students, dsaw@athering student reflections.
The teachers were consulted after the interverthimugh informal conversational
interviews. Their responses were written down iterform as they were spoken, to get
as best a verbatim record as possible. Each iet@rasted between 20 to 30 minutes.
After each lesson, unstructured interviews were&giout with two to three random
pupils at a time. Where possible, the interviewsenmnducted immediately after the
lesson so that pupils’ immediate reflection of wiat happened could be obtained
since the experience would still be fresh in theimds. Besides, the pupils’ non-verbal
signals and their emotions could be observed, imf@nmal setting. (On occasions
when the pupils could not be reached immediatdbr @lass, they were spoken to after

school on the same day the lesson was conductaefsikey to the researcher to gather
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information about phenomena or pupils’ experientea,non-threatening manner
(Corbin & Morse, 2003). A general guide to the mtew topics included how the
pupils felt about the lesson, what they had ledmoiy they had felt about their
classmates, what they liked about that day’s leasmhwhat they would like to change
about the lesson, if they could. These interviemdd offer insights into pupils’
enjoyment, level of self-awareness and their pdicepf the lesson experience. At the
end of the 4-week intervention, pupils responded worksheet recording their
perception, their feelings about the programme elsasg their perspective of their own

learning (Appendix 7).
3.5 Data analysis

Inductive content analysis was used to interpretdta. A thematic analysis of text
resulted in the identification of themes and majeas (Trochim, 2006). The collected
data was examined thoroughly in order to sift augrarching themes and underlying
topics. Researcher’s field notes and diary were elissely examined to find reflections

and quotations that would support the themes (abéeT2).

Table 2: Overarching themes from the data analysis

Main Curriculum Teaching Learning Teacher’s
Themes Issues Styles Climate Pedagogical
concerns
Sub An explicit SEL  Facilitative The case for Teachers need to
Topics curriculum styles_ of pupil- have the skills to
showing care centredness teach
The “Hidden” and concern
curriculum Creating a safe Support for
Focusingon  learning training and in
the affective ~ atmosphere teaching resources
domain

3.6 Ethical issues

Permission had been granted from the Principdi@ithool for this study to be
conducted. The school had given the researchiilitsupport to integrate her
programme in the regular PE curriculum. Prior t® ititervention, participants had been
briefed about the study, informed consent formsvssued and participant
confidentiality was assured. Researcher had alligede code of conduct for teachers

throughout her stay in the school. There was alsoyeeffort to safeguard the
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anonymity and integrity of the school and not tadwertently implicate or harm the

reputation of the school as a result of the study.
3.7 Strategies for validating findings

In an effort for prolonged engagement, direct oletons were first conducted of
pupils in their normal lesson setting so as tovalloe researcher to familiarise herself
with the context and to gain some trust and rapijpom the participants before the
intervention. There is also attempt to provide titisd description of the intervention
process in order that the study may be repeatadather setting or context.
Triangulation was achieved via the use of differaethods and from different sources.
Data had been collected from multiple informantd took various forms. The
researcher’s diary served as a “reflective commmghtaincoln and Guba, 1985) while
other data took the form of interviews and reflees from participants. Additionally,
the researcher had frequent discussions and deldh the PE colleagues throughout
the intervention to share with them her observati@mmd findings, thereby accounting
for different points of views and extending monestworthiness to the study. The
colleagues were also acting as ‘sounding boardhduhe intervention to help curb any
preconceived bias on the researcher’s behalf. lFjmakmber checking was done by
sharing the findings of the study with the PE cdlees interviewed for verification of

truthfulness.
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4 RESULTS
4.1 Description of intervention

A SEL programme consisting of 4 progressively depeiental lessons were carried
out, designed in accordance to CASEL'’s descrippioB8EL competencies. These
lessons were planned in alignment with the scha@oid the ministry’s learning

outcomes. The following were the lesson focus e@SEL programme:

1. Self-Management: Impulse control — “Setting thassITone”

2. Social Awareness: Effective Communication — “Affing and Encouraging”
3. Social Awareness: Empathy — “Perspective Taking”

4. Relationship Skills: Conflict Resolution — “STOMINK-DO”

4.2 Teachers’ perception

Insights into PE teachers’ perception of SEL witRi were gathered and grouped in

themes, as presented in Table 3.

Table 3: Main themes in teachers’ interview

Themes Quotes
SEL as an explicit “All form teachers have to go to class to conduiets§
curriculum Interaction and Pastoral Care period. We follow the

lesson package as a guideline what to teach.”

The implicit teaching of “Every lesson there is bound to be teachable manent

SEL that we can use as example or to teach social enaoti
skills and values. The teacher must recognise these
moments and seize the moments....this is more

powerful.”

Implementation issues “Not every PE lesson you have a lot of time to keac
SEL specifically.”

Resource and pedagogical “In NIE there was no specific training how to teach
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concerns social emotional skills...we pick it up when we start

teaching...or through experience.”

“Sometimes we watch the older teachers, the good

teachers...we also learn from them.”

SEL as an explicit curriculum

Both PE Teachers interviewed shared that Socio-Emaltskills were not taught
explicitly in their PE classes. The SEL curriculofithe school was a separate entity
under the school’s Pupil Development Curriculumnieavork, and was typically
addressed and taught in the classroom by form ¢éeadi the class. Such ‘Class

Interaction’ times occurred twice weekly, with egugriod lasting 1 hour.

Although there had not been any deliberate teacbfif8EL for PE, both PE teachers
perceived it to be plausible to infuse SEL objexdiinto PE lessons. They recognised
that there are socially responsible behaviours asatthical thinking or sportsmanship
that can be taught explicitly via the PE setting] ¢hese are skills that are necessary for

pupils to learn and hopefully apply in their ddife.
The implicit teaching of SEL

Both PE teachers interviewed believed in the valu8EL and its contribution to
pupils’ development & growth. But they felt thatthcould not be totally sure that they
would achieve the teaching of SEL explicitly in sv®E lesson. They deemed teaching

SEL implicitly as more probable.

One PE Teacher felt particularly strongly that @ipteaching of SEL should not be the
only way for students to learn social and emotiahéls. One reason he cited was
implementation considerations like time constraiithin the PE lesson (which will be
addressed in the next section). The next reasonthaasince SEL is already being
taught separately in the classroom (as mentionededtihe PE teacher might be
duplicating what had been addressed by the class Feacher. However, the most
critical issue he offered was that teaching liféskor ‘soft skills’ is sometimes most
effective when the teacher seizes a ‘teachable mbmeany point the teacher deems
fit during a lesson and captures the socio-emotieaaning at that moment in time. He

offered an example of foul play during a game tkatilted in 2 teams in conflict. The
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teacher could at this point interrupt the lessoartest the issue and engage the whole
class in a discussion on concepts of fair playpigefesolving the conflict and showing
to the pupils the proper behaviour (e.g. how ormiteapologise to each other) when
tension or potential conflicts arise. In such rigalsituations, pupils would see the
relevance of the skill and in their opinion sucmanner of teaching and learning is
more impactful and powerful. Therefore, this teadb# that SEL can be reinforced
during PE and not necessarily be taught expligitithe PE setting. So, having a set
structure to teach SEL is good, but social and &mal skills teaching is also about the

teacher’s ability to respond to situations and tr@acordingly in the right moment.

Another interesting opinion raised about the dejivef an SEL programme was that the
presence of a fixed structure or SEL lesson plamace is no guarantee that learning
will take place. It might be more helpful to allagachers to harness their own
creativity to design their own plan or even to decivhen they would teach SEL
deliberately or when to teach it implicitly. Furtheore, structures can sometimes be
restrictive and limiting to a teacher’s inventivesand initiative. Teachers who are
quick-thinking or creative can easily seize the reotrand address SEL on the spot. So
the effectiveness of SEL teaching rests on theegsabnalism of the teacher and not

really the presence of a structured plan.
Implementation issues

The instructional strategy to the teaching of ddmgdnavioural skills (explaining /
modelling / role-play / practice) tend to take opd instruction time (vs. play time).
Due to the limited time, there might not be enotigte left for the PE Curriculum

proper.
Resource and pedagogical concerns/knowledge

In the National Institute of Education (teacheimirag) the affective domain in PE is
emphasised as a key lesson objective in Practicemehing lesson planning, but PE
teachers are not explicitly trained in teaching @achers, especially beginning teachers,
who had not taught SEL/ life skills before may kobw how or where to start. This
however, was deemed not a big issue, as begineaupérs can learn on the job,

through experience, and also to learn from peensaye experienced colleagues.
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One PE teacher said that if teachers went foritrgjrit would be helpful to pick up new
skills, but then again, it is not about the amaafritaining, but also the teacher’s own

sensitivity and alertness to pick up situationthay arise.

One PE teacher said that when he watched me té&glcth8 could learn from me.
Because my style was very different from his. Herfey lessons were more structured,

while his SEL focus in PE was more ‘accidentalrthiacidental’.
4.3 Pupils’ perception

Insights into participants’ perceptions came tbtlifjom this set of data. The main

themes are in Table 4.

Table 4: Main themes in pupils’ data

Themes Quotes

Lesson enjoyment “Very fun, can play with friends.”

Identification of skills “We learn respect.”

learnt S )
“Teamwork and communication is very important.”

Comments about the “She never scold us.”

teacher . .
“She is very nice.”

“She explains to us clearly, but sometimes heranation

is very long.”

Lesson enjoyment

It was very heartening to learn that studentsrfigiiessons were fun and enjoyable.
Although they also felt that the lessons were sonest boring when explanations were
long. Additionally, pupils were also worried thah@&never the teacher “talked a lot”, it
would mean that their playing time would get redijand they did not like that to

happen.
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Pupils recognised that they had learnt other thivegsdes sports during PE, such as
communication. The lesson on giving encouragenefhaldeep impression on them.
They felt that some skills (e.g. communicationht@ark) were also taught by other
teachers (e.g. their form teacher) during classaution time (where school values are
addressed) although the teacher did not teackeisdme way, and the skills in focus

were slightly different.

