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Reviews of the literature reveal the positive impact of Sport Education on a range of learners and teachers in physical education [PE] (Kinchin, 2006; Wallhead & O’Sullivan, 2005). Due to time and space a description of Sport Education is not presented here. The reader is advised to consult journal articles (Siedentop, 1998) and books (e.g. Siedentop, Hastie & van der Mars, 2007).
Siedentop (1994) has pointed to Sport Education’s flexibility to meet the needs of individual schools and programs at the elementary/primary range (e.g. Bell, 1998), middle school (e.g. Hastie, 1996), and secondary level (e.g. Carlson & Hastie, 1997). Research in Sport Education has extended to ‘at risk’ settings (Hastie & Sharpe, 1999), university basic instruction programmes (Bennett & Hastie, 1997) and in learning to teach within physical education teacher education (Collier, 1998; Curtner-Smith, Hastie & Kinchin, 2008). A range of activity areas have provided the activity focus including ultimate Frisbee  (Hastie, 1998a); netball (Clarke & Quill, 2003); softball (Bennett & Hastie, 1997); dance (Graves & Townsend, 2000); rugby (Kinchin, Wardle, Roderick & Sprosen, 2004); netball/basketball hybrid (MacPhail, Kinchin & Kirk, 2003). 
In further debating the potential flexibility of Sport Education, Hastie (2003) describes how this model was used to support cross-curricular outcomes in Australia through integration with content areas such as social studies. Others have argued Sport Education, “…may legitimately claim to be more integral to the central purpose and ethos of primary schooling” (Taggart, Medland & Alexander (1995), p.16). Indeed Kinchin & Kinchin (2005) have encouraged teachers to use early year’s documentation and statutory guidance within England and Wales to support a ‘foundational’ Sport Education in the early years of primary education.

Evident within such claims is both the cross-curricular possibilities of Sport Education and the potential transferability of key elements to the classroom. We therefore suggest there is unfulfilled potential for Sport Education to be developed in content areas outside of PE and that little is known on the extent to which the principles and key characteristics of Sport Education might be transferred. This paper describes efforts by one head of physical education to immerse the key features of Sport Education into the teaching of French. In this paper we report the perceptions and responses of one teacher and one class of pupils. 

Subjects & Settings

Sam [pseudonym] was head of PE in an all-boys secondary school located in a central southern county in England and volunteered to participate in the study. Sam had seven years teaching experience and had used Sport Education for three years in his department. Part of his timetable included teaching French to year 7. Twenty-three year 7 pupils (aged 11), following permission from parents or guardians, participated in the study. These pupils made up one French class which met one lesson per week for 45 minutes. The class was considered lower than average ability in French. 

The ‘Immersion’ Sport Education Unit

The authors conceptualise an ‘Immersion’ Sport Education unit in which the key features of the model are incorporated into a non-PE context. Figure 1 summarises the ways in which the teacher in this study addressed the key characteristics of Sport Education in their French class.

	Feature of Sport Education
	How incorporated into the Immersion unit



	Affiliation
	Persisting table teams (3 teams of 6, 1 team of 5)

All pupils with roles and responsibilities

a) Le capitaine [captain]
b) Le capitaine vice [vice-captain]
c) Directeur d’equipment [equipment manager]
d) Directeur de devoirs [homework monitor]
e) Le traducteur [translator]
f) Le marquer [scorer]

	Seasons
	One lesson per week for 20 weeks

	Formal Competition
	Individual and team competitions: prose and vocabulary tests

	Culminating Event
	Team Project (tourism, cuisine, sport, fashion) and presentation to the rest of the class. Marked by Head of French. Teams announced, Presentation in French

	Records
	Points: homework completed, ‘l’homme de match’, cooperation points, getting in the class promptly

Notice-board: samples of pupil work posted, points summarised, league positions posted, bonus points

	Festivity
	French Flags

Table Signs

Team Names

· L’equipe Zidane

· L’equipe Barthez

· L’equipe Platini

· L’equipe Papin

Pictures of the players present


Figure 1: Integrating the features of Sport Education into a French lesson context.
Data Collection

Questionnaires

Year 7 pupils completed two questionnaires. The pre-unit questionnaire consisted of a 13-item instrument where respondents indicated their views on the teaching of French. These questions, eight of which required a yes or no response, addressed attitudes towards French, how it was taught, how much they thought they learned and how motivated they were to attend. Five additional open-ended questions asked for respondents’ views on the best part of French, what made them try, the atmosphere in class and anything else about their French lessons during this period. A further instrument (18-item) asked the respondents to share their views post-unit.  This instrument included a number of the same questions but also asked specific questions related to the Immersion unit (use of roles, focus on team-work etc).

Both authors are experienced researchers in Sport Education which assisted with content validity of the questionnaires. The teacher checked both instruments to determine if the language of the questions was accessible to the class and he also asked a small group of non-targeted boys to indicate if there were any words they could not read or phrases they could not understand. No suggestions were offered.

Semi-structured interviews

The teacher was interviewed on two occasions using a semi-structured format. The first accessed their experiences with Sport Education in PE and factors which led to its consideration in the teaching of French. The second asked the teacher to describe their observations and views on the immersion unit and to discuss the work students had completed. 
Data Analysis

From the questionnaires all discriminative items were summarised and expressed as percentages. The interviews were transcribed. Written responses and transcripts were analysed inductively using constant comparison Goetz & LeCompte (1984). 

Results

Figure 2 summarises the pupil discriminative responses prior to and following the immersion unit for the item indicated.

	Survey Item
	Pre-immersion unit

(%)
	Post-immersion unit

(%)

	Do you enjoy French?
	Yes =     0

No  =  100
	Yes =   91

No  =     9

	Do you like the way your teacher teaches you?
	Yes =    22

No  =    78
	Yes =   100

No  =       0

	Do (individuals/team help you)
	Yes =    22 

No  =    78
	Yes =    87

No  =    13

	Do you look forward to coming to French each lesson
	Yes =      5  

No  =    95
	Yes =    91

No  =      9

	Do you try hard in French?
	Yes =    65

No  =    35
	Yes =    96

No  =      4

	Do you feel left out?
	Yes =    61 

No  =    39
	Yes =      0

No  =   100

	Do you have enough time to learn
	Yes =    44    

No  =    56
	Yes =    74

No  =    26

	Do you want to learn in lessons
	Yes =    65

No  =    35
	Yes =    83

No  =    17


 Figure 2: Year 7 boys’ responses prior to and following immersion unit (N=23)
Prior to the unit almost all pupils reported not enjoying French and did not look forward to coming to the lesson. Considerably greater enjoyment of French was evident post-unit and nearly all pupils enjoyed how the immersion unit was taught and looked forward to coming to the lesson.  More pupils claimed they worked harder and felt included in the lesson

Open-ended responses

Open-ended responses revealed the vast majority of pupils pre-unit considered the best aspect of French was when the bell rang to end the lesson and they were able to leave and go home.  Nearly all pupils initially described a noisy classroom, with regular comments about pupils being bored, out of their seat, taking considerable time to settle down, messing about, with much shouting out. As one wrote:
“The atmosphere was boring and I was fed up and I wanted to get out…It was rubbish, it was the worst lesson of the week and it was boring so we all made lots of noise and we couldn’t learn”

Post lesson surveys depicted a sharply contrasting class atmosphere. The following descriptions appeared: ‘great’, ‘mostly quiet’, ‘working hard’, ‘settled and hard-working’, ‘organised and helpful’, ‘good’, lively and hard-working’, ‘happy’, ‘everyone is enjoying French’, ‘brilliant, much better’.

A significant majority of pupils both enjoyed being on a team and preferred their French lessons. Pupils described other aspects of the Immersion unit they enjoyed. The point system was appreciated and many wanted to earn points, saw this as a reason to work hard, and also liked how they were compared to other teams in competition. The ‘l’homme de match’ was particularly appreciated. 

Pupils described what they did when fulfilling roles and why doing them well added to their league standing or increased the chance for league points (e.g. getting books out quickly, getting their points posted promptly, translating words to help all their team learn, helping people if they were stuck, making sure their table was aware of the homework requirements). Pupils claimed to have taken on these new responsibilities and worked effectively within teams and became more independent.

Interviews 
Sam discussed his observations of the Immersion French unit. He supported the emphasis upon team affiliation as a persisting group and discussed how this was evident; 

I liked the team affiliation and the boys really responded to that….we decided on team names….something they could work towards as a team…..such as if they get an A for their homework then their team gets a point….the scoring system was where they could earn points for their team and trying to develop as a team when working together… We have a man of the match….which we brought across from PE…this is for each individual table….I pick who has worked hardest on each table…..the boys were cheering who I picked and I did not stop them as it was brilliant…I like that…now they pick.

The success of persisting groups in PE had influenced his choice to use such arrangements in French: 
They have responded well, they are getting used to being in a group….adapting it from PE helped, there have not been any problems with people falling out in their group…there have been instances when one has said to one of their group ‘look you are not working’ , rather than me having to pick this up in front of the group it is just taken something from another team-mate to say look you are not working….it has given them a bit more responsibility of their own behaviour….a lot more teaching

The use of roles within the Immersion unit was described positively and in particular the impact upon some lesser able pupils:

We made the roles a little more relevant to French….it has given them more independence in their learning…and they work together much better as a team

The team captain… he is usually a vocal one…I asked the teams to elect a captain…the more shy characters tended to be the scorer and the translator, but the translator has really sort of come out of themselves as they are gaining confidence in a different area….he is now important and can go and find a word out that nobody knows and he is teaching these boys the word…..the scorer was generally the guy that was not very good and he was given that role and seen as not very important….all of a sudden as they have to count the points up he became a very important part of that team…and now some of the more able pupils want this role…..