What the pupils liked best about PE was that tley@play with classmates. In Lesson
3 (Empathy and Perspective taking) whenever thehtgachanged players in the team,
they would initially feel a little uncomfortable thithe new adjustment, but then they
would subsequently feel it was ok because the gaowutd become better, (at least not
the same team who kept winning) and they couldtfeekituation becoming more fair

as the player strength got more balanced.

The pupils liked that the teacher did not get aragrg (or keep) scolding the class. For
instance when the class took a long time to sdtien, the teacher did not lose her
temper, whereas some teachers would keep scoliinglass and wasting time or then

not teach anything, but only scolding...which theg dot appreciate at all.
Identification of skills learnt

Some things the pupils said they had learnt — denfie, respecting each other,
teamwork, how to communicate, punctuality, fairpegp®rtsmanship, not losing your
temper when angry. They also mentioned thingsligtening to the teacher when she is
teaching the class how to play. And they learnt kmpraise friends when they did

well, and how to encourage each other. Pupilgtiely could communicate well with

team mates, and team members did a good job mgttgi score during a game.
Comments about the teacher

Pupils felt that the teacher was very nice and kil she explained reasons to
students clearly, she was fair, and good to theimeMstudents were naughty she did
not scold them. She was sometimes boring, becarsexplanation was long. Her
teaching style was different from other teachensl ahe was fun. Her skills (lessons)
were easier to learn because pupils could undersséana her instructions were easy to

follow.
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4.4 Researcher’s reflection diary

Researcher’s reflection was recorded prior to,rduand after the intervention. Data
included researcher’s observation and perceptimughts and feelings, perceived
strengths and weaknesses in various areas, aasve@laluation of the process. Content

of the reflection diary is summarised accordingi@n themes, as shown in Figure 2.

Pre-intervention Intervention Post-intervention

o0 The SEL and the o Implementation 0 About the class
PE curricula issues
0 About PE
o Planning the o Pupil behaviour colleagues
programme and _ )
addressing needs o Perception and o Curriculum
personal feelings structure
0 Observation and _
thoughts o Self- evaluation

Figure 2: Themes from researcher’s reflection
4.4.1 Pre-intervention
The SEL and the PE curricula

SEL programme is school-wide, as the school hasatsframework incorporating
non-academic learning outcomes, subsumed under Peyelopment Curriculum.
There is common understanding among all teachetseafchool that character and
values education is pervasive in the whole schogiailum and should permeate
across subjects. Character/Values/Life skills/SBudation has a separate curriculum
distinct from academic subjects (one lesson pacgagéevel), but individual subjects
may or may not contain Character and CitizenshipcBtion (CCE) objectives,
depending on the respective departments’ Scherféook. For this school, SEL is
taught implicitly in PE. And there is no structuradriculum within PE to embed SEL
competencies (the new CCE initiative would be ldn@tcby MOE in Jan 2014).

Planning the programme and addressing needs

In preparing for the intervention, | paid careftieation to and made reference to the

school’s Pupil Development Curriculum Frameworloider to match my intervention
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with the school’s suggested themes for that agal.l&inks were made to the MOE
Outcomes: CCE Learning Outcomes, School Values1820ore Values, Knowledge
and Skills competencies identified for the respeckevel. | was mindful about
addressing pupil needs and at the same time alkmghe intervention address the
school’s curriculum needs. According to Sec OnellRdgvelopment Curriculum for
2012, the main topics covered included “Startirg@ass Right”, “Building Bonds”,

“Helping Others”, “Moral Dilemma”, and “Teamwork”.
The 4 SEL lessons were designed by first considgeha following:

a) What are the possible socio-emotional issudisi®ttlass of pupils?

b) What skills do they need that can address ttlass behavioural / socio-
emotional issues?

c) | What pedagogical/content skills do | haveetach these lessons?

d) How to make the lessons progressive, buildirdpé@sson up from the previous?

e) How to help pupils apply the skills than to jpstctise it n class (in isolation of a

real-life situation)

There was also special care in building on progvesSocio-Emotional competencies
(CASEL, 2003, 2012):

1. Awareness and management of behaviour (of self)
2. Awareness of how one’s behaviour affects otfssial)

3. Conflict resolution (group skills)

The two PE Teachers (whose class | was teachingp weheir early twenties, and
were first-time teachers with less than 2 year®theng experience. They had good
rapport with the class, were not too strict with tihass, and behaved in a very friendly
manner with the pupils. | never saw them scold@upil and they always used a talking
tone when addressing the class. They did not t8&thexplicitly, though they were
both aware of “affective domain” objective for REwas noted that the school’'s PE
Scheme of Work contained Affective Objectives, tiflothese were mostly addressed
implicitly. PE teachers were honest, relaxed arehophen talking with me, and were
able to offer their views candidly. They accordeg with respect as | was senior to
them both in age as well as in teaching experieh@a-teaching style would be

adopted during the SEL intervention for this stulyey would teach basketball while |
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would take over some time of the lesson to ha#eS(EL component according to the

programme that | had designed.

| started out with a genuine interest in buildingn@aningful relationship with the class
though knowing that my stay in the school was atsbree. | had also taken into account
that the class already had very good relationslitip tiveir PE teachers, that | would not
inadvertently upset that balance or do any damagéter the current situation as a

result of my intervention.

| was particularly mindful about the time allocatifor explicit SEL teaching: that |
would not use up too much of the lesson time thl fuly SEL component and leave too
little time for PE teachers to carry out their plad lesson. | also adhered to the
instructional strategy in accordance to the Cogaisocial Learning Model of Social-
Skill Training: (a) enhancing skill concepts (bpproting skilful performance, and (c)

fostering skill maintenance and generalisation (L&dVize, 1983).
Observations and thoughts

| had noticed the class to be a lively bunch. keerthat the pupils were eager to learn.
They responded well to their PE teachers. They warehesive group, though there
were natural cliques of boys and separate cligtigsle (quite distinct groups). They
were generally well-behaved and under control eftdachers. | could also see that they
were enthusiastic about PE, as they reported alisetd the court for lesson. However,

| felt that they were a little too noisy because plupils were very talkative. Also, the
pupils took a long moment before settling downtéstdesson. | had found this

unacceptable, as it wasted a lot of lesson time.

On the whole, there were several very active aondgndividuals, and all of them

made up a pleasant class.

| had felt a little excited to start teaching agaspecially when the class was new to
me. There was a sense of excitement when meetlasa of new pupils for the first
time. This feeling is common among pupils when they going to face a new teacher,
but in fact, it could be the same for teachers elt Wknew | would make effort to build
rapport with the pupils, and | had felt appreheasibout how the pupils would react to

me as a new teacher to them. | had felt that mgsalet, friendly and approachable
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disposition was my strength, and this would be faélip rapport building with the
class.

When observing the lesson initially, | noticed thhad a tendency to be a little critical
or curious about the PE teachers, in the sens¢ lihaited out for evidence of them

addressing affective/SEL during their PE lesson.

Initially | was somewhat ‘overwhelmed’ by what e’gd was to observe or what
would | wish to observe? How would | critique my8eHow would | be objective
towards myself? What if | missed out on many thihgsg. blind spots? Aspects of the
lesson that | just failed to take notice of e.gpiptesponse/reaction during lesson.
Would | be able to do observation and focus on@agling at the same time? So |
made it a point to record observations and thougintsediately after lesson ended, as
close to the time they occurred as possible itpe of capturing my thoughts and

feelings as accurately as possible.

4.4.2 Intervention

Lesson 1: Self-Management & Impulse Control — “Bilence Sign”
(i) Implementation issues

The first lesson was carried out smoothly. But tatke vs play time for this lesson was
a bit imbalanced, but | felt this was very necegsarce | wanted to establish a tone and
set some base standards of good behaviour. | neegeasist with establishing a

particular routine in the hope that it could deyeilato a good habit for the class.
(ii) Pupil behaviour

It had appeared to me that the issue about takioggatime to settle down for lesson
did not seem to bother the pupils. They seemelimé it natural to take their time and
not have to mind punctuality issues. As the tegdheas very mindful about time, and
therefore deemed it unacceptable for this behatmpersist. Besides, an effective
teacher should have good classroom managemeninaaaianagement, therefore it
was necessary to put the silence sign in placet thened out, the pupils were very

responsive to me and | perceived them to be verpeative in my lesson.
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(iif) Researcher’s perception, thoughts and fealing

| had felt that to tell the class in my very filssson with them, that their behaviour
needed to be changed, carried with it some kirfds#. This was because it could

have ruined any chance for a good start in my mgld rapport with the class.
However, it turned out to be a successful stratagyupils responded well to me and
understood why it was so important for them to eiser self-restrain and keep silent
when the time called for them to do so. | did f@ebne point whether | had been too
insistent with the class, being the ‘new’ teacin@ng to implement a new drill
persistently. But | also got the support of thet@&chers who went along with me, and
assured me that what we did was right and alset@fée as could be seen by the end of
the lesson when the teachers could command silestamntly at any point in the lesson

and get the pupils to keep quiet on cue.

| felt that | had handled the lesson debrief sectiell, and my explanation to pupils
were clear with regard to my purpose of the agtivitounded up the lesson by praising
the class for their improved behaviour. | allowetlaction and thinking time at the end
of the lesson and let pupils voice their views.iRupere able to verbalise to me that
they could see for themselves the difference iir taarning behaviour when order of
the class could be maintained quickly because ¢bald hear the teacher’s instruction
clearly and more easily. | do believe pupils apjateca teacher who can command a
firm control of the class and manage the class\etabecause pupils know they learn

better when there is calm and order in the learamgronment.

Lesson 2: Social Awareness & Effective CommunioatitAffirming and

Encouraging”
(i) Implementation issues

Part of the second lesson was to reinforce whatawaght previously — the silence sign
from the first lesson. To me, recapping and follogwup with what was taught was vital

and effective in scaffolding and enhancing learning

For this lesson, | felt it was crucial to highligbtthe pupils the importance and the
difference between affirmation and encouragemefterOwe would cheer each other
on when we win, but we forget (or find it hard ok for the right words, or don’t

know what or how to say) to give encouragementhers during a setback.
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| allowed pupils to offer their suggestions as egha®, rather than myself giving the

answers right away (e.g. appropriate statementgivorg encouragement).

The steps of instruction were adhered to, givingetior explanation (preamble / lead-
in, pre-discussion), modelling the behaviour, retflen and practice. | felt the presence
of feedback was important in the process of skdtriuction, in building understanding
and ability, so | went from group to group throughthe lesson to check if pupils were
using the positive phrases. | had also managedwiefiesuch that there was always
time for reflection/discussion at the end of cladse talk-vs-play time was more

balanced for this lesson than before.
(i) Pupil behaviour

The class had been very attentive to my teachmignyi opinion. They seemed to
remember the previous lesson well; silence signeffestive in keeping the class quiet
and obtaining attention and order in much shomee &s previous lesson. A few
‘playful’ pupils did not respond, but succumbedwitassmates’ urging. The class was

very cooperative again, on the whole.

| was pleasantly surprised by some interestingsadfered by the students when |
asked for their suggestion on how else they cosddtbe positive phrases. Most could
say immediately how they could speak positiveljriends or family members, but one
particular pupil’s answer was most memorable toasehe said maybe he could use it
to encourage himself if he failed a test! | wage€sure he was probably playing the
fool with this answer, but then he actually gaight, and had just learnt how to do Self
Talk.

When asked about difficulty in employing the pagtphrases, pupils generally felt it
was harder to give encouragement than to offemadfiion. And that it would help if
they knew already some common phrases at hanbdegavould know what appropriate

phrases to use in future.

Two particular memorable discussions took pladbetnd of this lesson. First was
when a pupil shared with the class about her egpee when after giving an
encouragement to someone, the person gave no sespanthat made her feel a little

silly and embarrassed to be ignored. | quickly ttekopportunity to also highlight to
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the class about knowing how to respond when somsayssomething nice to you.

Suggested answers were eye contact, giving a smaitiling, or saying ‘thanks’.

The other memorable discussion was when one plgiksl that sometimes when they
were really angry with someone for making mistaked it was really hard to still tell

the person “it's ok”. So this pupil asked if it Wagpocritical then to say “never mind”
when you were actually very bothered and very anggigle. At this point | had
suggested to the class to try putting themselvéisaother person’s shoes, and led them
to think about how that person might feel, and $waccessful in driving a learning

point across.

| had enjoyed addressing discussions when stugestsd questions to me, and | felt
that | had engaged the pupils in very meaningfuisaend they were showing interest in
my explanation and | could sense that they hasieamething other than at the end of

this class.
(iif) Researcher’s perception, thoughts and fealing

| was glad to start every lesson on a clean skat positive, friendly and encouraging
mood. | was careful to avoid over-praising the €lagen though | was very pleased that
they remembered the silence sign from the preVesson and was very cooperative
throughout. After all, it was still an early stagfeacquaintance with the class, and | had
thought it better to refrain from being over-easywer-friendly with the pupils because

| wanted to retain some level of authority and oaint

Throughout the lesson, | would show by examplengiie affirming and encouraging
phrases where appropriate when | did not heardbéspuse it. | did this deliberately to
model the language for the pupils to learn frompgsosed to constantly telling pupils
they need to do it. Sometimes modelling the behavieas much more effective than

saying to pupils what they should do.

For this lesson | was pleased with the fact thwatulld deal with pupils’ spontaneous
responses on the spot. When pupils shared aboah#ilenges they faced in giving

encouragement, | was very pleasantly surprisedhéiy interesting responses.

There was plenty of opportunity during game sitwativhere teamwork and team

communication were required and which played d witig in team performance and
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game enjoyment. | had noticed that pupils were awéthe opportunities present for
them to speak encouragingly to one another. | badifat the situation | set up for the
lesson was not contrived at all, as the act of eragng appears to be a natural part of

the team game.

On the whole | had felt very pleased with this éesas | sensed from the quality of the
rich discussion at the end of class that learnadytaken place in the minds of the
pupils. | had hoped that the PE teachers preseid edso get SEL ideas after observing

my lesson.
Lesson 3: Social Awareness & Empathy — Perspetaking
(i) Implementation issues

Again, | was building on previous lesson: what &g san impact others. This lesson
focus was on how we behave can impact others.d tgenatural game situations to

present itself as opportunities for pupils to ferlpathy:
a) when the score becomes uneven

b) when the ball only gets passed to the samedam tmembers and someone in

the team doesn’t get the ball
c) | the best player dominates the game and hakim¢endency to ‘show off’
d) the better players are grouped together

| had started out the lesson with only point (aimd, but found examples (b) to (d)

while watching different groups play.

I let pupils think about what would constitute tewccessful and enjoyable game for all
players. | gave pupils the opportunity to reflegon the perspectives of players on
opposing team, by asking them to think of how tiveyld feel when their team was not
winning, and therefore how opponents would feel mheir team was not succeeding.

| asked pupils to think about whether they woulpbgrthe game if they did not get to
touch the ball at all. | had in my mind the neegaomnt out to pupils that in my class or
in any learning situation, teachers would encousageess from everybody, and the
important thing was not about which team was wigninstead it was about everyone

having the chance to experience success and cgedlen
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The only difference | made to the organisation fauilitation of this lesson (compared
to previous lessons) was to make it more of snallig teaching/ discussion /

reflection. One reason was to increase game/actiwie, the other was that various
groups would present differing scenarios and | @édatilitate the different scenarios
differently. The final debrief at the end of theden was done as a class, where various

examples or situations were brought up for the wlotdss to share and discuss.
(i) Pupil behaviour

Pupils could recall what was learnt the last lessemcouragement, affirmation, the
importance of communication. | noted that pupilsev@creasingly more ready to offer
responses during our discussion. | believe theywssre familiar with me by this time.
Or perhaps they were getting used to my lessoutste, where | always opened the
class with short recap of previous lesson, reirdat,cbefore introducing the day’s

lesson.

| can say | saw full attention and better focusrfrihe pupils at the start of this lesson. |
had reinforced the silence sign again (consistdrtiy the first lesson). Pupils were
certainly taking less time to settle down compacethe first lesson. They took about
the same time in this lesson as the second leSswohas a result of the better time
management, | felt that there was better use d,tless time wastage and more time to

carry out the teaching.

Pupils could think from others’ perspective and makpropriate modifications to
group member strengths. Pupil reactions were imate@nd very obvious once
changes/modifications were made to the game, apidsprould see for themselves
immediately the difference i.e. the imbalance befand the fairness after. Perhaps
thinking from another’s perspective did not comarglly to some pupils but this was
something | noticed that every pupil was capabldadfig once you gave them the
opportunity to do so, and you let them go througin\and learn from the experience

themselves.
(iif) Researcher’s perception, thoughts and fealing

Although | did not see the PE teachers follow tiglowith the silence sign as much as |
did, the pupils still responded appropriately to silgnce sign, though at this point |

wondered if its effectiveness could be enhanc#ueifPE teachers used it consistently as
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well, or if it would be reduced if the pupils didtrsee all teachers following through

with it. | did not feel good to show pupils thaatders were only going through motion.

| had to interrupt the game on several occasiodsite a learning point. | mostly did
that intuitively, intervening at a time | felt waght so that | could obtain the
appropriate responses from pupils. This particelsson felt very fulfilling and very
satisfying. | felt | had facilitated the learninglly and was flexible to discuss the

various situations | saw during game play and achepupils perspective-taking.

| began to think about whether students would apgisit they had learnt in this lesson
in their daily life. Sometimes, as teachers, welmamoo eager to see if our pupils apply
what had been taught to them ‘immediately’ afterythad learnt the skill, especially
outside of the classroom setting. But learninglaiso hard to detect visually as we are
not constantly around the pupils to check on thathizesides it is not even realistic to
do so plus the fact that behavioural/attitudinaraies are not always observable. Also,
at times, after class, pupils playfully mimic oreoly emphasise what had been taught to
them, in a mocking manner. And this is not whatasdeachers wish to see either. So |
believe the best bet is to teach a solid and mdnwtasson, one that is both enjoyable
and impactful to the pupils such that they wouilll Isé talking about it pleasantly after

class.
Lesson 4: Group Skills & Conflict Resolution — “Btdhink-Do”
() Implementation issues

The class had run over class time for this leskfait this was a lesson that required
comparatively more complex thought processing aedefore my explanation time
took very long. On the whole, the lesson went wait, my lesson delivery was not
quite well-executed. Also | could see very litifeany, of actual application of the skill
during play time. | had felt that the steps tookto®long to teach and explain.

| felt that this was a skill that certainly requdree-visits. However, it was not possible
for me as this was the final lesson in the programim any case, | felt the lead-in to the

lesson was good, and was carried out smoothly.

| probably had not chosen the best structure tthtélas technique and also there could

be a better structure to teach conflict resolution.



35

(ii) Pupil behaviour

| could sense that pupils started to get boredresitess after the long sit-down
explanation. | sensed that they were waiting fangaime when explanation got a little

long.

Although pupils were able to imagine scenariosasfflict and when the Stop-Think-Do
technique could be useful, there was not reallyaportunity during game time to
apply the technique. After all, not all games diturawould give rise to tension or
conflict. Possibly, game action happened too fadtiawas not habitual of the pupils to

think in this new way.
(iif) Researcher’s perception, thoughts and fealing

| had felt this to be the least successful less@iloThere was a lot | needed to explain
in order to make a clear instruction. At the pautien | sensed that students were

starting to get restless, | felt compelled to medstructions really short to save time so
as not to lose pupils’ attention and interest tpt#nd perhaps that judgement call had

compromised the quality of instruction.