Sam was keen pupils knew what counted and he discussed what he had learned from PE in terms of allocating points:

This was something we initially struggled with in PE…we had the bonus points system for kit and participation…in PE we came up with a list of things that you could earn points for….I adapted these from PE to French…..so I typed them up and put them on the board so all the boys could see…I had a separate notice board….which has all teams, the roles which I have translated into French….I have got a list of what they could get points for…I picked four different things…it was basically coming in sitting down getting work out and ready to go, working well, if they get an A for a piece of homework which are differentiated….so those are the immediate things that could count…….so they can immediately see on a bar chart who is winning….

Sam also noticed a greater work ethic in the class. Homework submissions had improved to nearly 90% submission. 
The pupil work has been very good….they tend to work at an appropriate level so there are less guys off task and less guys not being interested in the subject….they seem more interested in it [French]….I have had two high ability boys on one table and one high ability boy from another table have stopped back after the lesson individually and one said I really like French, I really like the way that we do it now and I really look forward to French…..another guy said that he really liked the way that we got points….that was cool and another said that he really liked the time that I spent with them…

Consequently there was less off-task behaviour, which the boys had confirmed:
Before they were just sat next to a partner and when they went off task they would generally just turn round…they were bored, they did not understand it and it was just too hard for them…now they are in their groups, there has been a lot of asking each other whether things are right….when they are doing some translation work it is absolutely fantastic, the work rate is high, they are on task and they are working……if there is one guy who is not, then I just give a bonus point to the other three tables…a little bit of peer pressure works…

Sam felt more enthused about teaching French as he explained:

I was not really over-enthused about doing it…..I was not enjoying it but I am now and I look forward to the lessons and the boys coming in….they linger after the lesson, they stop back and look at the points charts and I am having to kick them out and say ‘you have to get your bus…
Discussion
As evident within this study the potential does exist for a number of defining features within Sport Education to support learning and teaching in non-PE contexts.  Sam referred enthusiastically to team affiliation, records, roles and responsibilities. Pupil comments evidence that many core features can be successfully transferred into another content area (persisting teams, roles, records & competition etc) and be received enthusiastically. Sam also discussed how the successes with affiliated teams and positive use of roles and responsibilities in PE had informed his decision to immerse them in French lessons. One major outcome for Sam was that he enjoyed teaching French more than before.

Pupils across a range of settings have described many positive experiences through Sport Education in physical education (Grant, 1992; Hastie, 1996; 1998). Similarly, many boys discussed teaching and learning in French in a similar way. Specifically they enjoyed having a role, enjoyed their time in French more than previously, claimed to be more positively disposed to working hard, were more motivated by the competitive elements and points arrangements, had fun, and nearly all looked forward to coming to the lesson.  Teachers who have used Sport Education in PE have described their pupils as similarly more enthused (e.g. Carlson & Hastie, 1997; Kinchin, Quill & Clarke, 2002; Grant, 1992; Hastie, 1998a). 
We noted greater enthusiasm for French by pupils in their surveys. It seemed that pupils were aware that it was in everybody’s interest to help all players on a team and that the best resource for doing so was the team itself. The reports from pupils suggested a considerable change in the class environment as the unit unfolded, mirroring efforts in PE where teachers have described pupils as more focussed, where there is less disruptive in-class behaviour and lessons beginning sooner. We also sensed a more inclusive, socially-oriented teaching and learning environment with some of the less able pupils, according to Sam, being valued more through the performance of their assigned roles and fewer feeling left out.

It would seem the team name association with football and more specifically to some of the players (of cultural significance to this school) added to the excitement in class, in addition to the use of reward systems recognisable within the wider world of sport (e.g. man-of-the match).

Conclusion

A familiarity with Sport education appeared to assist Sam in making the transition to a new content area. The developments here have illustrated the ways in which the principles and framework for Sport Education are sufficiently flexible and can be adapted in different ways to suit specific contexts. The outcomes of this research have identified some potential linkages between Sport Education in PE settings and provision and participation into other areas of the school curriculum. The establishment of persisting groups (Siedentop, 1995) and the affiliation, which might develop in one setting, could indeed transfer to another and this is in our view worth considering in schools in the future. The findings from this study with one class might hopefully encourage others to pursue the potential for the integration of Sport Education into classroom learning and which might also improve these further integrative practices.
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