This was why | felt the lesson was not very wekexted, that the pupils were not given
enough time to digest the skill, or fully absorldaaflect upon it. | was reminded from
this lesson the relationship between quality ofrintion and its effect on skill
acquisition. | felt somewhat lousy by the end @& ksson, although | did not detect any
major change on the pupils’ general behaviour eraithusiasm they showed towards

this PE lesson on the whole.
4.4.3 Post-intervention
About the class

| had discovered that the class seemed very atasastamiliar with me by the end of
my intervention and it felt amazing that the pupiksre taking to me so well just after 4
lessons (in 4 weeks). | had felt the class hadyedjoheir PE lesson with me. It made
me wonder if | had proven to be a teacher who vaaisg and who looked into their
affective needs? Or that | was an effective teaaliegether and my teaching was
effective and clear? Or perhaps the other teashemns not as effective or experienced

as | was, so as a result, by comparison, | seemtzdte better? Or perhaps the pupils
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saw that | taught with passion? Or that | came ypegpared with my objectives and |
was knowledgeable in my area and therefore veryinoimg about what | wanted to
teach and what | wanted pupils to learn? Or thaptlpils could tell that | enjoyed
teaching and my enthusiasm had rubbed off on tH@nerhaps the pupils could sense
that | took an interest in their wellbeing? Indeaaily believed that “pupils know you

care when you care to know (about them)”.

Although | could tell the class liked my lessonspuld not tell exactly by how much
my SEL lessons had enhanced their PE experiesesv blso that pupils’ energy level
was always high, before and during each lesson.lAodld also see that the class was

more orderly now.

What was most surprising to me was the feedback frgm pupils telling me that they
had enjoyed my lessons. They had told that my tess@re very interesting, but when

| probed for elaboration, examples the pupils gagee about the basketball game being
enjoyable and not particularly the specific Socradtional skill | taught. | found this to
be interesting because perhaps pupils did nottessfgecific episodes in their PE
experiences, but could appreciate the lesson pacsg whole, that they learnt
something new, and the whole new experience watiywand therefore the sports

experience was positive as well.

| also noticed that pupils were praising their teaates when | asked how they had felt

about the games they played. This positive respaaseencouraging for me to find out.

Also | discovered that pupils learned things thiaad indirectly taught. | figured they
could have made the cognitive connections on their. For instance, in Lesson 2

about effective communication, pupils had said tleeynt teamwork and confidence.
And for Lesson 3 on empathy, a pupil had said liedearnt about respect. This was

refreshing for me as | did not anticipate pupilénterpret the lesson in this manner.

| felt that after a certain structure had beenthnib a lesson, it became routine for the
pupils, and when every lesson followed the sametitre, pupils got accustomed to it
and took less time to get into the flow of lessosubsequent sessions. In this respect, |

have felt that | handled time management well.
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About the PE Colleagues

By the end of the intervention | discovered thatiy colleagues were *half-convinced’
about infusing SEL in PE. They could not be fulbneinced that they would teach SEL
explicitly in every PE lesson. They maintained tingplicit teaching of SEL seemed
more probable.

One of the teachers questioned if the SEL programhaae put in place was making PE
come under the SEL umbrella when it should be $ift be incorporated under the PE
framework. This teacher also believed that hisédausiness’ was PE as he was a
trained specialist to teach PE and therefore haldhi® more concerned about PE aims
first, rather than spend much lesson time on sdfsseaching, which was already
being addressed in other classroom setting. Hédliathat sometimes the school
wishes to achieve too many things — too many cenatibns embedded within one
lesson — Character Education, Experiential Learfiingle (school-wide pedagogy),
School Values, results achievement, etc. And teadh@not get to pick and choose
what to emphasise on since all are important. Hision was to have less of what was
mandatory, and more of flexibility and allowance teacher to have the autonomy to
decide. He also recognised that there is a sllghside to this, because if there is no
compulsion, there will be some teachers who woolddo the work. In addition, no
matter how industrious teachers are, they are oft¢notally supportive of initiatives

put up by ‘other departments’, therefore it is ustendable that school principals put in

some form of mandate for compliance.

So this led me to think that other than pedagogkéls, the teacher’s attitude also
matters in the pervasiveness and effectivenesseedbEL programme. And perhaps
importance should not be on “always having allme plate” but “always have at least

one in all plates”.

Then again, there is consensus from teachers Eiaa$ ‘soft skills’, is important and
needed in today'’s fast changing globalised worlg#on to communicate effectively
and interact with others. For most children, ifytlsid not pick up appropriate social

behaviour from parents, then school would be tls @ even only place) these

children would ever learn proper social behaviour.
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Curriculum Structure
The following questions had to be answered:

a) Would it be more effective to plan a lesson V8L objective, and then work a

PE lesson around that objective? Or

b) To plan a regular PE lesson and then includsEincomponent as one of the

learning outcomes of PE?

c¢) Explicit curriculum of SEL vs Implicit teachirgf SEL — Which is more

effective?

d) Perhaps there is no either explicit or implibitt both? (Because the teacher
needs to be equipped with pedagogical know-howehieg tools and resource,

and at the same time also seize ‘accidental’ tddehraoments)
Self-evaluation

Over all, I had a general good feeling about mylselthe end of the intervention. | felt
positive about the whole experience, as | felt thatintervention was carried out
successfully. I had good management skills, | heahtthe class discipline effectively, |
connected with the class, pupils paid attentioméoand were responsive to me. | felt
energised by the experience, and very encouragédlldglt strongly that the PE
setting lent itself so easily to carry out teachifi@ocial and Emotional Skills, although
at times, things could get challenging becausered tnanagement (making sure there

is enough game time).

| found myself to be eager in all my lessons and wall-prepared. | also found myself
to be able to respond well on the spot. | had lauilice rapport with the class, and
pupils were greeting me outside of class alongtivedor, and during recess time,
which was really heartening and pleasant, for baifrgew’ teacher to the class and also
for teaching them only for a brief period of tinhdknew many pupils’ name by the end
of the intervention. | believed that when teaclieak an interest in the individual,

pupils appreciated it.

Regarding the bond | felt with the class, | wasunesf this was due to my nature, or

that pupils had felt it naturally easier to conneith teachers who showed care towards
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them (affective domain), their learning and theglivbeing? This led me to wonder if a
teacher’s personality could influence the extergftectiveness of SEL/life skills
teaching? That is, whether there is a particuigoret of teacher profile/

personality/characteristics that influences thewetxbf effectiveness of SEL education?

| was conscious to practise what | preached, ss@xAhibiting socially-sensitive
behaviour in and outside of class, and | hopedlihatoing this | was modelling a
positive behaviour for my pupils. | did so by deyihg a strong awareness towards
their feelings, their learning, and sometimes #tsir thoughts. | showed when it was
time to listen, such as when a pupil spoke, evertdhcher would accord this pupil full
attention and kept quiet just like all other pupfsd giving praise and/or

encouragement to pupils when it was necessary smdo

| also felt that no matter how much | had prepdhediesson, there would be situations
that | could not predict. This called for some ¢uicinking and intuition in dealing with
the situation accordingly. Intuitiveness could hgaduct of experience and wisdom,
which in turn could be gained by means of takintppacand being reflective afterwards.
But it is ever necessary for teachers to be rerpwim professional knowledge, our
resources or our ‘tool box’, and constantly be gpaaing our ‘tools’ so as to remain
relevant. In the same manner as how the PE teaeldesaid he could learn from me, |
think 1 too would like to observe and learn fronotirer teacher more senior and more
experienced than myself. In retrospect, this cotigry style of conducting a PE lesson
seemed to have proven to be beneficial for PE &¥adh providing pedagogical

support and in peer mentoring.
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5 DISCUSSION AND CONCLUSION

The purpose of this study was to investigate asgrige the educational process of
implementing a SEL programme in PE from the tedstparspective in the Singapore
context. The aim of this study is also to devekegource for teaching SEL in PE class
and to gain insights into pupils’ class experiewtthin such a curriculum. Additional
insights into teaching styles, learning climated pedagogical training have also been
gleaned from the action research process, witin¢neknowledge obtained applicable

to the local Singapore context.
5.1 SEL Curriculum and its implementation

Studies have shown that a myriad of curriculum $ygest in any education setting.
And what pupils learn in any planned lesson cagedrom the “overt” (explicit) to the
“hidden”, which refers to that which teachers doteach but pupils learn (Longstreet
& Shane, 1993). Or even the “null” curriculum, wihiaccording to Eisner (1994),
refers to that which we do not teach and thus ptguapils to think of which as
unimportant. Hence, by extension of this princigiéat we do teach is indeed

perceived as important by the pupils.

What is paramount from an education standpointreelements, which exist within
the realm of control of the teacher, such thatélaeher can influence what pupils
actually take away from the lesson. Case in pgikhbown as the “received

curriculum”, concepts and content that are trufrted and remembered (Oliva, 1997).

SEL has its place in the school curriculum. Wheaamic and SEL both become a part
of schooling, students are more likely to remenagrat use what they are taught (Elias,
2003). SEL is not a separate subject area; rathmaugst be linked to language literacy,
instruction in mathematics and science, history@rdent culture, health and physical
education, and the performing arts. In all of thexeas, the essential skills for academic
and SEL mentioned earlier allow for deeper undedstey of the content and improved
pedagogy, with greater student engagement in leguamd fewer behavior disruptions
(Elias, 2003).

Socio-emotional competencies are like values, whrehnot only transmitted
incidentally, but can be directly taught and lealfitis is also why it is necessary to

carve out a curriculum that teaches values exlyliaitd purposefully. This is done
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through placing a priority on SEL and making intenal and consistent efforts to
create environments that are conducive to SEL, ngakitentional efforts to teach skills
that underlie social emotional competencies (Lietu& Gould, in press). Additionally,
emotional skills develop when teaching is planmemh¢tlude them (Lintunen, 2006).
Like motor skills, social and emotional skills hawebe learnt and practised in order for
mastery to occur. Therefore, SEL has its plac@éenavert and formal, written
curriculum and ought to be taught explicitly, wettfSEL Programmes that is

intentionally designed.

From the results of this study, it was interestimgote that pupils had learned concepts
that had been indirectly taught. As suggested imBr's Constructivist Learning
Theory, pupils made their own cognitive connectiand picked up other values when
specific socio-emotional skills were taught explhiciLike in this study, for instance,

the value of self-confidence (self-awareness & mgan@ent) was articulated after a

lesson on “affirming and encouraging” (social awess).

There is, however, still a place in the “hiddentrazulum where SEL can be taught
implicitly by means of that which revolves arourallg or established routines at
school, from the behaviours and attitudes of te@checause behaviour is modelled by
the teacher (Lintunen, 2006).

5.2 The Effective PE Classroom

The classroom learning environment embodies mane therely physical space. It
consists of the entire learning setting, includmgfructional processes, teacher-pupil
relationships, pupil-pupil relationships and pugititudes (Brophy, 1999).

Figure 3: The Effective PE Classroom
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Perhaps the cornerstone of any effective classi@min the quality of a successful
teacher/pupil relationship. Various elements frasthbreacher and Pupil domains
interact in any given classroom situation to creat®ndition conducive (or otherwise)
for teaching and learning to take place (see Figur&lyriad studies have shown causal
relationships between teacher/pupil rapport andipedearning outcomes in areas of
academics, social and emotional development, andrgewell-being (Carr, 2005;
Cornelius-White, 2007; Groom, 2006; Uitto & Syrja#908).

Particular teacher-pupil relationships are moredi¥e for pupil achievement than
others (Brekelmans, Wubbels, & Den Brok, 2002)d&tsi done on teacher
“immediacy”, which is a concept of communicatioracdcterised by ‘that which
enhances closeness to one another’, have showsitavp@ffect of immediacy on
pupils’ cognitive and affective outcomes. Such kegidehaviour includes
approachability, increase sensory stimulation rpgesonal warmth and closeness
(Sanders & Wiseman, 1990).

Studies related to productive contexts for learrigajure an ethic of caring that
pervades teacher-pupil and pupil-pupil interacti@r®phy, 1999). Attributes that
teachers are required to display include cheerfydasition, friendliness, emotional
maturity, sincerity and caring about pupils aswttlials as well as learners. These
gualities not only help improve classroom relatlips but also make teachers the
effective models for socialization (Brophy, 1998gsults from the current study have
also yielded findings that related correspondinBlypils in this study have reported that
the teacher was very kind and caring towards tasscland she never scolded the class,
but use only a talking tone all the time. Furthermache always explained to the class
and her explanations were very clear. It is beliethee pupils felt this way as every
lesson in the intervention was structured with perong, and ended with an appropriate
closure all the time, so there was room duringRBdesson for the teacher to engage
pupils in meaningful discussions not just for pepof ample explanation but also to

seek and understand how pupils feel and think.

Another perspective of the teacher-pupil relatiomsian be appreciated from the
humanistic approach to education. The humanisgicageh provided the basis for a
learner-centred focus, which suggests that posigiseher-pupil relationships are

associated with optimal, holistic learning (CornsiWhite, 2007). The classical model
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of learner-centred education emphasizes teacheatbsnfunderstanding),
unconditional positive regard (warmth), genuiner(ssff-awareness), non-directivity
(student-initiated and student-regulated activjteesl the encouragement of critical
thinking. Rogers (1969) also asserted that “cemd#itudinal qualities which exist in the
personal relationship between the facilitator dredlearner” yield significant learning.
And the perception of care by the pupil is emplesin this respect. This again
supported the results of the current study in tdsather’'s warm, caring and pleasant
disposition has helped to boost the formation cdgenial relationship with the pupils,

even though the duration of contact lasted onlgsédns.

In alignment with Rogers’ postulation, Cornelius-€h(2007) also put forward the
notion that person-centred education is assocwittioenhanced affective or
behavioural outcomes, such as increases in engagesaéisfaction, and motivation to
learn. Other pro-social outcomes include enhanetfeesteem and social connections
and skills. Positive relationships, non-directiyigmpathy, warmth, and encouraging
thinking and learning are the specific teacheralaes that contribute most greatly to
positive student outcomes, as compared to othera¢idn innovations (Cornelius-
White, 2007). One interesting finding from his mataalysis showed that learner-
centred relationships with female teachers seemstdw more impact than those with
male teachers, indicating congruence with traditi@ender roles as effective nurturers
of human development. Perhaps the fact that thelézan this current study is female,

did have an influence on her fostering a friendlfationship easily with her class.

Findings from this study have suggested that thehter's warm and approachable
teaching style, perhaps as a result of her pergptrait, has contributed to the creation
of a particular facilitative learning atmospheresRlts showed that pupils were
participative during discussion segments of thedasalthough discussions of solutions
to social problems were not a regular feature éirtRE lesson prior to the intervention.
In fact, it was noted that over the course of ttegmmme, pupils got increasingly more

at ease in shouting out answers and offering stiggego the teacher’s questions.

According to Mosston and Ashworth’s extensive irtigggion on the spectrum of
teaching styles of PE teachers, it was revealeditivang a lesson, interaction between
teacher and learners in a given teaching styldtseisua particular learning behaviour,

and particular sets of objectives being reacheds@itm & Ashworth, 2002, in Kirk,
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2006). As such, by means of an inclusive teachiylg ®r pedagogical approach, the
teacher can promote the concurrent accomplishniantittiple learning outcomes,
namely, motor, cognitive and social competenciéss i befitting of the multi-faceted
nature of PE, lending itself to an inclusive cuwrhion in school. In addition, an

inclusive instructional environment promotes acta@&ning among pupils, as pupils
get to share their ideas and thoughts as well ggest solutions to problems (Byra,
2006), which was evident during the interventiorewlpupils were observed to be more
and more forthcoming in offering responses wherteheher posed a question during

discussion.

The implication that can be drawn from Mosston'sctpum of teaching styles is that
the teacher can adopt different styles to achiéfferent learning outcomes. And the
style varies from objective to objective (Goldbetd®92). For example, a direct
teaching style would be suited for meeting learrintcomes associated with mastery in
the psychomotor domain. Or peer-teaching stylesratiective in meeting learning
outcomes in the social, cognitive, or motor domaisisvell. And since teaching styles
are independent of teacher’s idiosyncrasies, theeR&her can adapt his or her style

most appropriate to the desired learning outcome.

The phenomenon relating to teaching styles obsanvéte current study has been
congruent with many studies on how specific teagisiyles were effective at creating
an environment conducive to learning and which edsaollted in improved teacher-

pupil bonding. Numerous studies have also demaestthat the perceived learning
environment is significantly related to emotionadl @ocial outcomes (Anderman, 2002;
Fraser, 1982; Turner, Midgley, Meyer, Gheen, AnderTn& Kang, 2002). Similarly,
Rogers’ (1969) idea on classroom climate is aboedting an emotionally supportive
environment that is built on successful interpeasoelationships with students. This,

he felt would produce the most conducive learniragesses. And teachers achieve that

through being genuine, and showing students’ aeaoeptand empathy.

Indeed, teacher behaviour as a predictor of stunlgicbmes has been of perennial
research interest. In creating a supportive legrolimate, Doyle (1986) claimed that
key indicators would include good preparation @& tfassroom and installation of rules
and procedures at the beginning of the year. Tupparted findings from the current

study that the teacher’s first lesson was abouitutisg a hand sign to demand silence
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on cue with this ‘noisy class’, and this strategyved effective at establishing and
maintaining good class management throughout tieeviention. Although the process
had been an authoritative one, pupils perceivetkigaclass environment improved
when order was restored because they could heseabber better, and this helped

them learn better as well.

From findings in this study, it was observed thapifs did not isolate specific episodes
in their positive PE experiences, but could ap@atedhe lesson package as a whole.
And when this whole new experience was positive sihorts experience was perceived
to be positive as welDr perhaps this positive feeling had stemmed frioenetffect of
personal factors relating to the teacher, or thadityuof the relationship forged with the
teacher. A cross-national comparative study by Sdueued colleagues (1998) had
examined the perception of student satisfactioratde/the whole school experience. In
it was suggested the predictors of student satisfawith school experience were:
feelings that they are treated fairly, that thesl fafe and teachers are supportive. Thus,
the quality of teacher-pupil relationship does ictghe whole school experience
greatly. Studies have also suggested that the efiestive programs teach both
emotional and social competencies explicitly armufoon the whole learning
environment (Durlak, Weissberg, Dymnicki, TaylorSthellinger, 2011).

Hence, social-emotional skills are very importanPE teachers because socially and
emotionally competent behavior helps create a stippdearning atmosphere, positive
experiences, and enjoyment, which are importansgeand means — in sport and
physical education. It is also important that psipidve opportunities for positive
experiences and enjoyment as this provides themawifood foundation for the

practice of life-long physical activity (Lintunen &ould, in press).

Therefore, from the perspective of PE and healbmption, the implication is, that for
school health promotion initiatives, attention rebd placed not only on programmes,
but also quality of students’ school experience tedquality of teacher-student
relationship (Samdal et al., 1998). It was als@regul that school can be both a risk and
resource for the development of student’s healllabeurs and general health since
students’ perception of and experience of the dofxquerience greatly influences their

self-esteem, self-perception and health behavidinis.in turn impacts the student’s
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present and future health and well-being (Rudd &3Wal993; Schultz, Glass, &
Kamholtz, 1987).

Therefore, there is a need to develop strategiesgomove the quality of the students'
school and classroom experiences, alongside attegiven to content of curriculum
and effectiveness of teaching method. It is hopatladdressing the affective domain
with the chief aim of developing constructive studeacher relationships can lead to
an enhanced PE experience, which in turn contribiate positive whole school

experience.
5.3 Pedagogical knowledge, training and other telafattors

In order for teachers to teach SEL overtly, thegch® be equipped with pedagogical
know-how, teaching tools, relevant resources apgat from the school. Even though
physical education pertains to goals related ttaaod emotional skills, such as
personal development, fair play and character @ducaeachers seldom seek to
improve these skills by applying a specific methbldey might be uncertain how to

facilitate or teach these competencies in pra¢liceunen & Gould, in press).

School leaders’ support in teachers’ pedagogieatitig needs to be in place. This can
be achieved by peer mentoring, co-teaching, mergpdn-the-job training, pre- and in-

service training, departmental action research, etc

As of 30 March 2013, the MOE of Singapore had catetl a 2-week training
programme for 700 experienced teachers. The progehad targeted to develop the
pedagogical skills of these teachers, so thatnhey, after the training, share their
professional knowledge with fellow colleagues alsh &0 assist their school in
implementing their own respective CCE curriculunthia school (CCE syllabus to be

implemented in all schools in 2014 for Primary 2&nd for Secondary 1 to 5).

Teachers interviewed had shared that in the cuwerltl that is so connected by the
global network, Socio-emotional skills play a peetit role in the day-to-day of our

youths. Self-management skills and social-relatiskils are vital in today’s world.

The way to teach values is very different from @nug subject content knowledge.
The increasing awareness of the constructivistraaifilearning suggests traditional

teacher-centred styles may not maximize pupil iegr(Kulinna & Cothran, 2003). So
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teachers have to be skilled in using the most #fi@enethods to achieve SEL
outcomes. And the plain chalk-and-talk delivery Imoetis no longer effective for
today’s learners, teaching has to be geared tovmsidg learner-centred and teachers

need to constantly renew and upgrade themselvasneiw teaching skills and methods.

Studies have shown that more pupil-centred teacttiyigs involve pupils in the
decision-making process to a greater extent and leerning objectives that focus
more on cognitive, social and personal developrfidotgan, Kingston, & Sproule,
2005). Perhaps teacher training that are gearearttsoperating on the appropriate
teaching styles from the pupil-centred end of ghectrum (Mosston & Ashworth, 2002)
might help in the pedagogical development of teextelivering SEL programme.
After all, research on teaching has revealed alprofithe effective teacher as a
professional who has a range of teaching competsmristyles and who knows when

and how to use these competencies to promote stledening (Jewett & Bain, 1985).

Finally, fundamental to the successful delivens&iL is the teacher, who has to

personally exhibit socio-emotional competenciewal. This is because modeling the
behavior of the teacher is also central for thead@nd emotional learning of pupils so
educators who develop good social emotional compete will see their pupils do the

same (Lintunen & Gould, in press).
5.4 Limitations and future direction

Although effective social and emotional skills imentions are possible if interventions
are designed so that specific skills rather tharegd problems are targeted,
interventions have to be comprehensive, intengigelang term in nature (Elksnin and
Elksnin, 2003). A limitation of the current studythat 4 lessons in 1 month is not
considered long term. Indeed, typical Socio-Ematidrearning programmes (when
properly implemented) require a class period thiraes a week, for most of the school
year. And effective SEL programming begins in phesd and continues through high
school (CASEL, 2012).

A further limitation lies in Action Research beilegarning grounded within experience,
which is often a result of reflection based on &ftotions at a particular point in time.

Therefore, results cannot be considered as obgb#@eause they are based on the
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perception of the researcher in a particular sinatf a certain context, and the story a

subjective interpretation of the situation.

Finally, objective measures are required to evaluatidity of the SEL programme
within the context of PE in Singapore to understtimedvalue of such an intervention
within the PE class. Perhaps collection of botHitateve and guantitative data would
be appropriate to provide the basis for a more ecehgmnsive interpretation of the
context and thus make for better evaluation ofpttoggramme. It is also important to test
the programme within a wider sample and in a rasfgehool contexts with a
longitudinal design so as to evaluate its appli@ggdrom the perspective of the context

of PE curriculum in Singapore.

Additional thoughts on future directions stem frtma premise that PE has great
potential to play a big role in enhancing the ollesghool experience of students, from
health and well-being (not merely physical) perspes. Pupils enjoy PE because of
the socialisation, and because of the fact thablesare not confined to the four walls
of the classroom. Taking care of ‘the feeling safi¢hings’ can help build a positive
climate and safe environment to learn in. Afterlathrning sports skills during PE is
only one of the things students will take away. Avedhaps, not all students will love
sports, at present or in the future, but all stisléave a capacity to enjoy the class,
through sports or otherwise. And this perceptiars gositive feelings will go a long
way in enabling (and hopefully ensuring) lifelonarficipation in healthy physical

pursuits.

It is not uncommon for physical educators to atéiteivehemently about benefits of PE
through physical health, fitness and sports aspantsthey insofar do strive for that as
reflected in their teaching philosophies. A snea&lpinto the Singapore Physical
Education and Sports Teachers Academy websiteuréated quotes by PE advocates
that prompted this deduction. However few physezhlcators capitalise (though they
recognise it, through the association between sord mental toughness, etc) on the
depth and range of a PE that is capable of progidimjoyment and satisfaction to the
pupils’ overall school experience. This triggerseamingly radical thought about
whether enhancing the PE programme can have aveositpact on the results of

“Quality of School Experience Survey”, Singaporegssion of Health Behaviour in



49

School-aged Children Survey in Europe. Howeves, thiestion is beyond the scope of

this study but perhaps one worth investigating.

There is a need to incorporate SEL into the regaktructional programme (formal,
structured curriculum). Perhaps the case in peinbt about whether to implement SEL
or not, but how often, or how much? As we acknogéethe value in SEL, the extent to
permeating it through the formal school curriculisnstill worth exploring and may

form the impetus for future investigation.
5.5 Conclusion

Current research is timely in the context of theg&pore perspective, as MOE will roll
out the CCE syllabus from 2014. It is hoped thét situdy serves to provide
pedagogical tools and resource for the PE classeairshed some light on the
potential pedagogical connections that can be rbatleeen PE and SEL. This was
demonstrated by the successful design and implementof a curriculum with specific
focus on SEL and by the positive learning outcob®iag achieved. It is also hoped
that this study presents a strong case for moearels which explores the adaptation in
PE to specifically support the development of S&itd which tracks the impact of such
learning experiences on pupils’ social and emotiaredl-being over a longer sustained
period of time. This could then prompt advanceteacher training, and also in PE
curriculum planning to explore how learning expedes can be enhanced by extending
pupils’ SEL. Finally, it is hoped that this studgrctrigger others to further explore the
potential for SEL in PE.



50

6 REFERENCES

Amanda, L. N., & Jim, V. P. (2007). Action reseansteducation: Addressing gaps in
ethical principles and practices. Educational Retea, 36(7), 401-407.
Retrieved from:
http://search.proquest.com/docview/216900972?acmbiil 774

Anderman, E. (2002). School effects on psycholdgia&comes during adolescence.
Journal of Educational Psychology, 94, 795e809.

Bransford, J.D., Brown, A.L. and Cocking, R.R. (22%How people learn: Brain, mind,
experience, and school. National Academy Press.

Brekelmans, M., Wubbels, T., & Den Brok, P. (200Bacher experience and the
teacher-student relationship in the classroom enwient. Studies in
educational learning environments: An internatigrerspective, 73-100.

Brophy, J. (1999). Teaching. Brussels: Internatidicmdemy of Education.

Brunelle, J., Danish, S. & Forneris, T. (2007). Tin@act of a sport-based life skill
program on adolescent prosocial valuksirnal of Applied Developmental
Science, 11 (243-55.

Byra, M. (2006). 4.5 Teaching styles and inclugreelagogies. The handbook of
physical education, 449.

Carnegie Corporation of New York, (1995). Greansitions: Preparing adolescents for
a new century. Reports of the Carnegie Council doléscent Development,
Waldorf, MD.

Carr, D. (2005): Personal and interpersonal refatigps in education and teaching: A
virtue ethical perspectiv8ritish Journal of Educational Studies3:3, 255-271

Collaborative for Academic, Social, and Emotionahtning. (2003)Safe and sound:
An educational leader’s guide to evidence-baseisaad emotional learning
programs.Chicago, IL: Author.

Collaborative for Academic, Social and Emotionaatréng. (2005)Sustainable
Schoolwide Social and Emotional Learning: Impleragah Guide and Toolkit

Collaborative for Academic, Social, and Emotionaitning. (2012)2013 CASEL
GUIDE: Effective social and emotional learning pragis preschool and
elementary school editio€hicago, IL: Author.

Corbin, J., & Morse, J. M. (2003). The unstructurgeractive interview: Issues of
reciprocity and risks when dealing with sensitigpits.Qualitative inquiry
9(3), 335-354.

Cornelius-White, J. (2007). Learner-centered teashealent relationships are effective:
A meta-analysisReview of Educational Researat(1), 113-143.

Danish, S. J., & Hale, B. D. (1981). Toward an ustinding of the practice of sport
psychology.Journal of Sport Psychology



51

Danish, S., Taylor, T., Hodge, K., & Heke, 1. (200Bnhancing youth development
through sport. World Leisure Journal, 46:3, 38-49.

Dewey, J. (1933). How We Think: A Restatement ef Relation of Reflective
Thinking to the Educative Process (Boston, MA: Hgat

DfES (2005) Primary National Strategy. Excellennd &njoyment. Social and
Emotional Aspects of Learning. Guidance Booklet.

DfES (2007) Secondary National Strategy. SociallEmbtional Aspects of Learning
for Secondary Schools. Guidance Booklet.

Doyle, W. (1986). Classroom organization and mameg#. In M.C. Wittrock (Ed.),
Handbook of Research on Teaching, Third Edi{igm 392—-431). New York:
Macmillan.

Durlak, J.A., Weissberg, R.P., Dymnicki, A.B., TaylIR.D., & Schellinger, K.B.
(2011). The impact of enhancing students’ socidl@motional learning: A
meta-analysis of school-based universal intervesti€hild Development, 82:1,
405-432.

Eisner, E.W. (1994) e educational imagination: On design and evaluatd school
programs.(3rd. ed) New York: Macmillan.

Elias, M. J., Zins, J. E., Weissberg, T. P., Ft€yS., Greenberg, M. T., Haynes, N. M.,
Kessler, R., Schwab-Stone, M. E., & Shriver, T(1®97).Promoting social
and emotional learning: Guidelines for educatoi¢exandria, VA: Association
for Supervision and Curriculum Development.

Elias, M. J. (2003). Academic and Social-Emotidredrning. Educational Practices
Series.

Elksnin, L. K., & Elksnin, N. (2003). Fostering salkemotional learning in the
classroomEDUCATION 124, 63-75.

Fraser, B. J., & Fisher, D. L. (1982). Predictingdents’ outcomes from their
perceptions of classroom psychosocial environmfamierican Educational
Research Journal, 19, 498e518.

Gardner, H. (1983). Frames Of Mind: The Theory Qfifiple Intelligences. New York:
HarperCollins College Publishers.

Goldberger, M. (1992). The spectrum of teachintgstyA perspective for research on
teaching physical educatiodournal of Physical Education, Recreation &
Dance, 681), 42-42.

Goleman, D. (1996). Emotional Intelligence, Lond@ipomsbury Publishing.

Gould, D., Carson ,S. (2008). Life skills developarough sport: current status and
future directions, International Review of Sportidxercise Psychology, 1:1,
58-78.

Groom, Barry (2006) "Building relationships for teang: the developing role of the
teaching assistant." Support For Learning 21, n@99-203.



52

Hodge, K.P. (1989). Character building in sporttfar fiction? New Zealand Journal of
Sports Medicine, 17:2, 23-25.

Isenberg, J., & Quisenberry, N. (1988). Play: Aessity for all children. A position
paper. Olney, MD: Association for Childhood Eduoatinternational.

Jewett, A. E., & Bain, L. L. (1985Yhe curriculum process in physical education
Dubuque, lowa: WC Brown.

Kagan, S., & Kagan, M. (1994F.ooperative learningSan Clemente: Kagan.

Kirk, D., Macdonald, D., & O'Sullivan, M. (Eds.2@06).Handbook of physical
education SAGE Publications Limited.

Klausmeier, H. J. (1992). Concept Learning and @phdeaching. Educational
Psychologist, 27(3), 267.

Kulinna, P. H., & Cothran, D. J. (2003). Physicdlueation teachers’ self-reported use
and perceptions of various teaching style=arning and Instructionl 3(6), 597-
609.

Ladd, G. W., & Mize, J. (1983). A cognitive—sodiahrning model of social-skill
training.Psychological reviend((2), 127.

Lewin, K. (1947). Frontiers in group dynamics: cept; method and reality in social
science; social equilibria and social chartgeman relations

Lincoln, Y. S., & Guba, E. G. (1985). EstablishingstworthinessNaturalistic inquiry,
289-331.

Lintunen, T. (2006)Social and emotional learning in the school phyisechucation
context(pp. 25-33). Lannoo Campus Publishers, NaamsesegeBelgium.

Lintunen, T., Kuusela, M. (2007). Social and EmoéibLearning in Physical
Education. In Liukkonen, J., Auweele, Y.V., Verejk B., Alfermann, D.,
Theodorakis, Y. (Eds.Rsychology for Physical Educatotduman Kinetics.

Lintunen, Tand Gould, D. (in press). Chapter 43 Developing&8a@nd Emotional
Skills for A. Papaioannou and D. Hackfort (edaupdamental Concepts in
Sport and Exercise Psycholodyandon: Routledge. (Manuscript submitted for
publication)

Liston, D.P., Zeichner, K.M. (1987).Teaching Studéeachers to Reflect. Harvard
Educational Review, 57:1, 23-49.

Longstreet, W.S. and Shane, H.G. (1988)riculum for a new millenniunBoston:
Allyn and Bacon.

Morgan, K., Kingston, K., & Sproule, J. (2005). &dts of different teaching styles on
the teacher behaviours that influence motivatiatialate and pupils' motivation
in physical educatiorEuropean Physical Education Reviel(3), 257-285.

Mosston, M., & Ashworth, S. (200ZJeaching physical educatio8an Francisco, CA:
B. Cummings.



53

Ng, P. T., Lan, L. K. Y., & Thye, J. T. E. (2008eveloping reflective teachers: The
experience of two modules in the teacher trainimgyg@amme at the National
Institute of Education, Singapor&sia Pacific Education Review(2), 200-206.

Oliva, P. (1997)The curriculum: Theoretical dimensiarisew York: Longman.

Paris, C.L. (1993). Teacher Agency and CurriculuakMg in Classrooms. New York:
Teachers College Press.

Pianta, R. C. (1999). Enhancing relationships betw&hildren and teachers.
Washington, DC: American Psychological Association.

Rogers, C. R. (1969Freedom to learnColumbus, OH: Charles E. Merrill.

Ross, M.R., Powell, S.R., Elias, M. (2002). Newé¥dlor School Psychologists:
Addressing the Social and Emotional needs of stisd&thool Psychology
Review, 31:1, 43-52.

Rudd, R. E., & Walsh, D. C. (1993). Schools asthéal environments: Prerequisite to
comprehensive school healfreventive Medicineg22(4), 499-506.

Sagor, R. (2000)Guiding School Improvement with Action ReseaAdaxandria,
Virginia: Association for Supervision and CurricmiuDevelopment.

Salovey, P., & Sluyter, D. J. (Eds.). (1997). Erooél development and emotional
intelligence: Educational implications. New Yorkad&ic Books.

Samdal, O., Nutbeam, D., Wold, B., & Kannas, L.98P Achieving health and
educational goals through schools—a study of timmance of the school
climate and the students' satisfaction with schidehlth education research
13(3), 383-397.

Sanders, J. A., & Wiseman, R. L. (1990). The effadtverbal and nonverbal teacher
immediacy on perceived cognitive, affective, andaaoural learning in the
multicultural classroomCommunication Educatioi39(4), 341-353.

Schultz, E. W., Glass, R. M., & Kamholtz, J. D. 8¥9. School Climate: Psychological
Health and Well-Being in Schoalournal of School Healib7(10), 432-436.

Social and Emotional Aspects of learning (SEAL) $&condary Schools (2010).
Guidance Booklet. Department for Education,.UK

Shonkoff, J.P. and Phillips, D.A. (2000). From remg to neighborhoods: The science
of early childhood development. National Academgs3r

Stringer, E. (2004)Action Research in EducatioNew Jersey: Merrill Prentice Hall.

Tomal, D.R. (2003)Action Research for Educatonsanham, Maryland: Rowman and
Littlefield.

Trochim, W. M. (2006). Qualitative measurBesearch Measures Knowledge Base
361-9433.



54

Turner, J., Midgley, C., Meyer, D., Gheen, M., Andan, E., & Kang, Y. (2002). The
classroom environment and students’ reports ofdaraie behaviours in
mathematics: a multi-method study. Journal of Etianal Psychology, 94,
88e106.

Uitto, M., & Syrjala, L. (2008): Body, Caring an@Wwer in Teacher—Pupil
Relationships: Encounters in former pupils' mensyri&candinavian Journal of
Educational Research, 52:4, 355-371

Wang, M. C., Haertel, G. D., & Walberg, H. J. (1997arning influences. In H. J.
Walberg & G. D. Heartel (Eds.), Psychology and edional practice (pp. 199-
211). Berkeley, CA: McCatchan.

Zins, J.E., Weissberg, R.P., Wang, M.C., & Walbétg),. (2004). Building academic
success on social and emotional learning: What tteegesearch say? New
York: Teachers College Press.

Zins, J.E., Bloodworth, M.R., Weissberg, R.P., &ldéag, H.J. (2007). The Scientific
Base Linking Social and Emotional Learning to Sdt#wccess, Journal of
Educational and Psychological Consultation, voldiglssue 2-3

Web sources

http://casel.org/why-it-matters/what-is-sel/

http://nationalstrategies.standards.dscf.gov.uk

http://www.teachernet.gov.uk/teachingandlearningigdand pastoral/seal_learning/

http://www.moe.gov.sg/education/programmes/soaiabtonal-learning/




55

APPENDIX 1

¢

I UNIVERSITY OF [YVASKYLA

Information Sheet for Participants

Invitation to participate in a research study: Implementation of Social and
Emotional Learning Programme in Physical Education (PE)

What is the study about?

The aim of the study is to look at teaching social and emotional skills during PE.
The results of the study will contribute to completing a Master’s thesis.

What will your participation involve?

The researcher will be attached to your class during PE to teach lessons related
to self-management and social awareness (e.g. effective communication
techniques). Outside of class time, the researcher may also speak to you about
some of your thoughts and feelings. Your input in this is voluntary, and you may
decide not to participate in the interview. However, there is no right or wrong
response.

There are no known risks associated with participation in this research.
Information collected will be treated anonymously and with strict confidentiality.

If you would like to have any more information concerning this study, please do
not hesitate to contact us. Thank you.

Researcher: Supervisor:

Jessica Ho Soo Fern Dr Taru Lintunen
University of Jyvaskyla University of Jyvaskyla
Finland Finland

e-mail: soo.f.ho@student.jyu.fi e-mail: taru.lintunen@jyu.fi

This letter is yours to keep.
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APPENDIX 2

¢

I UNIVERSITY OF JYVASKYLA

Consent Form

Implementation of Social and Emotional Learning Programme
in Physical Education

l, , have read and understood the accompanying

information sheet. | have had the opportunity to ask questions, and all of my
guestions have been answered to my satisfaction. | agree to participate in this

study. | understand that | will receive a signed copy of this form.
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APPENDIX 3

LESSON PLAN (1)
LEARNING AREA: Social and Emotional Skills — Impulse control

ACTIVITY: Basketball YEAR LEVEL: Sec 1

SEL Objective:
By the end of the lesson students should have nésed their role and responsibilities in
class to manage their own behaviour.

Key Teaching Points:
o self and social awareness (understanding the bigiviour in class)
o cognitive skills (when to speak and when to listen)
o behavioural skills (what to do verbally and nonbadly)

RESOURCES:
The “Silence Sign” cue.

TEACHING PROCEDURE:

TIME STEPS

1. INTRODUCTION
Teacher sets the tone of the class
« Emphasise the importance of starting the class righ
* Point out to students that their class behaviosr heen lacking
(specifically: attention) and there is immediate eche for
improvement
» Ask students for specific examples of appropriaedviour when
paying attention

5 mins

2. GUIDED DISCOVERY (examples/information)
Teacher explains the value of listening, and ifgartance in learning.

Demonstration of the use of the “Silence Sign”.
_ - when teacher raises a hand up (fist closed¥tadlents are to repeat the
S mins sign at once and at the same time, keep mouth shut.

- no one speaks until everybody’s hand is up aled® in class is
achieved (for the first time, may need to wait$ewveral moments until
every student gets the point)

- teacher is first to speak, and begins usually wisharp announcement
- class understands that instructions can be helaeth everyone
cooperates to keep the class quiet.

- have a few practices, and praise the class wihiakeds them less and
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less time to achieve complete silence as a class

3. EXPLORATION (group/individual)
30 mins Throughout the normal progression of the lessaglter to utilize the
Silence Sign whenever silence and full attentiothefclass is required.

4. CONCLUSION (share/reflect)

. Reflection:
5 mins

* Teacher to ask students to share how they feel tabw
class/themselves/their learning when the classtisioisy

* How can they improve on using the Silence Sign?yfieaonce
the students are used to the sign, any studenhe.glass monito
can initiate the Silence Sign if they have someghimsay or the
class starts to get noisy)

» Can this skill can be used outside PE class?

STUDENT ASSESSMENT: (Summative)
» Students should be observed and their discusstanéd to throughout the
lesson as an indication of their understandingadility.
* Note students who successfully utilised the todl sasons that students are
perhaps not showing confidence in using the toouse in future lessons

LINKS TO SCH/MOE OUTCOMES:

Level: Sec 1

CCE Learning Outcome:
Develop self-awareness and self-management skilishieve personal well-being and
effectiveness.

ANDE Values: Daring in our Dreams

C2015: Self-Directed Learner

Key Idea: Learning roles and responsibilities in the contéhne’s environment, self-
discipline to control one’s emotions/impulses, dethy gratification

Essential Learnings / Skills:Reflection, impulse control

Key Competencies: LO1
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APPENDIX 4

LESSON PLAN (2)
LEARNING AREA: Social and Emotional Skills — Effective Communioati

ACTIVITY: Basketball YEAR LEVEL: Sec1

SEL Objective:
By the end of the lesson students should have dpe&dithe skills to give appropriate
affirmation and encouragement to team mates darigame.

Key Teaching Points:
o self and social awareness (understanding that whaay can influence how
others feel)
o cognitive skills (what to say to encourage otherthe right situation)
o behavioural skills (what to do verbally and nonbadly)

RESOURCES:

Statements foaffirmation:
- “Nice shot!”

- “Good play!”

- “That’s the way!”

Statements foEncouragement

- “Good try”

- “It's OK, focus on the next ball”
- “No worries, try again”

TEACHING PROCEDURE:

TIME STEPS

5. INTRODUCTION
The class discusses briefly:

* The need for communication when playing as a teaskinig for
the ball, talking about strategies to win, givingceuragement
etc)

» Talk about situations when giving encouragemenhéasessary
(when team scoreéSND when team loses a point)

* Ask students for examples of appropriate statementboth
situations.

5 mins

6. GUIDED DISCOVERY (examples/information)

Teacher explains that what we say will always re@vémpact on how
others feel and think. Therefore if we use thetrigbrds at the
appropriate time, we can encourage our team matebelp them feel
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10 mins better about themselves and perform better.

Demonstration of the use of praises through a stesfio.

- invite a student to shoot hoops. If he gets thkib, the class praises
him. If he misses, the class offer him some engmmant.

- ask this student to share with the class howditierent statements in
the different situations make he feel.

7. EXPLORATION (group/individual)

30 mins The class breaks into small groups in game sitoatio

Throughout the course of the PE activity, teaclmseoves students’ use
of affirmation and encouragement, guide in usirgtéchnique, where
necessary.

SMINS | g CONCLUSION (share/reflect)

Reflection:

» Students share how they used the praises and ageroents

« What difficulty they encounter.

 How affirmation and encouragement can be used drutfiE
class.

STUDENT ASSESSMENT: (Summative)
» Students should be observed and their discusstanéd to throughout the
lesson as an indication of their understandingadility.
* Note students who successfully utilised the toal @asons that students are
perhaps not showing confidence in using the toouge in future lessons

LINKS TO SCH/MOE OUTCOMES:

Level: Sec 1

CCE Learning Outcome:

Develop social awareness and demonstrate interpagrskills to build and maintain
positive relationships.

ANDE Values: Caring in Action

C2015: Confident Person

Key Idea: Learning roles and responsibilities in the contéhne’s environment,
recognizing positive relationships

Essential Learnings / Skills:Communication, perspective taking, forming and dini
relationships, help-seeking and help-providing

Key Competencies: LO3
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APPENDIX 5

LESSON PLAN (3)
LEARNING AREA: Social and Emotional Skills — Empathy

ACTIVITY: Basketball YEAR LEVEL: Sec 1

SEL Objective:
By the end of the lesson students should have dpedlthe skills to think from
another’s perspective and offer appropriate help.

Key Teaching Points:
o self and social awareness (recognizing and unaelista how others feel)
o0 cognitive skills (how to offer help to others)
o behavioural skills (what to do verbally and nonbhadly)

RESOURCES:

Small-sided basketball game.
Team formation strategies.

TEACHING PROCEDURE:

TIME STEPS

9. INTRODUCTION

The class recaps from previous lesson:
* The need for communication when playing as a team

5 mins « What is good communication

« Situations when giving encouragement is necessamgr{ team
scores as well as when team loses a point)

* Recap examples of appropriate statements in botht®ins.

Teacher asks about need for effective communicateopponents?
(e.g. accidental collision, before a game, aftgame)

Ask students for their ideas and responses

10. GUIDED DISCOVERY (examples/information)

_ Teacher highlights that what we DO will always haveimpact on how
5 mins others feel and think.

Students choose their own teams and play a srdalll gjame, paying
attention to giving appropriate praise and affiriomat

11. EXPLORATION (group/individual)

Teacher goes around the groups and stops the ghsresgore becomes
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35 mins

5 mins

uneven.
Teacher asks students to quickly analyse the gihiaything can be
improved to make the score more even.

*Direct students’ attention to how the losing teanmight be feeling
about the current score.

Teacher to move from group to group and observdgames feedback
accordingly.

12. CONCLUSION (share/reflect)
Reflection:

» Students share how they compare game before ardsafitching
members

* Allow views from both winning and losing teams

» Praise students for flexibility in forming teams

» Explain the power of empathy, and how it is verpartant in life

» Students offer ideas how they can show empathydsuBE

STUDENT ASSESSMENT: (Summative)
» Students should be observed and their discussitanéd to throughout the
lesson as an indication of their understandingadility.
* Note students who successfully utilised the todl @asons that students are
perhaps not showing confidence in using the toouse in future lessons

LINKS TO SCH/MOE OUTCOMES:

Level: Sec 1

CCE Learning Outcome:
Develop social awareness and demonstrate interpagrskills to build and maintain
positive relationships.

ANDE Values: Caring in Action

C2015: Confident Person

Key Idea: Showing understanding towards feelings of others

Essential Learnings / Skills:Perspective taking, help-seeking and help-providing

Key Competencies: LO3
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APPENDIX 6

LESSON PLAN (4)
LEARNING AREA: Social and Emotional Skills — Conflict Resolution.

ACTIVITY: Basketball YEAR LEVEL: Sec1

SEL Objective:
By the end of the lesson students should have dpe&dithe skills to manage their
behaviour using the “STOP THINK DQO” technique.

Key Teaching Points:
o self awareness and self control (understandingjrikdetween feelings and
behaviour)
o cognitive skills (how to think consequentially tohge problems)
o behavioural skills (what to do verbally and nonbadly)

RESOURCES:
Visual aid — placards showing colours of “traffights”.

TEACHING PROCEDURE:

TIME STEPS

13. INTRODUCTION
The class discusses briefly:
* The importance of learning to work with others inP& class
(playing together, scoring for team, etc)
« Talk about some difficulties when playing with athddifferent
personalities, styles, interests, etc)
 Talk about situations where conflicts sometimessearivhen
playing with others (rough play, collision, shatapi no
sportsmanship, etc)
» Talk about key factors that can help solve thelamiafon the spot
(remaining calm, talking, etc)

5 mins

14. GUIDED DISCOVERY (examples/information)

Teacher explains the “STOP THINK DO” model using thraffic

. lights” concept.

10 mins « RED = STOP. Not to react, clarify problem by corsitiow you
feel at the moment, and possibly why.

* YELLOW = THINK. Consider solutions, evaluate conseqces.

* GREEN = DO. Choose the best solution, act on it.

Demonstration of the use of “STOP THINK DO” througte-play.
Example scenario: 2 players from opposing teanchira the ball at the
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30 mins

5 mins

same time, resulting in a potential conflict..
» STOP =l feel....because (problem)...”
» THINK = “What could | do?"
« DO="Doit”

15. EXPLORATION (group/individual)
Throughout the course of the PE activity, teaclseoves students’
behaviour, guide in using the technique, where s&ag.

16. CONCLUSION (share/reflect)
Reflection:

» Students share how they used the STOP THINK DOnigale
* What difficulty they encounter.
» How this tool can be used outside PE class.

STUDENT ASSESSMENT: (Summative)
» Students should be observed and their discusstanéd to throughout the
lesson as an indication of their understandingadility.
* Note students who successfully utilised the toadl @asons that students are
perhaps not showing confidence in using the toouse in future lessons

LINKS TO SCH/MOE OUTCOMES:

Level: Sec 1

CCE Learning Outcome:
1. Develop self-awareness and self-managemens stiichieve personal well-being
and effectiveness.

ANDE Values: Excellent in all our Endeavours

C2015: Self-Directed Learner

Key ldea: Self-discipline to control one’s emotions/impulsasd delay gratification

Essential Learnings / Skills:Communication, Impulse control, Problem solving

Key Competencies: LO1
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Name:
Class: 1/

What do | think was good about Ms
Ho’s PE lesson? And why? (Please write
at least one point, and one reason)

w
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Reflection Worksheet

Date: 30 Aug 2012

/\Nhat was not so good about Ms Ho’s \
PE lesson? Why? (Please write at least one
point, and one reason)

% /

Lifeskills for PE Lesson

What is the most important
thing | learnt from the

lesson?

N

Have | learnt anything new from the lesson? (Write
at least one point)

moody?)

Poor

1

In my opinion, how have | behaved

during the lesson? (e.g. Was | attentive? Did |
try my best to perform the given tasks? Was |

Circle the no. that best describes your
behaviour during the lesson ©

Fair Average Good Very Good

2 3 4 5

|




